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Abstract

The purpose of this research was exploratory. It extends knowledge in the area of
school exclusion by providing insight into the emotional experience of primary school
teachers currently working with children at risk of exclusion. It utilises a psycho-social
approach in order to explore the personal, social and relational factors involved in

this experience and offers insights into unconscious processes.

Six mainstream primary school teachers from six different schools were interviewed
using the Free Association Narrative Interview (FANI) (Hollway and Jefferson, 2000).
Participants were asked to write or draw some of their initial thoughts in relation to
working with a child at risk of exclusion and also provided relevant biographical
information. Interviews were audio recorded, transcribed and then analysed using a
Thematic Analysis to initially identify common themes, and then a psychoanalytic lens

was applied to offer deeper insights into participants’ emotional experiences.

Two main themes were identified from the data. These were “knowing versus not
knowing” and “us versus them.” These are explored in greater depth within the
discussion and links are made to the theoretical insights of Bion (1962) and Klein
(1946). A second level of analysis found that participants accounts showed evidence
of investment in discourses that served a defensive function and greatly impacted on
how they saw their role in working with children at risk of exclusion, and how they
experienced their emotions in relation to this experience. Implications for EP practice
are offered and it is concluded that psychoanalytic theory offers a useful tool for EPs

supporting teachers working with children at risk of exclusion.
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1.0 Introduction

1.1 Chapter introduction

A recently published government review (Timpson, 2019) found that school exclusion
disproportionately affects the most vulnerable and disadvantaged children and young
people in our society. A key recommendation of this review is that Educational
Psychologists (EPs) have a key role to play in supporting schools and teachers to
reduce rates of school exclusion. This study attempts to extend knowledge in this
area by exploring the experiences of teachers working with children at risk of
exclusion in mainstream primary school settings. Specifically, it aims to provide
insight into the emotional experiences of these teachers from a psychoanalytic
perspective. In doing so it helps to inform EP and other professionals’ practice in

relation to the support they offer teachers working with children at risk of exclusion.

This introduction will begin by exploring my own background and interest in this area
of research, before current trends in school exclusion, both nationally and locally, are
presented. The key role of teachers in reducing exclusion rates will then be discussed,
before presenting an argument that highlights difficulties with the way in which
teachers are currently conceptualised in the research literature. Following on from
this, the competing discourses of inclusion and exclusion contained within
educational policy will be discussed and the broader social context within which

teachers and schools are located will be considered. A review of current research in

11
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relation to teachers’ emotional experiences of working with children at risk of

exclusion will then be undertaken.

1.2 Researcher’s Background and Interest in this Area

My own experiences as researcher have greatly influenced my decision to engage in
research in this area. Prior to embarking on the doctorate training for which this
thesis marks the culmination of many years of work, | worked for seven years as a
primary school teacher in a number of different settings. My most memorable work
was with those children who were at risk of exclusion, or indeed those who had been
excluded during my work in a Pupil Referral Unit (PRU). Whilst engaging in the work, |
was aware that it drew on many of my inner resources and | frequently left feeling
drained and troubled by the behaviours that the pupils were presenting. Beginning
training at the Tavistock and Portman | was introduced to the insights that
psychoanalytic theory can offer with regard to behaviour and the relational aspects of
teaching and learning that are so profoundly absent from initial teacher training
courses. In my work as a trainee Educational Psychologist (EP), | have found the work
of Bion (1961;1962) and Klein (1946) hugely influential and it is my view that the
insights of these authors is also greatly under-utilised in EP practice. This research
therefore represents an attempt to explore the emotional experiences of teachers
working with children at risk of exclusion in the hope of advancing understanding in

this important area through the insights of psychoanalytic theory.
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1.3 The Significance of School Exclusion

“Nowhere is Britain’s social mobility failure more obvious than in the example of school exclusion ...
our education system is profoundly ill-equipped to break a cycle of disadvantage for these young

people” (Gill, Quilter-Pinner and Swift, 2017)

Disciplinary exclusion represents the greatest form of sanction available to schools
and marks the official removal of a pupil from school for either a fixed amount of
time or permanently. It is of critical importance to understand and reduce the
occurrence of school exclusion because it is associated with a range of adverse
outcomes later in life. These include low academic achievement and higher rates of
unemployment (Massey, 2011), and an increased risk of criminality later in life
(Hemphill and Hargreaves, 2010). Ultimately Daniels (2011) suggests it can mark the
start of a negative spiral of rejection, social isolation and social exclusion that is of

grave concern for both the individual and society.

1.4 The National Context

Across the UK, the numbers of children permanently excluded from school have
increased by almost 40% over the last three years alone. The most recently available
government statistics indicate that 7,720 pupils, or 40 pupils per day, were
permanently excluded from mainstream schools in the academic year 2016/2017
(DfE, 2018). In addition to this, it has been suggested that officially reported statistics

represent only a fraction of the total number of exclusions taking place. Practices
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ans

such as “off rolling,” “managed moves,” the transfer to alternative provision and
elective home education have all also increased in recent years (Power and Taylor,

2018).

In addition to this, a recent report from the Institute for Public Policy Research (IPPR)
(Gill, Quilter-Pinner and Swift, 2017) suggests that exclusion disproportionately
affects society’s most vulnerable children and young people. In comparison to
children without this label for example, the latest government statistics suggest that
Looked After Children (LAC) were twice as likely to be excluded, and those designated
by social services as “Children in Need” were three times more likely to be excluded
(DfE, 2018). Pupils with an identified Special Educational Need (SEN) were also found
to be seven times more likely to be excluded, and those with a recognised mental
health condition were ten times more likely to be excluded (DfE, 2018). In addition to
this, 55% of 5-10 year olds, and 40% of 11-15 year olds, who were excluded from
school were eligible for Free School Meals (FSM). This is in comparison with just 14%
of the school population overall (DfE, 2018). Children from Black or Traveller
backgrounds were also over represented in exclusion statistics (DfE, 2018). Exclusion
from school therefore represents an additional disadvantage that impacts on already

marginalised and disadvantaged groups within society.

1.5 The Local Context

Within the Local Authority (LA) in which this research took place, a similar picture

exists. Both official and unofficial exclusion from school represents an area of local

14
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priority and exclusion rates have been rising rapidly. This has particularly been the
case in the primary age range, where rates of exclusion are above the national
average. There is similarly a concern about the disproportionate rates of exclusion
among vulnerable groups of children and young people and local initiatives have
focussed on providing further training to schools and teachers, with the aim of
increasing understanding of behaviour and developing better practice in relation to
managing it. The local Educational Psychology Service (EPS) provided training for
teachers on the “Principles of Nurture” (Boxall, 2002) for example, with the hope that
staff would be able to embed these principles within their mainstream classroomes.
The rationale and evidence base in relation to targeting training at teachers in this

way will now be discussed, along with the potential challenges of doing this.

1.6 The Role of Teachers in Reducing Exclusion

Concerns around behaviour account for the vast majority of school exclusions each
year. “Persistent disruptive behaviour” continues to be the most frequently cited
reason for exclusion, closely followed by aggressive verbal and aggressive physical
behaviour (Dfe, 2017, p.5). A key focus for intervention has therefore been on
reducing the occurrence of challenging behaviour in schools (Armstrong, 2019).
Teachers have been identified as crucial to achieving this, therefore a number of
studies have explored teachers’ perceptions of pupils with behavioural needs and
their attitudes towards them (Armstrong and Hallet, 2012; Nash, Schlosser and Scarr,
2015; Armstrong, 2019). The findings of these studies all suggest that teachers find

including pupils with behavioural needs uniquely challenging. They reveal a range of
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positive and negative conceptions and misinformed attributions in relation to the
behaviours pupils present with. Nash, Schlosser and Scarr (2015) for example found
that the majority of teachers working with Looked After Children (LAC) felt that pupils

were able to control their behaviour and were effectively “choosing” to misbehave.

Findings such as these have led to an increased focus on interventions that aim to
increase teachers’ theoretical understanding of the underlying causes of behaviour.
In particular there have been calls for teachers to have an increased understanding of
attachment theory (Nash, Colley and Cooper, 2017) and relational approaches to
behaviour management such as those emphasising “Playfulness, Acceptance,
Curiosity and Empathy” (PACE) (Bomber and Hughes, 2013) or the importance of
“Emotion Coaching” (Gus, Rose and Gilbert, 2015). Approaches such as these have
been linked to improved behaviour, improved relationships and reduced aggression
in schools. EPs can be seen as ideally placed to deliver training and interventions that
boost teachers’ awareness of different theoretical perspectives on behaviour. It is
hoped that through training teachers will be able to support and include their most
vulnerable pupils more effectively. Indeed a key recommendation made by Timpson
(2019) with the aim of reducing school exclusions is that further training be provided
to school staff on the underlying causes of behaviour and effective strategies that can

be utilised based on these principles.

Only a limited amount of evidence is available in relation to the effectiveness of
teacher training interventions to reduce rates of school exclusion however. A recent

meta-analysis of various approaches aimed at reducing exclusions found that all of
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those evaluated, including teacher training interventions, were associated with a
small drop in exclusion rates for the first six months but this was not sustained over a
longer period (Valdebenito et al, 2018). Although teacher training was slightly more
effective than some of the other approaches, it did not produce long term results.
Further insight into teachers’ experiences of interventions aimed at helping them to
better understand the behaviour of their pupils can be gleamed through a study by
Boorn, Hopkins-Dunn and Page (2010). They report feedback from teachers’
evaluations of a training programme on “Growing a Nurturing Classroom.”
Evaluations completed immediately after the training indicated that teachers felt
their awareness of attachment and social and emotional needs had increased and
their beliefs and attributions about children’s behaviour had been influenced.
However, evaluations completed three months after the training reported some
barriers to implementing the principles in their classrooms, such as time for planning
and the need for a reflective space to think about their own emotions in relation to
working with these pupils. Qualitative questionnaire data also indicated that teachers
were aware of these children drawing on their inner resources and they felt reluctant
to share this with colleagues for fear of judgement. Additionally, only 33% of training
attendees completed this follow up evaluation, therefore it is impossible to know
whether the majority of teachers felt this training had any lasting impact on their

practice, and therefore whether it would result in a reduction in exclusion rates.
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1.7 Justification for this Research

Despite a growing body of research criticising teachers’ conceptions and
understanding of behaviour and an increased focus on providing training and further
theoretical insight, very little is known about teachers’ actual lived experiences of
attempting to teach and support children whose behaviour may put them at risk of
exclusion. It is the view of this researcher that most of the existing literature in this
area conceptualises teachers as unitary, rational, information-processing individuals,
who simply need to take on board more theoretical knowledge in order to apply it
and effectively include, rather than exclude, their most challenging pupils. This
research proposes instead that teachers, like all of us, are influenced by powerful
unconscious processes that operate at a personal, interpersonal and social level. It is
proposed that these factors greatly impact on teachers’ ability to implement the
theoretical insights that they gain. It is argued that in order to support them more
effectively, EPs and the educational community more broadly, require a greater
understanding of these unconscious processes and the emotional experience of

teachers working with children who may be at risk of exclusion.

This research therefore aims to explore the emotional experiences of teachers
currently working with children at risk of exclusion using a psycho-social approach. A
psycho-social approach to the research is felt to be most appropriate as it moves
beyond a purely social or psychological analysis of their experiences and seeks to
explore instead the dialectical interaction between these aspects. It asserts that we

are all “defended subjects,” (Hollway and Jefferson, 2013) with our unconscious
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defences both affecting, and being affected by, our engagement with others and our
environments. In this way, analysis of participants’ experiences are viewed in relation
to their internal worlds, their intersubjective experiences and the broader social and
societal contexts within which they are situated. The competing discourses contained
in the policies and social contexts surrounding teachers’ practice will therefore briefly
be explored below, before providing an overview of existing literature in relation to

teachers’ emotional experiences of working with children at risk of exclusion.

1.8 Policy Context: Competing Discourses of Inclusion and Exclusion

Expectations for educational practice in the UK are largely driven by legislation and
government policy. For more than twenty years, legal frameworks, such as The
Equality Act (HM Gov, 2010), and various manifestations of the SEN Code of Practice
(SEN Strategy, DfES 2004; SEND Code of Practice, DfE and DoH, 2015) have centred
around the idea of “inclusion.” This suggests that it is the responsibility of schools and
teachers to make the adaptations necessary to meet the needs of pupils with SEN
within the mainstream environment. The exclusion of large numbers of children with
SEN from school therefore represents a failure of this inclusion agenda. In response
to this, the Lamb Inquiry (DCSF, 2009a) recommended that schools “focus on
developing staff skills to make sure children (with SEN) are not excluded.” It also
noted that “exclusions are symptoms of underlying difficulties that have not been
addressed’ (p36). In line with these recommendations, the new SEND Code of
Practice (DfE and DoH, 2015) recognised the link between mental health and

behaviour for the first time, with the category of Social Emotional Mental Health
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(SEMH) replacing Behavioural, Emotional and Social Difficulties (BESD). It makes
explicit the link between underlying mental health difficulties and “challenging,
disruptive or disturbing behaviour” (DfE and DoH, 2015, p.98) and places a duty on
schools and teachers to have clear support processes in place for these pupils.
Further guidance on mental health (such as Mental Health and Behaviour in Schools,

DfE, 2018) also recognises this and identifies a key role for EPs in this process.

This approach is aligned with the social model of disability, with the environment
seen as either enabling or disabling, and a focus on making the necessary adaptations
to this environment to enable students to be included. Despite this, government
guidance in relation to managing behaviour in schools continues to advocate an
overly simplistic focus on rewards and sanctions, of which fixed term and permanent
exclusion represent the greatest sanctions of all. Successive reports have recognised
the link between behaviour in the classroom and effective learning and have held
teachers responsible for managing undesirable behaviour (Elton Report, HM Goyv,
1989; Steer Report, DfES, 2005b) The latest government guidance, “Behaviour and
Discipline in Schools” (DfE, 2011a and 2016a) further develops this idea, with
recommendation that school’s expectations “should be underpinned by a range of
rewards and sanctions” (p.12). Penalties for breaking rules and terms such as
“discipline” and “control” are also used within this report. It therefore advocates a
view of “behaviour management” as something that is done to pupils by teachers. It
also suggests that children are fully able to control their behaviour and make choices

in order to benefit from rewards and avoid sanctions.
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Guidance of this kind is much more in line with the individual/deficit model of
disability, which suggests that difficulties are located within individuals. Macleod
(2006) has highlighted the conflicting discourses available to teachers through which
to construct children’s behaviour. It is suggested that they are either seen as “bad”
(choosing to misbehave and in need discipline or rewards), “mad” (in need of
diagnosis and treatment from external professionals) or “sad” (a victim of challenging
circumstances and therefore not to blame for their behaviour). She argues that none
of these constructions are particularly useful, as they allow only limited
understanding of the meaning underlying children’s behaviour. Wright (2009) has
also highlighted how these discourses offer little insight into the deeply relational,
intersubjective nature of behaviour and the way in which the teachers’ responses to

the child’s behaviour are intimately connected.

1.9 Social Context: Competing Pressures on Schools

Alongside the contradictory and confusing discourses surrounding behaviour,
inclusion and exclusion, neoliberal reforms to the education system have led to an
increased focus on performativity, accountability and competition in schools (Ball,
2003). Teachers themselves report that these changes have resulted in a narrower
curriculum, including the removal of PSHE as a statutory subject, and an increased
focus on tests that directly impacts their ability to include and support their most
vulnerable students (Rustique-Forrester, 2005). At the same time, austerity has
reduced school budgets and LA support structures, leaving schools ever more

isolated in juggling these demands (Ford and Parker, 2016). Research into teachers’
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experiences of working in this current context have suggested they find these
competing demands highly stressful (Ball and Olmedo, 2013). Richardson (2015)
reports a survey from one of the main teachers’ unions that suggests that more than
half of teachers plan to resign within the next two years for example, and the Health
and Safety Executive (2017) report found that education professionals reported the
highest levels of work related stress, depression or anxiety of any professional group.
Teachers are therefore being asked to build relationships and apply their theoretical
knowledge about behaviour in this highly contradictory and emotionally charged
context. With this in mind it is important to understand what the experience of trying
to include, rather than exclude, their most challenging pupils might be like for

teachers.
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2. Literature Review

2.1 Chapter introduction

This chapter begins by offering contextual information relevant to this study. It
provides an overview of key insights from psychoanalytic theory and explores how
these have been applied to teachers’ emotional experiences working in schools. A
detailed account of the literature review process is then offered. This has been
divided into two sections, to reflect the two separate questions that were posed of

the literature as part of this systematic literature review. These questions were:

1. What does existing research tell us about teachers’ emotional experiences of
working with children who may be at risk of exclusion?

2. What does existing research tell us about teachers” emotional experiences of
working with children who may be at risk of exclusion, from a psychoanalytic

perspective?

Details are provided of the search processes undertaken in order to answer each of
these questions. This includes the search terms used, the inclusion and exclusion
criteria applied, and the critical appraisal tools used. A review of the literature that

emerged from each of these literature searches is then offered.
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2.2 An Overview of Psychoanalytic Theory

2.2.1 Psychoanalytic Theory and its Application to the Teacher as an Individual

“The idea that teaching transfers the teacher’s emotional world (including what is unconscious about it)
as much as it does the material may be hard to take sitting down, for it means that, in teaching, each
and every aspect of the self, including its most unwanted and unknown parts, is called upon.”

(Britzman, 2009, p.81)

Psychoanalytic theory centres around the idea that we all possess a dynamic
unconscious that cannot be accessed directly (Bibby, 2011). It is thought that our past
experiences influence our response to the present through the actions of this
dynamic unconscious. Originating in the work of Freud (1920), it is suggested that the
feelings, fears, desires and conflicts we have experienced in early relationships stay
with us in our unconscious and are brought to bear on situations and relationships in
the present (Waddell, 1999). In this way unconscious processes are seen as critical to
how we perceive, interpret and respond to present situations. Freud (1920) suggests
that unacceptable thoughts, fears and desires are repressed by the unconscious and
actively defended against in order to keep these unbearable aspects of ourselves
away from conscious awareness. In this way, it is suggested that we are all “defended
subjects” (Hollway and Jefferson, 2013), utilising unconscious defence mechanisms to
manage the anxieties and conflicts provoked by life experiences. Although
psychoanalytic theory asserts that we can never completely “know” our unconscious,
it suggests that its effects can be observed in our everyday choices and actions as well

as in the stories and discourses we choose to invest in. In this way, it has been
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suggested that the career path we choose and our motivations for choosing this path

are themselves a reflection of our unconscious motivations and investments.

In their seminal text, Salzberger-Wittenberg, Williams and Osborne (1999) explore
how a teacher’s inner world and unconscious conflicts might affect the attitudes and
expectations they bring to their role in the classroom. They suggest that a teacher’s
own desires and fears, the image of adults they have internalised and the nature of
the link between adult and child they experienced as children will all be critical to
how they take up their role. They also suggest that these aspects of themselves will
influence how they respond to students’” behaviour and how they expect to be
regarded by their students. They highlight a number of hopes and fears that teachers
are likely to bring to their role. They suggest for example that they may be motivated
by the hope to pass on knowledge or the hope to foster personal development. They
suggest they may fear being criticised or losing control. From a psychoanalytic
perspective, all of these aspects of the teachers’ unconscious world are therefore
thought to affect how they take up their role and how they experience working with

children at risk of exclusion.
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2.2.2 Psychoanalytic Theory and its Application to the Learning Relationship

“Children unconsciously work to create a world which mirrors their own internal world,” (Klein, 1946,

cited in Shearman, 2003, p.57)

Klein (1946) developed these ideas to explore how our internal worlds develop
through our earliest relationships in infancy. She proposes that an infant’s world is
initially experienced as overwhelming and incredibly frightening, with aspects of their
physical and emotional experience difficult to tolerate and understand. She suggests
that infants are initially unable to hold onto an integrated view of their world and
cannot experience their primary caregiver as the source of both their good and bad
feelings. Instead the central tenet of Klein’s thinking is that infants split off and
project out the negative aspects of their experience, such as hunger, discomfort, fear
and anger in order to separate them from the more positive aspects, such as feeling
full, satisfied and happy. This allows these positive, nourishing experiences to be
protected and seen as uncontaminated by the bad. In this way, “bad” and “good” are
separated and seen as belonging to either the “bad” carer or “good” carer (“bad
breast” or “good breast” in Klein’s terminology). This fragmented state of mind is

known as the “paranoid-schizoid” position.

