ABSTRACT

Post 16 (P16) transitions, whether that be from key stage 4 (KS4) to sixth form in a secondary school or from KS4 to a Further Education Institution (FEI); from key stage five (KS5) to Higher Education Institution (HEI); into work-based education and training or into the workforce, can present many challenges for young people (YP), teachers and parents (Welsh Government WG 2021a). This study was carried out to investigate these potential transition challenges for three pupils from three different secondary schools within the same Local Authority (LA) in Southwest Wales, with a focus on wellbeing. Qualitative and quantitative data were collected using a case study approach from the YP through a questionnaire and semi structured interview, post transition. Particular attention was paid to transition and wellbeing practices and student preparedness. The study pays particular attention to the kinds of wellbeing support provided to the students prior to their transition and aimed to investigate opportunities for advancement in wellbeing support during P16 transitions.  Findings from this research show that when P16 transition support is planned and delivered holistically, through a person centred and experiential learning approach, YP’s overall wellbeing benefits by, not only experiencing a more positive transition but also enhancing resilience and, in turn, engagement and retention.
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[bookmark: CHAPTER1INTRODUCTION]CHAPTER 1
INTRODUCTION
Transitions for children and young people (CYP) take place in many forms. Traditionally and more commonly, when transition is discussed in education, it is considered as a move to a new space. These types of transitions are known as vertical transitions as often they are referred to as ‘moving up’ (Packer 2021; and Vogler, P, Crivello, G and Woodhead, M. 2008). As well as vertical transitions, Vogler et al (2008) articulate that movement, or a change in routine, such as from classroom to the school yard occur daily for CYP, and these are known as horizontal transitions. Additionally, and arguably less recognised, is the third type of transition called ‘education-associated transition’ which refers to less formal changes and routines that occur outside of school, such as bereavement, but can affect and shape CYP’s lives and overall wellbeing (Vogler et al. 2008). The common rhetoric surrounding the topic of transition in schools today in Wales may be deemed as one dimensional, rather than viewed an evolving process that is multi layered and complex in nature (Downes, Nairz-Wirth, and Anderson 2018).
In Wales, pupils commonly experience three main transitions in their educational journey and vertical transition continues to dominate the discourse surrounding the topic of transitions in schools (Vogler et al 2008 and Packer 2021). These are from early childhood education services to school at five years of age; Year 6 at eleven years of age into Year 7 at a secondary school, and Post 16 transition (P16) in Year 11 at sixteen years of age. P16 transitions can lead to various pathways and the most common in Wales include into KS5 (Key Stage 5) within sixth form at a secondary school or to FEI (Further Education Institution), to a HEI (Higher Education Institution), into work-based training or into the workforce (Packer 2021). Research shows that students experience a variety of changes when they move from one setting to another, which may cause anxiety and result in negative effects on pupil wellbeing (Spratt 2015). 
Although not specifically focused on P16 transition wellbeing, a body of literature on transition (Downes, Nairz-Wirth and Anderson 2018; Eccleston 2008; Galton and McLellan 2018; Packer 2021; Symonds 2015; Vogler et al 2008), signals the challenges which YP may encounter at this critical time in their educational journey. Broadly, these include challenges experienced due to changes in curricular systems, environmental factors, teaching/tutoring styles, teacher/tutor expectations, subject content, relationships, and possible discontinuities in learning; all factors which may contribute in significant ways to students’ future unsettlement in their new environment (Galton and McLellan 2018). As well these, difficulties in relation to the emotional and social aspects of YP wellbeing have been brought to the forefront since the outbreak of the Coronavirus in 2020 (Ougrin 2020).
While there is a vast array of information available that focuses on early years transition, transition from primary to secondary school and an increasing amount of research in the field of wellbeing, having researched educational articles, journals and books, studies that focuses specifically on P16 wellbeing transition appears less common (Ecclestone 2008). This subject is significant as, to date, there appears to be limited research available which examines P16 transition practices and those that best support wellbeing (Gale and Packer 2012). For these reasons, further research in this field may help to not only widen understanding on how best to support YP during their transition, but also strengthen the priorities within policy and legislation occurring in Wales today.
This study therefore focuses on pupils’ emotional and social wellbeing at a time of P16 transition from Key Stage 4 (KS4) to sixth form, KS4 to FEI and from KS5 to HEI; examining how three students prepare for and experience their transition. Research shows that wellbeing underpins whether pupils adjust well or poorly to the changes experienced during transition and the following literature review identifies and justifies the need for empirical data on the types of wellbeing support available during P16 transitions (Symonds 2015). 
While this research study may be small in scale and therefore not without its limitations, its findings may help to inform current, future and personal practice as a Local Authority Post 16 Transition Officer (LA P16TO) by providing not only an understanding of the types of transitional wellbeing support, but to also ascertain if there is need to explore opportunities of advancement in wellbeing support during P16 transition. This research project has the potential value not only to inform further research, but to benefit YP by identifying how opportunities for pupil participation within P16 transitions can support their overall wellbeing. 

[bookmark: _Hlk100671038] 	The aims and objectives of this research study (what are the opportunities for wellbeing support in P16 transition; the perspectives of YP), were therefore to not only re-evaluate transition processes available at P16, but to gain further understanding of what types of wellbeing support opportunities are available for YP. Though not the primary focus of the study, the change in practice caused by the Coronavirus pandemic is also highlighted in the study. Further, it was necessary to explore what wellbeing means to YP, how they would like their wellbeing supported during transition and if their ideas coincide with support provided in schools. 

[bookmark: _Hlk97983075]The specifics of this research study include:

i) Exploring the participant’s perception of wellbeing.
ii) Identifying the types of transition processes available in P16 transition experiences from secondary school to the next phase of education; the types of wellbeing support practices and procedures available in P16 transition experiences from secondary school to the next phase of education; how and by whom transition and wellbeing support are determined. 
iii) Evaluating critically the models and frameworks relevant to supporting wellbeing during transition.
iv) Formulating recommendations on what good wellbeing support might include for young people during P16 transition experiences.















[bookmark: CHAPTER2LITERATUREREVIEW]CHAPTER 2
LITERATURE REVIEW
Introduction
The topic of transition for CYP is complex and so too are the increasing discussions surrounding wellbeing (Symonds 2015 and Spratt 2017). This chapter provides a systematic literature review that aims to explore transition in more detail by providing historical, theoretical and contemporary contextual evidence based on seminal publications available on both topics. While there is a vast body of research on transition in formal schooling and a rising interest in wellbeing since the pandemic, little research has taken into consideration how wellbeing might be supported during P16 transition (Davis, Ravenscroft, and Bizas 2015; Ecclestone 2008; Galton and McLellan 2018; Ougrin 2020; Packer et al. 2020; Perry and Dockett 2011; Sutherland, Yee, MacNess and Harris 2010; Symonds 2015).  Due to the breadth and complexity of both topics, it was necessary to establish boundaries in terms of timescale and scope of research. Even though this literature review does provide historical context outside of this timescale, the most significant publications on both national and global transition and wellbeing have occurred following 2010 and therefore, the scope of this literature review will mainly adhere to this time frame. Incorporating a Critical Appraisal Skills Programme checklist (see Appendix 1) helped provide clear focus and encourage researcher reflection (CASP-UK, 2017).
Key terms such as transition, emotional and social wellbeing, P16, pupil voice and resilience helped not only to refine searches, but to remain focused on the main aims and objectives of this study. Keeping these key terms at the forefront enabled specific searches to take place, mostly via search engines such as Google Scholar and University of Wales Trinity Saint David’s (UWTSD) library website. Scholarly articles, published literature, current legislation and policies, key sources obtained from bibliographies of existing studies contributed to this literature review. Initial searches on transition indicated a plethora of research on early years and primary to secondary transitions, though a gap in transition research for P16 learners (Packer and Thomas 2021). 
[bookmark: _Toc45110163]The themes addressing the focus of this research (the opportunities for wellbeing support during P16 transition and perception of young people), required firstly understanding the historical and theoretical context of transition, the current transitional climate both nationally and globally, the rise in interest in wellbeing and the role of pupil voice in transition and wellbeing support. What became immediately apparent was an overall lack of research on P16 transition which therefore allows for further research within this field. While this study was carried out as a UWTSD student and not during work time as a LA P16TO, it still provided an opportunity for continued professional development (see Appendix 6, section I.2). It is imperative to stress that the research undertaken for this literature review does not include material of a sensitive nature, therefore ethical considerations did not impede on the research and content included in this chapter.
[bookmark: Theme21Historicalandtheoretical]Theme 2.1 – Historical and theoretical influences on transition
The rise in interest in transitions that occurs within education in the UK is a relatively new phenomenon as transition (sometimes referred to as transfer), only became a focus of study in the late 1960’s (Galton, cited in Symonds 2015). Even though providing effective transitions features highly on policies’ agendas in Wales, such as with the Post 16 Tertiary bill that aims to support the learning continuum across all stages of learning, there remains a gap in research in the processes of transition and the exploration of YPs’ perspectives (WG 2021a; Packer 2021; Packer and Thomas 2021). It was during the 1960’s and the 1970’s that revolutionary theoretical frameworks such as Dewey’s principles on continuity in learning, Bronfenbrenner’s ecological systems theory and Vygotsky’s sociocultural theory of cognitive development began to shape the ways in which child development was viewed, and consequently, how transition experiences are now explored (Dewey 1963, Bronfenbrenner 1979 and Vygotsky 1978). 
Bronfenbrenner’s Ecological model assists in understanding transition by offering an illustration of the role of various perspectives and stakeholders in transition processes (Ecclestone 2008).  The micro-system places the learner at the centre of the transition process; the meso-system indicates the setting and other stakeholder’s position; the exo-system includes government policy and wider global research into transition represented in the macrosystem (Bronfenbrenner 1979 and Packer and Thomas 2012). Such theoretical understanding is key when addressing this research focus of what opportunities are available for wellbeing support during transition, as it presents the possibility that several factors influence P16 transition support. 
Continuity and discontinuity in learning (Dewey 1963), the idea that new experiences are inextricably linked to past experiences and therefore influence future experiences, suggests that transition is an ongoing process. By extension, transitional wellbeing becomes an ongoing process as it involves the merging of YPs’ previous, present and future experiences. Dewey (1963) has therefore helped to redirect attention to the notion that transition is part of a wider learning journey. The concept of continuity is now frequently used in research in relation to educational transitions today; exemplified in Wilder and Lillvist’s Model of the Learning Journey (2018).
The recognition that a child neither exists nor progresses in isolation, as advocated by Vygotsky (1978), but that their environments shape their development has impacted on transition practices (Packer 2021). This is also demonstrated in Kolb’s (2015) Experiential Learning Theory whereby obtaining knowledge occurs through the transformation of experiences which can arguably be extended to opportunities such as visits, workshops and taster days undertaken during good transition practices. Thus, from a learning and transitional perspective, gaining a wider understanding of a YP’s life, including prior experiences, supports the continuation of their learning and development (Galton, cited in Symonds 2015 p.ix). These theoretical standpoints were critical influences when addressing the focus of this research as they assist and remind the reader that transition is complex and multifaceted. 

