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Abstract
The acknowledgement that children and young people need to be at the heart of policy making regarding their emotional wellbeing, including anger management, is a process that has been evolving in Wales since the Warnock Report (1978).   This process has continued to the present with the Special Educational Needs Code (2015) and Additional Tribunal Bill (2018); placing a duty on schools to involve specialist such as the Behaviour Specialist Teacher for pupils needing anger management support.
 
This study sets out to review the Behaviour Support Service provided in two mainstream comprehensive schools in Wales.  Hypothesising that identifying the different psychological perspectives on anger forms a theoretical understanding regarding the source of pupil’s anger and contributes to support programmes.

The study used a structured survey conducted March 2018 to explore teaching staffs’ perceptions regarding behaviour support for pupils referred for anger management at School Action Plus.  The study examines the main findings and outcomes from the survey where staff rated overall satisfaction with the behaviour support as excellent.  However, this result was not consistent across all teaching staff in the two schools.  There has been attempts to explain this result and recognise areas for future research and professional development.



Introduction

One of the greatest challenges facing schools today is how to cope with pupils who appear not to be able to control their anger impulses. Although small in number, this group of pupils can be very disruptive to everyone in school, both staff and pupils alike (O’Brien 2008). 

This study sets out to explore and review Behaviour Support currently offered to pupils referred to the Local Authority (LA) Behaviour Specialist Teacher (BST).  This study will focus on pupils referred for anger management in two mainstream comprehensive schools in Wales.   The study will explore the perceptions of all teaching staff, both teaching and non-teaching in the two mainstream comprehensive schools.   

The conclusions drawn from the study will inform future interventions provided by BST in schools supporting pupils referred for anger management at School Action Plus.   

Role of the Behaviour Specialist Teacher

The author of this study has worked for a LA in South Wales as a  BST for twenty two years supporting  pupils aged four to sixteen years old  in mainstream and Specialist Teaching Facilities (STF).  

Within the (LA) where the author of this study works the Behaviour Support Service (see example one below) is a separate and discrete service.  The Behaviour Support service is parallel and equivalent to other services, such as the Education Welfare Service, Additional Learning support and Education Psychology as a discrete strand. 

Example 1: A unitary authority

[image: ]
The author of this study has a keen interest in the emotion anger and the psychological perspectives that contribute to the identification, assessment and choice of intervention to support pupils with anger management difficulties in mainstream school.        


Illustration of a an Local Authority from a survey of Behaviour Support Services 
                                                                           (NFER, Karen Kinder et al 1998, p. 13)

The role of a BST includes liaison with pupils, teaching staff, parents and external agencies to support pupils with Social Emotional and Behavioural Difficulties (SEBD).   BST provide training and to staff across the LA, support for pupils within the classroom, small groups and in a one to one situation.  

Context

The acknowledgement that children and young people need to be at the heart of policy making regarding their emotional wellbeing, including anger management, is a process that has been developing since 1978 with the publication of The Warnock Report Department of Education and Science (DES, 1978).  The Warnock Report (1978) clearly set out to focus on a child’s special educational needs (SEN).  The Warnock Report (1978) placed pupils with behavioural difficulties within the special needs context, thereby challenging   The Underwood Report (1955) rigid models of looking at pupil’s behaviours as abnormal or maladjusted.  The Warnock Report (1978) suggested that when supporting pupils with (SEBD) it is helpful to consider pupil’s needs within a contextual dimension, the home and school environment and the way in which they interact.  The Warnock Report (DES:1978) signified an important  change to how pupil’s behavioural needs should be  met in school and steered educators to consider anger from psychological perspectives such as the , Psychodynamic, Behaviourist, Cognitive, Ecosystemic and Humanistic approach. 

Following on from The Warnock Report (1978), The Education Reform Act (1988) outlined a legal framework that stated all pupils need access to a broad and balanced curriculum, ensuring that pupils with SEBD are included within this process (Maclure 1989).  The 1988 Education Reform Act Maclure (1998)  placed  pupils with SEBD  as central to future curriculum planning  a key theme  highlighted  in Wales in  documents such as  the Learning Country: A Paving Document (2001); The Learning Country: Learning Pathways 14-19 (2002); Every Child Matters (2003).

Based on outcomes from the United Nations Convention on the Rights of the Child (UNCRC) The Welsh Assembly Government’s (WAG) published Children and Young people (2004), A Framework for Partnership; thus declaring a commitment to ensure policies for children and young people in Wales have a comprehensive range of educational and learning opportunities.   This rights-based approach is set out in Children and Young People: Rights into Action (WAG, 2004). The strategy brings together children’s rights under seven core aims that now make up the statutory definition for the wellbeing of children and young people in Wales ensuring access to services for pupils who experience illness, disability or other problems.  

Children and Young People: Rights into Action (WAG 2004) 

The following Core aims 2 and 3 have significant importance for supporting pupils referred for anger management at School Action Plus, making a clear distinction of what support they should expect to reach their potential (WAG, 2004):

“2. To have access to a comprehensive range of education, training and learning opportunities, including acquisition of essential personal and social skills”.
                                                                                                      (WAG, 2004, p. 35)

“3. To enjoy the best possible physical and mental, social and emotional health, including freedom from abuse, victimisation and exploitation.”
                                                                                                  (WAG, 2004, p. 42)

The Office for Standards in Education, Children’s Services and Skills (Ofsted 2006)  document Improving Behaviour  emphasised  the importance of the link between the learning environment and pupils’ wellbeing and resulting behaviours:   Ofsted (2006)  document Improving Behaviour noted in the key findings the importance of developing staff’s behaviour management skill, through liaison with external support services for training and advice:  

     “They used external support effectively to improve teaching and learning
         alongside developing the staff’s skills in managing behaviour”.
                                                                                                        (Ofsted, 2006, p.2)  
                                                                                                                                                                                                                                                               

The SEN Code of Practice 2015

Special Educational Needs (SEN) and Disability Code of Practice (2015) provides statutory guidance for organisations who work with and support children and young people who have special educational needs or disabilities from birth to twenty-five years.
The SEN Code of Practise (2015) replaced the previous SEN Code of Practice (2012) placing a clear emphasis on life outcomes, employment and independence.   By embracing, the new SEN Code of Practice (2015) Wales continued to build upon the commitment of ensuring that all children reach their potential.  The SEN Code of Practice (2015) encourages   parents and carers to take a full involvement in all decisions about support they need for their children.  The WAG continued to provide educational establishments with a clear steer to ensure pupil’s needs are met stating:
      “a graduated approach to identifying and supporting pupils and students
       with SEN (to replace School Action and School Action Plus).
                                                                           (SEN Code of Practice 2015, p. 14)

Involving specialists 

When a pupil presents with behaviours such as anger that are not ameliorated by the behavioural management techniques  employed in the school, a referral is made to the Pastoral staff within the school, referred to as School Action.   At this point the graduated response  are  interventions  provided by the mainstream school that are additional to or different from those provided as part of the school’s usual differentiated curriculum. The Additional Learning Needs Co-ordinator (ALNCO) provides a key role in liaising with the pupil’s Teachers and parents or carers to decide on the action needed to support the pupil’s progress.  Additional strategies used at school at School are recorded in an Individual Education Plan (IEP).  Following an agreed length of time to allow the new strategies to have an impact a review is carried- out, attended by the pupil, teaching staff and carers to consider the impact of the school based intervention.  Where the review decides that the School Action intervention may not be meeting the pupil’s needs, a referral is made for specialist support at School Action Plus.  The SEN code of Practice (2015) point 5.48 provides guidance for this process stating:

      “where a child continues to make less than expected progress, despite
       evidence-based support and interventions that are matched to the child’s 
       area of need, practitioners should consider involving appropriate
      specialists, for example, health visitors, speech and language therapists, 
      portage workers, educational psychologists or specialist Teachers, who may, 
      be able to identify effective strategies, equipment, programmes or other 
      interventions to enable the child to make progress towards the desired 
      learning and development outcomes.  The decision to involve specialist 
      Teachers should be taken with the child’s parents” 
                                                                              (SEN Code of Practice, 2015, p. 88) 

The Additional Learning Needs and Education Tribunal (Wales) Bill (2018)

The Additional Learning Needs (ALN) and Education Tribunal (Wales) Bill was passed by the National Assembly for Wales on 12th December 2017 and became after receiving Royal Assent became an Act on the 24th January 2018.   The impact from the ALN Bill ensures that Wales continues to deliver a strong statement to place pupils with SEBD at the centre of curriculum planning.  The ALN Tribunal Bill (2018) chapter seven point 145 provides important   guidance for specific bodies and educational settings supporting pupils referred for anger management support noting:

     “that where a pupil presents with persistent emotional or behavioural
       difficulties, which are not ameliorated by the behaviour management
       techniques usually employed in the school the need to consider the next
       graduated step to meet the pupil’s needs”.  
                                                                                                  (ALN Bill, 2018, p.38)

The BST from the local authority will action the referral and provide an assessment of the pupil’s needs, which may result in one to one support liaison with teaching staff, parents, carers and other agencies.  The BST provides reports for further assessment for hyperactivity disorder (ADHD) or autistic spectrum disorders (ASD).   The SEN Code of Practice (2015) gives clear guidance on supporting pupils with social, emotional and mental health difficulties:

     “Children and young people may experience a wide range of social and
       emotional difficulties which manifest themselves in many ways. These may
       include becoming withdrawn or isolated, as well as displaying challenging, 
      disruptive or disturbing behaviour. These behaviours may reflect underlying 
      mental health difficulties such as anxiety or depression, self-harming, 
      substance misuse, eating disorders or physical symptoms that are medically 
      unexplained. Other children and young people may have disorders such as 
      attention deficit disorder, attention deficit hyperactive disorder attachment 
      disorder”. 