Through repeated experiences of sensitive caregiving, Klein (1946) proposes that
infants come to be able to recognise that both the good and the bad reside in the
same person. This development is thought to form the foundation of being able to

experience the world in a more balanced and integrated way. Klein (1946) labelled
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this the “depressive position.” Bion (1962) went on to develop these ideas further
with his theory of “containment.” He suggests that the key task of an infant’s
caregiver is to take in the powerful negative emotions they project out, and to make
sense of these emotions before offering them back in a more manageable way. He
suggests that through repeated experiences of this “containment” an infant begins to
internalise a sense that their emotions can be held and thought about. This is thought

to form the foundation of emotional regulation and thinking and learning later in life.

Although the theories of Klein (1946) and Bion (1962) originate in infancy, they
continue to be applicable throughout the lifespan. Psychoanalytic theory views
development as a non-linear process. It therefore proposes that individuals oscillate
between more split and fragmented views of the world at times of heightened
anxiety, and more integrated views of the world at times of calm. It proposes that the
unconscious defence of splitting and projection continues to be utilised by individuals
as a defence against anxiety, as this enables them to reject the bad and anxiety
provoking aspects of their experience and to split this off and locate it the other. In
this way they are able to experience all of the good as located in one place,
uncontaminated by the bad. It also suggests that we continue to need experiences of
containment at times of heightened anxiety in order to manage overwhelming

emotions and to go on thinking in the face of these emotions

In her book “The Learning Relationship,” Youell (2006) suggests various examples of
splitting and projection that take place within the school environment. These include

the idealisation and denigration of different children, teachers or subjects, with all
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the good seen as located in one and all the bad seen as located in another. She also
suggests that children who present the greatest challenge in school are likely to be
those that have developed the greatest defence mechanisms to protect themselves
from painful emotional experiences. She suggests that these children find it incredibly
difficult to tolerate their overwhelming painful feelings, such as abandonment,
shame, despair or helplessness. They therefore readily enter a more fragmented,
“paranoid-schizoid,” state of mind, in which it is suggested that they behave in ways
that are extremely painful to others in order to split off and project out their

unbearable feelings.

According to psychoanalytic theory, by listening, watching and feeling our responses
to the behaviours children present, it is possible to come to understand something of
their internal worlds and what they might be attempting to communicate to us. Many
authors have suggested that, without an understanding of psychoanalytic theory
however, teachers are likely to be pulled into ways of responding that align with their
own unconscious defences and internal worlds (Salzberger-Wittenberg, Williams and
Osborne, 1999; Youell; 2006). In this way, intersubjective defence mechanisms are
likely to be engaged by both the pupil and teacher in the classroom. The way in which
these defences are projected and received by each partner in the relationship is
therefore likely to greatly affect the teacher’s emotional experience of her
relationship with the child, and therefore directly impact her emotional experience of

working with a child at risk of exclusion.
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2.2.3 Psychoanalytic Theory and its Application to the School as an Organisation

“Profound anxieties arising in the face of globalised and increasingly complex markets have come home
to roost in schools at a time when the breakdown of the supporting structure has severely damaged the

capacity to tolerate extreme anxiety,” (Tucker, 2015, p.269)

Armstrong and Rustin (2015) suggest that these intersubjective defence mechanisms
also operate within organisations and society more broadly. They suggest that “social
defences against anxiety,” such as splitting and projection, can be mobilised and
unconsciously acted out in ways that are beyond the conscious awareness of an
organisation’s members. Hinshelwood (2009) has applied psychoanalytic thinking to
schools as organisations and suggests that anxieties about survival may exist,
uncontained, within school systems in response to the increasing pressure exerted by
external monitoring and demands for accountability. He suggests that these
pressures are in addition to the already powerful anxieties inherent in the task of

learning itself.

Tucker (2015) argues that the entire education system can be seen as operating in
line with the “paranoid-schizoid” position, with evidence of splitting and projection
evident in the way in which schools are identified as either good, and then rated
“outstanding,” or bad, and rated as “failing.” He suggests that this failure to hold onto
a more integrated view of the school system as a whole may be a response to
broader societal anxieties that have come to be located in schools. He argues that the

task placed on schools, to equip all children equally to meet the ever-changing
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demands of the modern world, is an unachievable one. He draws on Freud’s (1927)
notion of “amentia,” to describe “a collective illusion in which we all invest,” (p.264).
He argues that schools offer society the opportunity to rid itself of much broader
anxieties about the future life chances of its children, and therefore ultimately itself,

through the pressures and expectations they place on schools.

Under these conditions, Tucker (2015) suggests that schools are inhabited by
increasing cycles of panic and distress that may result in teachers experiencing
persecutory fears about being judged, failing or feeling powerless in their roles. In an
influential study, Jacques (1955) demonstrated how negative impulses can be
projected into different groups as a defence against anxiety, resulting in these groups
being viewed as the source of trouble and responsible for inadequacies within the
system. Solomon (2009) suggests that pupils at risk of exclusion may serve a similar
function for schools. In this way school exclusion itself may represent a form of
organisational defence against anxiety. He suggests that the unconscious desire to
remove pupils who present a challenge or disruption may be an example of splitting
within the system, with all of that is “bad” or a “problem” split off and projected onto
these children. Teachers’ emotional experiences of working with children at risk of
exclusion are therefore likely to be influenced by the broader school system within
which they work, and the way in which unconscious defences against anxiety are

manifest within their setting.
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2.3 The Systematic Literature Review

The following section offers a detailed account of the comprehensive literature
review that was undertaken as part of this study. The two questions that were posed

of the literature as part of this review were:

1. What does existing research tell us about teachers’ emotional experiences of

working with children who may be at risk of exclusion?

2. What does existing research tell us about teachers” emotional experiences of
working with children who may be at risk of exclusion, from a psychoanalytic

perspective?

The search process undertaken for each of these questions is outlined in detail below.
A review and critical appraisal of the papers that emerged from these searches is also
offered. Before engaging in this process, a brief note on the critical appraisal tools

used as part of this review is provided.

2.3.1 A Note on the Critical Appraisal Tools used to Inform this Review

Careful consideration was given to which critical appraisal tools to use in order to
assess the quality and validity of the research papers identified in this review. It was
important to hold in mind that “quality” and “validity” may be defined very differently

depending on the methodology that is employed and the epistemological
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assumptions the research makes. The papers identified in response to the first
literature review question used either qualitative or mixed methods approaches. The
“Critical Appraisal Skills Programme” (CASP) (2018) tools relevant to these
approaches were therefore used to evaluate these papers. These tools were chosen
as they offered an easy to follow framework with useful prompts to guide thinking
about the quality of the papers. The questions were quick and simple to follow
however it should be acknowledged that they were also subjective and likely to be

read and interpreted in relation to my own personal ontology.

When it came to evaluating the “quality” and “validity” of papers identified in the
second literature review however these tools were felt to be less useful. The CASP
tools were originally developed to evaluate the quality of randomised control trials
and quantitative methodologies, before being adapted for use with qualitative
methods. They are designed to support the use of “evidence-based practice”
however there is not universal agreement amongst the research community about
what constitutes good quality “evidence” in this context. Hollway (2001) for example
argues that experiential and theoretical, as well as empirical ways of knowing are
valid sources of “evidence” to support evidence-based practice. The CASP evaluation

tools do not view these ways of knowing as good quality evidence.

The papers identified in the second literature review drew heavily on theoretical
concepts taken from psychoanalytic theory. They also focussed on the personal

meaning researchers made from the data and their subjective interpretations. In
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some cases, the papers offered personal accounts of the researcher’s own experienes
and they did not recruit participants (for example, Kalu, 2002; Mintz, 2007). These
factors presented a challenge for the CASP (2018) qualitative methodology appraisal
tool as they have emerged from an epistemology that is based on a fundamentally

different way of “knowing.”

Yardley’s (2015) principles for evaluating the quality and validity of qualitative
research were therefore used when apprasing the papers from this section of the
review. Yardley (2015) suggests that factors such as rigour, transparency and
coherence should be considered when appraising qualitative papers. In this way, she
suggests that good quality evidence can be offered by papers that draw on a high
degree of researcher subjectivity and personal interpretations, as long as the
researcher is transparent and open about their own subjectivity and the links they
have made. A clear and coherent argument that links their interpretations to theory is
also viewed as constituting good quality research in line with these principles. Indeed,
Hollway and Jefferson (2013) suggest that researcher subjectivity can offer a form of
objectivity if utilised openly and transparently. The critical appraisal tools used to
evaluate the papers in each part of this review should therefore be seen within the
context of these broader epistemological arguments about what constitutes evidence

in “evidence-based practice.”
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2.4 The Literature Review Process: Question 1

The first question posed as part of this review was:

1: What does existing research tell us about teachers' emotional experiences of

working of children who may be at risk of exclusion?

Research literature pertaining to this literature review question was uncovered in a
variety of ways. The primary approach involved a systematic search of relevant
databases using key terms. The following databases were accessed through EBSCO

Host:

e PsycINFO

e PEP Archive

e Education Source
e ERIC

e Psychology and Behavioural Sciences Collection

Relevant information was also located through hand searches of key journals, such as
Educational Psychology in Practice, British Journal of Child and Educational
Psychology and Journal of Emotional and Behavioural Difficulties. In addition to this,
government websites, such as those operated by the Department of Education (DfE)
were used to identify relevant policy documents and reports from organisations

concerned with the phenomena of school exclusion were also consulted for further
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references. Finally, additional research papers were located by exploring references
of interest cited in papers that had already been located, and by identifying other
papers that had cited studies of interest. In order to ensure that this literature review
reflected the most up to date research available, searches were repeated a number

of times between October 2017 and March 20109.

2.4.1 Search Terms

A wide variety of different search terms were trialled within the database searches to
ensure that an exhaustive and comprehensive literature review was undertaken.
Although there is a body of research that recognises children "at risk of exclusion" as
a population (for example Messeter and Sonni, 2017; Hatton, 2013) research into
teachers’ experiences of working with this group is very limited. In order to broaden
out the search, terms were therefore used that described groups of children found to
be overrepresented in exclusion figures (as highlighted by Timpson, 2019). Although
it is recognised that the experience of working with children from these groups is not
necessarily the same as working with children identified as “at risk of exclusion,”
these studies do still offer some valuable insight into what the experience of working

with a child “at risk of exclusion” might be like.
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An overview of the different combinations of terms used to search for research

relating to this first is provided below:

Teacher* / practitioner*/ | Experience*/ emotion* / | Exclus* / behav* /
staff* relation* / perspec* challeng* / SEMH / SEBD

/ BESD / LAC / SEN

2.4.2 Inclusion / Exclusion Criteria

In order to focus the search for relevant literature, a number of inclusion and

exclusion criteria were applied. These were applied in three stages.

Stage 1:

At the initial search stage using the databases, a number of limiters were applied in
order to narrow down the search. These included limiting the results to “academic
journal articles” only in order to ensure that papers had been adequately peer
reviewed. Search results were also limited to those that explored teachers’
experiences within a UK context. Although there were many relevant papers that
explored teachers’ experiences in other countries, it was felt that the social contexts
within which these experiences were situated were likely to be different. Finally,
searches were also limited to studies published within the last 15 years. This time

frame was chosen as it is recent enough to be relevant to the contextual factors
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schools face today but is also broad enough in scope to allow a number of papers to

be identified.

Stage 2:

Once search results had been returned from this initial stage, further inclusion and
exclusion criteria were applied. As the main area of interest for this literature review

was teachers’ experiences, papers were excluded if they:

e Focussed solely the views of pupils, parents or other non-education professionals
e Evaluated the effectiveness of an intervention rather than exploring teacher/staff

experiences

Only a limited number of papers were returned that explored teachers’ emotional
experiences therefore the inclusion criteria were extended to include other education
professionals. Papers exploring their experiences in primary, secondary and specialist

settings were also included for this reason.

Stage 3:

The final stage when choosing whether to include or exclude papers within this
review was an evaluation of the quality of each paper. All of the papers identified
used either a qualitative or mixed methods approach, therefore, as previously

discussed, the “Critical Appraisal Skills Programme” (CASP) (2018) tools relevant to
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these approaches were used to evaluate the papers. The insights these tools

provided have been included, where relevant, in the literature review.

2.5 Review of the Research Literature: Question 1

At the end of this process, a total of 7 papers were identified that offered insight into
teachers’ emotional experiences of working with children who may be at risk of

exclusion.

2.5.1 Studies Exploring Practitioners’ Experiences

A total of four studies explored the experiences of teachers and support staff without
reference to the emotional aspects of their experience. None of these studies
referred to teachers’ experiences with a population specifically identified as “at risk of
exclusion,” however all four studies explored the experience of education
professionals working with children with BESD or SEMH, and they all also made
reference to the “inclusion” rather than “exclusion” of these students. Two of the
studies looked at the experiences of mainstream secondary school staff using semi-
structured interviews. Goodman and Burton (2010) focussed on the experiences of
teachers whilst Burton and Goodman (2011) focussed on the experiences of SENCos
and support staff. Although these studies do report some findings that relate to

2’

participants’ “experiences,” both studies focus largely on the strategies individuals
advocate as effective in supporting the students. All participants highlighted the

importance of building relationships with the students for example. It is notable that
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SENCos and support staff focussed more on the need to be nurturing and to care for
the students’ well-being than the teachers, who tended to identify more specific,

targeted strategies.

The findings reported by Burton and Goodman (2011) suggest that SENCOs and
support staff identify caring for students” wellbeing as a unique aspect of their role
and they suggest this is not provided by teachers. Burton and Goodman (2010) report
that teachers on the other hand view “persistent disruptive behaviour” as their
greatest concern, but they also stated that behavioural policies were unnecessarily
harsh. This suggests that teachers’ experiences of working with students with
behavioural needs is different from that of support staff and SENCos, however very
little insight is offered into what the experience is actually like. Although Burton and
Goodman (2011) explore the experiences of support staff a little more deeply,
support staff discuss the way in which their roles are different to teachers, therefore
the experiences they detail are not likely to provide insight that is directly applicable

to the experiences of teachers.

Syrnyk (2018) explored the experiences of teachers and TAs working within a
specialist primary school setting for children with “SEMH,” in which each class
operated in accordance with the “Six Principles of Nurture” (Boxall, 2002). Here a
mixed methods case study was applied, with semi-structured interviews,
guestionnaires and surveys completed by members of staff. Staff were asked
guestions about how they perceived their role, how they understood what makes a

good “nurture” teacher or TA and what they felt about the training they had
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received. Although this study set out to “explore the experiences” of staff, | feel that
the findings presented provide more of an overview of the knowledge staff have

acquired and an evaluation of whether or not this is in line with nurturing principles.

Syrnyk (2018) asked closed questions such as “what is the nurture approach?” and
“what does a nurturing TA look like?” that do not seek to explore lived experiences.
Participants do describe some of the characteristics that they feel are important in
adopting a nurturing approach, such as patience, resilience and empathy, however
there is no exploration of what it is actually like to adopt these characteristics
everyday within their classrooms. This study therefore offers little insight into the

experiences of staff working with pupils who may be at risk of exclusion.

A final study that did get closer to the actual lived experiences of staff working with
children with BESD was undertaken by Broomhead (2013). In this study, IPA was used
to explore the experiences of six primary, one secondary and eight special school
practitioners working with students with BESD. Findings from this study primarily
relate to the discourses used to describe “perceived inadequacies in parenting” and
how practitioners understood their roles in relation to these inadequacies. Pupils’
home environments were described as “chaotic and unstructured” for example and
participants described their roles as much broader than “educators,” using terms
such as “substitute parents” and “fulfilling the role of a social worker.” There were
many examples in the study of specific tasks participants carried out for their pupils,
such as buying clothes for them or taking them to the dentist. Broomhead (2013)

highlights the way in which participants describe these additional responsibilities as
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things that they “have to” do for their pupils. There is a sense that if they do not fulfil
these roles no one else will. This suggests that the experience of working with these
students may be one that is particularly demanding and requires teachers to take on
additional tasks and responsibilities. Although this study focusses on quite an emotive
topic however, it does not explore the emotional aspects of participants’ experiences,
and much of the findings focus on the experiences of practitioners working in

specialist settings, which may differ from mainstream provision in significant ways.

2.5.2 Studies Exploring Practitioners’ Emotional Experiences

Three further studies were identified that did offer insight into the emotional
experiences of education practitioners working with children who may be at risk of
exclusion. Connelly et al (2008) report findings from the qualitative element of a
guestionnaire that formed part of a larger research project. The paper identified for
review focused on the responses of primary, secondary and special school teachers to

” o u

questions asking them to write about their “most recent,” “most worrying” and
“most satisfying” examples of work with children with emotional and behavioural
needs. The data generated were systematically coded and themes analysed, although
the findings are not presented in a systematic way and there is no detail about how
the analysis was conducted. Connelly et al (2008) found that participants described
some positive achievements and successful strategies they had employed, however
they note that teachers’ descriptions often implied a high level of intensive

involvement and work on their part. They describe the sense of “pressure” individual

teachers felt in relation to supporting vulnerable pupils and a key theme of
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“frustration” was identified in relation to “the system” and a lack of satisfactory

support.

Connelly et al (2008) report that the fewest responses received were in relation to
the “most satisfying case,” with many teachers specifically writing that they could not
identify a satisfying case. They suggest that many teachers experienced the emotional
and behavioural needs of their pupils as “overwhelming,” and the researchers
describe how they were left with “a clear impression of the powerful and sometimes
negative impact that working with severely distressed children and young people can
have on teachers.” Although they acknowledge that the question about participants
“most satisfying” case was always presented last on the questionnaire, and therefore
the lower response rate to this question could have been due to participant fatigue,
the findings of this study do suggest that teachers experience a range of negative
emotions in relation to their work with children with emotional and behavioural
needs. Teachers working with pupils specifically identified as “at risk of exclusion”

may therefore also experience similarly overwhelming feelings.

2.5.3 Emotional Labour Theory

Despite providing some useful insight, this study does not apply a specific lens
through which to deepen the analysis and understanding of teachers’ emotional
experiences. The final two studies identified for this part of the review however do
apply a theoretical lens. They attempted to use “Emotional Labour Theory”

(Hochschild, 1983) to explore teachers’ emotional experiences of supporting children
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from groups who have been found to be most at risk of exclusion. This theory
originates from the work of Hochschild (1983) and was developed to explore the
experiences of employees who she hypothesised were exploited for their emotional
labour, rather than their physical labour. Hochschild (1983) referred to employment
that requires employees to induce or supress their own feelings in order to influence
the feelings of others as “emotional labour.” She suggests that organisations have
implicit “feelings rules” or “display rules” which dictate to their employees the
feelings they should experience in response to different situations. She argues that
employees engage in either “surface acting,” where they comply with these display
rules but do not internalise the desired feeling states, or “deep acting,” where they
attempt to supress their own feelings and do begin to internalise their role and the
desired feeling states. Hochschild (1983) suggested that these requirements may
challenge an individual’s sense of self or may lead them to experience emotional

dissonance.