[bookmark: Theme2]Theme 2.2 – Transition in education in the UK 
Alongside this revolution within child development, the education system was simultaneously experiencing significant changes, namely the shift from the selective grammar school system to the development of the comprehensive school (Venice 2012). Yet irrespective of this shift, more attention was directed towards the use of school buildings rather than on the CYP. It became clearer over time that issues surrounding transition were far more multi-layered, complex and instrumental to development than once thought (Symonds 2015 and Galton and McLellan, 2018). Arising interest in the study of life trajectories across various stages in life finally meant that attention began to focus on the child (Field 2010) during transition. Interestingly, despite more mixed and qualitative studies being conducted on transition and concerns showing the dip in performance caused by transition, the gap in P16 transition research remains; thus, potentially reinforcing benefits of this research (Galton, cited in Symonds 2015). 
Despite the recognition that transition needed to be as streamlined as possible by bridging the gap being more widely acknowledged, CYP in the UK still to this day experience transition from setting to setting, unlike the single structure education systems in countries such as Norway, Sweden and Finland that have sought to alleviate transition points (Symonds 2015 and Packer and Thomas 2021). In Wales, despite removing phases and key stages from its curriculum to minimise transition points, YP still experience the same vertical physical transitions (Donaldson 2015 and Packer 2021). Advancements in research around rites of passage that occur during a life’s course, whereby YP change into a different social role, have more responsibility and a higher expectation for maturity, have resulted in more involvement of YP in studies surrounding transition in countries such as these (van Gennep 2019 cited in Packer 2021). As YP are considered responsibly mature participants in this research study, and their views valuable and relevant, the study can therefore be seen to contribute to the wider contemporary advancements that aim to promote YP as agents of change (Symonds 2015).   
Focusing on the perceptions of YP during this research study supports the voice of the learner in P16 transition, despite the UK’s outdated commitment to focusing on the perception of adults (Packer 2021).  That said, it would be incorrect to suggest that a shift mindset is not growing, albeit at a steady pace. Whilst it is widely acknowledged that YP experience minor apprehensions when navigating new environments of transition, new studies reveal that they also experience more significant anxieties, often centring relationships and friendships (Field, 2010). While qualitative studies carried out still criticise transition planning as poor given that they still fail to consider a YP’s individual needs and opinions, more recent research acknowledges that YP require support when planning their future goals (Beresford, 2004; Morris and Atkinson 2018). These findings indicate potential areas of focus for wellbeing support during P16 transition. 
Whilst it is recognised that schools should prepare learners for the next stage of their learning, recession during recent years, subsequent cutbacks, not to mention transition being a generally low status topic within schools contradict this, resulting in additional problems linked to transition support (Galton and McLellan 2018; Fuller, Thomas and Horswell 2005).  Never have schools struggled more to maintain their existing transition arrangements, such as walk arounds and face to face visits than during the Coronavirus pandemic; it influences continuing to disrupt education provision at all levels today (Galton, cited in Symonds, 2015; Pownall and Harris and Blundell, 2021; WG 2021b). Though schools do not have sole responsibility in providing transition support because the influence of friends and family is also a significant (as already outlined in the connection to Bronfenbrenner’s Ecological model (Spratt 2017 and Symonds 2015), they still have a duty to implement a culture of transition, whereby transition is valued and viewed as part of the educational journey. This will not only help raise the status of transition, but support YP in the long term (Symonds 2015).   
[bookmark: Theme23Ariseininterest]Theme 2.3 – A rise in interest in wellbeing
Wellbeing is a term that is used increasingly in UK government transition policy and is included in the original Word Health Organisation (WHO) definition to indicate much more than just a state of physical health. According to WHO, wellbeing encompasses emotional stability, clear thinking, the ability to love, create, embrace change, exercise intuition, and experience a continuing sense of spirituality (World Health Organisation 2021; Spratt 2017; Harvey and Taylor 2013). The scientific work of Positive Psychology, first coined by Abraham Maslow in 1954, is applicable to our understanding of notions of wellbeing. Thriving as opposed to merely surviving is of more interest now than it has ever been, especially since the outbreak of the Coronavirus pandemic in 2019 (Maslow, 1954; Maynard and Stuart 2018; WG 2018i; WG 2020c). A direct parallel can be drawn between this concept of wellbeing and P16 transition. Supporting wellbeing during transition allows YP to thrive as opposed to survive during their transfer. In this light, understanding what constitutes wellbeing was not only vital for the researcher, but the views of the YP regarding wellbeing which proved fundamental to addressing to focus of the research.  
Despite some researchers still disagreeing on its meaning, for many, wellbeing remains mainly about happiness (Alexander, 2007; O’Reilly, Svirydzenka, Adams, and Dogra, 2018; Goodman, Disabato, Kashdan and Kauffman 2017). Positive psychology today however challenges this idea of basing one’s entire wellbeing on an emotion (happiness) that is so susceptible to fluctuation. Though it acknowledges that positive emotions can, and do, contribute to overall wellbeing, it also stresses that there are broader factors worth considering (Seligman 2011). The work of Seligman (2011) for example challenges the notion of wellbeing being based solely on happiness and instead argues that for YP to flourish, five factors of wellbeing must be considered: positive emotion, engagement, meaning, accomplishment and positive relationships. Arguably then, these factors need also be applied when addressing wellbeing support during P16 transition. 