                                                           (Sen Code of Practice 2015, point 6.32, p. 98)

The School Action Plus referral (Appendix P) will include an explanation of the pupil’s difficulties, agencies for example social services and a completed Boxall Profile assessment (Appendix Q).  Marjorie Boxall, an Educational Psychologist, developed the Boxall Profile as part of the nurture group movement in 1969 (Bennathan and Boxall 1998).  The Profile provides a framework for the structured observation of primary and secondary pupils in the classroom.   The purpose of the Boxall profile is to provide a means of assessing the areas of difficulty to enable Teachers, teaching Assistants (TA) and BST to plan and action focused interventions.  The Boxall profile comprises of two sections: developmental and diagnostic.

The Developmental section (Appendix Q) identifies the pupil’s strengths and needs providing staff with a focus on the areas that need to be developed. The developmental section contains two clusters, the first assesses the pupil’s organisation regarding their learning experiences for example listening, participating constructively.  The second assesses the pupil’s internalisation of control, for example taking part constructively in an activity.

The Diagnostic section (Appendix Q) identifies behaviours that inhibit or interfere with the pupil's satisfactory involvement in school. The Section has three clusters:  ‘self-limiting features’, ‘undeveloped behaviour’ and ‘unsupported development’. 

The following study aims to explore and review Behaviour Support currently offered to pupils referred to the Local Authority (LA) Behaviour Specialist Teacher (BST).  The study will focus primarily on pupils referred at School Action Plus for anger management support in two mainstream comprehensive schools in Wales.    The study will explore the perceptions of all teaching staff, both teaching and non-teaching in the two mainstream comprehensive schools using a questionnaire approach.    The findings from the current study will inform future interventions and best use of available resources.

In order to answer the research study question the following literature review will explore anger and the different psychological perspective that contribute to the assessment and the  support package offered by a BST to  mainstream pupils referred for anger management support. 



















LITERATURE REVIEW

                                                                 
The following literature review will identify the different psychological perspectives on anger and explore their contribution to the identification of strategies, assessment and interventions to support pupils referred with anger management difficulties in mainstream school.   

Hypothetically, exploring the premise that forming a theoretical understanding regarding the source of a pupil’s anger informs the programme of support delivered by the Behaviour Specialist Teacher (BST).  

What is anger?

James (1993) describes anger as one of the most common emotions used in everyday life that influence people’s behaviour their health and ability to function in society. Lamb (2012) asserts that anger is an emotion experienced by people in their daily life.   Lamb (2012) goes further and agrees with James (1993) stating that anger is an essential element for survival and is part of a person’s fight or flight response to a perceived threat. 


Faupel et al (2011) propose that anger is a reflection of a person’s emotional state and is a common emotion experienced by everyone.   Faupel et al (2011) extend the discussion to include that for some people, anger issues can derive from emotional disorders that may need  specialist therapeutic approach from trained professionals; resulting in a medical diagnosis, for example a conduct disorder or Post Traumatic Stress Disorder(PTSD).

Mills (2005) offers another dimension that anger is a second-hand emotion that starts when a painful feeling combined with some anger triggering thought arising from a primary emotion, such as fear.   Lamb (2012) strengthens Mills (2005) argument stating that anger is a difficult emotion to understand proposing that anger is a complex construction of thoughts and behaviours. The  connection to  emotions as contributing to the construction of anger with other characteristics of human emotions and behaviours for example fear, stress, anxiety and low self-esteem is an important development when deciding how best to support pupils  referred for anger management support (Lamb (2012).  Arguing that providing an understanding of what contributes to the anger behaviour drives the assessment and intervention (Lamb 2012).

Anger and the Brain

Sutherland and Sutherland (2008) assert that in order to understand ‘how to control anger’ (2008, p.108) it is helpful to know a little bit about how the brain works. Lamb (2012) states that when considering the structure of the brain in relation to anger, it is useful to look at the model of the Triune Brain (figure1). 
Maclean (1960) describes the brain in three parts; the bottom part of The Lizard Brain referred to as the brain stem controls all the body’s automatic actions, such as, heartbeat and breathing.  The Human Brain, the cortex, sometimes referred to as the outside of the brain, is the area that is responsible for rationalising and thinking.  Lying deep inside the brain is the Mammal Brain, referred to as the limbic system.  

(Figure 1)  The Triune Brain Theory 
[image: Image result for images The rage circuit in the lower, mammalian brain]

Maclean (1960) introduces the fight or flight response that originates from the oldest in evolutionary terms and most primitive parts of the brain, referred to as the “Reptilian Brain” and the amygdala located deep within the limbic system.   The amygdala has several functions, one of which is the automatic responses associated with fear or threat. 
Soso (1979) argues that although largely correct Maclean’s Triune Brain Model is too simplistic that the more modern model of the brain has four layers.  Soso (1979) argues that the four layers are brainstem hypothalamus, limbic system and prefrontal cortex   that form subsystems within larger systems and are not true layers.  Asserting the brain as a whole system and that all circuits are engaged and collaborating all the time (Soso 1979).  

The emotion of fear Ohman (2005) argues, arises from a second, slower pathway that travels from the ear to the amygdala and then on to the higher cortex. Sutherland (1999) stresses that if there is an impairment or lack of communication along the pathway, the body may remain in a heightened state of response and not engage the higher rational part of the brain.   Sutherland (2008) therefore provides an argument for an understanding of the effects of anger on pupils stating that:        
          “anger often reduces our focus and locks us into very restricted ways
           of Interpreting the world”. 
                                                                                      (Sutherland, 2008, p.104) 

Within the neo-cortex, (human brain - figure 1) the frontal lobes plays a critical role in counter-balancing the response to a threat or when something disturbing happens and triggers a response from the amygdala.  Sutherland (2008) provides an illustration of this responses  stating   Jack is walking through some long grass, he looks down and sees a long ‘snake-like object’ (2008, p. 108)  A message is sent to the amygdala and makes Jack jump back.  The slightly longer message through the cortex makes him think and recognise it is as only a bit of old hosepipe, resulting in Jack laughing at his response Sutherland (2008).  Pupils who remain stuck using the flight or fight response from the amygdala need support to engage the slightly longer approach through the cortex.  Anger management programmes for example Change Your Mind – A Cognitive Behaviour Programme are good tools to use Rae (2013) in mainstream schools to support pupils with anger management difficulties. There are programmes such as Dealing with Feelings by Rae (2013) that teaching staff can use to support pupils explore their feelings and provide staff with the information needed to use them. 

O’Brien (2008) offers an added difficulty to providing anger management programmes particularly with children and teenagers.  O’Brien (2008) proposes that learning to control anger is a developmental skill.  O’Brien (2008) highlights that the frontal lobe (Human brain -figure one the Triune Brain) is the part of the brain that helps control impulses and may take twenty-three years to fully develop.   Passamonti et al (2011) adds another level of complexity to the understanding of how to manage anger suggesting that in neuroscience there may be a link between aggressive behaviour and fluctuating levels of Serotonin.  

Research by Passomonti et al (2011) has identified that serotonin may have a role in the regulation of anger by accelerating communication between the amygdala and the pre-frontal lobes. Passomonti et al (2011) suggests that when serotonin levels are reduced communication between the frontal lobes is weakened, resulting in individuals becoming angry. Passomonti et al (2011) provides a strong link with low levels of serotonin causing stress or hunger. Passomonti et al (2011) suggests that addressing these elements reduces anger.  Introducing breakfast clubs in schools allows pupils to have something to eat and be more prepared to learn and manage their behaviours.

Consequences of Anger

Lamb (2012) describes anger as a normal human emotion communicated as annoyance to a verbal, physical or perceived attack on oneself or others.  

Potter-Effron (1994) adds to the discussion, stating that anger can lead to   physical effects on health. The continuous preparation for flight or fight can become a health problem for example Headaches, skin disorders and high blood pressure.  Additionally, mental health may suffer because the after effects of a severe angry outburst may be draining and can induce feelings of flatness and guilt (Potter-Effron 1994).   

Douglas (1999) offers an alternative view stating anger can be positively directed to help others for example,  when one gets angry seeing people suffer or there is a perceived injustice.  Obrien (2008) agrees that anger viewed as a positive emotion can make one more assertive and stand up for ourselves.  Novaco (1975) points out that anger can help to express tension, and it can energise us and help us feel in control.  Viewing anger as a positive emotion has energised people to start the majority of charity and aid campaigns (Novaco 1975).  Additionally, supporting pupils with anger management to explore the reasons for   their anger and express their feelings appropriately is a positive outcome (Douglas 1999). 

Implications for teaching staff

Rae (2013) argues that anger is an essential part of being human.  Faupel et al (2011) and Sutherland (1999), claim Teachers need to be aware that they may react unconsciously or consciously to pupils’ angry behaviour, thus effecting the outcome when behaviour managing pupils. Rae (2013) argues that adult responses and reactions to pupil’s anger can confuse young people, suggesting that Teachers witnessing anger may unknowingly trigger their own flight or fight. 

        “this response may prompt adults to punish young people for
         having such feelings in the first place”  
                                                                                          (Rae, 2013, p.81)

Adding to the discussion Ayers et al (2001) points out teaching staff may unconsciously bring emotions from previous experiences to the relationship with the pupil with Social Emotional and Behaviour Difficulties (SEBD) and may fail to manage the situation.  Sutherland (1999) asserts it is important for teaching staff to acknowledge opinions and reactions towards negative behaviours, such as anger in order to manage pupils’ behaviour contributing to a more positive outcome for all involved in the anger behaviour. Sutherland (1999), Ayers et al (2001) and Rae (2013) provide a reasoned argument for all teaching staff to have access to specialists and materials to build their capacity to support pupils with anger management difficulties.  




PSYCHOLOGICAL THEORIES OF ANGER 

The following discusses the range of approaches for understanding and managing the behaviour described as anger.  These approaches are Psychodynamic, Behaviourist, Cognitive, Humanist and Ecosystemic.  