This theory has been used to explore teachers’ emotional experiences in the UK
context in an increasing number of studies (see for example Kinman, Wray and
Strange, 2011). With specific relevance to this literature review, Mackenzie (2012)
used a grounded theory approach to explore the emotional labour of teachers,
SENCos and TAs working with children with SEN in mainstream primary and
secondary settings. In line with this methodology, focus groups were initially used to
generate ideas for research questions. These questions around the emotional impact
of the work were then explored through semi-structured interviews with 44

participants, and data was coded using a thematic analysis. Mackenzie (2012) found
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that all participants displayed emotional responses to their work, with “love” the
most frequently coded emotion. There was great ambivalence expressed by all
participants however, with other positive emotions such as feeling passionate or
caring occurring alongside more negative emotions such as feeling isolated, stressed
and needing to juggle tasks. Mackenzie (2012) suggests that there was evidence
participants engaged in emotional labour in their reports of having to manage and
hide their negative emotions. This was particularly felt to be the case in relation to
the physical and mental toll of the demands of the job, and also in relation to their
difficult emotional experiences with colleagues. The study concludes by noting that,
although there was commonality, the emotional experience of working with children
with SEN was different for each participant. Mackenzie suggests this was “often
mediated by personal experience in respondents’ private life and biography”

(p.1080).

Although the finding that individuals’ emotional experiences were mediated by their
personal biographies is interesting, little evidence was given to support this claim,
and it is unclear exactly what the nature of this link between the personal and the
professional might be. This study also offered only a limited exploration of the
emotional labour participants engaged in. Nyree-Edwards (2016) on the other hand,
explored mainstream primary school teachers’ experiences of emotional labour
supporting LAC in much greater depth. For this study, fourteen Key Stage 2 teachers
were interviewed, using questions that aimed to gain insight into their perceptions of
display rules, role constructions and experiences of support. The data were then

analysed using a thematic analysis. It was found that teachers in this study similarly
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expressed ambivalent feelings, with the majority expressing a sense of
accomplishment but all fourteen participants also highlighting negative feelings such

as sadness, anger, anxiety and shock.

In addition to these findings, participants also described examples of engaging in
“surface acting,” where they displayed emotions that differed to their own feelings in
order to support the child in their class or to maintain control. Six participants also
gave examples of “deep acting,” times when they had attempted to induce feelings in
themselves. There were also many examples of “suppression,” where participants

had tried not to feel a specific emotion, such as anger.

Participants suggested that, in order to support these children, there was a need to
focus on the child’s emotions rather than their own. It was found that the majority of
participants she interviewed viewed their role as to provide nurture and pastoral
support as well as academic input, but that time and workload pressure was also
evident in their accounts in relation to the struggle of balancing the needs of the LAC
with the rest of their class. Nyree-Edwards (2016) suggests that individuals’
perceptions of their professional role influenced the extent to which they engaged in
emotional labour in order to support the LAC in their class. She identifies self-
perceived role facilitators as factors such as feeling it is their professional duty to
support these pupils, or valuing the importance of building a bond with pupils and
suggests that these factors affect the extent to which participants engaged in

emotional labour. It is also suggested in this study that teachers’ experiences of
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engagement in emotional labour may be mediated by their personal identities and

professional aims.

These papers suggest that teachers experience a range of powerful emotions in
relation to their work with children who are a greatest risk of being at risk of
exclusion. Although emotional labour theory offers some useful insight into the
emotional work that teachers engage in, it offers no insight into the teachers’
internal, psychic worlds or the possible unconscious influences that may be affecting
their experiences and relationships in the classroom. In line with the psycho-social
methodology employed in this study, it is proposed that valuable insight can be
gained from applying a psychoanalytic lens to explore teachers’ emotional
experiences. A further literature review was therefore undertaken in order to identify
research that has used a psychoanalytic perspective to explore teachers’” emotional

experiences of working with children who may be at risk of exclusion.

2.6 The Literature Review Process: Question 2

The second question asked of the literature as part of this review was:

What does existing research tell us about teachers' emotional experiences of working

of children who may be at risk of exclusion, from a psychoanalytic perspective?

Research literature pertaining to this literature review question was uncovered in a

similar way to the literature reviewed for the previous question. The primary
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approach involved a systematic search of relevant databases using key terms. The

following databases were accessed through EBSCO Host:

e PsycINFO

e PEP Archive

e Education Source
e ERIC

e Psychology and Behavioural Sciences Collection

Relevant information was also located through hand searches of key journals, such as
Educational Psychology in Practice, British Journal of Child and Educational
Psychology and Journal of Emotional and Behavioural Difficulties. Finally, additional
research papers were located by exploring references of interest cited in papers that
had already been located, and by identifying other papers that had cited studies of
interest. In order to ensure that this literature review reflected the most up to date
research available, searches were repeated a number of times between October

2017 and March 2019.

2.6.1 Search Terms

A wide variety of different search terms were trialled within the database searches to
ensure that an exhaustive and comprehensive literature review was undertaken.
Although there is a body of research that recognises children "at risk of exclusion" as

a population (for example Messeter and Sonni, 2017; Hatton, 2013) research into
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teachers’ experiences of working with this group is very limited. In order to broaden
out the search, terms were therefore used that described groups of children found to
be overrepresented in exclusion figures (as highlighted by Timpson, 2019). Although
it is recognised that the experience of working with children from these groups is not
necessarily the same as working with children identified as “at risk of exclusion,”
these studies do still offer some valuable insight into what the experience of working

with a child “at risk of exclusion” might be like.

An overview of the different combinations of terms used for this search is provided

below:
Teacher* / practitioner*/ | Unconc* / anxiet* / Exclus* / behav* /
staff* psychodynamic* / challeng* / SEMH / SEBD

psychoanalytic* / contain* | /BESD / LAC / trauma /

2.6.2 Inclusion / Exclusion Criteria

In order to focus the search for relevant literature, a number of inclusion and

exclusion criteria were applied. These were applied in three stages.
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Stage 1:

At the initial search stage using the databases, a number of limiters were applied in
order to narrow down the search. These included limiting the results to “academic
journal articles” only in order to ensure that papers had been adequately peer
reviewed. Search results were also limited to those that explored teachers’
experiences within a UK context. Although there were many relevant papers that
explored teachers’ experiences in other countries, it was felt that the social contexts

within which these experiences were situated were likely to be different.

As this search involved looking for literature that offered a “psychoanalytic
perspective” on teachers’ experiences, the timeframe limiter was removed. This was
because the unconscious processes that are considered when applying a
psychoanalytic lens are thought to be overarching human experiences. This was also
a practical consideration, as only a limited number of relevant studies have been
published that utilise a psychoanalytic lens in relation to teachers’ experiences with

pupils who may be at risk of exclusion.

Stage 2:

Once search results had been returned from this initial stage, further inclusion and

exclusion criteria were applied. As the main area of interest for this literature review

was teachers’ experiences, papers were excluded if they:
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e Focussed solely the views of pupils, parents or other non-education professionals
e Evaluated the effectiveness of an intervention rather than exploring teacher/staff

experiences

Only a limited number of papers were returned that explored teachers’ emotional
experiences therefore the inclusion criteria were extended to include other education
professionals. Papers exploring their experiences in primary, secondary and specialist

settings were also included for this reason.

Stage 3:

The final stage when choosing whether to include or exclude papers within this
review was an evaluation of the quality of each paper. As has previously been
discussed, these papers provided evidence that draws on a fundamentally different
way of “knowing” to that of papers within the previous section. Yardley’s (2015)
criteria for assessing validity was therefore deemed more appropriate for reviewing

these papers.

2.7 Review of the Research Literature: Question 2

This search process resulted in a total of eight papers that explored teachers’

emotional experiences working with children who may be at risk of exclusion, from a

psychoanalytic perspective.
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2.7.1 Psychoanalytic Theory and Emotional Labour

Two of the papers identified for review applied psychoanalytic theory to explore the
nature of the “emotional labour” teachers undertake in the classroom. Price (2001)
provided several narrative accounts of her experiences as participant observer in a
primary school and argued that the “emotion work” teachers engage in can be
likened to a kind of “attunement,” rather than an exploitation of their emotion by
their employer. She suggests that teachers engage in unconscious “emotion work”
that is common to all of us when we relate to another but that what is specific about
their key task is how this “emotion work” is undertaken to support learning. She
suggests that teachers have to “hold” the unconscious tension experienced by their
pupils between the desire to be curious and find out about something new and the
desire to reject the vulnerable state of not knowing. Managing this tension, she
argues, involves teachers managing their own fears in relation to not being able to
communicate their knowledge, losing control of their class or not being able to meet
the expectations placed on them by society. She suggests that this is alongside the
fears and emotional projections communicated to them by their students. In the face
of these many sources of anxiety, Price (2001) views the emotional labour of teachers
as the unconscious work involved in maintaining the “depressive position” and an

integrated view of their experiences in the face of multiple sources of anxiety.

Although the main focus of her study was on how teachers support children to learn
through this unconscious work, one observation offered some insight into the

emotional experience of a supply teacher attempting to manage the behaviour of a
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pupil on the carpet. Price (2001) identifies her own feelings of “rage and fear” when
the child looks directly at her and then continues to misbehave. She describes how
she found this “threatening” and the considerable effort it took for her to manage
her own reactions as observer in order to not respond to it as a personal attack. She
suggests that this experience of her own emotions provides valuable insight into the
emotions that may be experienced by the teacher in this situation and describes how
the teacher worked hard to defuse the situation without responding in a retaliatory
way. She detailed the compassion shown in her response to this child’s “omnipotent
defences” and that “the sense of a secure inner authority in the face of disruption”
can emerge from the unconscious work involved in holding the “depressive-position”
in this situation. This suggests that teachers working with children who are at risk of

exclusion may also need to work hard unconsciously to achieve this inner sense of

secure authority.

Taking this psychoanalytic exploration of emotional labour further, Ramvi (2012)
considered one teacher’s experience of her own emotions on an occasion when she
“lost control.” As part of a wider project (Ramvi, 2007) Ramvi (2012) analysed the
account of one teacher, Kristin, and applied both an emotional labour lens and a
psychoanalytic lens to understand this teacher’s experience. In the account, Kristin
described how she “lost her temper” with one of her students and kept “scolding and

|II

scolding” him. Ramvi (2012) suggestd that Kristin valued “being in control” as central
to how she conceptualised her role as a teacher. She suggests that teachers often

observed this “feeling rule” and reflected on her observation that teachers rarely

acknowledged their own feelings in response to children’s behaviour. Instead they
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acted as if these were not important. Ramvi (2012) utilised psychoanalytic theory to
consider how this denial of feelings may in fact be a defence against the powerful,
destructive urges they experience but do not feel able to think about. She drew on
the work of Bion (1962) to consider how difficult it can be for individuals to tolerate
and think about the more negative aspects of their emotional experience and how
this can lead them to deny, repress or project them out. The findings of this study
therefore suggest that teachers working with pupils at risk of exclusion may similarly
struggle to think about their own negative emotions and may be engage unconscious

defences.

Both of these papers suggest that psychoanalytic theory offers a much richer tool for
exploring the relational aspects of teaching and the “emotion work” involved in these
relational aspects. Although both offer useful insight, neither specifically relate to
children at greatest risk of exclusion. Ramvi (2012) is also based on findings that
emerged from a study of teachers in Norway. There may therefore be specific cultural
or societal differences that mean that this study is less applicable to a UK context.
Finally, although Ramvi (2012) based her interpretation on one teacher’s account,
this account is not actually presented, and the vast majority of both studies are based
on observations carried out by the authors. Research based on a more in depth
exploration of teacher’s accounts of their experiences from a psychoanalytic

perspective would therefore be useful.
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2.7.2 Psychoanalytic Theory as a Tool for Consultation

The three papers that form this part of the review provide narrative case study
examples from their work as psychoanalytically informed consultants. Through their
experiences of this work they offer a psychoanalytic perspective on teachers’
emotional experiences when working with students who may be at risk of exclusion.
Weiss (2002) provided two papers that explore how teachers’ autobiographies might
influence their responses to children’s behaviour in the classroom. In the first paper,
Weiss (2002, Part 1) explained how “new relationships are experienced and are
subject to distortion, based upon earlier experiences.” He called this process “the
transference” and explained that all interpersonal relationships are subject to
distortion caused by this transference phenomena. In this way he suggests that
teachers’ past experiences influence their response to behaviour in the classroom.
Although this first paper is largely theoretical, Weiss (2002) offered examples from his
seminars in which teachers chose theories to understand descriptions of behaviour in
line with their own personal attitudes and experiences. He suggests that they filled
the gaps by projecting their own thoughts, emotions, experiences onto the child and
therefore constructed theories about the child’s behaviour based on their own lives

rather than on objective experience.

In the second paper, Weiss (2002, Part 2) provided further narrative case studies,
including a detailed exploration of one teacher’s experience that emerged over the
course of several sessions of psychoanalytically informed consultation with the

author. Weiss (2002) suggests that through consultation it was possible for him to
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understand the nature of this teacher’s transference relationship with a particular
pupil in her class. In this case the teacher, Mrs White, spoke about a child in foster
care who presented in an ambivalent way. She would appear to want Mrs White’s
help and attention but then would pull away and reject her efforts. Weiss (2002)
suggests that this child elicited Mrs White’s maternal protective feelings, and Mrs
White was particularly invested in helping her because of her own difficult early
childhood. In this way, he suggests that Mrs White attempted to fulfil her own
emotional needs by meeting the emotional needs of her vulnerable pupils. When she
did not receive the love and appreciation she unconsciously desired, she was
therefore impelled to work harder and to put more energy and effort in. As this was
met by an increasingly rejecting pupil Weiss (2002) suggests that the pair were
“enmeshed in an ambivalent transference and countertransference.” He described
how, through consultation, Mrs White was supported to better understand the
dynamics of her relationship with the child and this allowed her to develop more

appropriate interventions based on this greater understanding.

Weiss (2002) suggests that children communicate to teachers an experience of what
has been done to them. He suggests that teachers then respond to this
communication however based on their own emotional needs and unconscious
expectations. In this way there is no objective view of the child, there is simply a
response and understanding that is based on their own personal histories. In the case
of Mrs White, it is suggested that the child’s rejection of her efforts stimulated
powerful emotional counter-reactions that were initially beyond her conscious

awareness but deeply affected her emotional experience of her work with this child.
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This suggests that teachers working with children at risk of exclusion may similarly be
affected by unconscious reactions to the behaviours of children who are at risk of
exclusion. Developing a greater understanding of these unconscious processes and
their emotional experiences is therefore vitally important if support and interventions
are to be offered to teachers in order to help them reduce rates of exclusion from

school.

Evans (2013) described her experiences of offering psychoanalytically informed
consultation to three primary school SENCos. She used grounded theory as her
methodology in order to make sense of the SENCos experiences of their role and the
children in their schools. She found that, although SENCos were offered the chance to
discuss any children causing concern, the majority of cases discussed were children
with behavioural needs who were often at risk of exclusion. Evans (2013) recorded
her own emotional responses to her work with SENCos and suggests that these
“countertransference responses” gave her insight into their emotional experiences
and what might be occurring at an unconscious level in the school systems more
broadly. She highlighted the powerful emotional projections she experienced through
her interactions with the SENCos. Feelings of incompetence, rejection, isolation and
anxiety for example were experienced by the author, and she reported that these
feelings led her to consider cancelling the study and withdrawing from her role. She
suggests that it was only through engaging in reflexive supervision that was able to
make sense of these experiences as projections from the SENCos that offered insight
into the emotional projections they themselves received from the children, staff and

broader school systems.
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Evans (2013) argued that in order for SENCos to be able to contain and support
children with behavioural needs, they must first have an experience of their own
emotions being contained and understood. She suggests that by providing
psychoanalytically informed consultation, over time, SENCos were able to become
more aware of their emotional responses and to students and situations and in this
way were able to respond in more useful and productive ways in their roles. These
findings suggest teachers may be subject to powerful projections from the children
they work with and, more broadly, from the organisation within which they work.
These studies offer accounts of psychoanalytically informed consultants however,
and are not therefore direct reports from teachers themselves. Further research
exploring first hand accounts of teachers engaged in this work and utilising a
psychoanalytic perspective may therefore offer further useful insights into the

emotional experiences associated with their work.

2.7.3 Psychoanalytic Theory as a Tool for Teaching

A final three papers were identified that focused on individual teachers’ own
experiences of how psychoanalytic theory had provided them with useful insights into
the behaviour of their students and the relational dynamics between themselves and
these students. Kalu (2002) described her experience of being a containing adult for
children and young people who had been excluded from school in her role as teacher
and art therapist. She presented narrative case studies of her work with three
different children and discussed her feelings of futility, inadequacy and confusion

during this work. She also describes her experience of “constantly worrying” about
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how to manage some the children and young people and feeling confused and
puzzled by their behaviour. Kalu (2002) described her experiences of feeling “belittled
and denigrated” and links these to Winnicott’s (1984) notion of how it feels when a
child gets “under your skin.” She described making notes and observations as a way
of helping her to make sense of what she was being presented with and cites theory
in relation to psychotherapeutic work with young people that she found useful for

understanding her role.

In this way, Kalu (2002) draws on the work of Copley and Forryan (1987) for example
to explain how she was able to understand that behind the unbearable negative
feelings she was being made to experience by the young people lay their “search for
some kind of human receptacle, a container or potential thinker, who can help the
bearing and understanding of the feelings,” (Kalu, 2002, p.370). Through gaining this
understanding she explained that she was better able to conceptualise and
understand her role in relation to the overwhelming emotions that children and
young people projected onto her. In this way she was more able to make sense of
these projections and offer them back in a manageable way. Kalu (2002) also
described how psychoanalytic allowed her to be more attentive to her own emotional
responses and to not react with anger or anxiety. Instead she described modifying

her response in line with what the child had communicated.

In a similar way, Mintz (2007) explored his own experiences of “stress” as a teacher
from a psychoanalytic perspective. He presented case study material of his

experiences as a primary school teacher “under stress,” managing the behaviour of
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his Year 4 class. He described how thinking about his feelings and responses to the
children’s behaviour through Tavistock course seminars helped him to understand
and think about his possible valency to respond to behaviours in certain ways. He
described how identifying this valency helped him to think more about what the
children’s behaviour might have been communicating and to respond differently in
his practice. He suggests that psychoanalytic theory provides useful insights into the
relationship between teacher and student, and these insights allow teachers such as
himself to reflect on the meaning underlying the behaviours of both children and
themselves. Mintz (2007) argued that understanding psychoanalytic theory

empowered him and also made him less susceptible to stress.

Most recently, Moore (2017) provided case examples from her own practice as a
teacher working with vulnerable students, many of whom had been excluded from
school. She described the complexity of her role and her search for solutions. She also
identified feeling empowered in her work with these students when she learnt about
psychoanalytic theory through seminars at the Tavistock. Moore (2017) discussed
several case examples in which her insights into psychoanalytic theory enabled her to
better understand the emotional communications of her students. In the case of
“Carla” for example, she described how she came to understand that this student
may have been projecting her internalised expectations of a “depressed mother”
onto the author, as this had been her early experience at home. The author identified
how she had felt overwhelmed by Carla’s emotions, unable to contain them and had

responded by being paralysed and fearful of them. In this way she suggests that she
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had perhaps identified with the projection that was communicated to her and had

responded as if she was also a “depressed” other.

Moore (2017) suggests that in coming to understand the unconscious processes that
may have been enacted between the two of them, she was able to consider Carla’s
behaviour as an attempt to find a person that she could not destroy. Someone who
was able to bear the unbearable emotions she was projecting out and to sit with
these emotions. In this way she drew on Bion’s (1961) notion of “containment” and
offered Carla an experience of having her emotions taken in, held and offered back in
a more manageable way. Moore (2017) described how viewing behaviour in this way
helped her to have space to think and consider her own emotional responses before

acting.