[bookmark: Socialandemotional]2.4 – Social and emotional wellbeing (SEWB) and resilience
 Due to the disparate notions of wellbeing as briefly outlines above, many would agree that wellbeing is a construct; an abstract idea rather than a concrete thing that shifts in focus depending on the interests and beliefs of who is discussing it (Seligman 2011). Life transitions such as starting sixth form, college or university, which, like the concept of wellbeing is highly subjective, can on the one hand be viewed as a time of exciting personal development, yet on the other, a time of high stress. In effect, this can contribute to a range of negative emotions and a decrease in an individual’s wellbeing (Baum, 1990, cited in Praharso et al., 2016). The term social and emotional wellbeing (SEWB) has been used worldwide since the 1980’s and encourages a holistic view of mental health by taking into consideration the broader social and emotional aspects of life, such as starting sixth form, college or university (Gorman 2010). 
Reducing negative emotions and successfully achieving personal goals during P16 transition may involve a contribution to the community and/or engagement and interaction in positive relationships with others and require a positive state of social and emotional wellbeing (Symonds 2015). This idea of achieving a higher level of SEWB can be likened to Maslow’s hierarchy of Needs (1954) whereby, to achieve a higher level of SEWB, one must first fulfil the lower level of one’s needs (Gorman 2010). This may also be applied to successful P16 transition; certain aspects of transition must be accomplished successfully to reach desired goals. Thus, when considering this research question of supporting wellbeing during transition, one must consider how social and emotional wellbeing impacts on P16 transition experiences of YP. 
Notably, the term ‘wellbeing’, which is increasingly being used in policy and reform, is assigned overtly positive connotations; the adjective ‘well’ (wellbeing) preferable to its counterpart ‘ill’ (illbeing). However, some argue that opting for the term ‘wellbeing’ as opposed to ‘illbeing’, overlooks the challenges faced by the P16 sector, especially in the last two years (Kagan 2014). Over the past two years in Wales, P16 education has been significantly interrupted and YP have faced SEWB challenges as a result of a lack of contact, difficulties in adjusting to online education and the absence of opportunity to acclimatise to new settings (University and College Admissions Services (UCAS), cited in Pownell, Harris and Blundell-Birtill, 2021; WG 2020d). 
According to the findings provided by research carried out by the United Nations Children’s Fund (UNICEF) during the pandemic, YP were likely to suffer some negative effects to their social and emotional wellbeing due to the dramatic shift to online digital education, resulting in a lack of social interaction (UNICEF 2021, cited in Adya, 2021). In a response to this, WG introduced its ‘Renew and Reform; Post 16 Transitions Plan’ which aims to ‘further develop a resilient P16 education sector’ by improving overall wellbeing; linked directly to its preceding policy Wellbeing of Future Generations Act (WG 2022:2d and WG 2015h). While this P16 project aims to pilot improved learner information sharing to support transition arrangements, it does not explicitly state how transitions and wellbeing are going to be supported, nor does it identify the level of participation of the learner in this process.
A key argument in the justification of the rise in interest in SEWB is that it is seen bas supporting YP through their educational journey as they are encouraged to develop traits such as resilience and self-determination. However, it is also worth noting that these traits are also beneficial to the state, (Ryan and Deci 2017 and Arthur 2005 cited in Spratt 2017), thereby questioning the extent to which the state’s motive is self-serving. In addition to this, life transitions are linked to the development of clinically depressive, emotional and social disorders (Hammen, 2005; Paykel, 2003; Kendler et al., 1999 cited in Praharso, Tear and Cruwys 2016). Severe depression is not only one of the leading causes of disability worldwide, but also presents a considerable economic burden (Ferrari et al., 2013, Mrazek et al., 2014, cited in Praharso et al 2016). Therefore, maintaining social and emotional wellbeing and preventing the onset of depression in response to such life transitions is a public health priority (Spratt 2017). 
While the Coronavirus forced people worldwide to digitally adapt and restricted human interaction, it was widely believed that the shift to a digital world would be easier for YP than for adults. However, research shows that YP benefit greatly from physical and social interaction (Adya, 2021 and Spratt 2017). Benefits gained from retention in school and college, such as academic achievement, socialising with peers and feeling a sense of belonging to a particular environment are hugely beneficial to wellbeing and transition (Packer, 2021). During transition, learners need to develop new relationships with adults to define their place in a new social hierarchy while simultaneously relying on friendships for social support (Pereira & Pooley, 2007; Pellegrini & Bartini, 2000, cited in Leister and Cross, 2015). Social factors which have also been identified as hugely important during the transition period include the opportunity to develop a sense of belonging, connectedness with new settings and feeling safe; these experiences, of course, were significantly reduced during the pandemic (Leister and Cross 2015; WG, 2021f). 
As a response to the lack of physical interaction and experiences during transition, and consequently, the increase in reports of mental health, social and emotional issues such as depression and anxiety, the WG allocated funding to each Local Authority to support the emotional and social wellbeing of CYP as part of Covid Recovery and placed transition as a priority in Wales (WG 2021f). The WG prioritised this funding in secondary education, in particular the transition to tertiary education, as an attempt to support students’ stress and increase their wellbeing (Salmela-Aro 2017 and WG 2021f). Despite schools having the freedom to utilise this support according to their wellbeing arrangements, some argue that wellbeing support remains tokenistic and over generalised to be effective (Spratt 2015). It must also be highlighted that, according to research carried out in Wales, one in ten CYP had a clinically diagnosed mental health disorder or emotional, social and behavioural problems prior to the pandemic, indicating this was a pre-existing concern (Beynon 2019). 
[bookmark: Supportingwellebing]2.5 – Supporting wellbeing during transition through pupil voice
[bookmark: _Hlk88918942]To address the research topic regarding the opportunities available for supporting wellbeing during P16 transitions, it was possible to draw understanding from research that focuses on the perception of YP on transition and wellbeing. A report by the Childhood Wellbeing Research Centre in 2012, ‘Children’s and Young People’s Voices’, contains findings from a literature search on CYP’s understanding of their own wellbeing. It identifies a three-category framework of wellbeing components: quality of relationships, quality of the environment and self and freedoms (Dex and Hollingworth 2012). A study carried out in Wales conducted to ascertain CYP’s views on what they considered important to their wellbeing was particularly interested in exploring how prioritising wellbeing can help learners cope better with transitional periods of life (Beynon 2019). This study, similar to that of the Childhood Wellbeing Research Centre’s, found that the most frequently raised themes on transitional wellbeing included encouraging good relationships based on respect, having a effective pupil voice and prioritising wellbeing (Beynon 2019). 
Even though the introduction of the Curriculum for Wales in 2022 will place statutory responsibility on state‐funded schools to support pupils' wellbeing by devoting an area of learning to it, evidence suggests many staff feel ill‐equipped to manage this (WG 2019g; Education Support, 2019 and Jayman and Baginsky, 2021). Whilst in theory this may suggest placing greater emphasis on the CYP’s wellbeing needs, tensions may surface when the curriculum provides schools and teachers with the increased autonomy to make school-level decisions (WG 2019g). 
Concepts, for example, that aim to improve citizenship to enhance overall development of learner autonomy which is fundamental to the Curriculum for Wales based on the legislation outlined in the United Nations Convention on the Rights of the Child, may counteract the added responsibility placed on teachers (WG 2019g and WG 2022j). Such responsibility increases the expectation on schools and teachers to decide on how to implement the curriculum and does not indicate the level of YP involvement in matters concerning their own transition and wellbeing (Gately 2020). In addition to this, some argue that changing the curriculum to devote timetabled lessons to ‘therapeutic’ subjects such as health and wellbeing is diluting subject content and resulting in failing to educate YP properly (Eccleston and Hayes 2009, cited in Spratt 2017:45). 
That said, listening to, and acting on, the voices of YP is imperative as it regards issues affecting them (Dex and Hollingworth, 2012, cited in Jayman and Baginsky, 2021). Despite the rise in school-based programmes to support wellbeing as a result of increasing interest in resilience, emotional literacy and its role in managing and regulating emotions, YP are often not consulted, and instead, outcomes pertaining to these matters are determined by adults (Waterhouse 2019 and Spratt 2017). Furthermore, programmes of professional wellbeing intervention in the social and emotional lives of YP carries assumptions of a universal deficit which portrays YP as weak and vulnerable; arguably undermining their agency (Eccleston and Hayes 2009 cited in Spratt 2017). 
A concept of wellbeing has therefore been developed that does not account for YPs’ experiences nor understanding their wellbeing. As a result of this, some argue that the discourse of wellbeing is a medium through which those in power can extend their power in controlling the lives of YP (Spratt 2017 and Coppock 2010, cited in Spratt 2017). Echoing this sentiment, Jayman and Baginsky (2021) outline examples of CYP's negative experiences of wellbeing assessments, which reveals that often, YP have no introduction or explanation of the purpose of these wellbeing assessments. Asking YP how they would like to engage with wellbeing support may benefit the transition process as research shows that YP desire active agency and participation in matters concerning them (Children's Commissioner, 2017). 
There is the danger to introducing wellbeing criteria into school policy which it is dominated by the conception of an individualised set of physical, social and emotional skills as it imposes expectations on YP; thereby problematising wellbeing on the grounds of vast generalisations (Watson, Emery and Baylis 2012). This approach carries assumptions of a one size fits all as it portrays one correct way of feeling and being whilst ignoring individual, cultural and experiential differences between YP (Spratt 2017). In this way, the operationalised approach to wellbeing can be seen as a coercive agenda in which caring vocabulary is used to normalise directing development towards a state way of thinking (Spratt 2017).

[bookmark: Conclusion]2.6 – Conclusion
As the aftermath of the pandemic continues to disrupt P16 education provision, urgent consideration was asked to be given to how best to support the 2021–2022 cohort of P16 learners to further and higher education (Pownell et al., 2021). While it is clear, from this body of research and the literature explored, that successful transitions play an important part in the social and emotional wellbeing of YP, it must also be acknowledged that there is still a need to establish an increased interest in the status of transition and the challenges it can create in order to understand how best to support YP (Galton, cited in Symonds vii). Research shows that an increase in self-esteem, a sense of security and sense of belonging not only permits a smoother transition resulting in a decrease in emotional and social difficulties but also future retention, resilience and overall achievement (Blum, 2005, cited in Leister and Cross 2015 and Robinson 2015). For smoothness to occur within transition, certain components are found to support with this such as practical experiences, socialisation, friendships and pupil voice (Kolb 2015; Packer 2021). Radical reform in policy and legislation in Wales, placing the YP’s wellbeing at the centre of their educational learning journey, supports a rights-based approach that allows their individual skills and voices to be heard (WG 2019g). 
When P16 learners transition from one setting to another, they often gain a new environment, peer group, new teachers, and face a more multifaceted social organisation. Therefore, it is important that they receive support not just from the school but from significant others such as family and friends: concepts fundamental to the theories of Vygotsky (1978) and Bronfenbrenner (1976). As reports show a significant rise in negative behaviours of YP in school since returning following lockdown, additional support with not only transition, but wellbeing, are seen as high on the agenda of priorities in schools and FEIs (WG, 2021a). It cannot be ignored however, that while concern regarding learners may have contributed to the rising interest in transition and wellbeing support, this interest is also hugely significant to policy makers as, inevitably, the experiences of learners also have socio-economic impacts (Eccleston, 2007).
Harvey and Taylor (2013) suggest that one of the most important tasks we have as a society is to promote and support the wellbeing of our YP. To do this, they suggest that we must first possess adequate understanding of their needs and they highlight that this is not just about gathering data, but also being involved in meaningful dialogue about their perceptions of need (Harvey and Taylor, 2013). It has been suggested therefore that the first and most important way to make sense of how wellbeing is used in contemporary policy is the understanding that wellbeing is a social construct (Harvey and Taylor, 2013). The meaning of wellbeing, as established, is therefore based on the YP’s perception. Therefore, listening to the voices of YP, by applying a person-centred approach, is imperative regarding issues that affect them, including transition and wellbeing support as this research aims to achieve. 



