The Psychodynamic Perspective 

The Psychodynamic Perspective began with the work of Sigmund Freud (1912 onwards) and was developed and extended by other psychologists whom he influenced, including Carl Jung (1875–1961), Alfred Adler (1870–1937), Karen Horney (1855–1952), and Erik Erikson (1902–1994).   Freud (1912) states that children’s angry behaviour may become influenced by subconscious feelings   resulting from  early life experiences, that are expressed as an outward sign of unresolved internal conflicts.  These conflicts may arise from early trauma or loss or from a troubled relationship with parents or carers.  Freud (1912) argued that children do not have the inner resources to be able to process and digest their troubled feelings fully.   From 1912 onwards Freud  went  on to state that these feelings  are too painful and that if they are not talked about or resolved; will leak out and may present as challenging behaviour; such as anger or may  even  manifest into other destructive  behaviours; for example  self-harm. 

The Ego Defence

Ayers et al (2001) quoting Freud (1912), introduces the concept of the Ego Defence placed deep within the limbic system of the brain.  Ayers et al (2001) highlights that in order to deal with conflict and problems in life, pupils may use their Ego to employ a range of Defence mechanisms.  The Defence mechanism operates at an unconscious level l (see figure 1 limbic brain) and helps ward off unpleasant feelings such as anxiety. 

Significantly, Faupel et al (2011) noted that within the school context a pupil’s Ego Defence mechanism could be triggered within the learning environment to protect themselves from releasing feelings such as anxiety reaching the consciousness.  These feelings of anxiety may lead to high levels of stress and present as a second-hand emotion such as, anger, as described by Mills (2005).  Faupel et al (2011) discusses the Defence mechanism stating that some pupils may become hostile towards certain teaching staff or classmates and behave appropriately for other staff and pupils. Ayers et al (2001) raising teaching staffs’ awareness of this process that pupils may employ their Ego Defence mechanism to a learning situation will support schools and BSTs when deciding on an anger management programme.  

Transference

Adding to the complexity of what is anger, Ayers et al (2001) introduces the ideas of anger transference.    Transference is a process where a pupil involuntarily grants the teacher with characteristics of a significant person from their own past, and that these characteristics may be positive or negative experiences.   Freud (1912) states that teachers would benefit from having an understanding that in the learning situation a pupil’s anger may be directed towards them.  For example pupils with (SEBD), in particular those pupils who have or are looked after (LAC) in the care system, may not at first respond to the teacher’s attempt to form a relationship fearing they may be rejected. Having an understanding of this perspective helps to inform the school action plus intervention process for pupils referred for anger management providing teaching staff with an understanding of where the anger is coming from (Freud 1912).  

Psychodynamic interventions remain the domain of the trained specialist for example the Child & Adolescent Mental Health Services (CAMHS).  Interventions from specialist provide support to build up pupils’ inner resources and sense of security, building up supportive relationships with a significant adult and enable pupils to talk about their feeling in an appropriate and secure environment.   Moran (2001) Personal Construct Psychology (PCP) is an example of a specialist intervention designed to explore the child’s view of their personal anger.  Despite psychodynamic interventions remaining the domain of trained specialists, school can support pupils with anger management by accessing support and training from their Behaviour Specialist Teacher (BST) and other outside agencies as well as accessing training for example Attachment. 

Personal Construct Psychology 

The theory of PCP was published by George Kelly in the 1950s and is based on the thinking that people contrast their “own realities or views of the world” Ayers et al (2001, p.38). Moran (2006) states there is a simplicity and applicability of the theory that appeals to many professionals in health and education. Moran (2006), considering Kelly (1955) suggested that:

       “each of us has unique interpretations or theories of events and
        experiences (called personal constructs) and we behave in accordance
        with our construing.  Interpretation and behaviour are inextricable
        linked, so trying to understand a person’s behaviour requires an
        exploration of that person’ construing.”
                                                                                                (Moran, 2006, p.7) 

Moran (2006) suggests that there are good reasons for employing the techniques of PCP, specifically when working with children to explore anger behaviours. Moran (2006) proposes that children and adults go through the same processes to interpret, understand and make sense of experiences therefore, making no distinction between adults and children.  Construing develops as additional new experiences happen, distinguishing new ones from previous experiences. Moran (2006) makes the distinction that even though the baby cannot name the construct they are still being internalised and organised.  Where a trauma takes place the development of construing can come to a halt.  

Sutherland (1999) discusses the proposal by Moran (2006) that development can come to a halt; pupils can become locked in rage functioning from the lower mammalian brain Sutherland (1999).  Sutherland (1999) argues that pupils are not able to employ the higher part of the brain that regulates anger by allowing feelings to interpret the situation and react to a situation involuntarily.  O’Brien (2008) adds to the complexity of how to manage pupils’ anger and decide upon an anger management programme stating that it may take twenty-three years for constructs to be fully developed. 

McLeod (2007) asserts that the strength of the psychodynamic perspective is  that for the first time childhood and the developmental effect it can have on a pupil’s ability to manage their anger is considered as a significant factor.  McLeod (2007) provides a persuasive argument that the psychodynamic approach created a vehicle for schools, psychologists and specialist to start the dialogue and process to support pupils of all ages.

Behaviourist Perspective

Faupel et al (2011, p.7) describes the behaviourist movement as originating in America in the early 1900s, and that it evolved in part as a ‘reaction to the Freudian school in Vienna’.   

The main principle expressed in Thorndike’s “Law of Effect” (1932) is that behaviour that leads to satisfaction is strengthened; behaviour that is ignored or is unsatisfying is weakened (Ayers et al, 2001, p.8).  Behaviourists such as Watson (1930), Skinner (1953 and Thorndike (1932) place the focus on the pupils’ open, observable and measurable behaviour, claiming that all behaviour is learned and can be modified by a system of incentives and punishment. 

Watson (1930), Skinner (1953 and Thorndike (1932) declared that the introspective methods of hypothesising about what is going on inside. someone’s Head, as employed by the Freudian school, were considered to be ‘unscientific’ and that they may lead to the wrong conclusion about the anger.  Instead Watson (1930), Skinner (1953 and Thorndike (1932) argued that the emphasis should be placed on observable and measurable behaviours using frequency sampling and an observational chart (Appendix G and H), rather than a search for hidden causes in an individual’s past. Watson (1930), Skinner (1953 and Thorndike (1932) propose that using a systematic approach helps to avoid intuitive judgements about the frequency of a particular behaviour, such as anger, resulting in a more accurate evaluation of improvements.  Thus, the Behaviour Perspective approach provides a strong argument to the methodology of deciding upon how to assess and decide on which anger management programme to follow.

Faupel et al (2011) asserts that behaviourists view the behaviour as the primary function to the anger, it is the way that one behaves that matters. Ayers et al (2001) explains that:

     “the focus of this perspective is on a person’s overt, observable and 
      measurable behaviour”
                                                                                       (Ayer et al, 2001, P.7)

McLeod (2015) quoting the work of Skinner (1953), describes operant conditioning as something that happens when behaviour is shaped by an environmental stimulus.  Skinner (1953) theorised that the most useful way to look at any behaviour, for example anger, is to look at the causes of the action and its consequences. Skinner (1953) based his theories on Thorndike’s (1905) law of effect and went further to introduce the term ‘reinforcement’.  


Cognitive Perspective

Ayers et al (2001) proposes the Cognitive-Behavioural Perspective originated in response to the restrictions of the pure behavioural model. Obrien (2014) states that one of the most effective approaches to anger management is the Cognitive Behavioural Approach (CBT).  Feindler and Ecton (2001) quoted in Ayers et al (2001) introduced anger as a learned behaviour that is maintained through consequences and reinforcement.   

The cognitive approach to anger hypothesises that distorted thinking leads to negative emotions Obrien (2014).   Ayers et al (2001) proposes that a person’s beliefs is influenced by their thoughts, beliefs, attitudes and attributions. Ayers et al (2001) suggests that pupils can misperceive and misconstrue situations so they may respond in different ways to the same situation.  Fiendler and Ecton(2001) state the cognitive approach recognises the influence of the cognitive appraisal and that pupils with anger management difficulties have a tendency to identify threats or provocative acts even when they do not exist.   Sacre (2013) suggests that the cognitive approach seeks to strip away the idea of the unconscious influencing behaviour put forward by Freud (1943).

Cognitive psychologists Faupel et al (2011) and Ayers et al (2001) propose that in order for an event to be interpreted by a person as an aggravation, first, the pupil’s must be  aware of what it is happening in order to conclude what may be driving the anger.  Thus having an understanding of what drives the anger feeling contributes to development of anger management strategies and a positive outcome. 

Faupel et al (2011) cognitive assessments examine, clarify and challenge the distortions in thinking and acknowledge this type of thinking is intensified in times of stress.   Faupel et al (2011) assessment techniques suggest including self-monitoring such as, an anger log or diary, and through observations to identify triggers.

Feindler et al (2011) argues that anger would benefit from being seen as a ‘learned behaviour’ asserting the behaviour will continue as long as it is reinforced.  The cognitive approach states that pupils will continue using anger and discuss threats, both verbal and non-verbal even though they might not act upon their thoughts. Fiendler and Ecton (2001) recommended that cognitive assessment in schools be conducted with the use of self-monitoring logs and self-reports or interviews so that pupils can describe the thoughts that are associated with a particular behaviour. The aim of the cognitive intervention is to understand the angry behaviours from the pupil’s perspective (Fiendler and Ecton 2001). 