All three of these studies offered personal insights that suggest that psychoanalytic
theory can provide an extremely useful and empowering tool to increase teachers’
understanding of children’s behaviours. The experiences of these teachers, who had
all had significant psychoanalytic training however, is likely to be significantly
different to the experiences of those who have not received this kind of training. This
literature review therefore suggests that very little is known about the emotional
experiences of teachers who have not received this kind of training and are working

with a children at risk of exclusion.
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2.8 Conclusion and Research Rationale

This literature review has highlighted that very little research has been conducted
into the emotional experiences of teachers working with children at risk of exclusion.
The research that does exist into teachers’ experiences or emotional experiences of
working with groups of students that are at greatest risk of exclusion, or have indeed
been excluded, tends to be based on teachers or other practitioners based in
specialist settings or working with secondary aged pupils. There is a paucity of
research exploring mainstream primary school teachers’ experiences of their work
with children at greatest risk of exclusion in particular. In addition to this, children
identified as “at risk of exclusion” by their broader school system may present a
particular challenge or emotional experience that is distinct and unique from the
experience of working with students who have behavioural needs but are not at risk
of exclusion. The suggestion of psychoanalytic theory that social defences operate
within schools and may be expressed through the exclusion of certain students,
provides interesting insight into one way in which the emotional experience of
teaching these students may be different from teaching students who have not

specifically been identified as at risk of exclusion for example.

This research study therefore sought to explore the emotional experiences of
mainstream primary school teachers working with children identified as “at risk of
exclusion.” It is argued that the primary age range represents a key time for early
intervention and support (Gross, 2008; Farrington, 2007). Rates of exclusion have also

risen rapidly within this age range (Dfe, 2018). Support for teachers to reduce the
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occurrence of exclusion from primary school is therefore vitally important. In order to
target support in the most useful way possible, a greater understanding of teachers’

experiences is necessary.
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3.0 Methodology

3.1 Chapter Introduction

This chapter provides an outline of the research methodology selected for this study.
It will outline the purpose and aims of this research before offering an account of the
ontological and epistemological positions this research assumes. An overview of
psycho-social research will then be provided, with reference to the key principles of
this methodology and how they have been applied in this research. The implications
of psycho-social research for data collection will then be considered and the research
design explained. Finally, the methods of data analysis, issues of quality and ethical

principles will be attended to.

3.2 This Research

3.2.1 Research Purpose

The purpose of this research is exploratory (Robson, 2011). It utilises a psycho-social
methodology in order to explore both the conscious and unconscious elements of
teachers’ emotional experiences when working with children at risk of exclusion. It is
hoped that by utilising this methodology, a rich picture of the individual,
intersubjective and social factors involved in this experience can be gained (Hollway

and Jefferson, 2013).
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3.2.2 Research Aims

This research aims to extend knowledge in the area of school exclusion by providing
insight into the lived experiences of teachers working with children at risk of
exclusion in mainstream primary school settings. As researcher, it is my view that
most of the existing literature in this area conceptualises teachers as rational, unitary,
information-processing individuals. Findings have therefore focussed on the
discourses they used to discuss their emotional experiences. This research aims to
look beneath the surface and explore how unconscious processes might affect the
emotional experience of working with a child at risk of exclusion. It aims to explore
individual differences in the way in which teachers make sense of their emotional
experiences and how these both influence and are influenced by intra-psychic and
social processes. A further aim of this research is to inform EP practice in the area of

school exclusion and the support that they offer teachers.

3.2.3 Research Question

This research seeks to explore teachers’ emotional experiences of working with

children at risk of exclusion. The research question this study aims to address is

therefore:

“What is the emotional experience of working with a child at risk of exclusion?”

64



65

3.3 Ontology & Epistemology

In the discussion that follows, the first person will be used to consider the

researcher’s own personal ontological and epistemological positions and how these
have informed the methodology applied in this study. The inclusion of this personal
perspective aims to acknowledge the researcher’s role in the production of data, as
highlighted by Hollway and Jefferson (2013), and to provide transparency in relation

to the perspectives and world view the researcher brought to this project.

3.3.1 Ontology

In a key paper on “the importance of relational thinking in psycho-social research,”
Hollway (2008) defines ontology as “how the person as subject of research is
theorised,” (p. 3). As researcher, my own ontological perspective has greatly
influenced my approach to this research. It has guided my choice of epistemology,
and therefore methodology, as it deeply influenced the status | afford to different
kinds of knowledge. It is my view that there are some aspects of the external world
that exist and can be objectively measured, however | also believe that the meaning
individuals assign to these aspects of the external world is socially constructed and is
based on both the discourses available to them and their own personal biographies
and defences against anxiety. In this way, | view unconscious processes as
fundamental to how a research subject is theorised, with the meanings they make of

external situations based on both social and intra-psychic factors. This is in line with
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the conceptualisation of the psycho-social research subject offered by Hollway and

Jefferson (2013).

This research is therefore informed by a “psycho-social ontology.” Although | reject
the dichotomy between positivist and social constructionist views of reality, which
can be seen as in line with a critical-realist ontology, the view of reality put forward
here is in line with the principles of psycho-social research. This has been suggested
to be unique and distinct from the critical realist perspective (Hollway, 2015). This is
because of the way in which both social and psychological realities are seen to
interact and impact on individuals and also because individuals in turn are seen to
shape social and psychological realities. This reciprocal, dialectical interaction
between the social and psychic is specific to this form of research and it has therefore
been argued that it constitutes a distinct ontology (Hollway & Froggett, 2012; Olesen,
2013). Hollway (2015) also suggests that the way in which interpretations are made
of a data set, with the researcher seen as a participant in the process of data
production (Clarke & Hoggett, 2009), is unique to this ontological perspective. In line
with this | believe that my own intra-psychic and social realities have influenced the

research process and the view of reality that was offered to me by my participants.

3.3.2 Epistemology

Hollway (2008) defines epistemology as “how the status of the knowledge generation
process is understood,” (p. 3). She argues that, by asserting that unconscious

processes exist, radically different tools and methods of knowledge production are
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needed to explore their impact on participants’ experiences. This is because most
qualitative methodologies and epistemologies rely on surface level accounts and do
not offer opportunities for unconscious processes to be explored. This research
makes use of a “psycho-social epistemology,” as advocated by Hollway and Froggett
(2012). This epistemological position emphasises the importance of subjective
interpretation, in terms of noticing and thinking about the impact of participants’
data on researchers. It draws on psychoanalytically informed ways of knowing to
support the data analysis process whilst also remaining attentive to the societal and

social contexts in which participants’ data were generated.

For the purposes of this research, a psycho-social epistemology is appropriate as it
allows a deeper understanding of the emotional experiences presented by teachers,
something that was felt to be missing from the current research base. There has been
very little acknowledgement or consideration of how unconscious processes might
influence teachers’ experiences in relation to the work with children at risk of
exclusion. Utilising a psycho-social epistemology therefore provides an opportunity

for insight into this area.

3.4 The Psycho-Social Research Method

“What we are taught to see as ‘natural’ in the human condition, the capacity to use reason, is only a
small part of the story, behind every action is a wish, behind every thought is an unreasonable desire.
Psychoanalysis thus challenges the Western view that the distinguishing mark of humanity is reason

and rationality, arguing instead that the human ‘essence’ lies in unacceptable and hence repressed

impulses towards sexuality and aggression.” (Frosh, 2002, p.17)
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3.4.1 A Defended Subject

Psycho-social research emerges from the qualitative research tradition. It values
individual insight into experience and in-depth accounts over a focus on overall
trends or statistical analyses (Clarke and Hoggett, 2009). Despite this, it is argued that
the majority of qualitative research methods view individuals as “transparent”
(Hollway and Jefferson, 2013). In this way they are assumed to fully know and
understand themselves and to be able to give full account of their experiences.
Psycho-social research on the other hand asserts that individuals are “defended”
from fully knowing their own experiences and emotions and therefore cannot provide

full accounts of these experiences (Hoggett, 2015; Hollway and Jefferson, 2013).

A psycho-social methodology therefore aims to explore how participants make links
between the social world and their internal worlds. As outlined in the previous
chapter, psychoanalytic theory asserts that we all possess a dynamic unconscious. In
order to keep ourselves acceptable in our own eyes, anxiety provoking aspects of
ourselves and our experiences are thought to be defended against through the
actions of this dynamic unconscious. In this way, biographically unique thoughts,
desires, conflicts and fears are thought to underly many of our seemingly rational
motivations (Hoggett, 2015). Hollway and Jefferson (2013) suggest that our
investments in different discourses are driven by these unconscious motivations, and
these investments serve a defensive function and is outside of our own conscious

awareness. It is argued that participants’ biographies and an understanding of
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unconscious processes can therefore offer insight into how and why they make sense

of the world out there in the way that they do (Hollway and Jefferson, 2013).

Psycho-social research subjects are therefore theorised as both social and
psychological. It is argued that their inner worlds cannot be understood without
knowledge of their experiences in the social world, and their experiences in the social
world cannot be understood without knowledge of the way in which their inner
worlds influence their experience of this social world (Hogget, 2015; Hollway and
Jefferson, 2013). The aim of a psycho-social method is therefore to understand
subjectivity through both the incoherent and contradictory aspects of participants’
accounts as well as the coherent and rational aspects that are presented in an

interview (Hollway & Jefferson, 2013).

3.4.2 A Defended Researcher

Although it is possible to argue that a psycho-social methodology affords great power
to the researcher, as it values their interpretations over participants’ own expressions
of their experience, Hollway and Jefferson (2013) argue that the methodology is fair
and democratic, as the same interpretations and psychoanalytic lens is applied to the
researcher themselves. In this way, the researcher is also conceptualised as
“defended,” and their own unconscious processes and motivations are also thought
to be integral to the data produced in the research encounter. Although it could be
argued that this level of involvement gives rise to the risk of researcher “bias,”

Hollway and Jefferson (2013) critique the very notion of ‘bias’ in qualitative research.
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They argue that researcher subjectivity is always present and that, by acknowledging

this, a greater level of objectivity is achieved.

In the second edition of their book, Hollway and Jefferson (2013) highlight
developments in qualitative research more broadly that suggest that researcher
reflexivity is increasingly being recognised a useful source of data (Henwood, 2008).
They suggest that by utilising a psychoanalytic lens to examine what the researcher’s
own emotional experience of the research encounter, and what the researcher
themselves brings, a greater understanding of the unconscious intersubjective
dynamics is achieved. In this way, they draw attention to the Kleinian (1946) notion of
unconscious defences against anxiety that occur in relation to another. As the
research encounter represents a relationship, the researcher is therefore implicated
in the coproduction of data and participants’ movement between integrated or more
fragmented views of the world should be seen as a response to the researcher’s

presence and questioning as much as a reflection of their broader experiences.

3.5 Research Design

3.5.1 Negotiating the Research

This piece of research focuses on an area of high priority for the LA in which it took
place. As has previously been discussed, rates of exclusion both locally and nationally
are increasing and children from disadvantaged groups are greatly over-represented

in the exclusion figures. Supporting our understanding of the underlying causes of
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these figures is therefore of great local and national importance. Permission to

conduct this study was therefore gained from the LA.

3.5.2 Defining the Participant Group

This research sought to explore the emotional experience of mainstream primary
school teachers currently supporting a child “at risk of exclusion.” As has previously
been discussed, the term “at risk of exclusion” has been used within a variety of
studies (Messeter and Sonni, 2017; Hatton, 2013) however the way in which it has
been defined has differed between studies. For the purposes of this study it was
important that the classification of a pupil as “at risk of exclusion” was driven by the
individual schools, rather than through a list of criteria imposed by myself as
researcher. Definitions such as “a pupil who has received one or more fixed term
exclusions” were considered however they were rejected as too arbitrary, and
research suggests that schools vary greatly in how they view behaviour and apply the
sanction of exclusion (Timpson, 2019). It was therefore felt that individual school
systems should be the ones to identify when a pupil is “at risk of exclusion.” In this
study, the label therefore indicates “a pupil who has been referred to the local
“Behaviour Support Service” by the school for advice, as they consider them to be at

risk of exclusion from their setting.”

This research did not require pupils to be directly involved and pupils’ identities were
kept anonymous. As part of the recruitment process schools were informed that the

researcher sought to interview teachers who had a pupil in their class that met this
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criteria of being “at risk of exclusion.” The inclusion criteria to take part in this study
were therefore that participants should be primary school teachers, working in
mainstream primary settings. They should currently be working with “a pupil who has
been referred to the local “Behaviour Support Service” by the school for advice, as

they consider them to be at risk of exclusion from their setting.”

The decision to focus on primary school teachers as the participant group for this
study was related to the results of the literature review. This suggested that there
was very little research exploring mainstream primary school teachers’ experiences.
This age range was also felt to be key for targeted early intervention programmes
(Gross,2008), and this is something that Timpson (2019) highlights as key for reducing
exclusions. Interventions advocated in this report, such as Nurture Groups (Boxall,
2002), are more commonly primary school based and therefore, if further training in
this area is to be rolled out, a greater and more detailed understanding of the
emotional experiences involved for primary school teachers would be incredibly

useful and insightful.

3.5.3 Recruitment Procedures

A graduated approach to recruitment was taken, with participants initially sought
from clusters of schools in closest proximity to the researcher. Participants were not
recruited from the researcher’s own patch of schools however as it was felt that this
may affect what gets carried into the interview at a psycho-social level. After

providing a brief introduction to the research at local SENCo Cluster Meetings,

72



73

recruitment was stepped out incrementally to other patches of schools until the
desired number of 4-6 participants, as suggested by Hollway and Jefferson (2013),
had been reached. In practice, alongside attendance at SENCo meetings, further
follow up calls with schools were required in order to pursue those that had
identified potential participants in their schools. An initial information sheet was
provided for teachers outlining the aims of the study and detailing what their
participation would involve (see Appendix A). Teachers who expressed interest were
then met individually prior to starting the research to ensure that they had read and
understood this information sheet. At this point participants were also required to
give informed consent by signing a “Participant Consent Form” (see Appendix B). A
purposive sampling strategy was utilised. This represents a form of non-probability
sampling and is suggested as appropriate by Robson and McKartan (2016) because
the broader population from which the sample has been drawn was quite limited.
Teachers with diverse experiences in terms of number of years teaching, age groups
taught and school locations were therefore sought. A total of six participants took

part in this study.

3.6 Data Collection

3.6.1 The Free Association Narrative Interview (FANI)

Data for this research were collected using the Free Association Narrative Interview

(FANI) technique developed by Hollway and Jefferson (2013). In contrast to semi-

structured interviews, where the interviewer defines the agenda, narrative interviews
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emphasise the importance of the participant as story-teller. Here the participant
takes responsibility for making the meaning and relevance of their narrative clear
(Chase 1995), allowing their experience to be explored more fully. One assumption of
this particular interview method is that the stories participants choose to tell, the
details they give, and the points they emphasis all represent choices that have
significance beyond their conscious intentions. Patterns from free association are
theorised to indicate associations and pathways that are driven by unconscious
emotional motivations. Participants’ investments in certain narratives are therefore
theorised as serving a defensive function that can best be understood in relation to

their own personal biographies and life histories (Hollway and Jefferson, 2013).

A further distinctive feature of this interview method is that it is the inconsistencies
and contradictions that appear as part of participants’ free association that forms a
key area of focus for the researcher at the data analysis stage (Hollway and Jefferson,
2013). This is very different to the traditional focus of qualitative research, which is
based on producing rational, coherent accounts. Hollway and Jefferson (2013) argue
that by being attentive to the emotional logic provided by participants’ associations, a
richer and deeper picture of their inner worlds and the meanings they make can be
achieved. Hollway and Jefferson (2013) advocate the use of multiple sources of data
in order to develop a more holistic view of each participant and to gain multiple
sources of evidence for theoretical links drawn. It was therefore the aim of this
researcher to carry out two interviews with each participant. This was only possible
for four of the six participants however, despite extensive efforts made by the

researcher over a period of several weeks. The possible reasons for this will be
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discussed in greater detail in the following chapter. All interviews were recorded and
transcribed by the researcher, with the second interview taking place a half term

after the first.

3.6.2 The Grid Elaboration Method (GEM)

At the start of each interview, participants were asked to record their thoughts in

response to the following statement using the Grid Elaboration Method (GEM):

“Please draw or write down what comes to mind when you think about “the

emotional experience of working with a child at risk of exclusion.”

The GEM, developed by Joffe and Elsey (2014), aims to elicit individuals’ thoughts and
feelings about personal and social issues based on the principles of free association.
Joffe and Elsey (2014) outline how the GEM has been informed by many of the
principles that inform the FANI. It is designed to avoid the intellectualised responses
often elicited by semi-structured interview techniques and as part of this research
was used as a tool to open up free-associative thinking about the topic of interest
prior to starting the interview. Joffe and Elsey (2014) provide examples from recent
empirical studies which suggest the efficacy of using this method alongside the FANI
technique. They suggest a key strength of this tool is that it allows a naturalistic
expression of participants’ implicit, emotional links between aspects of their

experience.
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3.6.3 Participant Pen Portraits

Hollway and Jefferson (2013) suggest that participant pen portraits should be
gathered as supporting evidence that allows the researcher to attend to the “whole”
of the participant when analysing the data produced. They suggest that these should
be largely descriptive in nature and should contain details that make the participant
come alive for the reader. In relation to this study, factual information was requested
from participants about their range and number of years’ teaching experience. In
order to consider how participants’ life histories and biographies might influence
their experiences of working with children at risk of exclusion, they were also invited
to describe their “journey into teaching.” This was recorded by the researcher and
provided useful insight into participants’ motivations to teach, their conceptions of

role and relevant life events that participants felt had led them into teaching.

3.6.4 Reflexive Field Notes and Research Diary

Hollway (2008) suggests that researchers use their subjectivity as “an instrument of
knowing,” (p.9). As previously discussed, researcher reflexivity is increasingly being
recognised an important tool for understanding the affective aspects of the research
encounter (Clarke and Hoggett, 2009; Henwood, 2008). Hollway and Jefferson (2013)
suggest that noticing and using our own emotional responses as a source of
knowledge is valid and provides a form of understanding that could not be achieved
using cognitive methods alone. They advise that researchers should keep a “research

diary” recording their emotional responses and experiences that take place in the

76



77

research process in the form of “reflexive fieldnotes.” They suggest that these should
acknowledge the feelings evoked and the subjective experiences that researchers
have in response to the interviews, participants and the settings within which the

research is based.

In this study reflexive fieldnotes were recorded in relation to the process of setting
up, carrying out and following up each of the research interviews. They were also
recorded straight after each | nterview and when listening back to the interviews. In
line with this methodology, they have been written in the first person in order to

retain their subjectivity.

Hollway (2008) suggests that “attention to the setting is a key part of what makes the
method psycho-social, as opposed to relational psychoanalytic” (p.12). With this in
mind, particular attention was also paid to my subjective experiences of the school
settings themselves and my encounters with members of these organisations. In this
way it is hoped that useful insights can be provided about the schools within which

participants’ experiences are based.

3.6.5 Psychoanalytically Informed Group Supervision

Elliot, Ryan and Hollway (2012) suggest that bringing reflexive fieldnotes to a
psychoanalytically informed supervision space can contribute to the understanding of
researcher subjectivity and can further the insights gained. They suggest that

supervision is vital in order to address the emotional demands of using the self as a
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reflexive tool. They report on a model of group supervision that they developed to
support their psycho-social research project. Within the group they aimed to use
group members’ subjective responses to the material brought, and to reflect upon
these responses in order to help researchers process and understand their own

emotional experiences.

Elliot, Ryan and Hollway (2012) suggest that group supervision of this nature can
provide a triangulation of the data. In this way they suggest the group moves beyond
the idea of the defended researcher, to how best to help researchers reflect when
their thinking is in danger of being compromised by anxieties. In line with principles
outlined by Elliot, Ryan and Hollway (2012), psychoanalytically informed reflexive
group supervision was also used as a tool to aid understanding of the accounts

participants presented and my own subjective responses as interviewer.