[bookmark: Chapter3Methodology]CHAPTER 3
METHODOLOGY
Introduction
The motivation for the focus of this research study (what are the opportunities for wellbeing support during P16 transition) is based on the gap identified in the literature around P16 transition and the wellbeing support provided during transfer (Packer 2021; Packer and Thomas 2021). This chapter provides an outline of how the data was collated by firstly examining the methodology, research methods and justification for the sample selection. Within this chapter, how the data was analysed, limitations to this research study and the barriers faced will also be addressed. 
To understand and develop the theory and research position which best suited this research question, it was necessary to consider the aims and objectives of this research topic: the opportunities for wellbeing support during P16 transitions; the perspectives of YP (Denzin and Lincoln 1998, cited in Rashid, Rashid, Warraich, Sabir and Waseem 2019). As this research study is primarily interested in the perspectives, experiences and knowledge of YP during P16 transition, it therefore stems from epistemology (Denscombe 2021). 
[bookmark: Paradigms] 3.1 - Paradigms of this research study
Underpinning this epistemological framework is the research paradigm of interpretivism and social constructivism (Denscombe 2021). Interpretivism allowed the researcher to have multiple views surrounding the research focus and to view the world through the lens of the participants, therefore placing emphasis on their social contexts, which in this case is wellbeing in relation to their transition (Greener 2008 cited in Rashid et al 2019). The interpretive approach to this research is not without criticism however, as withdrawing from a more scientifically based study towards a more generalised, opinion based one may be seen as less controlled and therefore holding less validity and rigour (Cohen, Manion and Morrison 2018). 
[bookmark: Theoretical]3.2 - Theoretical framework and perspective of this study
 The theoretical perspectives of this empirical research study is based upon is social constructivism theory as it focuses on the personal, lived experiences of YP and the ways in which their experiences are influenced by culture and interaction with others (Biggam 2021). As outlined in the literature review, Bronfenbrenner’s ecological systems (1979) and Vygosky’s sociocultural theory of cognitive development (1978) help to frame the methodology of this study as they reinforce that the learner does not exist in isolation (Denscombe 2014). 
Bronfenbrenner’s (1979) Ecological model, as discussed in Chapter 2 offers scope to explore the roles and influences of all stakeholders on the YP learning journey. This means, when supporting wellbeing in P16 transition, it is necessary for practitioners to understand the YP in multiple environmental contexts which only further illustrates the complexities and various levels of influence that need to be considered when supporting wellbeing during transition (Packer and Thomas 2021). Similarly, when considering Vygotsky’s sociocultural theory of cognitive development, social interactions play a fundamental role in the development of knowledge and cognition through the Zone of Proximal Development (ZPD). When we consider the transitional experiences and wellbeing of YP, it is possible to draw comparison from Vygotsky’s theory as stakeholders can also provide support by scaffolding YP (Vygotsky 1978 and Packer 2021). 
Social constructivism maintains that individuals seek to find meaning of their social worlds and so, an understanding of this constructivism was required for the researcher to focus on the processes that lead to the construction of YPs’ worlds (Hammersley 2013, cited in Cohen et al. 2018). The justification for the methodology and theory chosen for this research project is therefore twofold: i) transition experiences do not happen in isolation and require communication and social interaction with others for them to be successful ii) a level of communication and social interaction is required to support the wellbeing of pupils during transition.  
[bookmark: Researchmethod][bookmark: _Toc45110174]3.3 - Research method - case study
Controlled methods such as wider survey, longitudinal research and action research were investigated prior to deciding on the most appropriate method for this research study. A limited timeframe and general lack of access to participants due to prolonged Coronavirus restrictions would have presented challenges in conducting a survey or longitudinal study. These methods were also outside of the requirements of this project due to time constraints and an extensive sample size was not a specified requirement for this study. As a case study examines the research question and aims to develop a fuller understanding of a particular case in detail, it was felt that this approach was better suited to gain a more thorough and personal view of P16 transition experiences (Orlikowski & Baroudi, 1991 cited in Rashid et al 2019; Silverman 2013 and Cohen et al 2018). 
This case study is small in scale, and therefore not without its limitations. Findings are difficult to cross-reference and generalise to other P16 experiences as this would require similar variables and significant features such as academic ability and subject choice, gender, social class, size of secondary school and similar aspirations (Bell and Waters 2018). In light of this, to ensure that this was the most appropriate approach a case study checklist was utilised (see Appendix 2) as recommended by Denscombe. This validated the appropriateness of the type of research method the study. Feeling satisfied with the outcomes of the checklist, it was necessary to explore the tools most suitable for this approach (Denscombe 2021).
[bookmark: Researchtools]3.4 - Research tools
As this case study was concerned with close observation of how a particular population group belonging to a particular setting behave within a particular context, and it was feasible to incorporate the use of either qualitative, quantitative or both (mixed) methods within this study (Cohen et al. 2018). While the use of a questionnaire and an interview in a mixed method approach helped to create a more detailed account, as opposed to solely producing a quantitative compilation of data based on numbers, it was first useful to design the mixed method approach sequence prior to commencement of data collection (see Appendix 9) (Denscombe 2021). This case study therefore takes a qualitative approach in the main in the form of an in depth semi structured interview (see Appendix 3) and utilises quantitative measures in the form of a questionnaire (see Appendix 4),
[bookmark: Questionnairedesign]3.4.1- Questionnaire design and reflection
It must be noted that using a questionnaire as a research tool is not without its shortcomings. For example, when designing the questionnaire, it was necessary to consider both ranking and rating scales as a measure of response. While ranking scales in questionnaires are useful in indicating a degree of response, they do not allow a deeper, sophisticated statistical analysis (Ovadia 2004 cited in Cohen et al 2018 p. 479). Thus, it was essential to consider how this might be overcome by including more open-ended questions (Biggam 2021). Rating scales such as a Likert scale, while essentially a form of a ranking scale, was useful as they not only provided a degree of response, but they allowed a greater measure of response by asking participants to select answers ranging across a spectrum of choices to gain deeper insight into attitudes and opinions (Silverman 2013).  
The questionnaire designed for this study therefore included a Likert rating scale with 5 degrees of intensity (see Appendix 4) (Cohen et al. 2018). This type of rating scale was useful as not only was it straightforward to interpret the findings, but it also allowed the researcher to include a level of differentiation and sensitivity for response and also to move away from closed ended questions (Biggam 2021). All participants were provided with the same questionnaire to maintain rigour.
Utilising both approaches not only helped to gain a more detailed understanding of the perceptions of the participants, but also provided the participants with the opportunity to consider the concept of wellbeing even prior to the interview. The justification for this, as mentioned in the literature review, is that wellbeing, though discussed in many domains, remains an elusive concept which is open to many interpretations and not easy to define (Spratt 2017). The feedback received from the participants favoured this decision because having prior access to questions pertaining to wellbeing allowed them increased ownership of their own sense of wellbeing which reflected in their contributions in the interviews (Cohen et al, 2018 and Creswell, 2012).
[bookmark: Semistructuredinterviews]3.4.2 - Semi-structured interviews and reflection
The semi structured interviews were constructed around the analysis of the findings from the questionnaire which consisted of five open ended questions for each participant. These allowed for further probing with the option to draw on previous responses. All participants were asked the same questions (see Appendix 3) to maintain rigour, credibility and consistency within the research (Cohen et al 2018). 
While opportunities for more in-depth discussion and personal stories could be explored during the semi-structured interviews, it must be highlighted that interviews are contrived activities as they do not form part of ‘normal’ daily activity, and as in this case, a non-normal activity enlisted on the participants based on the researcher’s own agenda (Cohen et al 2018). Essentially, the framing and shaping of the situation was guided through the direction of the researcher who asked for second-hand information. Even though these factors were considered to ensure a smooth process, it was important to remember that the quality of the investigation was still very much dependent on the participants being willing to freely share their thoughts and opinions (Ashbrook 2012). 
Each interview lasted approximately forty minutes, though ensuring that the interviews remained within the timeframe allocated did prove challenging. This was mainly due to the researcher’s eagerness explore the transition and wellbeing experiences of the participants even further. As rich qualitative data was being obtained, it felt more ethically appropriate to attempt to adhere to the agreed approximate timing of forty minutes not only out of respect for the participant’s shared time, but to avoid the risk of over analysing responses (Cohen and Manion 2013).
[bookmark: Piloting]3.5 - Piloting
It was necessary to pilot the questionnaire to ensure it met with the ethical standards of the research study (discussed in greater depth later in this chapter) for clarity of understanding from the original questionnaire (see Appendix 5). This was carried out by asking three YP, each connected by their relation to the researcher, who have previously transitioned to complete the draft questionnaire. Some amendments were then made to the questions as the feedback suggested greater clarity in some areas was needed. The option to select ‘don’t know’ was purposefully omitted on the researcher’s part as it was acknowledged that participants may use this option if they are unsure, indecisive or simply wished to avoid a specific question (Chapman 2014 cited in Cohen 2018). The amended questionnaire, according to the feedback from the pilot group (see Appendix 4) was then returned for revaluation and a final approval.  
[bookmark: Population]3.6 - Population and sample
A goal-directed and purposive sampling approach was used when selecting the sample for this investigation as the researcher already knew information regarding the participants. These participants’ characteristics were both relevant and useful to the study as they were most likely to produce valuable data according to the focus of the topic (Denscombe 1998) While the researcher was already indirectly familiar with the participants through work colleagues, the sample approach was purposive with an element of convenience sampling as a subsidiary (Denscombe 2021). 
The participants were specifically chosen and identified as they fit the chosen criteria of investigation; a P16 pupil who has transitioned from secondary school onto college, a P16 pupil who has transitioned into sixth form at the same secondary school, and a P16 pupil who has transitioned to university. All participants attended secondary schools in the same Local Authority in Southwest Wales and all three were from separate secondary schools. All three participants achieved ten GCSEs and have similar attainment levels. The chosen participants are not pupils that the researcher has worked directly with in the past and were instead identified through discussion with former colleagues and friends. 

[bookmark: Ethicalconsiderations]3.7 - Ethical considerations
In order to comply with case study protocol (Yin 2016), this case study fulfils the requirements of the University Ethics Committee, which prior to the investigation, included applying for ethical authorisation which was successfully approved (see Appendix 6). Familiarisation with General Data Protection Regulation (GDPR) and the British Educational Research Association (BERA) ethical guidelines as well as obtaining approval from the University Ethics Committee meant that acquiring permission to interview the participants could take place, which was sought and obtained from the YP themselves (UWTSD 2021). Consent was obtained through a detailed letter of consent shared with all participants and an additional consent form approved by UWTSD (see Appendix 7 and 8). 
[bookmark: Participantrecruitment]3.7.1 - Participant recruitment and context
Planning and preparation included a meeting with the participants that took place in their homes. All participants chose to meet face to face, indoors at their homes for initial discussions and it was during this time that the participants were provided with a detailed overview of the research project’s aims and objectives. They were given a cover letter (see Appendix 7) of consent explaining the research project. In order to maintain safeguarding requirements, parents of all participants were in close proximity in the adjoining room. Preplanning considerations such as the importance of building rapport with the participants, maintaining rigour and further ethical considerations are included within Appendix 9.  Following the obtainment of consent, the interviews were then scheduled to take place in their homes. The YP were involved in this study entirely separately and did not communicate or confer on any matters discussed.
[bookmark: Pupilparticipation]3.7.2 - Pupil participation and voice
As schools claim to support the wellbeing of YP during their transition experiences, this set about a personal curiosity to examine what this actually means in practice, which as already established is the overarching motivation for this study (Todd 2007, cited in Hall 2010). It must be noted, however, that this research study proved to be multi layered in terms of its often-complex content and themes. The topic of transition, as outlined in Chapter 2, is multi layered and complex and still remains hard to define (Symonds 2018 and Spratt 2017). As well navigating the complexities associated with exploring two very intricate topics simultaneously, both topics are inextricably linked to pupil participation and voice, which could have been a research topic within its own right. 
This research study therefore could not exclude or ignore the complexities surrounding participation and voice when exploring the perceptions of the participants, especially when considering key concepts derived from legislation that advocate YP’s participation. It was necessary to consider the ethics involved specifically when doing research with CYP before proceeding with the study as, despite recent research in the UK indicating an increased awareness of the importance of pupil participation for overall wellbeing, the majority of research on pupil participation remains tokenistic in nature (Spratt 2017 and Todd 2007, cited in Hall 2010).   
Being mainly qualitative, with an interpretive stance, the involvement of the researcher in the process of material generation and interpretation is crucial (Yin 2016). Concerns over the researcher effect and positionality had to be considered when utilising these tools (Denscombe 2021 and Robinson and Kellett 2004). This was especially significant given that the researcher gathering the data is holds the position of power; each participant was familiar with the researcher’s role as a LA P16TO and former secondary school teacher (Denscombe, 2008). It was necessary for the researcher to acknowledge that people in positions of power can often construct characteristics as ‘caregivers and protectors of children and young people’ during research which can result in them seeing YP as vulnerable and even passive (Ruddock & Flutter 2004, cited in Leach and Lewis 2012; Bragg 2007 and Coe, Warning, Hedges and Arthur 2017). 
Bragg (2007) continues to identify that beliefs and unconscious bias might be profoundly questioned by listening alongside rather than on behalf of pupils. Prior to the commencement of each interview, it was therefore important that the researcher acknowledge their bias’s and remove themselves from their ‘work’ role, an arguably more ‘powerful’ role, and instead position themselves into a ‘student’ role, the conventionally ‘weaker’ role. That said, researcher subjectivity was viewed a resource in this case as presuppositions were used to enhanced understanding of the impact of P16 transition (Braun and Clarke 2021 and Packer and Thomas 2021).
[bookmark: Consent]3.7.3 - Consent, confidentiality, and anonymity
Ethically, consideration was given to informing the parents of the two participants under 18 years of age of the objectives of the research project and this decision was made irrespective of the YP being able to provide consent (see Appendix 10). Also, a letter was written to the Heads of each of the schools explaining that research would be undertaken surrounding transition experiences of former pupils in their school. The letter assured them that the names of past pupils, the schools and other educational institutions would be omitted from this study. While consent was not necessary in this instance as no interviews or research methods would be carried out in the schools, ethically it was considered courteous and good practice (see Appendix 11).
All participants were fully informed of the purpose and nature of the investigation in order to ‘reduce the legal liability as the researcher’ (Blaxter 2002, cited in Bell and Waters 2018, p.67). Participants, parents, and school Heads were informed of the reason for the research via letter and how the data would be utilised (Denscombe 2014). Reassurance was also given to the participants which made clear that they were under no obligation to take part in the research and that their answers would remain confidential (see Appendix 9 for further ethical considerations addressed within this study). All participants were verbally offered the opportunity to withdraw from the project at any time and for any reason during the initial stages of discussion and the use of pseudonyms (in the form of codes) will be used throughout to preserve anonymity and to safeguard confidentiality (Silverman, 2013, p. 30).  