Cognitive Interventions

There is a range of interventions or therapies to support pupils with anger for example Emotional Coaching, Solution Focused, PCP, Self-Control, and Behaviour Modification Programmes such as Emotional literacy by Patricia Gormley. The decision on which Cognitive Behaviour Therapy (CBT) intervention to select is based on the:

      “assessment of the pupil in terms of the level of cognitive
        development, their cognitive strengths and weaknesses rather than
        simply their chronological ages”
                                                                                     (Ayers et al, 2001, p.32)
Rae (2013) asserts that Cognitive Behaviour Therapy (CBT) is currently the ‘therapy of choice’ (Holmes, 2002, p.1). Rae (2013) goes on to state that the:

      “delivery of CBT has become a central part of recent government
       Initiative Department of Health (2001; 2004; 2007) due to findings
      from random controlled trails indicated it is potentially seen as being
      more cost effective than medication (London School of Economics 
      2005)”.
                                                                                               (Rae, 2013, p. 86)

CBT links to the work of Moran (2001) on personal construct theory and reflects how pupils construct their experiences and perceive situations. Moran (2001) introduces the concept of automatic thoughts that contribute to the angry response.  Moran (2001) states that there is a lack of inhibition to the behaviour; possibly only employing the lower most primitive parts of the brain, the “reptilian brain” and the amygdala.   Beck (1967) offers that there are principles that influence pupil’s view of themselves and others, called schemas that lead to distorted thinking processes   The objective of CBT interventions approach is to challenge the stereotypical views held, building up new schemas of thought or constructs. 
Price (2012) supported the discussion that psychological constructs, for example, anger is a difficult emotion to observe, stating that anger making anger difficult to gauge through observation, as it is not a straightforward emotion and it is helpful to consider anger as a second-hand emotion.  Considering anger as a second hand emotion encourages specialists to interrogate all information observed and provided to inform the intervention for the pupil with anger.  Price (2012) offers that anger is an amalgamation of the cognitive processes of what a person may view, feel and think.
Price (2012) states that to say that a pupil is angry does not mean that the pupil is angry all of the time.  The pupil may be sitting in the classroom working quietly on task.   However, a fellow pupil with whom there has been a previous disagreement may enter the room with a message for the Teacher; this may have the result of triggering an automatic response to heighten the pupil’s previous defensive behaviours, such as flight or fight towards that pupil (Price 2012).  This negative thought process may then result in an interaction of negative verbal or non-verbal communication described as situational behaviour Price (2012). 
To surmise, the cognitive approach challenges how people view themselves and searches to understand one’s own behaviour and how this affects others.   Additionally, the cognitive approach seeks to explore who is responsible for the behaviour and provides goals to measure the success of the intervention. 


Ecosystemic Perspective 

The theoretical origins of the Ecosystemic perspective of human behaviour rest in the work of Molnar and Lindquist (1989).  Bertalanffy (1968) proposes that schools are an interconnected system, arguing that any changes within this system will affect the school, which can further affect the family systems.  For example, a pupil who expresses their anger within school will have an effect on the family system. Ayers et al (2001) highlights the need for an assimilated approach, commonly known as a case study approach, stating that behaviour such as anger influences other pupils’ behaviours, family and community. 

More recently family therapists and educators have begun to view anger problems as symptomatic of dysfunctions in the family system, dysfunctions in the school system, or dysfunctions in the family school relationship (Campion, 1985; Kourkoutas, 2008a; Maital & Scher, 2003; Pianta, 1999).   Ecosystemic   interventions Bertalanffy (1968) focus on the idea that there are different, equally valid, explanations of the same behaviour or situation, for example the anger behaviour.  Molnar and Lindquist (1989) provide a strong argument for this type of mediation of bringing everyone together and draws upon the ‘paradoxical techniques’ in family therapy, supporting families, as a whole unit is the road to making improvements.   Molnar and Lindquist (1989) concurs with Bartalanffy (1968) that schools are an interconnected system with home and the community and that any changes impact on all of the systems. Reinforcing  the  multi-agency Ecosystemic  approach supports all persons surrounding the pupil presenting with anger; providing a mechanism for family, friends, teaching staff and the pupil to look for a positive interpretation, in order to reframe the anger behaviour, to explore what is the root cause of the anger (Molnar and Lindquist 1989).  Examples of the multi- agency approach to supporting pupils with anger are; Team Around the Family (TEAM) a support package offered by social services, Exchange Counsellors and Pastoral support staff in schools.   

The Ecosystemic Perspective approach goes on to consider what strategies can support the pupils, parents, carers and teaching staff in order to stop the negative cyclical chain of actions between respondents. The objective of the ecosystemic approach is for all parties, teaching staff, pupils, parents and carers to view the angry behaviour in a new and more positive light.  The act of reframing involves Teachers, Pastoral staff or a BST observing the behaviour neutrally without bias, stating the behaviours observed.  Kourtoutas (2009) agrees with the ecosystemic reflective case study approach, that all parties involved would benefit from exploring their perceptions, validations and explanations regarding the anger.  Kourtoutas (2009) asserts the case study approach is essential to the facilitation of anger management programmes.

Humanist Perspective 

Two of the most influential and enduring theories in humanistic psychology that emerged in the 1950s and 1960s are those of Carl Rogers and Abraham Maslow.  The American psychologist Abraham Maslow (1943) proposed that healthy human beings have a certain number of needs that are arranged in a hierarchy (2012) as illustrated in Diagram C, Maslow’s Hierarchy of Needs 
                              [image: https://upload.wikimedia.org/wikipedia/commons/thumb/3/33/MaslowsHierarchyOfNeeds.svg/300px-MaslowsHierarchyOfNeeds.svg.png]
Diagram C Maslow’s Hierarchy of Needs (2012)

Maslow's hierarchy of needs (Diagram C) is a theory in psychology proposed by Abraham Maslow (1943) in his paper ‘A Theory of Human Motivation’ in the Psychological Review. 

Carl Rogers (1950) discussed in Ayers et al (2001) was a humanistic psychologist who agreed with the main assumptions of Abraham Maslow, but added that for a person to grow and develop they need an environment that provides them with genuineness, openness, self-disclosure and acceptance with unconditional positive regard.

Behaviourists, such as Watson (1930), Skinner (1953 and Thorndike (1932), propose that positive reinforcement is seen as one of the most important motivations for behaviour. Within the context to the discussion on supporting pupils with anger management Watson (1930), Skinner (1953 and Thorndike (1932), support programmes that identify a targeted behaviour and suggest pupils are given specific positive feedback on the behaviour.   Rogers (1950) and Maslow (1943) offer a different perspective  that there are other motivators that are  essential for human development for example, the need to belong to a social group, to think well of oneself and for personal growth.  Rogers (1950) and Maslow (1943) emphasise the importance of peer group, the need to belong and absorb the behaviours that apply to the group. Rogers (1950) and Maslow (1943) provide an interesting perspective suggesting schools need to consider the peer group when developing support programmes for pupils referred at School Action Plus for anger management.

Dreikurs et al (1998) propose that the humanist approach to interventions to manage anger should focus on addressing the hierarchy of need and developing self-esteem and a sense of belonging. Pupils who develop a sense of positive worth will as they develop, be less dependent on those around them for sense of worth and will become more resilient to life’s challenges (Driekurs et al 1998).    

Ayes et al (2001) state that within humanist psychology people are able to reflect on thoughts and feelings in responses to experiences.  Ayers et al (2001) argues that the ability to reflect allows people to have a choice about an action rather than responding automatically (Ayers et al 2001, p. 61). 

Summary

The discussions within the chapter confirms the hypothetical question that forming a theoretical understanding regarding the source of a pupil’s anger informs the programme of support delivered by the BST (James 1993, Lamb 2012, Faupel et al 2011 and Mills 2005).    

Overall the discussion supports that theoretical psychological perspectives such as; The Psychodynamic, The Behaviourist, The Cognitive, The Humanist and The Ecosystemic  provides a theoretical explanations as to what is anger, what drives the emotion of anger, assessment techniques,  strategies and when to approach specialists and relevant professionals.   An 
Implication from the chapter is that is not necessary to view any one perspective as exclusive but rather each approach be regarded as complementary to each other (Lamb 2012).   


The Code of Practice (2015), ALN Tribunal Bill (2018), Sutherland (2008), Mills (2005) and Lamb (2012) provide a persuasive argument for teaching staff and carers to have access to specialists in anger for example a BST.   Asserting that having access to a BST enables teaching staff and carers to share a variety of materials and strategies, for example, theoretical knowledge, specific training and resources.    Confirming that having an understanding of what contributes to the anger behaviour drives the assessment and intervention (Lamb 2012).

The following chapters will attempt to explore the research question to explore teaching staffs’ perception of the role of the Behaviour Specialist Teacher (BST) supporting pupils referred at School Action Plus for anger management.  

    





















Chapter Four
 Methodology and Design

This study aims to explore teaching staffs’ perception of the role of the Behaviour Specialist Teacher (BST) supporting pupils referred at School Action Plus for anger management.  The study is a small-scale study carried out in two mainstream comprehensive schools in Wales.

The purpose of the research: 

· To explore and review Behaviour Support currently offered to pupils referred to the Local Authority (LA) Behaviour Specialist Teacher.

· To explore the perceptions of all teaching staff, both teaching and non-teaching in the two mainstream comprehensive schools.    

· To explore the findings from the study to inform future BST interventions for pupils referred for anger management at School Action Plus. 

· To extend the knowledge of the systems in place within mainstream for referrals at School Action Plus for anger management.
  
Before considering how to approach the study, it was helpful to explore relevant research.  Saunders and Thornhill (2003: P: 90) define research strategy as “A general plan of how the researcher will go about answering the research questions”.   The three main strategies used by most researchers are; experiments, surveys and case studies because of the great benefits associated with using them (Robson, 2002).

Robson (2002), quoting Bryman (1989) provides a definition of a survey:

“Survey research entails the collection of data on a number of units and usually at a single juncture in time, with a view to collecting systematically a body of quantifiable data in respect of a number of variables which are often examined to discern patterns of association,”
                                                                                         (Bryman, 1989, p.104)

Bryman and Bell (2007, p.3) state that when deciding upon which questionnaire method to use to collect data there are “Two data collection techniques used in most scientific research; qualitative and quantitative”.

Quantitative research is a method to quantify the research question by way of generating numerical data that can be converted into usable statistics such as histograms and pie charts. Quantitative data collection methods include various forms of surveys can be carried out in a variety of ways for example, by telephone, face-to-face, online and observations (DeFranzo 2011). Having explored the different research strategies and evidence from Wilson (2013), Bryman & Bell (2007), Saunders and Thornhill (2003) the method chosen for exploring the research question was a questionnaire survey to gather quantitative and qualitative data. 