3.7 Overview of Participants

Six participants in total took part in this study. They were drawn from primary schools
serving different pupil populations and represent a range of years’ experience as

7 u

teachers and age groups taught. All six were women. Participants’ “Pen Portraits” and
the GEM sheets they completed at the start of the first interviews can be found in
Appendix A. A summary of the pseudonyms used for each participant along with the

year groups they were currently teaching and the number of years they had been

working in the teaching profession is given below:
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Year Group Currently | Number of Years’ Teaching
Teaching Experience

Participant 1 — Katharine | Year 5 8 years

Participant 2 — Lizzie Year 3 5 years

Participant 3 — Emma Year 1 2 years

Participant 4 — Charlotte | Year 5 4 years

Participant 5 — Naina Year 3 2 years

Participant 6 — Jenny Year 6 5 years

3.8 Data Analysis

3.8.1 Stage 1: Thematic Analysis

A Thematic Analysis (TA) was conducted on the data generated from this research in

line with the principles of Braun and Clarke (2006). Although psycho-social research

attests to the importance of holding onto the “whole” of participants’ narratives and

recognising individual differences between participants, it is also recognised that the

social contexts in which they are situated greatly influence the meaning they make

from their experiences. After familiarising myself with the data (as advocated by

Braun and Clarke, 2006), it was noticeable that there was considerable commonality

among participants’ experiences and it was felt that this was important to explore at

this first stage of analysis. A TA is flexible and has been utilised in many psycho-social

research studies previously (for example, Capri, 2015). It also has the additional

benefit that it can be used on a range of material.
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In order to undertake this analysis, MAX QDA was used and a process of coding and
identifying themes was undertaken in line with the stages outlined by Braun and
Clarke (2006). A full breakdown of how this process was conducted can be found in
Appendix B. A thematic map, detailing how themes, subthemes and codes are relate
to each other is provided in Appendix C. The codes and segmented text associated

with each code is provided in Appendix D.

The themes identified at this stage of the analysis related to the semantic, rather than
latent, content of the transcripts. In this way, no interpretation or frame of reference
was imposed upon the data and the language used by participants was taken at face
value. It has been argued that the prevailing discourses that exist in schools affect the
language and meaning frames available to teachers to make sense of their
experiences (Wilkins, 2011). It was therefore felt to be important to acknowledge and
explore the data at this semantic level initially before offering possible interpretations
at the second stage of data analysis. The themes identified as a result of this analysis
also arose inductively. The data was coded freely and as many codes as possible were
initially generated from the data. Despite this, Braun and Clarke (2006) suggest that
“researchers cannot free themselves of their theoretical and epistemological
commitments, and data are not coded in an epistemological vacuum,” (p.79). In this
way, it is recognised that in bringing together these codes and attempting to make
sense of the themes presented, my own subjectivities will have influenced the

process
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3.8.2 Stage 2: Applying a Psychoanalytic Lens and Attending to the Whole

The second stage of data analysis involved applying a psychoanalytic lens to the
whole set of data available for each participant. This included reflexive fieldnotes
relevant to encounters with both the participant and their school setting, the
participant’s pen portrait and data from both interviews contained in the interview
transcripts and the GEM. Hollway and Jefferson (2013) outline the importance using
all of these sources of data in order to hold in mind a complete picture of each
participant. Although it is recognised that individuals can never be fully “known,” they
explain that the “Gestalt principle” is based on the idea that “the whole is greater
than the sum of the parts,” (Hollway and Jefferson, 2013, p.64). They describe a
process of immersion in the data whereby the researcher feels inhabited by the
participant and is able to make links and connections between different aspects of

their data.

In order to support this process, transcripts were read and listened to again and
notes were made at the side that drew links between elements of the data or the
researcher’s own subjective responses when listening again. Psychoanalytically
informed group supervision was also used, as advocated by Hollway (2008), as a
vitally important tool in the data analysis process. These group sessions provided an
opportunity to present data from all of the sources outlined above and for the group
to consider their emotional responses and the unconscious links made in response to
this data. In particular, the groups supported the process of making links between the

researcher’s own subjective emotional responses, contained in reflexive fieldnotes,

81



82

and the emotional responses of participants. Suggestions and interpretations
therefore emerged from some of these sessions that would not have been possible
for the researcher alone. The aim of this stage of analysis was ultimately to try and
offer some insight into the way in which the participants’ internal worlds and
unconscious defences came to affect, and be affected by, the school settings in which
they were based, and how this in turn gave rise to their emotional experience of

working with a child at risk of exclusion.

3.9 Validity

Yardley (2015) argues that traditional methods for evaluating validity, such as
assessing a study’s objectivity, reliability and generalisability, are not appropriate
when evaluating qualitative research. This is because most qualitative approaches
acknowledge the influence of the researcher and are not based on ontological
positions that suggest there is one true, observable reality. Hollway and Jefferson
(2013) also call into question these principles as measures of validity. They suggest
for example that reliability, in terms of the replicability of data by different
researchers with different participants, is not achievable and indeed should not be
seen as a desirable aim. This is because the data that emerge from a research
encounter are understood to be the result of an intersubjective encounter between a
particular researcher and a particular participant. Yardley (2015) advocates a more
suitable set of criteria in relation to judging the validity of qualitative research studies.
A brief explanation of these criteria is offered below. These will be used to evaluate

the validity of this study in the discussion section.
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3.9.1 Sensitivity to Context

Although one of the key benefits of using qualitative research is that it allows new
patterns and meanings to emerge, Yardley (2015) suggests it is important that studies
demonstrate they are sensitive to the context from which these meanings emerge.
She proposes that this should include a clear review of existing theoretical and
empirical literature in the area as well as sensitivity to the socio-cultural context from
which participants are drawn. With regard to this study, a clear review of existing
literature has been offered and the social context in which participants’ are

embedded will form a critical part of the data analysis.

3.9.2 Commitment and Rigour

Yardley (2015) suggests that qualitative research studies need to show that sufficient
attention has been paid to participant selection and the depth or breadth of the
analysis offered. It is also suggested that this requires a high level of commitment and
rigour on the part of the researcher. It is acknowledged that different methodologies
will excel in different forms of rigour and Yardley (2015) suggests that researchers
should explain which form of rigour they intend to excel in at the outset of their
study. As this study utilises a psycho-social methodology, the rigour of this study will
relate to the depth of analysis provided, and the individual insights offered for each

participant.
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3.9.3 Coherence and Transparency

Yardley (2015) suggest that the coherence of a study refers to “the extent to which it
makes sense as a consistent whole,” (p.267). She suggests that this is determined by
the clarity and power of the argument that is made in relation to how the study was
carried out. This in turn will depend upon the fit between the theoretical approach
adopted, the research question, the methodology and the interpretation of the data.
This section has therefore aimed to presents a clear account of the methodological
assumptions underlying this study and a close adherence to the principles of Hollway

and Jefferson (2013) has been maintained at each stage.

In order to provide a transparent account of the process, clear justifications for the
decisions made have been provided and further details of the processes undertaken
have been outlined either in this section or in appendices. Since a psycho-social
methodology views researcher reflexivity as a critical part of the data production
process, acknowledgement of my own position as researcher has been provided
throughout. Researcher reflexivity will continue to be reported upon in the findings
and in this way it is hoped that the role of researcher in producing these findings is

also clear and transparent.

84



85

3.9.4 Impact and Importance

Yardley (2015) suggests that the key reason for ensuring that all of the above criteria
are met is to show that the research is valid and therefore can have an impact. The

impact and importance of this study will therefore be discussed in the final chapter.

3.9.5 Credibility

In addition to these principles, Hollway and Jefferson (2013) suggest that “credibility”
is a key principle upon which the validity of psycho-social research should be judged.
They suggest that interpretations of data should be robust and supported by
evidence, and again highlight the importance of transparency and acknowledging
researcher subjectivity as key to this process. It is argued that the reflexive fieldnotes
and insights from the psychoanalytically informed supervision group provide valuable
sources of evidence in this study, as well as a triangulation of data in relation to any
interpretations or links made. Despite this, the connections made between
participants’ accounts and psychoanalytic theory in this study are not intended as
claims to absolute truth. Instead they are acknowledged to be subjective
interpretations, based on theoretical insights, that are intended to offer a useful way
of thinking about the emotional experiences participants communicated as part of

this research process.
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3.10 Ethical Considerations and Psycho-Social Research

Hollway and Jefferson (2013) consider the ethical implications of psycho-social
research in great detail. They suggest that, although it poses a number of unique
questions in terms of research ethics, there are a number of ways in which the
researcher can ensure they are upholding the highest ethical standards. They also
suggest that, although it could be argued that psychoanalytically informed research
imposes the researcher’s own meanings onto the participants’ experiences, creating
a power dynamic in which the researcher is seen as superior to the participant, this is
not the case. They highlight the way in which the researcher in psycho-social research
is viewed as equal to the participant as they are also proposed to be a “defended
subject” under the influence of unconscious processes and defences that operate
outside of their conscious awareness. Interpretations that are made are also made

with due caution and are not seen as claims to absolute truth.

In order to ensure the interests of participants engaging in this research were
protected, the principles outlined in the BPS Code of Ethics (2018) were adhered to.
These principles have been reflected on below with specific reference to the
implications they have for pscho-social research. Ethical permission was also granted
from the Tavistock Research Ethics Committee (TREC) (see Appendix E for letter of

ethical approval).
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3.10.1 Informed consent

Psycho-social research can be seen to present a difficulty in relation to the ethical
requirement to obtain “informed consent” from participants before they take part in
research. This is because the concepts contained within psychoanalytic theory, and
the approach of the research, is likely to be unfamiliar to participants. It can therefore
be argued that it is difficult for them to be fully informed about the nature of the

research when they agree to take part.

In order to minimise these difficulties, all participants that took part in this research
were initially provided with an information sheet about the nature of the research
(Appendix F). This contained details of the study and also highlighted that
psychoanalytic theory would be drawn upon at the data analysis phase. As researcher
| then met with each of the interested participants prior to undertaking the
interviews to go through this information sheet with them, to ensure that they had
attended to all of the information contained within it. | was also able to answer any
questions they had at this stage. Participants then gave informed consent at the start
of the research by reading and signing a form that outlined these details again and

explained how their data would be stored (see Appendix G).

Hollway and Jefferson (2013) advocate using a clear and non-technical explanation
that allows participants to engage with the question in ways that are of interest to
them. They suggest that participants should be active co-participants in the

relationship within which the date are produced. In this way they should be able to
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interpret the question and the interview space in the way that is of most relevance to
them. This principle was also adhered to when writing the information sheet and

consent form and when conducting the interviews with participants.

3.10.2 Deception

Hollway and Jefferson (2013) do not feel that psycho-social research involves
“deception,” however they do highlight that there may be a conflict of interest in the
meaning frames applied in the analysis. The BPS Code of Ethics (2018) defines
“deception” as unacceptable if it leads to “discomfort, anger or objections from
participants” when the true nature of the research is revealed. Here it is important to
emphasise that the interpretations generated in the analysis of the material are not
claims to truth but merely interpretations. Respect for participants and their own
interpretations was upheld throughout the research and a “both/and” standpoint

was adopted when analysing the data.

3.10.3 The Right to Withdraw

Participants were informed that they had the right to withdraw from the research at

any time until the analysis stage. Although two of the participants did not take part in

second interviews, they did not indicate that they wished to withdraw their data from

the research.
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3.10.4 Avoidance of Harm

The BPS Code of Ethics (2018) states that research should avoid harming participants.
This research seeks to uphold this principle, whilst also recognising that certain
aspects of the interview method or analysis could evoke painful emotions or cause
participants distress. Hollway and Jefferson (2013) suggest an important distinction
exists between “distress” and “harm,” highlighting that “distress” is not necessarily
“harmful.” They suggest instead that it is the relational context in which distress is
experienced that determines whether it is felt to be harmful. They also suggest that,
if the researcher is able to provide containment and recognition to participants in
response to any distress they do experience, the research could actually be of benefit

to individuals” well-being.

In line with these principles, research interviews were conducted in a sensitive and
containing way that offered participants a genuine experience of being listened to.
The skills developed as part of the researcher’s own professional training as a
psychoanalytically informed EP were drawn upon to support this process. After the
interviews, participants were also offered a period of debrief and the researcher
communicated that additional support was available should this be felt necessary.
Hollway and Jefferson (2013) suggest that by upholding the principles of honesty,

respect and sympathy harm can be avoided.

89



90

3.11 Data Protection

All participants’ data was stored on password protected electronic devices, with no
identifying information available in relation to each file. Participant data will be held
for five years and then destroyed. All participants were be made aware of these

factors.

3.12 Anonymity and Confidentiality

The interview transcripts and findings from this research have been anonymised, and
pseudonyms used, in order to remove details identifying individuals or their schools.
Due to the small number of participants and the personal nature of the data
generated however it is difficult to ensure that participants will not be identifiable by
those who know them. In line with the suggestions of Hollway and Jefferson (2013),
participants were informed of this and of the ways in which their data might be used
following the research, therefore they have provided informed consent for their data

to be used with this level of anonymity and confidentiality.

3.13 Feedback to Participants

Hollway and Jefferson (2013) argue that a key difference between the use of
psychoanalytic principles as a therapeutic technique and psychoanalytic principles as
a research technique, is that interpretations are not offered to participants as part of

the research. Instead, in psycho-social research, interpretation is engaged in at the
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stage of data analysis. It is recognised however that participants would welcome
feedback about the findings of this study, and therefore this will be offered at the

level of the themes identified and the commonalities between their experiences.

3.14 Chapter Summary

This chapter has provided an overview of the research methodology used in this
study. It has outlined why this is most appropriate for the purpose, aims and research
guestion addressed in this study and has offered an account of the ontological and
epistemological positions this research assumes. An overview of how a psycho-social
research methodology was applied in this study has then been given with reference
to the methods of data collection and analysis used. Finally, issues of quality and
ethical practice have been addressed. It is hoped that this chapter aids the
researchers aim of achieving transparency with regard to the process and theory

underpinning this research.
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4.0 Findings

4.1 Chapter Introduction

The purpose of this chapter is to outline the findings of this study. This will be done in
two stages. Firstly, an overview of themes identified across the whole data set will be
provided. Secondly, an interpretation of participants’ experiences using a

psychoanalytic lens will be offered.

4.2 Stage One: Overview of Themes

This initial thematic analysis offers an overview of the key themes to emerge from the
entire data set. This is because great deal of commonality was found between their
experiences. The two main themes were present across the narratives of all six
participants, and the majority of subthemes were also present, to some extent,
across all six the narratives. As outlined in the methodology section, this thematic
analysis was carried out in line with the principles of Braun and Clarke (2006). , A full
breakdown of how this process was conducted can be found in Appendix D. A
detailed Thematic Map, detailing how themes, subthemes and codes are related to
each other is provided in Appendix E. The codes and segmented text associated with

each code is provided in Appendix F.
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Table 2: Thematic Map

Main Themes Sub Themes
Knowing vs Not Knowing The Child
What to Do

What will Happen

How | Feel

Us vs Them Us: An Intense Relationship

Us: A Supportive Team

Them

4.3 Knowing vs Not Knowing

Across all participants, the main theme to emerge from the data was that of
“knowing versus not knowing.” Many aspects of participants’ experiences were
dominated by attempts to understand and come to “know” something that was
uncertain and unknown. In order to do this participants’ narratives often moved
between descriptions of things that were “known” (such as how the child presents at
school or strategies that have been successful) and those that were “not known”
(such as why the child presents in such a way or why a strategy does not work

consistently). There was a sense that participants were constantly trying to make
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sense of their experiences and how they should respond, and this was apparent in all

of the interviews.

This main theme can broadly be subdivided into four subthemes. Although it is
recognised that there is some overlap between themes, each subtheme was felt to
relate to a distinct and unique aspect of the experience. Participants’ emotional
responses to their experiences are contained within each of these subthemes.
Discussion of their experiences in relation to “knowing versus not knowing” their own
feelings however are contained within the fourth subtheme: “My Feelings.” The four

subthemes are each discussed in greater detail below:

4.3.1 The Child

This subtheme captures participants’ experiences of “frustration” and “helplessness”
in response to “not knowing,” but wanting to “know” the children at risk of exclusion
in their classes. It includes the many, varied descriptions of the troubling and puzzling
behaviours presented by children and participants’” attempts to understand what this

behaviour might be communicating or how the child might be feeling:

“What’s going on inside their head? What what is, making them do that? What what are they, feeling?
Erm, you know, why is, a child being, violent like this? | mean it’s, probablyyy, ... [intake of breath] ... ...

... some kind of frustration?” (Lizzie 1: 247-250)
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“We also like very strongly believe that all behaviour is communication. Erm and so the reason that she
is, doing all these things and showing all these behaviours is because she is unhappy and she needs
help” (Charlotte 1: 201-205)

“So yeh, some days he comes in and | can see he’s upset and he won’t wanna talk about it. Or he’s
angry or he’s frustrated and it could be simply because they’ve run out of his favourite cereal or he

wasn’t allowed to bring his bike to school.” (Jenny: 93-97)

The contradictory and unpredictable nature of the child’s behaviour was also
identified as a source of frustration by all six teachers. They described their
experiences of “not knowing” why children’s emotional states changed so quickly.
They also described attempts to identify triggers in order to “know” more about

when and why these changes happen:

“I think you feel quite ... helpless in a way because, you’re ... trying your best to find something, that you
can say like “right this is why that happens and we’ll just stop that and it’ll be fine and we’ll fix it” And

obviously it’s not the case” (Charlotte 1: 163-166)

“It’s just frustration ... cos | don’t know why .... Ya know, he’s he’s stood there and said “no, | won’t” ...

and he’s walked out of the door and he’s done it” (Katharine 1: 67-69)

Participants often sought to understand the child’s behaviour in light of what was
“known” about them. This tended to be knowledge within the system about a child’s
family circumstances or any diagnoses from external professionals. These two
sources of information were also sources of further uncertainty however, as

participants often wanted to “know” more about a child’s home life and were often
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waiting for more to be “known” through further assessments by external

professionals:

“These two boys | just wonder what you know what’s happened in a year and a bit for, it all to change
... mean I’'m assuming there are familial issues there anyway that-- because one of them has

attachment issues” (Naina: 178-180)

“I still | cannot say that | fully understand him, because it’s not, because he doesn’t have a diagnosis it’s
not like you can read a book on ADHD and think right well, | can do this this and this to help that child.”

(Emma 1: 238-241)

Five of the six participants described child protection concerns that were held by the
school. Some of the facts that were “known” about a child’s background were a
source of sadness and were experienced as particularly upsetting by participants.
Further concerns about aspects of the child’s experiences that were “not known”
caused further worry and anxiety. Participants also expressed a sense that they felt

powerless to do anything to change this experience for the child or for themselves:

“And I’'m just worried about where he is, what he’s doing. Is he safe? Where did he sleep last night? Has
he eaten? You know, is he out at 9 o’clock at night on the streets. | just can’t help but worry about it.