[bookmark: Datacollection]3.8 - Data collection and analysis
[bookmark: Rationale]3.8.1 - Rationale for data analysis
Phenomenological thematic analysis was employed for the purpose of data analysis using the Braun and Clarke (2021) thematic seven step analysis approach which aimed to uncover, describe, structure and organise the most significant themes found in the data. Each step is explored in more depth during the next chapter and how the data impacted on the creation of the final themes is also outlined. Since the research question of this study sought to explore the perceptions of YP in relation to wellbeing support during P16 transitions, thematic analysis was deemed a suitable method. 
Other types of analysis were explored for this study including Grounded Theory (GT). However, GT was not deemed a suitable method as the intention during this study did not set out to generate a theory from the data. Similarly, narrative and discourse analysis was also rejected due to the research questions seeking to explore what the participants said rather than how it was constructed (Cohen and Manion 2013). While it was hoped that rich detail would be uncovered by allowing the data, through an inductive approach, to determine the themes, it must be acknowledged however that the researcher approached the data with preconceived ideas regarding the themes expected to find within this type of research (Cohen and Manion 2013). It was necessary to adopt a semantic approach by remaining focused on the explicit meanings of the data as opposed to searching for anything beyond what has been said as to lessen the risk of misinterpretation (Silverman 2013). This will be discussed further in Chapter 4.
Braun and Clarke (2021) note some limitations of the use of thematic analysis as firstly, it has been argued that it is difficult to provide continuity; with contradictions across individual accounts of thematic analysis potentially leading to the erasure of individual voice. That said, as this study used a small sample of participants, there is more opportunity within the findings for individual voices to be heard. It has also been argued that there is a lack of concrete guidance and clarity in the procedures used (Holloway & Todres, 2003). However, Braun and Clarke (2021) have created a clear and replicable model which addresses these concerns, and it is this model has been chosen to support the process of analysis for this research.
[bookmark: Processofanalysis]3.8.2 - Process of analysis
For the first step in this process, it was necessary to be fully ready to capture and record the material as this is fundamental to the first of the seven steps of thematic analysis. This was achieved by using a transcribing app, Speech Notes, on the researcher’s mobile phone (Perecman & Curran, 2006, cited in Rashid et al. 2019 and Braun and Clarke 2021). This method was not without its challenges such as needing an element of skill to check the device for accuracy whilst undertaking the interview and ethically, storing confidential and important material on a personal device posed a risk. These issues were overcome however by checking the information following each question and longer pauses as well as uploading the using encryption, uploading information immediately after each interview and then deleting it from the personal device. Despite having to check for accuracy, this method was however far less time consuming than audio recording and then transcribing. That said, upon reflection, trialling alternative applications during pilot interviews may have helped to avoid this.  
	The process of becoming familiar with the data, step two of the process, was achieved not only through transcribing and re-reading, but also by using Chapter 2 as a foundation to clearly understand the ways in which the topic has been researched, presented, and analysed in the past. Chapter 2 was therefore reread in order to re-examine and re-explore the most pertinent issues surrounding wellbeing and P16 transition (Symonds 2015 and Packer 2021). The method of grouping the data together using a process of coding was employed as this an essential step in thematic analysis (Attride-Stirling 2001). Coding, by which the data was divided into smaller parts and data with similar information was gathered together into sections took place as the third step in the process (Braun and Clarke 2021). A detailed account of the findings and each step followed during the thematic analysis is included in the following chapter




















[bookmark: CHAPTER4]CHAPTER 4
PRESENTATION OF DATA
Introduction 
The questionnaires and semi-structured interviews sought to uncover the perceptions of YP surrounding the wellbeing support opportunities during P16 transitions and this was achieved by addressing these research aims and objectives during the research and data collection process:

v) Exploring the participant’s perception of wellbeing.
vi) Identifying; the types of transition processes and procedures available in Post 16 transition experiences from secondary school to the next phase of education; the types of wellbeing support practices and procedures available in Post 16 transition experiences from secondary school to the next phase of education; how and by whom transition, and wellbeing support are determined. 
vii) Evaluating critically the models and frameworks relevant to supporting wellbeing during transition.
viii) Formulating recommendations on what good wellbeing support might include for young people during Post 16 transition experiences.