Munn & Drevers (1995) states the advantages of using a questionnaire approach; are they are a cost effective, quick, and an efficient tool to collect small or large amounts of information that potentially may result in a high return. Wilson (2013) points out the advantages of using a questionnaire approach, they are less time consuming and the researcher does not have to be present when distributed to participants. 

A limitation of using questionnaires to gather data is that the respondents complete the questionnaire independently and have no opportunity to clarify a question. Munn & Drevers (1995) state a disadvantage may be the respondents’ lack of motivation to complete and return the questionnaire.  

Qualitative research is primary exploratory research to explore respondents’ perceptions regarding reasons, opinions and motivations regarding the research question.  The role of qualitative research is to uncover trends in thought and opinions, and gather rich data.  Examples of qualitative data collection consist of focus groups (group discussions), individual interviews, and participation/observations (DeFranzo 2011).  To enable the researcher to gather qualitative data respondents were able to add additional comments and take part in a follow-up interview. 
Munn & Drevers (1995) highlight the firstly, the importance that when designing a questionnaire careful consideration needs to be given to the design of the questions and clarity of the questions.  Secondly, is good practice to test the questionnaire on a pilot group to ensure validity and reliability (Kelly et al 2003).  KATE KELLEYSearch for other works by this author on: Oxford Academic 
The first draft of the questionnaire was trialed with a pilot group containing seven BSTs from the LA Behaviour Support Team January 2018.  This process ensures clarity of the questions and that sufficient data can be obtained to answer the research question (Kelly et al 2003). Feedback resulted in firstly; two questions being removed because the pilot group felt they were outside of the BST responsibility and were ambiguous for example, ‘is the BST familiar with the issues of the school’.  The pilot group expressed concern regarding this question that the respondents could misunderstand it.  

Lastly, the initial research study proposed to target one comprehensive mainstream school following suggestions from the pilot group a second comprehensive school was included in the research.  The pilot group suggested adding another school would ensure rigor to the data and findings by providing a comparison and widened the range of the research. 

The group chosen for the research comprised of the following staff from School A and B - the Head Teacher, Deputy Head Teacher, Additional Learning Needs Co-ordinator (ALNCO), Pastoral Support Assistants, Teaching Assistants (TA) and Teachers. When deciding on the size of the group the author considered research from Wilson (2013, p. 91) that a group of twenty respondents from each of the two comprehensive schools was large enough to ensure that sufficient data was collected to draw “accurate conclusions”.

[bookmark: _GoBack]In order to ensure the length, wording and content of the questionnaires were designed to gather the maximum amount of information; questionnaires designed by Cole et al (2001) were studied.  A survey carried out by Bolton Council in January (2015) reviewing their Behaviour Support Service was explored to inform the questions used in this study’s questionnaire.   Bolton Council Behaviour Support Service (2015) recognised the importance of evaluating their service and sent out eighty-one questionnaires to schools within their LA.  The questionnaire by Bolton Council (2015) was designed to obtain feedback on what was working well for behaviour support and where improvements could be made. 

Questioning techniques

Questions One and Two of the questionnaire were aimed at gathering pertinent information for example, years in teaching and teaching positon in the school (Appendix A).   Cohen and Manion (2011) refer to this method of using closed questions as dichotomous.   An additional strength of this method of questioning is that all respondents are asked the same question in the same order, thus ensuring the consistency and reliability of the data that can be replicated and compared (Cohen and Manion 2011).   Having an overview of teaching staffs’ position in school adds clarity to the research regarding the behaviour support process and dissemination of strategies, for example, the impact of BST support and teaching staff’s perception of support offered to pupils with anger management difficulties.  

The advantage of using closed questions is that data is easy to collate and translate into quantitative data, as the respondents were required to colour in the circle in the research questionnaire, thus, it is easier and quicker for respondents to answer. A disadvantage regarding this method of collecting data is that it can lack detail and does not give scope for respondents to elaborate their responses (Cohen and Manion 2011).

Questions three and four were designed along the Likert type scale named after Likert (1932) as described by  Robson (2002) to gather teaching staff opinions regarding the research question.  Likert (1932) developed the principle of measuring attitudes by asking people to respond to a series of statements about a topic, in terms of the extent to which they agree or disagree.  Answers within this study  research had a scoring scale for question three from excellent, good, fair to poor and for question four  from extremely satisfied, satisfied to extremely dissatisfied and not applicable.  The author of this study considered that using a Likert scale approach had the advantage of gathering respondents’ opinions in a relatively easy manner McLeod (2008) states:

       “Likert Scales have the advantage that they do not expect a simple
         yes / no answer from the respondent, but rather allow for degrees
         of opinion, and even no opinion at all.  Therefore quantitative data
         is obtained, which means that the data can be analyzed with
         relative ease.”
                                                        (Archives of Psychology. 140, pp. 1-55)

The introduction of a triangulation approach to the research is a valuable and widely used tool (Robson 2002) allowing the researcher to analyse the research question from more than one viewpoint provides a more robust outcome.  Denzin (1978) defines triangulation as the “combination of methodologies in the study of the same phenomenon” (Denzin, 1978, p. 310).  Saunders and Thornhill (2003) define triangulation as “the use of different data collection methods within one study (Saunders and Thornhill, 2003, p. 99).  The author of this study provided an opportunity for respondents to add additional comments for questions 3a to 3f and 4a to 4 and for respondents to take part in a follow-up interview (Appendix A).  The additional data contributed to the triangulation of the research findings.  Turner (2002, p. IV) describes the usefulness of the interview approach in studies by Newton, Taylor and Wilson (1996), Shotton (1998) and Taylor (1996) and states it as:      “. . . useful in illustrating the approach, identifying themes and developing hypotheses”
                                                                                                                                                                                                     Additional comments

An invitation for respondents to provide additional data is included in the questionnaire for questions three and four.  McLeod (2008) states it is useful to add a section in the questionnaire that allows the collection of qualitative data.  

A drawback for adding an additional comments section is a reliance on the participant responding honestly.   Wilson (2013) introduces the discussion of “surface introspection”. When designing questionnaires there needs to be a consideration around the inferred reliance that respondents are capable of self-examination regarding their feelings, thoughts and motives (Wilson 2013, p. 91). Additionally, there needs to be consideration to social desirability noting that respondents may record an untruth within the questionnaire to present their school in a positive way Wilson (2013).  Thus portraying their school as working positively with the BST and support services.

It is important to the outcomes of this study to consider that interviews may   rely on social relationships between the interviewer and interviewee and may create an internal bias to the outcome of the research (Potts 1997).  The interviewer may select participants who will give a positive response to the questionnaire. 


Implementation of the questionnaires


The two mainstream comprehensive schools were chosen for the study because they were accessible to the author. Robson (2002) draws upon the work of Mishler (1991) asserting that one of the crucial elements of a survey is “organised social discourse”.    This research study began with a conversation or discourse with the Head Teachers of the two mainstream comprehensive schools.   The Head Teachers from School A and B were provided with a sample questionnaire (Appendix A) and participant information letter to consider (Appendix B). 

Ethics

To enable the research study to take place it was necessary for the author to submit the research question to The University of Wales Trinity Saint David (UWTSD) ethics committee for approval on a PG2/E1 form (Appendix R).   The UWTSD ethic committee oversees that the research question was academically appropriate and the methods of collecting and storing data are within ethical guidelines.  
In accordance with the British Educational Research Association (BERA) (2011) and the Frascati (2015), guidelines for collecting, storage, disposal  and reporting data, respondents were informed via a participation letter (Appendix B) provided with each questionnaire (Appendix A); that they had the choice whether or not to complete the questionnaire.  The participation letter (Appendix B) informed participants that they had a right to withdraw at any time and that all data gathered would remain “confidential and anonymous”, (BERA, 2011, p. 7). 

To maintain the anonymity and confidentiality of the schools and participants within this study every questionnaire was assigned a unique code for example P1, P2 for School A and B, B2 for School B (Appendix A).  The rationale for this was that the author of this researcher study would be able to identify the information and make informed comparisons between the staff, position and length of time in teaching in the two comprehensive schools.  

Information about School A and B

School A is a medium to large sized comprehensive school with 944 pupils on roll.  The school serves pupils from the local area and surrounding villages. Estyn inspection report (2013) states:
 
          “There are 944 pupils on roll. . . . Around 18% of pupils are entitled to free
         school meals, which is similar to the Welsh average of 17.7% for 
         secondary schools. Around 5% of pupils live in the 20% most deprived
         areas in Wales. About 23% of pupils are on the school’s special
         educational needs register. .. The percentage of pupils with a statement
         of special educational needs is 4%, compared with 2.5% for Wales as a
         whole. Very few pupils are from a minority-ethnic or mixed-race
         background”                                                                           (Estyn, 2013, p.3)

                                                                                                                                                                                                                                                                                      
School B is a medium sized comprehensive school with 780 pupils on roll 
The school serves pupils from the local area and a few surrounding villages. Estyn inspection report (2016) states:


     “around 7% of pupils live in the 20% most deprived areas of Wales. Around
     13% of pupils are eligible for free school meals, which is below the national
      average of  17.4% for secondary schools in Wales. Around 29% of pupils 
     have a special educational need This is above the national average of
     25.4%. Around 3% of pupils have a statement of special educational needs,
     which is higher than the national average of 2.5%. Most pupils come from a
     white British background”.
                                                                                                         (Estyn, 2016, p.3)

The Head Teachers from comprehensive schools A and B were happy to take part in the research study and saw this as an opportunity to explore the effectiveness of the behaviour support for pupils referred at School Action Plus to the behaviour specialist Teacher (BST).  The ‘findings’ from the research may be used to inform school systems of cascading strategies from the BST.  The Head Teacher from School A suggested the questionnaires and participation letters be electronically sent to all staff.  The school secretary in School A was selected by the Head Teacher to receive the electronic questionnaires and the participation letters (Appendix A and B) to circulate to staff.   Respondents were provided with an email address to return completed questionnaires to the author of this researcher.

The Head Teacher from School B suggested the researcher hand out the questionnaires personally, asserting the advantage to this method may improve the statistics for returns. To ensure that as few staff as possible were inconvenienced  the work of Denscombe (2007) was explored  as a result, the participation letter was updated to inform staff in School B that the researcher would be in the school on a nominated date (Appendix B).  