There’s not a lot | can do about it.” (Jenny: 104-107)

“Yeh, it is it is really upsetting because, at the end of the day he is only five and you think ... ... [sighs]
yeh and it’s it is out of your control as well. There’s nothing you can- | mean, you can make his day at

school the best it can be but, ultimately he’s still gonna go home ... to that” (Emma 1: 170-174)
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4.3.2 What to do

This subtheme captures participants’ experiences of “not knowing” what to do. This
was expressed in relation to “not knowing” how best to respond in the moment but
also in relation to “not knowing” how best to juggle their competing responsibilities
as teachers. All six participants spoke about how difficult it was to know what to do in
the moment, when faced with the challenge of both teaching and managing
behaviour. They referred to their responsibility to “keep all children safe” and many
referred to “known” crisis response procedures, such as “evacuating the classroom.”
Descriptions of responding in the moment were dominated however by a sense of

“not knowing” what they should do and whether they did the right thing:

“Its panic. Panic. You're just like “ohh what am | gonna do, what am | gonna do?” You know cos I've
got this | had 12 kids and I've got 10 kids over here and I’'ve got to make sure you’re behaving and I've

got these two running round here and it’s like “what do | do? Where do | go?”” (Lizzie 1: 694-697)

“You’ll see that change again in his face, and he’ll ... he, you can see his hands he puts into fists straight

away and you think “right, how am | gonna stop this?”” (Emma 1: 449-451)

All participants also spoke about of how difficult it was to manage their responsibility
to both the individual child at risk of exclusion and the rest of their class. Discussion
of personal beliefs and values in relation to their role appeared to offer something
“known” that guided their approach to this balancing act, however there was often a
sense that they should “do more” and “give more” in order to meet all of their

responsibilities:
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“And then how do we carry on if the, if the behaviour is continuing? It’s just. What do you deal with? Do

you deal with that? Do you deal with the 28 other children?” (Naina: 106-108)

“Because | see a child who’s ... ... ... has ... so many issues, that | feel sad that... ... I wanna do more to
support him and more to help him on his journey through education, and ... there’s so many things get

in the way of doing that. And it makes me feel sad.” (Katharine 1: 9-11)

This sense of “not knowing” what should have been done and if they should have
done more was also linked to feelings of guilt and failure, both to the individual child

if they experienced an exclusion and to the other children:

“Erm, but when I’'m I | can’t — guilty, is probably cos I’'m letting the other children down, erm by not

giving them as much input as perhaps | should be,” (Lizzie 1: 449-452)

“Oh again, | think again it’s the not having done enough,... to prevent them from doing whatever

they’ve done, or not having done enough to support them.” (Naina: 80-82)

Participants’ descriptions of their search for solutions and strategies to support the
child at risk of exclusion were also classified under this theme. Participants described
the emotional experience of constantly searching for strategies and “not knowing”

what to do as “draining” and “tiring:”

“PP: Sometimes it’s hard cos you think “I’'ve run out of ideas. What do | do next?”
TB: Mm hmm. And what do you do next?

PP: Sit in the corner and cry.” (Katharine 1: 348-351)
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“And it is just about us running through things thinking “OK one of these should work, one of these
should work” ... because, you know, there are some weeks where | get to the end of the week and |

think I’'m like desperate for something, to change.” (Charlotte 1: 170-174)

4.3.3 What will happen

Alongside participants’ experiences of not knowing why children changed or what
their behaviour was communicating, was an experience of the emotional impact this
unpredictability had on their daily lives in the classroom. Participants described their
experience of “not knowing” what will happen from one moment to the next and this

III

was linked to a feeling of not being “in control.” This led them to report feeling “on
edge” and descriptions often pertained to being in a constant state of hypervigilance.

They felt they needed to be “ready to respond” at all times in order to meet their

responsibilities to the other children’s safety and learning:

“Erm, yeh so, he does, he can just completely change and you have to, almost have your eye on him the
whole time because, if that does happen you need to go over, straight away and say “how can | help

you? ... What do you need?” And try and like calm him down.” (Emma 1: 451-454)

“So even though it's like settled and calmer, you're still like, it’s like that adrenaline like that fight or

flight of that like okay, I'm ready if something goes wrong.” (Charlotte 2: 232-235)

Alongside this experience of “not knowing” what will happen during the day,
participants also reported their frustration and anxiety in relation to “not knowing”

what will happen in the future. Many participants spoke about trying to plan ahead
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and to anticipate where difficulties might arise in order to be more effective at
managing them. This experience was felt to be particularly tiring, as it largely took
place outside of the classroom and so impacted on teachers’ personal lives. It was
also felt to be particularly frustrating, as even with this planning it was impossible for

them to “know” or control what would actually happen:

“But equally you kind of have to mentally prepare yourself for, it might happen. And so you’ve kind of
got to get into the idea of, "Right, what are we going to do if that happens?" [TB: Mm hmm mm hmm.]
But there's definitely that sense of like, uncertainty with, how they’re going to be, with how I'm going to

respond.” (Charlotte 2: 382-385)

4.3.4 How | Feel

This final subtheme relates to participants” experiences of their own feelings and
emotional responses. Alongside not being able to “know” or control what will
happen, participants also reported an experience of not being able to “know” or
control how they will feel. Many described experiences of their own emotional states,
and the emotional atmosphere of their classrooms, changing as a result of the child’s
behaviour or moods. This changeability in the child’s mood was experienced as
particularly powerful by some participants and it was felt that the child controlled

how they felt from one moment to the next:

“So some days, can be settled and how is ... erm down to how he comes in in the morning erm but some

days can can be, hugely good... you know feel everyone’s feeling good and positive and calm and then
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the next moment it can sort of, ... ... slip? [laughs] [TB: Mm hmm] And it can feel erm, it can feel

completely different. So that’s ... yeh.” (Emma 1: 23-27)

“Erm, as much as | was angry that he’d said, what he’s said to this boy, erm but then when he said “oh |
didn’t know” you kind of think, [laughs] then you kind of come (gestures) down again. Mm hmm] So

you’re on this emotional change all the time.” (Katharine 1: 282-285)

This subtheme also captures participants’ attempts to think and talk about their own
emotional experiences. Although participants were able to express aspects of their
emotional experience in relation to the subthemes discussed, there was also a sense
that it was difficult for them to “know” how they were feeling, or for them to think
about what the emotional experience of teaching a child at risk of exclusion felt like.
Participants frequently expressed that there is no time or space for them to process
their own emotions within the school day and all four participants that took part in
the second interview reflected positively on the first interview as an opportunity to

engage in reflection:

“Erm ... ... I don’t know--- | think. | suppose, you think about it. But then you also have to think about the
rest of the children that you’ve got in your class and having to just get on with it [TB: Mm] and putting

those feeling to, too, to one- to the side.” (Naina: 44-47)

“Erm, ... | don’t know what it’s like really because it’s, ... it’s just what | do.” (Lizzie 1: 445)

Finally, this subtheme captures participants’ responses that made reference to the
thoughts and feelings they felt they should not have in relation to working with

children at risk of exclusion:

101



102

“Obviously there are days when you're like [whispers] "Oh my God, imagine if they weren't here.
Imagine how different it would be," [TB: Mm hmm mm hmm] and then you feel guilty because you
think like “oh, but other people have done that to-to them. And that's why they are at this point.”

(Charlotte 1: 276-282)

4.4 Us vs Them

A further theme that was present in the narratives of all six participants was that of
“Us and Them.” This theme captures the way in which participants spoke about their
relationships with the children at risk of exclusion, as well as their relationships with
significant others. Across all of the interviews, “others” were experienced as either
helpful, supportive and understanding or unhelpful, blaming and unable to
understand. This sense of “us and them” often led participants to experience
protective and defensive feelings towards the child at risk of exclusion in their class.
This main theme can be divided into three subthemes that will be discussed in

greater detail below:

4.4.1 Us: An Intense Relationship

This subtheme captures participants’ descriptions of their relationships with the

children at risk of exclusion in their classes. All participants spoke about this

relationship to some extent and described it as both a frustrating and rewarding

experience:
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“You feel like, with the child ... | make a lot of steps forward and then he does something like that and
you think ... ... dammit! We were ma- making good progress together, building that relationship,

building that trust... and then he’s done that.” (Katharine 1: 20-23)

Five of the six participants also spoke about the intensity of this relationship and how

difficult it was for them to “switch off” from thinking about the child.

“He’s always in my head, always in my mind. ... And I try and switch off but then like mum will come
and tell me something and I'll be like “oh no, that’s not a good thing.” And then | worry more,” (Jenny:

109-111)

“I would say it’s, tiring maybe? ... Erm, sometimes you feel like “I should stop thinking about them” you

almost think “actually, you know now it’s that thing where you need to switch off” (Charlotte 1: 30-32)

This subtheme also captures the experience of some participants that their

relationship with the child was different to the child’s relationships with others.

“Sometimes | like stand there and watch him to see how he reacts with them, but he treats them
differently to how he treats me. So | still kind of feel like he would always come back to me.” (Jenny:

138-140)

In relation to this theme, it is interesting to note that three of the six participants
were teaching the children for a second year and a fourth participant raised the

possibility that she may be asked to teach the child for a second year in the future.
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4.4.2 Us: A Supportive Team

This subtheme captures participants’ experiences of those around them that they
found to be supportive and helpful. For some participants their class TA was
experienced as a particularly supportive presence. For others this support came from
the broader school context, SLT or family members at home. Experiences of others
who understood and offered a space to offload and reflect were reported by all

participants as important:

“I feel so grateful. | mean, I’'ve had the same TA for a couple of years now and she is, she’s fantastic”

(Emma 1: 509-510)

“And there is a really good ethos in the school, and I think that makes a massive difference. That
everyone is kind of like you know, if she for example is, running up and down the corridor, | can
guarantee that someone at lunchtime will say to me “oh how was your day | saw her out”” (Charlotte 2:

296-299)

4.4.3 Them

This subtheme captures participants’ experiences of significant others whom they
experienced as unhelpful and unsupportive. These individuals were felt to be
directing unwarranted blame towards the child and there was a sense that they did
not understand the child or want to help them. Other members of staff within school,
particularly those who supervised at lunchtime, were commonly experienced as

unsupportive and blaming. In relation to this finding, it is interesting to note that five
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of the six participants reported regularly giving up their lunchtimes to either pre-

emptively support the child or to respond to incidents that had occurred:

“The the thing that is frustrating is that a lot of the time it doesn’t happen in the classroom.... [TB:
Mmm]. It happens outside, on the playground. It’s towards adults. .... He’s never sworn at me he’s

never been threatening to me, but is to other adults” (Katharine 1: 23-26)

And | get quite defensive as well. [laughs] With the other teachers, I'm like [whispers] “he’s not that bad.”
And also with the lunch time staff as well because, they come in for like a hour and, that's the most
volatile hour. So I've had to have a few conversations and actually say, "Look, he does struggle but he's

doing really well and if you can focus on the positives." (Emma 2: 384-388)

A variety of other individuals and groups were experienced in this way by
participants, including parents, members of SLT, the child’s previous teachers, other
schools and external professionals. These experiences often led participants to feel
they needed to “fight for,” “protect” and “defend” the child from these others. This
often reinforced the sense that their relationship with the child was different from
others and led some participants to express feeling that much of the responsibility for

the child at risk of exclusion fell to them:

“And that’s when | get protective [TB: Mm hmm mm hmm] because, | feel like “you don’t know him.
You don’t talk to him like that. You don’t talk about him like that. And if you have a problem or there’s a
situation come and talk to me first and | will tell you what | feel you need to know” (Jenny: 269-273)
“And | guess that's true, it must be true in a lot of schools, you know, one adult has a relationship,

everything falls on them. ... That can be tiring.” (Katharine 2: 140-142)
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4.5 Stage Two: Applying a Psychoanalytic Lens

In line with the psycho-social methodology employed in this study, this second stage
of data analysis focuses on making links with psychoanalytic theory. This analysis was
conducted in line with the principles of Hollway and Jefferson (2013) as outlined in
the methodology section. A key focus was therfore on keeping in mind the “whole” of
the data set for each participant. Reflexive fieldnotes and researcher subjectivity have
also be utilised for this stage of the analysis. Links are offered between parts of
individuals’ narratives and what is known about their experiences overall. In this way
attempts are made to explore how and why they might have invested in particular
discourses and what defensive function these discourses might serve. Attempts are
made to explore the inconsistencies, contradictions and puzzles within the accounts
and, where appropriate, these are used to suggest that unconscious defences against
anxiety may be at play. It should be noted that the narratives of all participants
showed evidence of movement between integrated and fragmented states of mind.
At times it was possible for participants to recognise both the good and bad in others
and in their experiences and their own thoughts and feelings. At other times
however, this was not possible. It is my view that the most unbearable aspects of
participants’ emotional experience were unconsciously defended against by being
split off and projected out. It is therefore the evidence of fragmentation and splitting

that will be focussed upon in this analysis.
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4.6 Accounts that Separated “Our School” from “Out There”

4.6.1 Charlotte

Charlotte completed her teacher training straight after her undergraduate degree.
She had been teaching for four years within the same school and had several children
at risk of exclusion in her class, although the focus of our discussion centred around
one particular child. Charlotte’s school is known for its distinct ethos in the LA as it
has a reputation as a particularly low excluding school and also takes many children
who are at risk of exclusion from other schools on a managed move basis. Charlotte
referred to the unique ethos of her school throughout both of her interviews. She
frequently spoke about how strongly she, and other members of staff, believed in this

ethos:

“So, | think we're quite lucky in that, our ethos attracts a lot of the right adults. And so, everyone that
comes here for the most part is, very like, “you know what they need to be in class, they need to be

positive. It will be ok. We need to help them.”” (1: 674-677)

Charlotte’s first interview was dominated by a sense that she found herself
“constantly thinking about” the child at greatest risk of exclusion in her class. The
word “constant” appears thirty times in her first interview and her narrative similarly

flows in constant, uninterrupted streams for pages at a time:
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“..but the constant, "Ok, what's gonna happen? Ok, what are they doing now? What if | do this? Oh,
they’ve had their hand up for, thirty seconds, now that might be too long | need to ask them quickly."
It's so tiring.” (1: 361-364)

“I kind of sat last night, or laid in bed thinking “go to sleep” and then was there like “but | don’t want
today to be like tomorrow, so | need to work out what went wrong to... make it not happen today?”” (1:

75-77)

Charlotte also made frequent reference to how “powerful” the child was. She spoke
many times about her need to “constantly think about her” in order to “gain back

control.”

“There are some children who are so, powerful, that, you have to think about them, even when you

don't want to.” (1: 443-444)

Although Charlotte was often in touch with how difficult the experience was, she
always balanced this against her strong belief in the ethos of the school. She
frequently spoke about “other schools” and there was a sense that other schools

excluded children but this school was different and would not exclude:

“I defin-- like | understand why schools get to a point where they feel they need to exclude. ... But, |
definitely don't think is the right thing to do. I think like no matter how, like emotionally draining it is
and how difficult it can be and how much sometimes you get to an end of the day you think like, “do |
still want to come back tomorrow?" | think it's-- it kind of is, balanced out by the fact that, like | feel like
I'm doing the right thing. | feel like, I'm having an impact, on the children. And it's-it's so rewarding.” (1:

684-687)
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At times, Charlotte was able to recognise the other part of herself that hoped for
pupils to be excluded, however this unthinkable thought was always voiced in a
whisper and was often followed by explanations about why this was not the right

thing to do:

“But, I mean even then, [quiet voice] there are still there are days when you're like, "Imagine if we did.

Imagine if we did exclude, how much easier it would be." (1: 678-679)

Following our first interview, | recorded the following reflective field note:

I really like Charlotte and that was a very easy interview. | didn’t have to say much at all — it felt like she
was ready to explode and it all came pouring out. | have left feeling quite uneasy and uncomfortable
though. At times during the interview | got a sense that the school might be on the verge of chaos. An

image of the children taking over and ruling the classes came to mind.

At the time of our second interview circumstances had shifted. The child in
Charlotte’s class, and two other children, had been given fixed term exclusions
following several escalating incidents on the same day. Charlotte spoke at great

length about these exclusions and their impact on the whole school:

“Other members of staff have kind of commented as well that, [whispers] “oh it’s really calm” And then
someone will say like, "Well, you know, these children aren't in school." And then you're like, [whispers]
"oh yeh. It is that" And it's, | | was talking to someone this morning who was saying, "It's amazing, how
three children, can have that much of an impact [TB: Mm hmm] on, you know, 400 odd children in the

rest of the school. And the adults and the other staff members." (2: 307-313)
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Within this interview, Charlotte appeared much more able to be in touch with her
unthinkable thoughts and to hold a more integrated view. She also made explicit links

between her own childhood experiences and her belief in the ethos of the school:

“So I-1 like find myself, comparing a lot of things, and | think that’s a lot of the reason | am, so invested
in her, because | just think like, “I know what it's like to, [TB: Mm hmm] you know, to not trust adults
and to have those inconsistencies.” And | just like | so desperately want, to be that adult, for her. [TB:
Mm hmm] Like | want her to go home, and think like you know, “Ms XXXX said that, tomorrow I'm

doing this and | believe her” (2: 615-620)

4.6.2 Links with Psychoanalytic Theory

Charlotte’s narrative contains evidence that she may have invested in an idealised
notion of her school and its ethos in order to defend against the anxiety associated
with the experience of working with children at risk of exclusion. In line with idea,
Charlottes thoughts about excluding and rejecting pupils can be seen as split off and
projected out, located in other schools that “do exclude.” In this way she may have
been able to experience herself and her school as protecting, nurturing and caring for
students whilst other schools were seen as rejecting and uncaring. In this way she
could love herself and her school but hate other schools and the possibility of taking
up her role elsewhere. In our first interview, Charlotte’s narrative erupted as an
unboundaried stream of unconnected thoughts. This may have been a reflection of
the way in which she experienced the behaviour of the child in her class, as erupting
unboundaried and uncontained, with no end in sight as exclusion was not an option.
Her description of lying in bed not wanting “today to be like tomorrow” can be seen

as an insight into her unconscious experience of the constant nature of this challenge.
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My own emotional experience, recorded in the reflexive fieldnote above, may also
reflect the school’s difficulty holding the boundaries for these children. Charlotte’s
narrative in our first interview was dominated by descriptions of her school as “non-
excluding” and other schools as “excluding.” | got a sense from her narrative that the
school organisation may itself have been identified with this split, and certainly within
the LA the school had come to be seen in this way. It may be that the burden of
receiving so many pupils at risk of exclusion, whilst at the same time juggling the
competing responsibilities of their role, resulted in splitting between themselves as
“non excluding” and other schools as “excluding.” The heightened anxiety associated
with holding the powerful projections of so many children at risk of exclusion may
also have made it difficult for the school to hold onto a more integrated view of
“exclusion,” as they had located all of the bad associated with excluding in other
schools and the good associated with not excluding in them. Being so strongly
identified with an identity that was based around the notion that “we don’t exclude”
may have prevented the organisation from thinking in a more integrated way about

demonstrating that certain behaviours are unacceptable.

At the time of the second interview, when circumstances had forced this more
integrated view to be adopted, Charlotte and other members of staff appear to have
recognised the impact this had on the “400 odd children in the rest of the school” and
“the adults and the other staff members.” That such an impact was felt to be
experienced suggests quite how powerful and overwhelming the emotional
experienced had been. During our second interview, Charlotte also revealed

significant experiences in her life that led her to align with this view. She suggested
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that she strongly identified with the child and understood her experiences, however
it although they may have shared certain common experiences, it is possible that
Charlotte projected her own experiences of childhood out onto the child and
understood the child’s behaviour in the light of these experiences. In this way, she
may have been responding to the child’s behaviour in a way that attempted to offer
or provide something for the child that herself had longed for as a child. Her
description that she “so desperately wants to be that adult” for the child can be seen

as evidence aligned with this interpretation.