While this chapter provides a description, overview and presentation of the overall findings, detailed analysis and interpretation of the data occurs within Chapter 5. Appendix 12 illustrates the model that was adopted to present and analyse the findings of this case study following the collection of the data (Denscombe 2021). It was a useful mechanism to highlight the processes and expectations within data analysis and acted as a prompt to remain reflective on the research aims and objectives and pertinent literature within Chapter 2. Overall, three core themes and three subthemes were identified from the analysis. Throughout this chapter these will be described in more detail and accompanied with excepts and quotes from the research. A final thematic model overview was created to illustrate and depicts the relationship between each of the core themes and subthemes (see Appendix 21).
How the first six steps of Braun and Clarke’s thematic analysis steps (2021) were utilised to present the data will be explored in more depth within this chapter and step seven will include deeper analysis of the themes within the following chapter.  The codes used during this chapter include Participant A = Pa; Participant B = Pb; Participant C = Pc.
[bookmark: Analysisofthedata]4.1 - Analysis of the data
[bookmark: Step1]4.1.1 - Step 1 – transcription and reflection
Each of the recorded interviews were transcribed, as outlined in Chapter 3, and the process of transcription transformed the data into an accessible format for analysis within step 1 of Braun and Clarke’s (2021) thematic analysis. Even though transcription is a fundamental step in thematic analysis (Braun and Clarke 2021), it must be noted that it was not without its challenges. Transcription, even when using an application on a device, requires a level of skill as it is difficult to convey emotion, nuances and sounds that are made during the interview process within the transcribed data (Silverman 2013). This was noted especially when addressing question three when the participants were asked their opinion on the sufficiency of P16 transition support and to provide examples of transition and wellbeing support that was offered during their transition. Appendix 14 provides an overview of how interview skills impacted on the on the quality of data that was eventually transcribed.
While the questionnaires did not require transcription, it was still nevertheless essential to collate the findings to begin analysis and this was achieved by inputting all responses into an accessible and clear table (see Appendix 13). The table clearly outlines the responses of all three participants using bolded and enlarged text and the number of responses to each question is displayed numerically. The information obtained from the results of the questionnaire helped to create the questions for the semi-structured interviews. It was evident from the findings of the questionnaires that the participant’s views on what wellbeing means varied, which in in line with the literature explored within Chapter 2. 
[bookmark: Step2]4.1.2 - Step 2 – familiarisation
Part of the process of familiarising with the data also required the data to be studied and read multiple times which ultimately lead to gaining a deeper understanding of the information that made up the data and how the information interrelates (Braun and Clarke 2021). During the reading and re reading process it helped to create a table for each participant outlining the questions and their responses. This raw data, even though not be shared in its entirety, is included as excepts within this chapter and Chapter 5.
[bookmark: Thematicanalysis]
4.2 – Thematic analysis
[bookmark: Step3]4.2.1 Step 3 - Coding
As codes can include single words and phrases, in the table below, key words and phrases from Pa response to question one are emboldened and highlighted which helped to support the division of each response into smaller parts and to then consider possible (see Appendix 15).
This process was carried out with every question from every participant and an overview of codes drawn up from all three participants’ responses (see Appendix 12). Having these key words and phrases then allowed the commencement of searching for similarities between each of the participants responses. In order to find these similarities, a concept map approach was utilised in order to establish links between the responses of all participants through the use of coding which would eventually feed into the development of the themes (Denscombe 2021). The visualisation of the codes enabled to present the data clearly and in a succinct manner (see Appendix 17).
While the main purpose of incorporating a concept map was to help reduce the amount of data into a practical and usable format, creating the map also provided an opportunity for reflection by clearly checking the ways in which the codes and themes might be inter linked according to the views of the participants. The concept map was, not only a useful mechanism to keep the research question as the main focus while looking at the codes, but it could also be referred to when analysing the data in chapter 5. It must be noted however, that concept maps are not without their limitations as, not only are they time consuming to create but may be considered visually overwhelming (Biggam 2021).
[bookmark: Step4]4.2.2 – Step 4 - Searching for themes
On completion of the coding processes, it was possible to look at the relationship between codes to develop overarching themes. According to Braun and Clarke themes represent ‘some level of patterned response of meaning within the data set’ (2006, p.p 10). As such, a theme includes a key coordinating concept, which encapsulates a significant aspect of the data. Having established common codes, through an indicative approach to thematic analysis, it was possible to build on the initial table of data by creating an additional column to include themes found within the findings (see Appendix 13). Breaking down the data into codes and then fine tuning to find common themes between each participant helped to find commonalities in terms of opinion and perceptions on transition and wellbeing support.
[bookmark: Step5]4.2.3 – Step 5 - Reviewing themes 
The themes were firstly devised for each response and then refined. It must be noted once again that this stage in the process of thematic analysis was not without its challenges as it was necessary for the researcher to focus entirely on the transcribed responses of the participants and not on preconceived ideas around what the researcher would expect to uncover. This meant a strict focus on the transcribed data (Hammersley 2006, cited in Cohen et al 2018). Common themes were found throughout the data presentation in relation to transition and wellbeing support (see Appendix 16). Revising the list of themes helped to create a more succinct list for ease of reference and clarity (see Appendix 19). In order to further refine the themes, it was necessary to break them down even further to create a hierarchy of codes according to each question (Denscombe 2021). This hierarchy of codes were determined by the themes that shed the most insight on the research question; opportunities for wellbeing support during P16 transitions. As part of the process of establishing the themes, it was necessary to consider each question in depth.
[bookmark: Step6]4.3 – Interview question interpretation (step 6 defining and naming themes)
4.3.1 - The meaning of wellbeing – Holistic
The data informing the theme of a holistic approach to wellbeing and P16 transition support was derived from several codes and themes which predominantly linked to the participant’s understanding of the meaning of wellbeing. Factors relating to the meaning of wellbeing include individual opinion, experiences, the personal and educational journey, the whole person and the view of oneself. In addition, the participants reported how understanding the meaning of wellbeing can support wellbeing during P16 transition. 
Despite some ambiguity around the meaning of wellbeing, all participants believed its meaning to be subjective and personal to everyone. They each expressed that supporting wellbeing during P16 transition would mean different things to each learner and that learner wellbeing does not solely rely on the experiences that take place within school. All participants referred to life experiences, relationships, emotions, hobbies and interests, nature, academia and other pathways and skills as contributing factors to a YP overall wellbeing. This is summarised by Pb, who stated that wellbeing is:
…subjective and personal…to an individual’s life experiences. 
Pc referred to the wholeness and balance when discussing wellbeing and believed that the whole person would need to be considered when considering ways to support wellbeing during P16 transition:
…wellbeing is made up of four different components [physical, psychological, emotional and spiritual], and each one of these components needs to be in balance…
Pc compared wellbeing to a:
…personal journey but external influences can support a person’s wellbeing.
While Pa believed that wellbeing is about happiness, contentment and being able to make choices over one’s life, all participants referred to identity and feelings of self-worth as contributing factors to overall wellbeing. An example of this is captured by Pb:
…this doesn't necessarily mean that you are happy all of the time, but you have a baseline level of happiness which is due to your perception of your self-worth.
When addressing how the meaning of wellbeing might impact on wellbeing support, following up on the data presented in the questionnaire findings, Pb reported that it would be necessary to know a person very well and ask them how they might like to be supported with their wellbeing before contemplating support. When discussing support during P16 transition, all participants reported that what wellbeing means to each YP would have to be identified prior to offering and providing support. This is summarised by Pc:
I suppose, without ascertaining what well-being means to each pupil, how can they be provided with the correct wellbeing support during transition?
Overall, the participant’s perception of wellbeing is subjective and individual to each YP. The data revealed that wellbeing support during P16 transition should focus on the whole person, through a holistic approach, and that to support wellbeing, it would be necessary to ascertain what wellbeing means to each individual. 
[bookmark: Wellbeingsupportforall]4.3.2 – Wellbeing support for all during P16 transition – security and socialisation
Question two allowed the participants to share their opinions on whether wellbeing support should be provided to all YP transitioning. All participants considered that wellbeing support should be available for all learners transitioning as concerns were raised about YP not reaching out or recognising that they may need this support during P16 transition:
…they [YP] might reach out and express concerns surrounding how they are feeling about [wellbeing support during transition] …perhaps they wouldn't necessarily know that they need support with their wellbeing. 
Pa reported that transition comes with stress, anxiety and fears and if more wellbeing support was provided, P16 transitions would be ‘happier experiences, which would result in higher levels of achievement and retention. Pa shared that YP ‘dropped out’ shorty after transition as they were unhappy and that opportunities to explore wellbeing may help to precent this. Concerns were raised regarding the importance of friendships and socialisation by all participants and the feeling of security that these relationships bring to the transition experience and Pa shared:
…I didn't have a single person there. You just had to…try to make new friends very quickly…they knew each other they had a small group already…to try and join in and try and make friends with them.
This was echoed by Pb who indicated social and emotional support as not only being important when transitioning, but prior to the transfer too: 
…being with friends is a big part of supporting wellbeing, especially in a new stage in life, as we can help each other, either with work or just emotionally…making decisions about what we want to do in the future.

All participants shared that success in areas such as making new friends is highly dependent on how a YP feels about themselves and each reported that low self-esteem and sense of belonging can result in negative feelings of self-worth and insecurity:

I don't think you can be in state of good wellbeing without thinking about yourself in a positive light…your perception of your self-worth.

Relationships, friendships, and socialisation were prominent issues raised by all participants as contributing factors to feelings of security when transitioning: 
…the more people you meet… [they can] help each other out.
Emotional, social and practical peer support were raised by each participant as being highly valuable to supporting wellbeing during P16 transition. Even though Pb indicated an insufficiency with the system prior to the pandemic, emotional, social and practical support were lacking during their time of transition during the pandemic: 
…which was made worse by the implemented bubble system.
Pb continued by stating that even though pupils were still expected to perform well academically, their socialisation was heavily suppressed, which, in Pb’s opinion, is a major part of someone’s wellbeing. In response to wellbeing support being made available to all YP, Pc reported that insecurity and fear were highlighted as a main focus in schools for YP transitioning from secondary school to university: 
I don’t think it's helpful for students transitioning from secondary school to university to be made to feel scared of their transition.
Pc believed that as a result, pupil fear and insecurity was:
… exacerbate[ed]…Instead, I believe that teachers should drive to fill the gap…
Pc went on to explain that the transition gap might be lessened by providing pupils with:
…useful information that helps to support pupil wellbeing.
Interestingly, all participants referred to wellbeing support being important for all P16 pathways and not just the routes that they were taking:
This does not mean that those not wishing not to attend university should be neglected…schools and invited speakers should attach a simar value to entering the workforce and other options...
Overall, the role socialisation plays on feelings of security and wellbeing during P16 transition is a significant theme identified within this research study. Social and emotional wellbeing were referred to the most during the reporting and the importance of making YP feel secure, not only with the decisions made around pathways choices, but feeling secure emotionally and socially prior and during transition were the main issues raised.

[bookmark: P16transitionandwellbeingexplorational]

4.3.3 - P16 transition and wellbeing support – Experiential activities
All participants held the view that P16 transition could be further developed, and all reported on ways in which transition and wellbeing support might be improved. According to all, neither support was offered, to the extent where it was felt, as stated by Pa, that they were:
 …thrown in the deep end…and just hoped things went ok. 
Pa was not aware of any transition or wellbeing support at the time of transition:

I didn't really know of any transition and wellbeing support…and what they were doing to support students.
Pb also stated an unawareness of any transition support into A Level or onto university: 
…apart from choosing A level options, which I did myself really, and filling out UCAS forms when the time comes. I don’t know of anything else that happens for transition.
Pc’s response is in line with the above: 
…there are areas that certainly need to be improved.
Their responses also indicated a much broader view of transition, as transition support was viewed as a learner’s right, as part of their learning journey, and as instrumental to supporting wellbeing. This is exemplified by Pb who stated:   
Every pupil has the right to be supported in their education…and understand the changes in their education.
This response that indicated a relationship between education, transition and wellbeing experiences and are in line with this response from Pc:
Transition and wellbeing support should be factored into the timetable so that pupils have the chance to explore these topics.
Pb continued to state that every learner should be provided with sufficient time to explore pathway options and be provided with the opportunities to explore desired goals and aspirations for their future:
[YP]…should be able to identify the best possible route would be better for their wellbeing and allow them to achieve better grades.
This was echoed by Pa who stated that all YP transiting should be provided with practical opportunities when exploring their likely pathway in order to support their wellbeing during transition. During a natural dialogue that occurred as a result of affirming to the participant that their contributions were valued, Pc was asked, for example, to expand on ways that support might be provided to fill the gap from school to university. Pc suggested that, while it is important for the learner to be happy with their chosen pathway or subject [academic] choice, it is equally important for learners to be supported with wider issues such as the economic and social issues relating to university life. 
Matters such as ways of making friends and money management were included as important to supporting wellbeing during P16 transition.  Pc strongly advocated that this might be achieved through open discussion and practical, hands-on activities as opposed to a lecture format. A broader, more holistic view of transition is identified as a significant theme observed during this research study. Pb shared a similar view and stated that, while opportunities for discussions are beneficial when experiencing P16 transition:
…getting involved and meeting people about options, next steps and what to expect is important.
Navigating a new environment was considered a high source of stress and anxiety and a factor that negatively impacts overall wellbeing during P16 transition. Pa stated:
going into the office…trying to locate where your classrooms…with transition support, it would just make it easier and…mean less stress on the kids and more time…to learn.
Practical experiences and visits and walk arounds with others were mentioned as important to supporting wellbeing during P16 transitions as outlined by Pa:
Finding places was a lot easier when you're in a group of people than when you're on your own…
Pa suggested practical experiences as being beneficial during P16 transition:
Supported by having a day with school where you'd go over to the college and …go around seeing things and see what it was like to see if you actually liked it beforehand.
Generally, it was felt that mental health was the main topic addressed in schools which takes place as information sharing rather than practical sessions covering wellbeing issues that matter to YP as highlighted by Pb: 
…where we are told about mental health and some things are explained to us by staff…but I feel that this is more information sharing and not practical things for us, like, what pupils are perhaps needing
Participating and being fully involved in the planning and delivery of transition and wellbeing support was a main theme that was gleaned from the data from all participants. Experiential learning opportunities whereby YP have the opportunity to experience tasters, day visits, workshops that support money management, social issues and stress management were suggestions made as ways to support overall wellbeing during P16 transition. 
[bookmark: Decisionmaking]4.3.4 - Decision making during P16 transition – Person centredness
All participants stated that all YP should be involved in the decision making around their wellbeing support during P16 transition, however, the difficulties faced by teachers were recognised and that this approach may be the ideal and unrealistic, as outlined in this response from Pb:
…in reality… schools don't seem have the resources to cater to every pupil’s individual needs, so a blanketed approach to wellbeing takes place.  
Pa shared the same view by stating:
…pupils should be involved, and I think kids should be involved with what's going on with their wellbeing because it's not about the teachers around them, it's about the kids themselves.
All participants shared the opinion that wellbeing and transition support is provided in a generic manner and are usually ineffective for this reason as outlined by Pb: 
[wellbeing support] …usually happens in the form of a wellbeing day planned by teachers…it would probably be helpful…to make it more consistent in terms of checking in on people's transition and how they're doing and what they want and need…
Pc echoed this when stating:
It's not enough for speakers to attend a school and give a generic and overly rehearsed talk to an entire year group. Instead, the content should be more personalised and students the opportunity to interact and feed into the content.
Similar themes were identified from the data of all participants, a holistic and person-centred approach. Each participant made recommendations and suggestions on how YP might be involved in the decision-making surrounding wellbeing and transition support (see Appendix 15 for table of suggestions and more detailed recounts of each participant). Overall, when asked what they suggested might help support wellbeing during P16 transition they proposed a more personalised and less generic approach to wellbeing support. All three participants stated that wellbeing support should be according to the needs of each individual learner and personalised P16 transition and wellbeing support is a main theme of this study. Pc outlined that by focusing on learner strengths and skills and placing equal value on those learners entering the workforce as those attending university was fundamental to recognising all strengths and supporting individual skills and overall wellbeing. 
[bookmark: _Hlk99043302]4.3.5 - Happiness and wellbeing – Resilience
Each participant provided a differing of opinion when it came to the final question in the interview regarding happiness and wellbeing, although all participants acknowledged that happiness plays a part in a YP’s overall wellbeing. Pa stated that wellbeing is mainly about happiness and added that one would have to question their choice if they were unhappy with their P16 pathway as this would impact upon their overall wellbeing. Pa stated that happiness felt during times of transition impacts on student retention when transitioning on to college. Interestingly, Pb had a differing view and stated that:
…no, I don't think wellbeing always correlates with happiness…I believe sometimes it has more to do with delayed gratification versus instant gratification…
Pb outlined that P16 pathway choices may not always result in feelings of positive emotion and made a direct comparison with the challenges faced when transitioning from GCSE to A Level. Pb went on to describe that studying at A Level does not always evoke feelings of happiness but is a requirement to be able to reach the desired goal of attending university. Pb went on to emphasise that hard work, motivation and discipline are necessary to reach the desired end goal, which, feelings of accomplishment would eventually help to support overall wellbeing. This response is in line with that of Pc who stated that:
I think happiness is part of wellbeing but it's not necessarily the most important part…I think it's unrealistic perhaps, even unhealthy to feel happy all of the time, especially during transition, as it can be a period that comes with many emotions. 
Pb went on to provide an analogy that agrees with this view by stating:
…things that make you happy are not always good for you and at the same time, things that make you happy initially can, down the road, be detrimental to your overall well-being, for example, drinking and partying.
The concept of resilience was touched upon by all participants and was addressed while exploring the final question, as Pc expanded by stating:
I think human emotions are there for a reason and we should feel and experience the whole spectrum of them…it is balance that helps us become more resilient to life.
It was particularly interesting to note that all participants made refence to the level of responsibility expected of them at the point of P16 transition but generally it was felt, as outlined by Pc, that this should be echoed in their involvement in wellbeing and transition support:
…[YP] are assigned certain responsibilities that come with transitioning into society…and with that comes the expectation that they behave maturely and like adults. They [YP] should therefore be treated as such by being incorporated into their own transition and wellbeing planning.
[bookmark: Finalising]4.4 – Finalising the analysis – (step 7)
In summary, the themes were derived from the participants responses and were divided into six main categories based on the aims and objectives of the research. The themes are illustrated using a relationship chart, see figure 4.2 below, in readiness for ease of analysis in chapter five. Three main themes and three sub themes concerning opportunities for wellbeing support in transition were then defined using the hierarchical approach to coding and themes illustrated in table 4.1 below. Selecting those most frequently mentioned and then cross referencing to the research question helped to determine the most significant issues and components relating to P16 transition and wellbeing (Denscombe 2022). 


4.1 Core and sub themes: Components of wellbeing support opportunities in P16 Transition








Table 4.1 Components of wellbeing support opportunities in P16 transition
The model below helps to illustrate how each theme interrelates according to the findings from the data in this research:
 4.2 Main and sub themes: Relationship of components of wellbeing support opportunities in P16 transition

Figure 4.2 Relationship of components of wellbeing support opportunities in P16 transition 
[bookmark: CHAPTER5]CHAPTER 5
DISCUSSION AND INTERPRETATION OF DATA
Introduction
This study examined the perspectives of YP on wellbeing support in P16 transition and also sought to explore possible opportunities for advancement in supporting wellbeing during P16 transition experiences. It has illuminated areas where P16 transition support may be improved and ways in which transition and wellbeing can be supported. Three main themes and three sub themes concerning opportunities for wellbeing support during P16 transition were identified according to the findings of this study.

[bookmark: Themeaningofwellbeing]5.1 The meaning of wellbeing
As this research study places emphasis on social and emotional wellbeing, it was necessary to firstly determine what wellbeing meant to each participant and how this interrelates to the support they perceive as necessary during their transition. With regard to the definition of wellbeing, the findings are in line with those explored in Chapter 2: wellbeing is subjective and can only be determined by the individual (White 2012, cited in Maynard and Stuart 2018). The participants reported that the ways in they perceive wellbeing is dependent upon an individual’s experiences; wellbeing can only be supported by ascertaining what wellbeing means to the individual, which correlate with findings from the report by Dex and Hollingworth (2012). 
While this research study identified possible opportunities for advancement in both P16 transition and wellbeing support, the findings identified the benefits of linking transition and wellbeing. This aligns with the findings of Beynon et al, who note the importance of prioritising wellbeing during transition (2018). The findings from this study revealed that, rather than adults emphasising the ‘gap’ between school and the YP’s next step, for example from school to university, teaching staff and stakeholders should try to support YP by helping to bridge the gap so that their transitional journey is more streamlined, as suggested by Packer (2021).

[bookmark: AHOLISTIC]5.2 - A Holistic approach
Interestingly, the findings revealed that transition is inextricably linked to the educational journey rather than being viewed as separate. These findings are founded on Dewey’s (1963) principles of continuity and correlate with those of Vogler et al (2008), who challenge the one-dimensional perception of transition as simply ‘moving up’. The results suggest that having support with transition is part of learner entitlement and that it is the YP’s right to be supported along their educational journey, which aligns with Packer’s views on transition (Packer 2021). These findings agree with the notion of a more holistic view of transition that incorporates the entire aspects of a YP’s learning experiences as well as the entire aspects of their life, as exemplified within Bronfenbrenner’s Ecological Model (1979) and Wilder and Lillvist’ s (2018) Learning Journey Model. 
The idea of supporting the whole person by considering all aspects of a YP’s life during their P16 transition is very much in line with Bronfenbrenner’s Ecological Model (1979). The findings from this study may offer further scope when exploring how wellbeing might be supported during P16 transition. Goals

5.1 A Holistic Approach to Wellbeing in P16 Transition Model
Time



Figure 5.1 A holistic approach to wellbeing in P16 transition

The Holistic Approach to P16 Transition model in Figure 5.1 above has been adapted through a blended approach to Bronfenbrenner’s Ecological Systems Theory model (1979) and the Learning Journey model by Wilder and Lillvist (2018). Each circle in this adapted model above identifies the main and sub themes found within this research study: a holistic approach that places the YP at the centre of their learning journey, security and support provided by all stakeholders and the benefits of experimental learning experiences to the development of resilience. The vertical arrow represents YP aspirations and goals, and the horizontal arrow represents the passage of time that illustrates the continuation of the learning journey.  
The participants provided suggestions of what good transition support and opportunities for wellbeing support may entail (see Appendix 20), and the findings revealed that this should be considered holistically and as part of their school timetable, as illustrated in figure 5.1. The centre circle therefore places the YP at the centre of their learning experience and illustrates a holistic viewpoint with the idea that it is useful to incorporate transition planning into the educational experience. Significantly, the findings revealed that input from YP is not pursued and rather adults plan and support a YPs’ transition separately. The participants reported in their experiences that the approaches to transition support in schools is limited despite times of transition evoking negative feelings such as anxiety, fear, and unhappiness, as outlined by Spratt (2015).
[bookmark: PERSON]5.2 - Person centredness
The findings from this study reported that wellbeing support in schools is generalised through adult led and planned wellbeing days with a focus mainly on mental health. Despite Pc mentioning support perhaps being offered to those more vulnerable, such as YP with Additional Learning Needs (ALN), the participants were unaware of individualised wellbeing support during transition. Each felt, that in order to support wellbeing it is first necessary to involve YP in order to ascertain if and how they require wellbeing support. This would mean placing wellbeing as a priority during transition, which was a finding made by Beynon et al., 2018).
 Analysis of the data also indicated that while there is an expectation imposed on YP by adults to approach transition with maturity and responsibly, YP are paradoxically not consulted on matters relating to their own transition, thus undermining adults’ expectation for maturity (Piper 2008). This may be deemed inadequate in its attempt to truly include YP and align with the expectations of Article 12 of the UNCRC (Piper 2008 and Shier 2001). Findings from Chapter 2 acknowledge that YP have a right to be listened to on matters they consider important and so, engaging with them as equal influencers of policy and decision-making is therefore considered good practice (Leach and Lewis 2012). This research study can be seen to offer further scope to involve YP in decisions relating to their transitional wellbeing. All participants of the interviews agreed with this, stating that they should be fully involved in all aspects of their transition which in turn would allow them to plan and set future goals and aspirations. 
While the Curriculum for Wales, with its holistic approach, provides a dedicated area of learning to Health and Wellbeing, it must be noted that the curriculum only extends from three to sixteen years of age (WG 2019g). Its ethos however is being echoed within the pending new Post 16 Tertiary bill, with the aim to support the learning continuum across all stages of learning including P16 and beyond (WG 2021a). Therefore, findings from this study suggest that by incorporating P16 transition opportunities within the timetable, for example, Health and the skills based compulsory Welsh Baccalaureate programme of study or in the Health and Wellbeing area of learning, the opportunity for YP to develop the skills necessary to continue on their learning journey may be supported (WG 2019g). This study offers possible suggestions to the types of activities that YP deem as essential for a smooth transition (see Appendix 20). While incorporating transition support within curriculum planning may serve as an opportunity to explore transition in more depth, it may begin with the view of ‘transitioning well’, whereby good transition support underpins wellbeing support; both being viewed as equally valuable and inextricably linked (Dex and Hollingworth 2012). 
As outlined in Chapter 2 and in the findings of this study, life transition such as starting sixth form, college and university can be a time of high stress for YP and therefore, can result in a range of negative emotions and lower SEWB (Baum, 1990, cited in Praharso et al., 2016). The idea of achieving a higher level of SEWB was linked to Maslow’s Hierarchy of Needs (1954) in Chapter 2. The Model for Transitioning Well (below), based on Maslow’s Model (1954), illustrates how achieving a good level of transition planning can help to fulfil increased SEWB and increase resilience to meet goals and aspirations.  
5.2 Transitioning Well Model