An advantage to the implementation of the questionnaire survey was the author of this research study has worked in both schools for twenty-two years and that the respondents may have an investment in the intervention process and would add validity to the findings. Both schools were in the same area and being five miles apart, were easily accessible to the researcher.   A disadvantage contemplated was that respondents might not want to be negative about the BST to damage future professional relationships.  To enhance future research it may be useful to include a third school from a different socio-economic area or include a school that do not know the researcher.PubMed 

Google Scholar To overcome any difficulties with summarising the responses from these interviews it was useful to use a process called coding whereby a general term can be used for example; sharing BST strategies with staff. Twenty questionnaires were delivered to School A electronically, and twenty questionnaires were delivered personally by the researcher to staff at School B. 

Data Management

The data gathered for this research was analysed to explore teaching staffs’ perceptions regarding the role of the Behaviour Specialist Teacher (BST) supporting pupils referred at School Action Plus for anger management.   Robson (2002) proposes that data can be exploratory and confirmatory.  For the purpose of the study, the data collected was interrogated to find out what it revealed.  Confirmatory is to establish whether the data has provided  enough information  to answer the research question about the BST role in supporting pupils referred for anger management at School Action Plus.

To measure the way in which a group of data cluster around a central value and achieve a figure, statisticians use the central tendency, for example, the mean or what is referred to as the average (Robson 2002). For the purpose of this study, the researcher used the ‘arithmetic mean’  enabling the researcher  to formulate a representation of teaching staffs’ view regarding  behaviour support for pupils referred at School Action Plus for anger management (Robson 2002).

All twenty-one teaching staff questionnaires were inputted into an Excel data programme spreadsheet (Appendix C and D) used by the LA to evaluate responses from staff who have attended training courses. The programme collated data information both separately and jointly for Schools A and B.  Overall, the questionnaire provided teaching staff with an opportunity to answer ten questions, making four hundred possible responses (Appendix A). Twenty-one questionnaires were returned from respondents resulting in a possible two hundred and ten responses.

Using the Excel spreadsheet results (Appendix C and D) and identifying the ‘arithmetic mean’ the researcher was able to explore the research question  of teaching staffs’ perceptions of the role of the Behaviour Specialist Teacher (BST) in supporting pupils referred at School Action Plus for anger management.  Providing respondents with the opportunity at the end of the questionnaire to sign and state if they would like to take part in a follow-up interview provided additional qualitative data.  This qualitative data grouped into themes (Appendix N and O) the questionnaire carried out by the Bolton Council (2015) was used as a point of reference. 

The data gathered from the returned questionnaires from schools A and B was inputted onto an Excel spreadsheet (Appendix C and D).   The data generated by the Excel spreadsheets for questions 3 (Appendix C) and question 4 (Appendix D).  The data was transferred on to bar charts for Question 3 (appendix F, J and I) and question 4 (Appendix K, L and M).  The advantages of using bar graphs and pie charts is they provide the reader with a clear visual instant representation of the data.  However, consideration needs to be given that information that is more detailed can be lost in an attempt to present a visual representation of the data findings Munn & Drevers (1995).  The study will go on to deliberate the results from the research.

















Results

This chapter will discuss teaching staff perceptions of the role of the Behaviour Specialist Teacher (BST) in supporting pupils referred at School Action Plus for anger management.   The teaching staffs’ perceptions were gathered from a questionnaire distributed to Schools A and B in March 2018.   The quantitative data results from the questionnaire were inputted onto Excel spreadsheets (Appendix C and D).  Qualitative data provided by the respondents from additional comments and follow-up interviews were collated into themes that emerged from the data of (Appendix N and O).

School A 

Nine questionnaires were successfully completed and returned from school A (one Head Teacher, one additional learning needs co-ordinator (ALNCO,) one other (deputy Head), four teaching Assistants and two Pastoral Assistants) a success rate of 22%.  

School B 

Twelve questionnaires were successfully completed and returned from school B (one Head Teacher, ALNCO, three Teaching Assistants, four Class Teachers and three Pastoral Assistants) a success rate of 30%.  The pie chart (Appendix E) illustrates the length of teaching staffs’ experience ranged from less than five to more than thirty years in both schools. 

The total questionnaires returned from both Schools A and B was 21 = 52% this was considered a good return.  Surveys that are distributed internally (i.e. to employees) generally have a much higher response rate than those distributed to external audiences (i.e. customers).  Internal surveys will generally receive a 30-40% response rate (or more) on average, compared to an average 10-15% response rate for external survey.

Question 3 a to f Satisfaction with the service

Table One: bar chart representing the average mean score results from Schools A and B in response to question 3a - 3f Satisfaction with the Service

Mean total      

                                                                 Questions 3a to f

Table One provides a visual representation of the results from question 3a to 3f satisfaction with the BST service as very positive with a range of excellent to good.  The overall arithmetic total mean for both school A  and School B for question three,  satisfaction with the service ranged from 1.65 to 1.8 a difference of 0.15 (Appendix C). 

School A scored question 3a to 3f lower than school B with an overall arithmetic mean ranging from 2 to 2.25, rating satisfaction with the BST service as good (Appendix I).  School B arithmetic mean ranged from 1.16 to 1.45 rating satisfaction with the BST service as excellent (Appendix J).  This result was a positive response indicating that schools indicated their satisfaction with the role of the BST to be either excellent or good.   

The possible reason for this outcome is the staff responding in school B work closely with the BST and link on a regular basis to discuss pupils referred to the BST for anger management support.  

Head Teachers

The Head Teacher from school A scored 3a ‘access to the BST’ as good, providing an additional comment such as ‘in  an ideal scenario, more hours for each school would mean greater access’’ (Appendix N).  The Head Teacher from school A declined to answer questions 3b to 3e and quoted for each question in the additional comments section ‘I don’t have enough involvement to know how good communication is’ (Appendix N).
                                                                                                    
The Head Teacher from school A and B provided the same responses to question 3a, grading access to the BST as good.  The Head Teacher from school B provided an additional comment, stating ‘insufficient time allocated, results in the work undertaken being limited to the individual pupil, it does not support staff to develop expertise’ (Appendix N).   Head Teacher from school B scored the remaining questions 3b to f as excellent or good, providing additional positive comments such as ‘frequent and focused conversations‘(Appendix C b3 and Appendix N).

Respondent P10 (Appendix C) works directly with the BST and  graded question 3a satisfaction with the access to the BST as good and questions 3b to f as excellent. P10 (Appendix C) is the senior member of staff who directs links with the BST for pupils referred for anger management at School Action Plus, pupils who have been excluded and pupils who need referring to Education Other than At School (EOTAS) provision. 

Additional Learning Needs Co-Ordinator (ALNCO) 

At school A (P6) - scored their response to satisfaction with the role of BST as excellent for questions 3b, c, d, e and F (Appendix C).  Question 3g (Appendix C) was rated good, commenting that ‘more time is needed to meet the school’s needs’, ‘very supportive –helps us to help the pupil’ (Appendix N).  School B - respondent (b4) scored their satisfaction with the role of BST as excellent for 3a- f (Appendix C).   

The results discussed suggest an excellent result as the ALNCOs from school A and B work directly with the BST.  It is important to draw upon the evidence regarding surface introspection, discussed earlier, that the results need to consider that staff who have worked with the BST for some years may unconsciously grade a questionnaire because they want their school to be viewed positively (Wilson 2013).

Class Teachers 

Table Two: Class Teachers’ satisfaction with the service, School B 

	Respondent
	Teaching experience
	3a
	3b
	3c
	3d
	3e
	3f

	B2/CT
	2
	2
	2
	2
	2
	2


	2

	B9/CT
	1
	1
	1
	1
	1
	1


	1

	B12/CT/Head of Department
	5
	2
	2
	2
	2
	2
	2

	B14/CT


	2
	1
	1
	1
	2
	2
	2




Table Two provides a visual representation for School B Class Teachers response to question 3 satisfaction with the service.  Four Class Teachers out of the five provided with a questionnaire from School B completed and returned the questionnaires out of five Class Teachers this was a very good return of 80%.  The results note that the Class Teachers from School B rated question 3a to 3f, satisfaction with the service from the BST as excellent to good.  

Unfortunately, there were no returned questionnaires from Class Teachers in School A.  A possible reason for this result was the questionnaires were sent out electronically and suggesting this research may have benefitted from a more targeted audience.  This result may benefit from future research to explore the possible reasons for this outcome.  

Teaching Assistants

The  teaching Assistants from School A scored  lower than School B for question 3 satisfaction with the service with one teaching Assistant rating all questions as poor providing comments such as ‘I don’t have access to the behaviour specialist’, ‘as teaching Assistants we don’t communicate with the behaviour specialist Teacher’(Appendix N).  Despite the score being lower than School B the results were  positive from School A with an  overall arithmetic mean  2.25, rating satisfaction with the BST service as good (Appendix C).

Teaching Assistants from School B scored the satisfaction with the BST service as excellent to good.  Upon further interrogation of the data, the respondents from School B work with small groups close to the BST office.  Overall the arithmetic mean for School B was 1.16 rating satisfaction with the BST service as excellent, a very positive outcome (Appendix C).


Table Three Pastoral Assistants scoring for questions 3a to 3f Satisfaction with the Service

	Respondents
	Teaching 
Experience
	Q3a
	Q3b
	Q3c
	Q3d
	Q3e
	Q3f

	B1/PS
	4
	1
	1
	1
	1
	1
	1

	P16/PS
	6
	1
	1
	2
	1
	2
	1

	B8/PS
	1
	2
	1
	1
	1
	1
	1

	P15/PS
	5
	1
	1
	1
	1
	1
	2

	B11/PS
	3
	1
	2
	1
	2
	2
	1



Table Three for School A and B represents a visual response showing a positive result with 23 out of a possible 30 responses rating their satisfaction with the BST service as excellent.  



