4.6.3 Lizzie

Lizzie joined the teaching profession as a second career after her own children had
started school. She had been teaching for seven years and worked in a school in an
area of high deprivation. At the time of our first interview, Lizzie’s class contained
seven children presenting with challenging behaviour. Three of these were felt to be
at risk of exclusion. Below is an extract from my research diary outlining what, at the

time, | felt was quite an unusual experience of entering the school system:

SENCo at XXXX school seems very keen. She spent a good five minutes talking about a particular class
on the phone and then ran out to the field to find the teacher and asked her there and then if she
wanted to take part. She has even offered to provide cover so that the teacher can take time out of

class. If only all SENCos were this helpful!
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During our first interview, Lizzie described the violent and troubling behaviours she
had experienced during her time as a teacher. Her descriptions of behaviours were
often accompanied by comments about how often they occurred and explanations of

what the official guidance is around teachers’ responses to this behaviour:

“There were frequent incidents like that. | think it was the erm throwing the chairs at particular adults,
you know j- generally, doing that [TB: Mm hmm] erm he would err run, out, so he would run out of the,
fire exit, erm and then run across so he did that in this instant. And again, the, | think the guidelines as a
teacher is to use reasonable force where does that stop? Erm and if he’s running, to be honest, [TB:
Mm] I’'m not gonna stop him, because that’s gonna make it worse. Erm we’ve had training in erm
reasonable erm, sorry did | say reasonable support? [TB: Mm] | meant to say reasonable erm, force.” (1:

71-78)

Alongside descriptions of behaviour, Lizzie expressed her desire to understand what
the children were communicating through their behaviour. She described how much

Y AR{S

she wanted to “help,” “support” or “fix” them:

“l, genuinely feel quite sad and emp- empathetic? [TB: Mm hmm] is that a word [TB: Mm hmm] erm,
about it so, when I've dealt with one —in in a weird way | quite enjoy it that’s why | work in a school like

that erm ... | enjoy trying tooo ... ... support them? [TB: Mm hmm] To help them?” (1: 105-109)

Lizzie spoke several times about the importance of having “positive expectations,”
and how this belief drove her practice as a teacher. In our second interview this was
also linked to her own experiences at school and her experiences with her own

children:
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“So when my children have been going to school, when | went to school, | didn't have a great school
career, particularly primary, erm, it's an expectation thing [TB: Mm hmm] So if a-an adult expects a
child to come in the classroom and behave in a certain way [TB: Mm hmm] | believe that child is gonna
live up to that expectation. [TB: Mm hmm] So, very often, when there's been an issue, the last thing |
say to the child is, tomorrow is a new day. We'll start again tomorrow. [TB: Mm hmm] And when that
child walks in the classroom, | do not-- I-I try not- [TB: Mm hmm] -to expect them to misbehave.” (2:

296-306)

| was struck by how difficult it must be to hold onto positive expectations and a desire
to help in the face of such challenging behaviours and competing demands. | asked

Lizzie about this and she told me:

“Erm, there’s an element of it that | quite enjoy. Erm, some people work to live and some people live to
work and |, [laughs] [TB: Mm hmm] although I've got a family and children | really enjoy it [TB: Mm
hmm] erm somebody said to me once erm, “if you enjoy what you do you’ll never work another day
again.” And that’s how | feel erm erm, about the job but, sometimes that again that has an impact on
my, wellbeing erm [TB: Mm hmm)] if you like. | have erm, epilepsy. Erm and sometimes if I’'m over tired
erm, | have had, I've had, two fits at school. [TB: Really] Erm ... yeh but it ... | | mean | yeh, | don’t know

that its ... associated with, [TB: No] it’s just generally it’s being a teacher really.” (1: 416-424)

In both of Lizzie’s interviews she spoke negatively of OFSTED and the results driven
focus that she felt occurred in “other schools.” She spoke positively of the ethos in
her school and felt that her SENCo and headteacher understood and were

supportive:
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“If I'm honest, I-I-1'd-1'd like to think most teachers imagine teaching to be, looking after kids in-in- |
mean in-in lots of schools, it's is not--it's very results driven. It's quite, you know, erm, and we’re not like

that here at all which is quite nice.” (2: 140-143)

There was also a strong sense that those who do not work in the classroom did not
understand what it was like. This was particularly felt to be the case for “external

experts” who offer advice:

“But when, that’s easy to say when you’re not in the classroom. You know when you’re in the classroom
and you can see these children, who are behaving beautifully and folding their arms and you know
sitting like this when you ask them to and, | should think their arms get sore holding it up so often while

I’'m trying to shut the others up.” (1: 599-603)

Following our first interview | recorded the following reflective fieldnote:

| feel like that interview was a lesson in how dangerous this research might be! Lizzie seemed on edge.
She jiggled her leg constantly during the interview and for some reason | felt really nervous. | feel quite
hot and bothered. | hope my questions don’t end up pushing someone over the edge — will | be able to

pick them back up if they do?

4.6.4 Links with Psychoanalytic Theory

| found reflexive group supervision particularly useful for my thinking in relation to
Lizzie. | had left the first interview feeling quite overwhelmed and brought the
transcript and my reflections to the group. It was noted that Lizzie’s account

contained many contradictions and puzzles, such as the example provided above.
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Here Lizzie explains that she “enjoys” managing all of the challenging behaviour and
holding onto positive expectations despite also revealing that the tiredness
associated with “being a teacher” has resulted in her having two epileptic seizures at
school. The group helped me to think about how overwhelming and frightening these
experiences might have been for Lizzie, reflecting vulnerability and a total loss of
control. During the interview however Lizzie had offered this revelation in a very
matter of fact way. In line with Hollway and Jefferson’s (2013) suggestion that
participants may invest in discourses that serve a defensive function, we wondered if
Lizzie’s focus on the importance of “having positive expectations” and of “living to
work” might reflect an avoidance of her fears about losing control. We also thought
about Lizzie’s descriptions of the behaviour in her class, escalating and becoming
increasingly out of control, and how this might be mirrored in her experience of her

own health and well-being.

There was a sense that perhaps for Lizzie, aspects of her emotional experience were
too overwhelming and frightening to be thought about. Instead they may have been
split off and projected out. According to psychoanalytic theory, this defence allows
uncomfortable and unwanted feelings to be disregarded and disowned, leaving
individuals free to experience only the good and desirable feelings associated with an
experience, uncontaminated by the bad. For Lizzie, the good and desirable aspects of
her experience may have been located in her identification with an idealised notion
of the role of teacher. Lizzie spoke of how she felt teachers should be there to
understand, support and help children at risk of exclusion and gave many examples of

the time and effort she put into achieving this. She also identified the ethos of her
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school as aligned with these beliefs. By investing in these idealised narratives of what
could be achieved in her role, Lizzie was able to love and enjoy her job whilst avoiding
experiencing the more negative, painful feelings that might make her hate the job or
the children. The negative feelings were then located within other schools that were
seen as very “results driven” and did not seek to understand their children or their
behaviour. In this way, these schools could be seen as where all the aggression and

anger towards children occurred, and in turn these schools could be hated.

4.7 Accounts that Separated “Our Classroom” from “Out There”

4.7.1 Katharine

Katharine came into teaching as a second career after having her own children. She
had been teaching for seven years and worked in a school in an affluent area. At the
time of our second interview she was teaching a child at risk of exclusion in her class
for a second year, now in Year 6. A key focus for Katharine in both interviews was the
importance of her relationship with the child. She frequently spoke about the process

of building this relationship and the frustrations and rewards this involved:

“You know when you build a relationship with a child who’s, not good at relationships [TB: Mm hmm)]
then that makes you feel like you’re making a difference for him and then you put in a bit more effort,

and that, but, yeh it can be very frustrating” (1: 191-194)

Katharine spoke about how she saw her role as a teacher in both interviews. She

explained how important she felt it was to “be there” for the children whenever they
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needed her. This often involved “doing more” or “giving more” of her time. On the
day that we met for our first interview for example, Katharine had not eaten lunch as

she had been supporting the child at risk of exclusion in her class. She told me:

“But that’s, that’s what we’re here for isn’t it? | think. Well that’s what I’'m here for. For those moments
where, a child is, in need of some support ... that’s my job to do that. But yeh | can go home | go home

and think [whispers] “I haven’t sat down all day.... | haven’t had a moment.” (1: 570-574)

Katharine made links between how she saw her role, her journey into teaching and

experiences in her personal life in both interviews:

“I think that’s because I’'ve, come in later to teaching, | think. You know, erm ... because of what
happened in my personal life and because of what happened that made me reflect and change my
career [TB: Mm hmm] | think | give everything [TB: Mm hmm] and it take- it does take its toll” (1: 604-

606)

At times, as above, she was able to be in touch with how difficult this experience of
“giving everything” really was, however at other times this was more difficult. When |

asked what the impact of her experience was on her personally for example she said:

“I don’t I don’t think it has. It just, it’s part of my job. | don’t, | don’t see it has any impact on me.” (1:

342-343)

Katharine identified her classroom TA as a key ally and expressed a sense that they

worked together as a team to support and understand the child:
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“...and | do think that he sees in me, and my TA, a a a team who, are fair ... [TB: Mm hmm] who, will
support him, [TB: Mm hmm] who will talk to him, as if he’s, ... not in an aggressive way you know” (1:

205-207)

She identified other adults in the school, particularly those outside at playtime and
lunchtime, as a source of frustration. On several occasions she spoke about the
child’s behaviour being different “out there” towards other adults than it was towards

her:

“The the thing that is frustrating is that a lot of the time it doesn’t happen in the classroom.... [TB:
Mmml]. It happens outside, on the playground. It’s towards adults. .... He’s never sworn at me he’s

never been threatening to me, but is to other adults” (1: 23-26)

There was a sense that adults on the playground blamed the child at risk of exclusion
for all of the behaviour incidents that took place, and Katharine identified these
“other adults” as the source of some of the more difficult aspects of her emotional

experience:

“They basically said, "Well, it's all down to one person. It's about him." And I'm like, "What? Where is
that come from?" [TB: Mm-hmm] “How could it be one child? It just can't be just about one-one child
on the playground."” Erm, ... and | find that-- sometimes | find that hard. | find it emotionally, really

hard.” (2: 121-125)
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Following our first interview | recorded the following reflective fieldnote:

| felt very disorientated during that interview. | wanted to tell Katharine | understood how difficult it
was and to share that | had been a teacher. | also wanted to offer her support in a consultative role. |
left feeling guilty, like | shouldn’t have taken time from her if | wasn’t going to give anything back. |
think she was actually quite angry with me being there. She hadn’t even had lunch and was talking to

me at the end of the day.

During our second interview the dominant themes in Katharine’s narrative remained
the same. The child had received a fixed term exclusion for behaviour that was
directed towards her in the classroom however and she reflected on how difficult this

experience had been:

“I-I could understand why he would ... butt up against the mid-days ladies-- mid-day ladies, because he
doesn't have a relationship with them. [TB: Mm-hmm] What | couldn't understand, and I still don't
really understand, is why he did that to me? [TB: Mm-hmm. Mm-hmm] And that-that really hurt.
[laughs] [TB: Mm-hmm. Mm-hmm] When you put in so much effort [TB: Mm-hmmm. Mm-hmm] and

you stand up for him all the time” (2: 81-85)

4.7.2 Links with Psychoanalytic Theory

Across both of Katharine’s narratives, she drew a distinction between what happened
“in here” and what happened “out there.” There was a sense that her and her TA
were supporting and including the child but others were not. In this way there was
evidence of idealisation and denigration in the split between herself and her TA in the

classroom and those outside of the classroom. From a psychoanalytic perspective, by

120




121

identifying with an idealised notion of her role as teacher, Katharine was able to
experience the positive, nurturing aspects of her experience but is split off from the
more negative feelings such as aggression, resentment or hatred towards the child
that are seen as existing in others. This also allows her to hold onto her view of the

child as “vulnerable” and in need of “more support” to be able to offer this support.

Katharine made reference to the personal experiences in her life that had led her to
feel she needed to “give everything” and to value the importance of building
relationships with the children in her class. It may be that these aspects of Katharine’s
biography mobilised her to respond to the unconscious projections of the child in
their relationship. In this way she may have experienced a feeling that “he needs
more,” and she perhaps experiences feelings of guilt if she does not offer “more.” Her
experience of these kinds of projections may therefore be related to my own

experience of feeling a sense of guilt after our first interview.

4.7.3 Emma

Emma had worked as a TA in her current school for five years before she trained as a
teacher there. She had been teaching for two years at the time of our interviews.
Emma’s school was located in a relatively affluent area and she had one child at risk
of exclusion in her Year 1 class. Emma was pregnant and preparing to go on maternity
leave at the time of our interviews. Below is a reflexive fieldnote recorded after my

first meeting with Emma:
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I met with Emma today for the first time and discovered she is heavily pregnant. | felt a huge rush of

guilt and fear that | should not be asking her to take part in this research. | don’t know why the SENCo
didn’t mention to me that she was pregnant! Her and her TA were tidying the classroom at the end of
the day and they made me feel very welcome. | think it is actually OK because they both seemed warm

and open to the idea. | will go back next week for the first interview.

Emma spoke in a very calm and carefully articulated way throughout both of our
interviews. Her narrative was dominated by the success and progress the child had
made but this was balanced against her experience of his “unpredictability” and her

sense that she could not be “complacent:”

“My only concern is you don’t want to become complacent about it, because as well, his behaviour is
quite unpredictable. So even though we can map where he gets anxious throughout the day ... erm, he
can literally be laughing one minute, and then the next minute he could be in the biggest rage.” (1: 371-

374)

In the first interview, Emma described the child’s behaviours using words such as
“threatening,” “targeting,” and “attacking,” but these words appeared to be cut off
from their emotional connotations of fear or aggression. They were also often

mentioned alongside statements about the “lovely” side to him that she had seen:

“They don’t see him by himself they don’t see, erm ... how lovely he can be [laughs]. [TB: Mm hmm]
And, some children, | mean when he, he tends to sort of choose a child to target for the day and that
becomes like his obsession. Erm so there are certain children that | think, are more vulnerable than

others to be, his target [laughs].” (1: 66-70)
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There was a sense that other adults in the school were scared of the child and other
adults in the judged him negatively. Although at times Emma was able to recognise
these feelings in herself, she most often focussed on the positive aspects of her

relationship with the child:

“It sounds really awful to say but some of the children are really scared of him. [TB: Mm hmm mm
hmm] Erm and | think, if I’'m being honest, some of the staff are too. [TB: Mm hmm] Erm, ... but, yeh

one on one he’s wonderful.” (1: 54-56)

Emma described her personal values and beliefs as a teacher. She spoke of how
important it was for her to “give the child a chance” and she identified her TA as a key

ally in supporting her to do this:

“You hear a lot of things [laughing] erm ... about a certain child before you have them in your class and
I've always taken the opinion, actually let’s see what they’re like because actually Reception, to Year 1

is a huge journey” (1: 182-185)

In her second interview Emma linked her own experience of school, and her feeling
that she had a negative reputation among the teachers, with her own ethos as a

teacher:

“I think people didn't really like me [laughs] like the teachers took a bit of a disliking to me. And you can
tell as a child if someone doesn’t like you. [TB: Mm-hmm] Erm, you can tell that you know, if your
teacher doesn't like you or not. Erm, | think maybe that has influenced the way that | am in the fact that

I have all my children know that I like all of them and, treat them all the same” (2: 329-332)
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In the second interview, shortly before she was to be leaving for maternity leave,
Emma was also more able to be in touch with her feelings of fear in relation to the

child:

“I was made aware that he, erm, he's- he's got a baby brother, and when his mum was pregnant he
erm, he- he attacked her. Erm, because he understood that there was a baby inside of her and he knew
that he could hurt, the baby so, when | read that, | kinda got a bit like, "Oh my goodness, like that

sounds terrifying.”” (2: 134-137).

A reflexive fieldnote from the data analysis stage of the process is offered below:

Listening back to Emma’s first interview, | was repeatedly struck by an image of a victim of domestic

abuse. | found this thought very uncomfortable and difficult to think about. It is difficult to write down.

4.7.4 Links with Psychoanalytic Theory

Hollway and Jefferson (2013) suggest that emotional links and unconscious defences
become apparent when we attend to the “whole” of a participant’s data. In the case
of Emma, a particular pattern of response was repeated several times within our first
interview. | feel it is this pattern that may have led to the emotional response in
myself that is outlined above in a reflexive fieldnote. It was noticeable that Emma
frequently described violent or intimidating aspects of the child’s behaviour with a
quiet, nervous laugh, and then followed these descriptions with an explanation of
how “lovely” or “wonderful” the child could be one to one. She explained that

“others” feel scared of the child, but she and her TA were determined to “give him a
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chance.” Alongside these explanations however, Emma also returned frequently to
his “unpredictability” and her experience of seeing his face “change.” There was a

sense that, despite the success she had experienced, she could not be “complacent.”

From a psychoanalytic perspective, it is possible to suggest that the way in which
Emma views her role as teacher, to give the child “a chance” and to “treat all children
the same,” serves a defensive function. It is likely that, at times, it was very difficult
for her to be in touch with feelings of fear or vulnerability that may have been evoked
by acknowledging the aggressive or intimidating side of the child. These feelings of
fear and vulnerability may therefore have been split off and projected out onto
“others.” It is also likely that her investment in these ideas around the role of a
teacher are greatly influenced by her own experiences of school. In this way she may
be unconsciously identified with the child, projecting her own feelings and
experiences of school onto him, and then attempting to repair these feelings and
experiences through her actions towards the child. In this way she may be seeking to

provide him with an experience of feeling “liked” that she feels she did not have.

By the time of the second interview, the child had made significant progress and
Emma was days away from going on maternity leave. In this context she was much
more able to identify with feeling “terrified” when she first had thought about
teaching the child, and also revealed a further significant factor that may have
affected the defences she initially engaged. Emma described reading that the child
had tried to harm his mother’s unborn baby. My own response to this fact, and to

Emma’s pregnancy more generally, is likely to have been significantly affected by my
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recent experience of being pregnant myself. | was very aware during my pregnancy
how much more difficult it would have been if | had still been in my previous role as a
teacher. It is therefore likely that | projected some of my own feelings, those that |

assumed | would have had if | had continued as a teacher, onto Emma.

| also feel that Emma’s pregnancy was, on the one hand, very present and apparent
but, on the other hand, completely ignored. It was not viewed as significant enough
to be mentioned to me by the SENCo for example, and it was not deemed significant
enough for the school to decide that Emma should not take on a class with a child
who had been violent to members of staff in his previous class and previous school
setting. It is possible that at an organisational level, an acknowledgement of Emma’s

pregnancy and vulnerability was also being defended against.

4.8 An Account that Separated “Our Relationship” from “Others”

4.8.1 Jenny

Jenny worked in a school in an area of high deprivation and had been teaching for
five years. She had one child at risk of exclusion in her class who she was now
teaching a second year. She explained that she had always wanted to be a teacher
and completed a course in “Child Development” straight after leaving school. She
then had her own three children before completing her teacher training qualification.

Below is a reflexive fieldnote reflecting my experience of meeting Jenny:
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| waited for 10/15 minutes, watching all the toing and froing. Many people rushed past but no one
offered a nod or smile. It was strange, as if they didn’t want to notice that | was sitting waiting. After
what seemed like ages Jenny appeared. She was dressed in tracksuit bottoms and a sweatshirt and |
had assumed that she was a TA. | was surprised and embarrassed by my assumption when she

introduced herself.