Figure 5.2 Transitioning Well
[bookmark: SECURITY]5.3 - Security and Socialisation
Discoveries within this study revealed that it is relationships with friends and peers that provide the most significant support to overall SEWB during times of transition. The school environment can therefore be counterproductive in supporting wellbeing during transition as most wellbeing and transition support is orchestrated, designed and delivered by adults and not the peers of YP (Gough 1992). Current understanding surrounding security within transition support states that placing the YP at the centre of their educational journey during their transition experience helps to enhance their overall sense of security (Symonds 2015). Indeed, the findings from this research highlighted that emotional security, a sense of belonging, feeling valued, increased self-esteem are fundamental factors to a successful transition.
The findings clearly outline how specific areas of transition support can help to enhance an overall sense of security in a new environment. Each participant noted the negative emotional experiences faced by some YP when transitioning such as anxiety when ‘thrown in the deep end’ which can result in disengagement and lack of retainment. The results also highlighted that socialisation indirectly linked to transition or wellbeing support within schools, such as partaking in activities outside of school, can help to build a sense of security when facing transition; in turn helping to boost self-esteem, self-image and a sense of belonging during transition. The findings highlighted that relationships, friendships, and peer support help to reinforce a sense of security, not only emotionally through increased self-confidence, but also physical security when navigating new environments.

[bookmark: EXPLORATIONAL]5.4 – Experiential Transitional Experiences

This study contributes to debates surrounding the importance of real-life, practical learning experiences by demonstrating the benefits of experiential transition practices to wellbeing, illustrated in Figure 5.1. Experiential learning theory that places emphasis on obtaining knowledge through the transformation of experience can therefore be extended to the findings within this study (Kolb 2015). All participants reported the importance of having personalised real-life, practical experiences when transitioning such as visits to the new environment and interactive discussions with other students surrounding non-academic aspects of transition such as money management and general life skills when moving away.
While academic focus was highlighted in terms of exploring course content, the importance of placing equal value on all pathways, such as transitioning to the workplace, was also regarded as essential in supporting YP feel valued according to their individual strengths during transition. It must be highlighted that while the findings correlate with recommendations of good practice, experimental learning experiences for this cohort of YP was limited due to the unpredictable pandemic restrictions imposed and may have influenced responses (Ougrin 2020 and WG 2020b). That said, findings did reveal that experimental transition experiences were limited prior to the pandemic also. 

[bookmark: RESILIENCE]5.5 - Resilience
Even though all participants had differing views regarding wellbeing and happiness, interestingly, they all agreed that resilience is necessary to achieve personal goals and relies heavily on a strengths-based approach to transition. They agreed that all YP are unique and that their educational journey will differ. According to the results, following a strengths-based approach to transition support would help to enhance overall wellbeing for all YP. Whilst each participant recognised the importance of positive emotions, such as happiness, in contributing to positive wellbeing, surprisingly, findings acknowledged that experiencing a range of emotions, both positive and negative, is more realistic when experiencing transition, thereby corresponding with the work of Seligman (2011). 
It was identified that instant gratification versus delayed gratification when undertaking A Levels for instance, is a much more realistic viewpoint than the expectation of feeling happiness all of the time (Seligman 2011 and Dex and Hollingsworth 2012). The findings also show that discipline and motivation are contributing factors to achieving goals and aspirations and this process may not result in a YP feeling a sense of immediate or continued happiness. This mindset can be considered mature which arguably demonstrates the ability and competence of YP to contribute to their P16 transition planning. 
This research offered a new perspective to the researcher as it showed that good transition naturally support strengthens overall wellbeing. Supporting the wellbeing of YP has taken precedence in schools in recent years, especially since the outbreak of the pandemic and is often approached separately within the timetable (Spratt 2017). Whilst there are many supporters of this, some argue that wellbeing does not have to be addressed as a separate intervention but rather, encompasses all aspects of YP’s educational experience. This research has highlighted a potential gap in the ways in which transition planning and planning around wellbeing are addressed and planned for in schools.

5.3 Factors of good P16 transition processes



Figure 5.3 – Factors of Good P16 Transition Processes.

In summary (as outlined in Chapter 2), active participation that not only hears, but listens to the voices of YP is seen as a key component to SEWB. In order for this to happen, participation must be sincere, and person centred as highlighted by Hall (2010). The findings of the study identified that, as outlined in figure 5.3 above; a holistic and person-centred approach enables YP to recognise their own aspirations, partake in meaningful experiential activities which in turn builds resilience in order to achieve their aspirations. 








[bookmark: RESILIENCHAPTER6][bookmark: CHAPTER6]
CHAPTER 6
CONCLUSION

This research study has provided insight into a relatively understudied area of P16 transition and is based around the views and experiences of three YP transitioning at P16 in Southwest Wales. It explored YP perceptions of wellbeing, and the planning and support offered within secondary schools at the point of transition. The main purpose of this research was to inform personal practice surrounding the processes of P16 transition, which in turn can enhance wellbeing support. Findings from this study considered if the wellbeing support delivered in schools makes a positive contribution to the transition experience and the extent to which policy and practice in Wales recognises the value of good transition planning in order to support overall wellbeing. 
Further knowledge was obtained during this research study to help uncover the context surrounding power and pupil participation and how such context can be applied in practice. Current literature highlights the gaps within research, such as the perceptions, experiences and reactions of some YP, which suggests opportunity for further investigation within P16 transition processes (Cohen et al. 2018). Pupil voice and participation is a complex issue within itself and there is enough scope for focusing on this alone. While there were three significant topics within this research study (transition, wellbeing, and pupil voice), it is arguable that a more thorough focus on merely one would have reduced complexity. This research allowed for rich and valuable insight into transition whilst drawing on wellbeing and pupil voice. It has shown that transition is not always an empowering process and may need include more research-informed debates about the lived experiences of YP, such as those experienced during transition (Leach and Lewis 2012).
 A distinctive finding revealed that when transition support is planned and delivered holistically through a person centred and interactive approach, YP benefit by having a more positive transition experience. This in turn may help them to become increasingly resilient, achieve their goals and aspirations; thus, enhancing their overall social and emotional wellbeing. Knowledge relating to YP’s participation might contribute to change and improvement in the processes surrounding transition within school still remains limited, despite wider developments in understanding the benefits of participation to SEWB (Cook-Sather 2006, cited in Bragg 2007). The fact that some research in this field, such as that carried out by Dex and Hollingworth (2012), has led to positive outcomes indicates a more positive progression for adults and YP working together during transition. 
Despite the links to pupil participation and social and emotional wellbeing, the majority of wellbeing support is formed on adult opinion, largely neglecting the participation of the YP and their experiences (Todd 2007, cited in Hall 2010). Arguably, this support is developed according to the adults and teachers’ unconscious biases on how they perceive and value authentic pupil participation, and their perception of what wellbeing is and what support should look like (Wilson et al 2011, cited in Ashbrook 2012 and Spratt 2017). 
Ultimately, adult recognition and most importantly, adult appreciation of pupil voice is essential if we are to realise its potential within transition support. Therefore, it is perhaps important to firstly acknowledge the reservations that teachers may or may not have towards pupil participation and wellbeing if we are to improve future research (Martin et al 2007, cited in Leach and Lewis 2012). More questions perhaps should have been raised then explored within this research surrounding the impact of Coronavirus restrictions on transition experiences, including what measures could have been implemented following the challenging circumstances of recent years.  
While this research in not entirely unique in its approach, it does offer insight into the issues relating to ways in which good transition planning and experiences can positively impact upon YP’s overall wellbeing. This current study justifies the development of broader investigations in the future as it highlighted the potential opportunity for transition support to be explored as part of the structured timetable and incorporated into the YP learning experiences. In this study, this has been proposed within Health and Wellbeing sessions or within compulsory Welsh Baccalaureate for pupils who are sixteen or over in Wales. It is within these sessions that YP may have the opportunity to explore how their wellbeing could be enhanced during their transition while striving towards their goals and aspirations. 
Corresponding with the national agenda for supporting P16 transition, this report can be seen to contribute to the wider view that proposes that not only should all YP be supported with their wellbeing during their educational journey, but should be active participants in the shaping of their own future. For a true holistic and person-centred approach to P16 transition to occur however, it is arguable that the status of transition needs to be raised firstly on a local level for this to take place successfully and authentically. 
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Holistic appraoch and PC - YP at the centre of their educational journey - their voices heard during any transitional experience - involvement in developing transition policy and practice.



Security and support provided through building relationships - friends, family, teaching staff, external practitioners - working together to help to support a smooth transition. 






Experiential opportunities and participation allow YP to develop resilience to challenges faced during their transitional journey and successfully achieve their goals and aspirations; thus supporting their overall welbeing.   
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Wellbeing  supported  through the PC appraoch to transition  


Good person centred transition planning and support involving all YP


Holistic, PC approach to transition and wellbeing - embedded within the curriculum.


Meaningful, practical experiences.


Building resilience to successfully reach aspirations and continue on life's journey.


All YP's goals and aspirations are valued - opportunities for voice and build relationships.
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