Results Question 4 

Table Four:  A Bar chart representing the average mean results from School A and B in response to questions 4a to 4e - support with individual aspects of the service.


Mean totals  
                 Question 4a to 4e


Table Four – presents a visual representation of the average mean results from Schools A and B responding to the question about how satisfied the schools are with the support offered to individual aspects the Service (Appendix D).

Overall, the arithmetic mean range for questions 4a to 4e (Appendix D) was 2.14 to 3.23 showing teaching staff from Schools A and B were satisfied with the support offered to individual aspects of the Service.  

The following results provide a breakdown of the individual data results for questions 4a to 4e:

Schools A and B responses to question 4a support to young people (Appendix D and K) scored an arithmetic mean of 2.25 to 2.27.  An overall arithmetic mean of 2.14 is a positive result, showing a result of satisfied with the BST support to young people.

Results for question 4b (Appendix D) relating to BST support to family members for Schools A and B was in the arithmetic mean range of 2.5 to 2.9, showing an overall arithmetic mean for both schools as 2.61 (Appendix D).  This result was positive, showing schools were satisfied with the BST support for family members.

The overall arithmetic mean for both schools to question 4c support with referrals to EOTAS was 2.61, showing a result of satisfied with the support offered by the BST to EOTAS.   Further interrogation of the data suggests that the respondents’ choosing the not applicable response pulled the overall arithmetic mean down into the dissatisfied category.  Removing this response from the overall Likert scale may have provided a satisfied response. 

The results for Questions 4d satisfaction with post exclusion support (Appendix D) provided an arithmetic mean range from 3.27 to 3.5 showing both schools A and B were dissatisfied with BST support offered to post exclusion.   The overall arithmetic mean for both schools A and B was 3.23 showing a result hat schools were dissatisfied with the support offered by the BST support to post exclusion. This result would benefit from further exploration to inform future research to explore the reasons why.

The results for Question 4e multi-agency support   (Appendix D and K) provided an arithmetic mean range from 2.45 to 2.62 within the satisfied category.  The overall arithmetic mean for both schools was 2.47, which showed schools were satisfied with BST work with multi-agencies (Appendix D and K).
 
Head Teachers

Table Five: Head Teachers’ response to question 4a to 4e - Behaviour Specialist Teachers support with individual aspects of the service

	
	Teaching 
Experience
	questions
	4a
	4b
	4c
	4d
	4e

	School A - HT/p3
	6
	6
	5
	5
	5
	5
	5

	School B -HT/b3
	6
	2
	2
	5
	2
	5
	2



Table five presents a representation of the response from Head Teachers for School A and B.  School A Head Teacher declined to answer all questions 4 a to 4e stating, ‘I don’t have enough involvement to comment’ (Appendix O).  School B Head Teacher graded questions 4a, 4b, 4c and 4e as extremely satisfied, a very positive outcome. The Head Teacher from school B marked question 4d as not applicable (Appendix D).

Additional Learning Needs Co-Ordinator

Table Six:  Additional Learning Needs Co-Ordinator (ALNCO) response to question 4 - Behaviour Specialist Teacher support with individual aspects of the service

	
	Teaching 
Experience
	Questions
	4a
	4b
	4c
	4d
	4e

	School A p6/ALNCO
	6
	1
	1
	1
	5
	5
	1

	School B 
b4/ALNCO
	3
	1
	1
	2
	2
	2
	2



Table Six shows the respondent from School A (P6) was extremely satisfied with the BST support to young people and family members.

School B respondent (B4) was extremely satisfied with questions (4a, b, 4c and 4e).  School B respondent (B4) scored 4d as satisfied (Appendix D) commenting ‘possible the school can communicate exclusions more to the BST’
(Appendix O). This result would benefit from further conversations with respondent B4 to investigate how to improve communication between the school and BST.
	








Table Seven Teaching Assistant’s response to question 4 Behaviour Specialist Teacher support with individual aspects of the service


	Respondents 
	Teaching experience
	Q4a
	Q4b
	Q4c
	Q4d
	Qe

	P17/TA
	3
	0
	2
	2
	2
	2

	P2/TA
	4
	2
	2
	2
	2
	2

	P1/TA
	1
	5
	5
	5
	5
	5

	P4/TA
	5
	2
	2
	2
	2
	3

	B6/TA
	3
	1
	1
	1
	2
	2

	B5/TA
	4
	2
	2
	2
	2
	2

	B10/TA
	3
	1
	1
	1
	1
	1




Table Seven provides a visual response from teaching Assistants from Schools A and B in response to questions 4a -4e BST support with individual aspects of the service. The overall  result from Schools A and B  for  Questions 4d ‘post exclusion support’ (Appendix O) was given an overall arithmetic mean of 3.23 showing dissatisfied with ‘post exclusion support’ (Appendix D).  The result for  Questions 4d ‘post exclusion support’ (Appendix O)  response from B6, and B10 was extremely satisfied , this result along with the dissatisfied would benefit from further exploration with school teaching staff to inform future BST interventions (Appendix D).





Table Eight: Pastoral Assistants’ response to question 4a -4e Behaviour Specialist Teacher support with individual aspects of the service

	Respondents
	Teaching 
Experience
	Q4a
	Q4b
	Q4c
	Q4d
	Q3e

	B1/PS
	4
	2
	2
	2
	2
	2

	P16/PS
	6
	1
	1
	5
	5
	1

	B8/PS
	1
	5
	5
	5
	5
	2

	P15/PS
	5
	5
	5
	5
	5
	5

	B11/PS
	3
	1
	2
	2
	2
	2




Table Eight illustrates the responses from the Pastoral Assistants, Schools A and B for question 4a to 4e ranged from extremely satisfied to not applicable (Appendix D).  Further interrogation of the data noted the Pastoral Assistant that responded ‘not applicable’ was classroom based and commented ‘I don’t have contact with the BST’ (P15/PS Appendix D and Appendix N).

Three respondents agreed to a follow-up interview (B4/ALNCO, B3/HT and B11/PS. The qualitative data gathered was categorised into responses from each question then sub categorised by counting the frequency of the response. The responses were then grouped into themes; time, strategies, training, access and relationships (Appendix N and O).

The overall results suggest that teaching staff rate the effectiveness of behaviour support for pupils referred at School Action Plus for anger management as excellent to good (Appendix C and D).  

One of the significant findings from this study indicate that teaching staff value The Behaviour Support Service rating their satisfaction as good or excellent (Appendix C).  There are areas such as access and communication (Appendix N and O) that have implications for future ways of working. The findings have provide a valuable resource regarding what aspects of the BST work is valued by schools and what aspects would benefit from improvement. The following chapter will go on to discuss the findings and the implications for the role of the BST and support for pupils referred for anger management at School Action Plus.














Discussion

The recognition in Wales that children and young people need to be at the heart of policymaking and curriculum planning regarding their emotional wellbeing, including anger management, is a process that has been developing since 1978  (WAG 2004).  This process of placing pupils with Social Emotion and Behavioural Difficulties (SEBD) central to curriculum planning has continued to inform programmes and support in Wales, resulting more recently with the Additional Learning Needs (ALN) Tribunal Bill 2018.

The ALN Tribunal Bill (2018) and The Special Educational Needs (SEN) Code of Practice (2015, p. 88)) clearly guides schools to involve outside specialists, for example BST, to support young people who despite being offered a graduated response from staff in school have not made progress.  

In order to ensure that specialist service such as the Behaviour Support Team continue to meet schools, pupils’ and parents’ needs it is advantageous to inform the Behaviour Support Service by carrying out regular surveys.  As a result, this study set out to explore and review the behaviour support currently offered by the Behaviour Specialist Teacher (BST) to pupils referred to the Local Authority (LA) at School Action Plus for support with anger management.

Overall, the quantitative results were positive with schools A and B rating satisfaction with the service within the range of excellent to good (Appendix C).  The overall response from Schools A and B to support from BST with individual aspects of the service were rated overall satisfied with one exception to question 4d ‘post exclusion support’ (Appendix D), which was dissatisfied.  Interpretation of the results suggest that it might have benefited from the BST having a discussion with the senior management team in School A to provide a platform for exchanging information around the role of the BST.  

School. A - Estyn (2013) describes the Head Teacher’s leadership as good and that the Head Teacher is well supported by the senior leadership team. The leadership team work well together and have appropriate line management responsibilities for departmental and Pastoral teams (Estyn 2013).  The line management leadership style in School A contributed to the results of the questionnaire.  Respondent P3 (Appendix A) scored question 4a to 4e ‘support with individual aspects of the service’  as ‘not applicable’,  this impacted on the overall mean score moving from a satisfied result to dissatisfied result.  This result suggest that further  research on the role of the BST ‘support with individual aspects of the service’ (Appendix N and O ) would benefit from focus groups containing  teaching staff who directly support pupils referred for anger management at School Action Plus.  

To clarify the discussion and data outcomes it is important to state that School A and B are similar schools with pupils on the special educational needs register A-23%,  B-29%, and statemented pupils A- 4%, B-3%. Clearly, Head Teachers from School A and B have developed their own leadership styles; a finding reflected in the responses to the questionnaire. The result from the data suggests that the outcome of the study may have benefitted from the researcher considering the different leadership’s styles in Schools A and B prior to the study. 

The results from the research show that the Head Teacher of School A practices the relational model, which views leadership as residing not in individuals, but in the spaces, for example departments amongst individuals (Donaldson 2006). The relational model of leadership firstly, considers who is providing the leadership and lastly, the individuals who are leaders (Donaldson 2006).  Within School A, the member of staff from the senior management team is the link with the BST.   The leadership styles discussed by Donaldson (2006) may provide an explanation for the responses from the Head Teacher in School A to questions 3b to 3e ‘I don’t have enough involvement to know how ‘good communication, response, advice and guidance is’ (P3 Appendix C and D).

The advice from Head Teacher, in School B to hand out the questionnaires personally may have had an influence on the completion and return.  Drawing upon Mishier (1991) social discourse may have encouraged a higher return rate.