During our interview, Jenny focussed a great deal on the strength of her relationship
with the child at risk of exclusion in her class. She explained that she understood him
better than other adults in the school and spoke about how difficult it had been for

her to take a step back and allow others to deal with him more this year:

“Although he’s part of my class, he has a one to one, he has that support so | can’t do anything to help
him and, that stresses me out because | know him so well, | know his triggers and his points and | just
wanna help him ... but | can’t because | have to teach so, | find that stressful that | can see something
happening and | can’t get out there and | can see his stress and his worry sometimes and that stresses

me out a little bit.” (21-26)

Jenny felt that others in the school judged the child in her class negatively. She
explained many times that she felt she needed to “protect” and “defend” him from
these negative judgements, and even expressed a feeling that these judgements

extended to her:

“You know and | tend to find when | walk into a room, if they’re talking about him then they’ll stop. [TB:
Mm] And I’'m like “if you wanna talk about him, talk about him. He’s not my child. If you wanna know

something, | will tell you to a certain degree ... but because of what you’ve heard you’re all now judging
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him” and | therefore feel that they’re judging me [TB: Mm hmm] d’you know what | mean? Does that

make sense?” (301-311)

Jenny’s concerns about the child were frequently voiced in the interview and there
was a strong sense that she found it difficult to switch off from the child and her

concerns about him:

“He’s always in my head, always in my mind. ... And I try and switch off but then like mum will come
and tell me something and I'll be like “oh no, that’s not a good thing.” And then | worry more.” (109-

111)

In her pen portrait Jenny explained that she had a son with SEN. She told me that she
felt her experience with her son informed much of her work with children with SEN.
In relation to the child at risk of exclusion in her class, Jenny made reference to
feeling “like a mum” to him several times. When describing how she was able to
manage his behaviour in school Jenny also related this to her experience of being a

mother:

“I got cross with him. | used my mother voice [TB: Mm hmm] erm, and | told him to get down. And |
think at the- he did it. But | had to go quite hard like, proper, cross mother you know, that kind of when
you’ve been full named or middle named, you know that kind of tone your mother gives you [both

laugh] you know, erm. And | think from that point he knew, that he’d pushed me too far.” (404-407)

Midway through the interview Jenny appeared to be surprised by the strength of her

own thoughts about the child:
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“And sometimes | like stand there and watch him to see how he reacts with them, but he treats them
differently to how he treats me. So | still kind of feel like he would always come back to me. So that’s
made it easier [TB: Mm hmm mm hmm] for him to go off, somewhere else- it’s really weird | sound like

I’'m [TB: No, no] obsessed with him.” (138-141)

At this point she seemed to try and take a step back from talking about the intensity
of her relationship with the child, however the focus soon shifted to the intensity of
her relationship with the child’s mother. There was a sense that Jenny understood
and identified with his mother to some extent and she mentioned on a number of

occasions that others did not understand or want to support her:

“But sometimes it’s very difficult when we’re having a meeting and she doesn’t agree with something
and then, she looks at me and I’m on this side of the table and she’s on that side of the table [TB: Mm]
and I’'m like well, I agree with mum, and | agree with the school. But | have to follow, the school.” (235-

239)

Below is a reflexive fieldnote recorded after my interview with Jenny:

A very intense interview — | think | felt quite frightened some of the time when Jenny was talking. She
kept asking “do you know what | mean?” and “does that make sense?” and | felt | had to really
attentively agree or | don’t know what would have happened! | have left feeling speechless. | can’t

really describe how | feel.

Many attempts were made to arrange a second interview with Jenny. | repeatedly
called the school and left messages for Jenny or her SENCo to get back to me,

however these were never returned. After many weeks of trying | felt the lack of
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response had to be understood as a communication that Jenny did not wish to take

part in a second interview.

4.8.2 Links with Psychoanalytic Theory

My interview with Jenny left the greatest impact on myself as researcher. | found
myself thinking about her many times in the days that followed but, as reflected in
the fieldnote above, | was unable to put into words exactly what | was thinking or
feeling. Support from the supervision group to explore my own emotional responses
alongside Jenny’s transcripts helped me to come to understand these experiences
further. Jenny’s account, in comparison to the other five participants, showed much
less ambivalence. In psychoanalytic terms, her experiences were much more
fragmented and split. There was a sense that her relationship with the child was good
and she was able to understand, help and support him, however others judged the
child negatively and did not understand him. Although at times Jenny was able to
think about the child and significant others in a more integrated way, these divisions

and splits were reiterated many times.

Looking through the interview transcripts, the group were struck by how many times
Jenny referred to feeling like “a mum” towards the child. She also frequently made
reference to mothering and raising children, describing how she used her “mother
voice” with the child and “full named” him for example. We also thought about my
experience of Jenny, as presented in the reflexive fieldnote above, and also my

subjective impressions more generally. | described how she had a working-class
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accent and lived locally within the community for example. These factors made the
group think about different constructions of behaviour, and the differences between
working class and middle class parenting. It was suggested that perhaps Jenny’s
background and her personal experiences, having a son with SEN, led her to identify
with the family’s struggles and seek to support them. Jenny’s description of feeling
torn between which “side of the table” she is on in meetings with the child’s mother

and school can be seen as further evidence of this interpretation.

There is also evidence in Jenny’s narrative that the strength of her feelings towards
the child in her class take her by surprise. She describes how she likes to “stand there
and watch him to see how he reacts with them” and explains that she knows he
would “always come back to me.” These phrases felt incredibly poignant and
reminded me of my own feelings watching my daughter interact with other adults
when she first started nursery. Jenny seems to recognise that her descriptions are
outside of the traditional discourses used in teaching and remarks “it’s really weird, |
sound like I’'m obsessed with him.” It was almost as if, in making these comments,

Jenny revealed the true depth of her feelings for the child to herself
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4.9 An Account that Separated the “Children at Risk of Exclusion” from the “Others”

4.9.1 Naina

Naina joined the teaching profession as a second career after facing redundancy in
her previous job. She had been teaching for three years at the time of our interview
and worked in a school in an area of high deprivation. At the time of our interview
Naina’s class contained two children who were at risk of exclusion. She was teaching
this class for a second time, having previously taught them a year and a half ago at
the end of her NQT year. Below is an extract from my reflexive fieldnotes recounting

my experience of entering Naina’s school system:

The SENCo at XXXX school wanted to meet with me before talking to any of her teachers. She spent 30
minutes telling me about the challenges her school faced with children at risk of exclusion and said she
would provide cover for teachers to take part in my research. It took several weeks of repeated phone

calls trying to get the SENCo to respond to actually organise a date for this interview with Naina. When
I turned up | found out the time | was given was actually her planning time! No cover had been offered

or even mentioned.

During our interview, Naina frequently expressed feelings of “failure” and uncertainty
about whether she had done “the right thing” when dealing with the children at risk
of exclusion in her class. Alongside these statements she also often explained that she

understood it was not her fault and that she had done all she could:
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“He’s an autistic boy and he erm, pretty much out of the blue, attacked another, a little girl in my class.
So it was the failure to not keep her safe, from that, [TB: Mm hmm] erm and also ... that that happened
in my class anyway. And I, | know in my head that | couldn’t have done anything else in that situation
[TB: Mm hmm] it all happened so quick [TB: Mm hmm] erm, because, he he has a fixation on this
particular girl and so I've moved him around so he doesn’t, see her, he’s got his back to to her at all

times... so it’s just that could | have done anything more, for her for her safety.” (18-25)

Naina explained several times that she felt her main responsibility was to the majority
of children in her class. There was a sense that the behaviour of the children at risk of
exclusion was the responsibility of “others,” more senior than her, who were based

outside of the classroom:

“I still have, these children, that | need to kind of [TB: Mm hmm] make sure that they’re doing what
they’re doing because, they’re being absolutely fine you know. [TB: Mm hmm] You can’t stop their
learning because of, another child. [TB: Mm] So you have to, again, ... compartmentalise | think. “Well
I’'m here for the majority of those children who want to be there, and therefore | need to carry on with
that... but making sure I’'ve made the right decision to call the right people, to deal with then the other

child” (133-139)

There was also some focus for Naina on the process of exclusion, and feeling

“accountable” for her decisions in relation to any exclusions:

“I suppose for a child to, to to eventually get to a point where it’s a permanent exclusion—I mean |
don’t know how these things work in schools, but I’'m assuming that everything has to have been put in
place, to show that you’ve supported a child as much as they can [TB: Mm hmm] and yet that
behaviour continues or persists or whatever else and you’re then making a case to to then, permanently

exclude ... which is not then contestable in anyway. Soo ... you—I you know you hope that whatever
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you’ve done as the teacher is is correct and is, you know, all of that because what are, your actions

could be called into question as well, | suppose.” (289-297)

Naina spoke about seeking reassurance from colleagues in terms of knowing she had
done “the right thing,” however there was a sense that there was little space or time

for discussion during the school day:

“So you don’t really have so it’s almost-- it’s just talking through what’s happened, so you’ve got it
straight in your head, what’s happened and it’s just kind of | think offloading [TB: Mm hmm] but not
necessarily receiving any, support back. And | don’t expect that support back — going back to what |

said, everyone’s busy — but | think it’s just for me sometimes just to kind of say it to somebody.” (62-66)

Towards the end of the interview, Naina was able to speak more openly about her
emotional experience in relation to working with children at risk of exclusion, and

linked this to her beliefs and values about education:

“I suppose if I’'m being completely honest you feel annoyed by the situation in the first place. That, you
know we’re all, you know education is is it’s a gift isn’t it? For, lots of countries you have to pay to be

educated and [TB: Mm hmm] we’re here, where it’s free.” (153-156)

Below is a reflective fieldnote | recorded after the interview had taken place:

| found that interview very uncomfortable and felt really unwelcome. | felt like | was very much
intruding - even the office staff made me feel | shouldn’t be there. I’'m not sure Naina really wanted to
talk about her experience and | found myself hurrying through the interview trying to get to the end. It

was the shortest interview so far.
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After several weeks of attempting to contact Naina or her SENCo to arrange a follow
up interview, Naina explained that she was too busy and declined to take partin a

second interview.

4.9.2 Links with Psychoanalytic Theory

Naina’s account of her emotional experience differed from the accounts offered by
other participants in a number of ways. Not only was it shorter, and the opportunity
to take part in a second interview declined, there was also a sense that it felt much
more difficult for Naina to think about her emotional experience. This was
communicated verbally, in the way in which she frequently started responses to
questions by stating “/ don’t know.” It was also communicated emotionally, through
my intersubjective experience of the interview. Feeling that | was “unwelcome” and
“intruding” may well have been linked to the interview taking place in Naina’s
planning time, but | also feel it may have been reflective of something operating at a
more systemic level. The SENCo at Naina’s school appeared to be under immense
pressure and, as detailed in my reflexive fieldnotes, offloaded to me at great length
about the school’s difficulties with pupils at risk of exclusion. Although she stated that
she valued staff having the opportunity to reflect on their experiences, she then
arranged for my interview with Naina to take place in Naina’s planning time, placing

an additional burden on her rather than providing a space to think.

This “offloading” without the capacity for thinking or reflection also appears to have

been mirrored in the broader staff group at Naina’s school. When referring to
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colleagues for example, Naina explains that support takes the form of “offloading but
not necessarily receiving any support back.” Naina herself also appears to have little
space for thinking about the emotional experiences of the children at risk of exclusion
in her class. Her response to the child having a “fixation” with a particular girl for
example was to “move him around so he doesn’t see her.” In comparison to the
narratives offered by other participants, Naina was much less invested in discourses
relating to understanding or supporting children at risk of exclusion. Instead there
was much greater investment in discourses related to education as “a gift” and the

teacher’s role as “to be there for the others that want to learn.”

From a psychoanalytic perspective, this investment can be seen as an unconscious
defence against anxiety. By splitting the children into those that want to learn and are
therefore deserving of the teacher’s efforts, and those that do not want to learn and
are therefore not deserving, it is possible to reject any unwelcome feelings of guilt,
failure or incompetence that might be experienced in relation to working with these
children. Instead, the positive, rewarding and fulfilling aspects of the teacher’s role
can be enjoyed, uncontaminated by these anxiety provoking elements. It could also
be argued that splitting the children in this way allowed Naina’s own vulnerability to
be split off and projected out onto the “little girl” who was seen as the vulnerable
victim of the child at risk of exclusion who “attacked” her. These terms were used

when describing this incident on several occasions in the interview.

In terms of my own response to this interview, it is relevant to note that the process

of engaging in self-reflection was extremely useful in recognising and feeling
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compassion for Naina’s experiences and choices. Naina identified her cultural
background as “Indian” and | feel this difference between us may have been
significant. She brought to her role a more global perspective on education,
identifying that in many countries, education is not free. The discourses in which she
invested therefore served a defensive function but were also deeply influenced by

her own childhood experiences.

4.10 Chapter Summary

This chapter has explored the findings of this study. Two main themes of “knowing
versus not knowing” and “us versus them” were identified at the initial stage of data
analysis. A psychoanalytic lens was then applied to all of the data for each
participants and a psycho-social interpretation of participants’ experiences has been
offered from this second stage of analysis. These findings will be discussed in further

detail in the next chapter.
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5.0 Discussion

5.1 Chapter Introduction

In this final chapter, the findings of this study are reflected upon in light of the
research question, aims and purpose. A summary of the key findings is offered before
a more detailed exploration of their relevance to teachers, young people and the
process of exclusion itself is provided. Further links with psychoanalytic theory are
drawn, and the implications of these for the EP profession are considered.
Recommendations for future research are offered in light of these implications. An
evaluation of the strengths and limitations of this study is provided before finally

concluding with a discussion of the impact and importance of this research.

5.2 Summary of Findings

The findings of this study suggest that, for all participants, there was a significant
emotional impact associated with working with a child at risk of exclusion. There was
evidence that teachers’ emotional experiences had a negative impact on their
personal and professional lives as well as on their own wellbeing. Many participants
frequently gave up their lunchtimes for example, worked long hours outside of school
and found it difficult to switch off from thinking about their students both whilst
teaching and when at home. These findings are similar to those of previous studies
reported in the literature review, which found that teachers often reported working

hard to fulfil the needs of their students without attending to their own emotional
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needs (Nyree Edwards, 2016; Broomhead, 2013). This has important implications for
those offering support to teachers and for schools working with children at risk of
exclusion. It suggests that a focus on teachers’ own emotional well-being is likely to
be vitally important if schools are to reduce rates of exclusion and to support their

most vulnerable pupils.

The main theme to emerge from this study (“Knowing vs Not Knowing”) can be seen
to reflect the uncertainty that dominated the emotional experience conveyed by all
participants. They described “not knowing” why children behaved in the way they
did, or why their behaviour changed so quickly for example. They attempted to
understand and offer explanations for these things in light of information that was
available to them. In this way they conveyed an experience in which they were
constantly attempting to make sense of things that had happened and of their
relationship with the child. Participants also described feeling that they needed to be
“hypervigilant,” not knowing what would happen throughout the day or what they
should do in response to incidents that did occur. Following an incident, participants
spoke about not knowing if they had done the “right thing,” and in light of their
experiences described trying to plan ahead and prepare for future difficulties. There
was great uncertainty expressed by all participants in relation to how best to balance
the competing responsibilities associated with their role. Their responsibility to the
child at risk of exclusion for example was often weighed up against their responsibility
to the other children in their classes. In this way they spoke about knowing that they

should ensure all children in their classes were making academic progress and were
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safe, but often expressed feeling unsure how they should achieve this alongside

meeting their responsibility to nurture and include the child at risk of exclusion.

These experiences led to participants expressing ambivalent emotions. On the one
hand they described feeling “frustrated,” “upset,” “tired” and “worried,” whilst on
the other hand they spoke of the great “reward,” “enjoyment” and “achievement”
they experienced through their work with children at risk of exclusion. Often
participants dismissed the negative aspects of their experiences or they attempted to
focus on the positives and the progress the child had made. By utilising a psycho-
social methodology, it has been possible to apply a psychoanalytic lens to
participants’ narratives and to my own experiences as interviewer. The discussion
offered in this chapter explores this application further. It is suggested that, at times,
aspects of participants’ emotional experiences were too overwhelming and difficult
for them to think about. At these times, there is evidence to suggest that they
engaged unconscious defence mechanisms to protect and hold onto the “good” parts

of their experiences and defend them from the “bad.”

The second main theme to emerge from this study (“Us vs Them”) can be seen as a
manifestation of this. In this way, the findings of this study suggest that the emotional
experience of working with a child at risk of exclusion was associated with a great
deal of anxiety that, at times, made it difficult for participants to hold onto an
integrated view of their thoughts and feelings. This has important implications for

understanding the way in which teachers, students and whole school systems
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themselves may respond to children at risk of exclusion. These implications will be

discussed throughout this chapter.

A further important finding of this study was that each participant’s emotional
experience differed. There was evidence that the way in which unconscious defences
were mobilised by each participant influenced these different experiences. In line
with the psycho-social methodology employed in this study, it is argued that
participants’ accounts showed evidence of investment in particular discourses around
the nature of their role when working with children at risk of exclusion. It is
hypothesised that these investments were influenced by their own inner conflicts and
personal biographies and served a defensive function. Many of the participants
showed investment in idealised discourses around the role of the teacher. These
discourses supported their emotional experience being one in which they felt they
should “do more” and “give more.” These individual differences between

participants’ emotional experiences will also be discussed further within this chapter.

These individual differences, and the emotions conveyed by teachers as part of their
emotional experience, offer important insight into the way in which participants in
this study experienced their relationships with the students at risk of exclusion in
their classes. These emotional experiences are also likely to have impacted on the
way in which the students may have experienced their relationships with these
teachers. The findings of this study suggest that, for many participants, their

IH

relationships with these students were incredibly “powerful” and “intense.” They

conveyed an experience that was, at times, overwhelming and uncontrollable. The
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difficulties experienced by participants “switching off” from thinking about the
children for example can be seen as evidence of this. In this way, it is argued that
powerful unconscious emotional experiences remained without words, despite
exerting great influence over how participants experienced their work with children
at risk of exclusion. These unacknowledged, unconscious pulls on participants’ inner
resources are likely to have had a negative impact on their own well-being and
mental health. A key role for professionals working with teachers of children who are
at risk of exclusion may therefore be helping them to think about and to better
understand their own emotional experiences. This will be discussed further within the

“Implications” section of this chapter.

5.3 A Fragmented Experience: Us vs Them

The findings of this study suggest that a heightened state of anxiety formed a key part
of the emotional experience of working with a child at risk of exclusion for all
participants. As previously discussed, all participants spoke about the uncertainty
they experienced as part of their work with children at risk of exclusion. These
experiences were captured within the main theme to emerge from this study — that
of “Knowing vs Not Knowing.” Klein (1946) suggests that, at times of heightened
anxiety, we all have a tendency to move towards a more split, “paranoid-schizoid,”
state of mind. She proposed that in this state of mind we may separate off and
project out the thoughts and feelings that are most difficult for us to bear and locate
these elsewhere. This allows the good parts of an experience to be enjoyed,

uncontaminated by the bad.
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The second theme to emerge from the findings of this study — “Us vs Them” — can be
seen as in line with this kind of unconscious splitting. A key finding that was captured
as part of this theme was the tendency among all participants to divide significant
others into those they felt were aligned with them and were supportive, and those
they felt were against them and unsupportive. The “good” aspects of many of the
participants’ experiences were in this way located within their relationships with
supportive others and within their relationships with the children at risk of exclusion.
Their relationships with unsupportive others were conversely seen as the source of
many of their “bad” emotional experiences. Although, at times, all participants were
able to hold onto a more integrated view, participants’ emotional experiences of their

work were often reported in quite a polarised and fragmented way.

This polarisation led many participants to feel that they needed to “defend,”
“protect,” or “fight for” the children at risk of exclusion in their classes against those
identified as unsupportive others. Within this context, there was a sense that they
“understood” and “knew” the child whereas others “did not understand” and “did
not know” the child. In this way they may have been defending against the
uncertainty previously described, that formed a fundamental part of their emotional
experience. By splitting this off and locating it in others it may have been possible for
them to rid themselves of this part of their emotional experience. It is possible to
suggest that, in line with psychoanalytic theory, this split also allowed feelings of love,
success, strength and hope to be associated with their relationship with the child and

to be held onto and enjoyed. At the same time, more negative emotions such as hate,
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anger, vulnerability and guilt could be directed out towards those identified as

unsupportive, unknowing others.

This finding is important and highly relevant to our understanding of teachers’
emotional experiences when working with children at risk of exclusion. It suggests
that, at times, the emotions they experience may be too overwhelming or anxiety
provoking to be in touch with. The immense pressures and competing demands
associated with their role may make it difficult for them to hold onto an integrated
view of their experiences. This in turn may impact on their relationships with others,
their relationship with the child at risk of exclusion in their class and on their ability to
respond in a reasoned and thoughtful way. Instead their responses may, at times, be
influenced by a polarised or fragmented state of mind. This finding is also important
for understanding how whole school systems may experience and respond to
students at risk of exclusion within their settings. This is reflected upon below, before
a closer examination of individual participants