It would be useful to consider Wilson’s (2013) work on ‘surface introspection’ that refers to a respondent’s motives when completing a questionnaire.  The Head Teacher in school A scored 3a ‘access to the BST’ as good, highlighting that in an ‘ideal scenario, more hours for each school would mean greater access’ (Appendix N).   This comment relates to what the respondent wants to happen providing an opportunity to make a statement to the local authority (LA) rather than answer the question in the present.


The Head Teacher from School B made a similar comment to Question 3a stating ‘insufficient time allocated results in the work undertaken being limited to the individual pupil, it does not support staff to develop expertise’ (Appendix N).   The BST model of working within this LA is primarily to support individual pupils.  This role is beginning to evolve with BST taking more of a lead for training.  Therefore this finding  to  ‘staff to develop expertise’ (Appendix N)  provides a good starting point for discussions to inform future BST interventions for pupils referred for anger management a School Action Plus. 

The Head Teacher from School B graded questions 4a, 4b, 4c and 4e as extremely satisfied, a positive outcome to the question about behaviour support with individual aspects of the service (Appendix D and F).  Head Teacher School B also marked question 4d ‘post exclusion support ‘as not applicable (Appendix O). On reflection, this question would have benefitted from being re-phrased as ‘following an exclusion how satisfied are you with the support offered to pupils and family’ (Appendix O).  Thus providing the BST with more guidance regarding how to improve on current practise support pupils and families to make a positive reintegration back into school, avoiding future exclusions.   

The Pastoral Assistants from School A and B responses to question 3a to 3f were positive with twenty-three out of a possible thirty responses rating their satisfaction with the BST service as excellent (Table Three).  This positive result reflects that Pastoral Assistants who work directly with the BST and rate the Behaviour Support Service as excellent.  


School A - ALNCO (p6) - scored their response as satisfaction with the BST service as excellent for 3b, 3c, 3d, 3e and 3F (Appendix C).  Question 3a was rated as good, commenting that ‘more time is needed to meet the school’s needs’, ‘very supportive helps us to help the pupil’ (Appendix N).  School B (b4) – scored their satisfaction with the role of BST as excellent for 3a- f (Appendix C).    This positive result reflects that ALNCO work directly with the BST and rate the Behaviour Support Service as excellent.  

School A - Class Teachers - Unfortunately,  there were no questionnaires returned from Class Teachers in School A; this would be an interesting exercise for future research to explore the reason for no returned questionnaires.    One possible reason for this poor result is the questionnaires were sent electronically and Class Teachers may not have given them priority. It is important to draw upon the work of Munn & Drevers (1995) that respondents may possibly lack motivation when there is no social discourse and do not see any benefit for the outcome of the research. 

School B - Four out of the Five  Class Teachers’ completed and returned the  questionnaires  the possible reasons that attributed to the  excellent return could be firstly, the BST handed them out personally to staff.  Perhaps handing out the questionnaires personally created a conversation and contributed to the successful return (Mishler 1991).   Secondly, consideration needs to be given that the BST may have unconsciously chosen staff that would return the questionnaire, thereby creating a potential bias.  This unintentional bias would affect the reliability of the data findings and have an impact upon the average mean results.  


Teaching Assistants from School B scored the satisfaction with the BST service as excellent to good.  Upon further interrogation of the data, the respondents from school B work with small groups close to the BST office.  Overall the arithmetic mean for School B was 1.16 rating satisfaction with the BST service as excellent, a very positive outcome (Appendix C). The impact from this result is firstly, teaching staff who have a conversation with the BST on a regular basis rate the BST support for pupils referred at School Action Plus for anger management as excellent.  Secondly, future work for the BST is to raise awareness with staff in schools regarding the role and lastly, future research would benefit from finding out, possible through focus groups how to improve the communication with teaching staff and the BST.

Teaching Assistant, School A (P2) rated all questions 3a to question 3f as poor (Appendix C) providing comments such as ‘I don’t have access to the behaviour specialist Appendix N)’.  This result would benefit from further discussions with school staff to explore communication avenues within school A and investigate how strategies may be cascaded from the BST to teaching staff within the school for pupils referred for behaviour support.  The outcome of this may support future interventions from the BST to support pupils referred for anger management.  Additionally, it would be interesting to explore staff understanding of the School Action Plus process and effective ways to cascade strategies left by the BST following support sessions with pupils referred for anger management.  Thus raising awareness of the BST’s role within the school.



Results Question 4 Support with individual aspects of the service


Overall responses from Both School A and B to  questions  4 a, 4b,4c,4d and 4e provided an arithmetic mean range from 2.14 to 3.23 ( Table Four, Appendix D and F). This result translates to schools A and B rating the support from the BST with individual aspects of the service from satisfied to dissatisfied (Appendix D and F).  The following considers what this result reveals.

The arithmetic mean results for question 4b rated BST support to family members from School A was 2.71 and School B was 2.75, providing an overall arithmetic mean for both schools as 2.61 (Appendix D).  This result was positive showing schools were satisfied but responses were more towards the dissatisfied and would benefit from further exploration to ascertain the reasons for this result.   Additional comments noted from respondents were ‘I don’t have enough involvement’, suggesting that the question may not have been worded accurately to gather the information required.  Alternatively, perhaps future research would benefit from targeting participants that work liaise regularly with the BST. 


The results for questions 4c support with referrals to Education Other than At School (EOTAS) showed a mean result of 3.14 for school A and 2.5 for school B.  The overall arithmetic mean of 2.61 from both school A and B graded the service as satisfied (Appendix D).  Interrogation of the data suggests that the ‘not applicable’ response pulled the overall arithmetic mean down into the dissatisfied category.  Removing this response from the overall Likert scale could have provided a satisfied response. However, this result highlights that future work is necessary to inform teaching staff regarding the role of the BST potentially benefitting future support interventions and providing a result of satisfied from this research regarding BST support with referrals for EOTAS.
  
The overall arithmetic mean result for question 4d post exclusion support for both schools was 3.23, showing dissatisfaction with the support offered by the BST support to post exclusion (Appendix D).  This disappointing result indicates that schools would benefit from further exploration, possibly by means of a focus group to ascertain the reasons for this result.  

Results from question 4e showed an overall arithmetic mean for both schools was 2.47, showing satisfaction with BST work with multi-agencies (Appendix D). Whilst this result showed satisfaction with the BST work with multi-agencies it was close to being graded dissatisfied and would benefit from further exploration.  One possible reason may be that some teaching staff are unaware of this aspect of the BST role (b8/PS and p15/PS Appendix D). 

The data from School A from respondent (P6) produced a result of extremely satisfied for question 4e support to young people’s family members, question 4b support to family members and question 4e working with other agencies (Appendix D).  This positive result reflects the different leadership styles described by Donaldson (2006) noting that the respondent (P6) is the member of the management team that works directly with the BST. 


The qualitative data gathered was categorised into the themes of time, strategies, training, access and relationships (Appendix N and O).  The themes from the present study provide a clear indicator that schools want access to the BST and training to support the management of pupils with anger management difficulties (Appendix N and O).   

Any future research would benefit from including schools across the LA that have a more diverse population who are unknown to the researcher of this study. The following chapter discusses the implications and recommendations for future professional development and research.




















Recommendations 



This was a small-scale study, and the data conveyed from the research carried out in two mainstream comprehensive schools.  The overall results suggest that teaching staff rate the effectiveness of behaviour support for pupils referred at School Action Plus for anger management as excellent to good (Appendix C and D).  

Possibly one of the significant findings learnt from this study indicate that teaching staff value The Behaviour Support Service rating their satisfaction as good or excellent (Appendix C).  The following discusses the implications and recommendations for future professional development and research.

Leadership Styles

The study improved the author’s awareness regarding the different leadership styles in schools.  Recommending that future research would benefit from employing a system of distribution that includes a more representative sample to achieve a fair result.   Bryman and Bell (2003) define this type of sampling as: ―A sample that has not been selected using random selection method…this implies that some units in the population are more likely to be selected than others” (Bryman and Bell, 2003; P. 93).  





Access, Communication and Training 

One important finding learnt from the study is that teaching staff want more access, training and communication with the BST (Appendix N and O). This outcome would benefit from having focused conversations with BST colleagues, Local Authority (LA) and schools to explore how to improve communication with teaching staff.  

The literature review and findings reinforced the importance for the BST and teaching staff to have an understanding of the psychological perspectives on anger.   Firstly, informs new and existing support programmes for pupils referred at School Action Plus for anger management.  Secondly, offers an understanding regarding whole school behavioural strategies. Lastly, the impact that school systems and contributions to pupils’ wellbeing and behaviour (Maslow 1943, Molnar and Linguist 1989). 

Role of the Behaviour Specialist Teacher

A recommendation from the study is to increase BST training offered to Schools (Appendix N).  Training offers an opportunity for the BST to create an atmosphere of social discourse with schools to raise awareness regarding the multifunctional aspect of the BST role.

From the perspective of professional development, the study offered the author an opportunity to build on previous theoretical knowledge regarding anger.  The findings from the literature and research study provided   different points of view and current ideas on anger that offering the BST new insights into the emotion.  A recommendation from this study is for all BST specialist to have opportunities to update their knowledge base to deliver the best support possible to pupils referred for anger management.

The results and additional comments from the  study provides a vehicle for further  discussion with the Local Authority and schools regarding how best to utilise and expand  the knowledge and skills of the behaviour BST to support teaching staff, pupils and carers. 
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Mean totals for question 3 Satisfaction with the Service for Schools A and B

Q. 3a	Mean Total	1.7619047619047619	Q. 3b	Mean Total	1.65	Q. 3c	Mean Total	1.6	Q.3d	Mean Total	1.8095238095238095	Q.3e	Mean Total	1.7	Q.3f	Mean Total	1.75	


Total mean results for question 4  for Schools A and B 

Q4a	Mean Total	2.1428571428571428	Q4b	Mean Total	2.6190476190476191	Q4c	Mean Total	2.6190476190476191	Q4e	Mean Total	2.4761904761904763	#REF!	Mean Total	1	
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