An Inquiry into the Perceptions and Experiences of Primary Trainee Teachers of Looked After Children, and the Implications for Training and Continuing Professional Development.
A thesis submitted for the degree of

Doctor of Education
By

Sarah Alix

Department of Education
College of Business, Arts and Social Sciences

Brunel University
March 2015
Conferences
· Brunel staff/student conference, 2012, 2013.
· A Child’s World Conference, Aberystwyth University, 2013.
· Two abstracts accepted for BERA 2013.
· Teaching and Learning Research Conference, Anglia Ruskin University, 2013.
· Children and Childhoods Conference, UCS, 2013 (Two poster presentations).
· Faculty of Health, Social Care and Education (FHSCE) Research Conference, Anglia Ruskin University, 2014.
· Abstract accepted for Children and Childhoods Conference, UCS, July 2015

Papers in Preparation
· Paper in preparation with Dr Andrew Green and Dr Deborah Jones; ‘Looked After Children and Education: A Review of the Literature’. To be submitted to Teaching and Teacher Education Journal.
· Paper in preparation with Dr Andrew Green and Dr Deborah Jones; ‘Looked After Children: An Inquiry into trainee Primary Teachers' Perceptions and Experiences and Implications for Training and Continuing Professional Development’. To be submitted to Teaching and Teacher Education Journal.
· Paper in preparation with Professor Mike Watts; ‘Cared for Research on Looked After Children’.
Abstract

This thesis examines the perspectives and experiences of primary Initial Teacher Education (ITE) trainee teachers, of working with Looked After Children (LAC), and the implications for training and Continuing Professional Development (CPD). The thesis is within the interpretivist paradigm, using a Grounded Theory Methodological approach. The research was carried out in one post-1992 English university, with trainee teachers on a three year undergraduate BA (Honours) Education teacher training route, and a one-year Post Graduate Certificate in Education (PGCE) route. Feedback was sought from wider organisations and professionals working directly with LAC.

LAC continue to underperform academically in comparison to their peers, and for decades have been let down by systems and support, with many entering the criminal justice system at an early age. This study examines trainee teachers’ perspectives to conclude how specific training can support teachers and in turn impact on LAC. The thesis draws out four main themes from the trainees: the negative impact of previous experience on trainee values and beliefs towards LAC as they enter ITE; the positive and negative perceptions and experiences of trainees in relation to collaborative working; the negative perceptions and experiences of trainees in relation to the behaviour and learning needs of LAC; and trainees’ and mentors’ lack of knowledge in relation to LAC. The study concludes that trainees and mentors have a lack of knowledge and skills on how to support LAC in five key areas; policy and legislation, challenging negative perceptions, emotional well-being and supportive strategies, administrative knowledge, and collaborative working. A training model to support ITE and CPD is developed, gaining feedback from key organisations and professionals working with LAC.
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Chapter 1

Structure of Thesis
1.1 Introduction
This thesis presents the experiences and perspectives of trainee teachers of working with Looked After Children (LAC). In Phase One, the research examines the perspectives and experiences of Initial Teacher Education (ITE) trainees, prior to their ITE training programme, and those they subsequently develop during the process of their training. The trainees studied either on a three-year undergraduate programme, or a one-year postgraduate programme, leading to Qualified Teacher Status (QTS). In Phase Two of the research, feedback on potential training models is taken from organisations and professionals working with LAC. The thesis continues to look at ways forward with ITE training programme development, and furthermore, through Continuing Professional Development (CPD). This thesis sets the context within the institution in which the research takes place (the Institution Focused Study (IFS), presented here as Chapter Two), and policy development and research (the Literature Review, Chapter Three). The rationale for the thesis, the terminology used throughout, the structure of the thesis, and the research question are presented within this initial chapter. 
1.2 Context and purpose of the study

This research has been prompted by my own professional interest and research development in the following area. There are approximately 11.5 million children in the United Kingdom (UK). Currently there are 68,840 children of school age that have been ‘looked after’ for 12 months or more (DfE, 2014). This is an increase of 17 per cent since 2009. However, it is less than one per cent of all children that are in care. Of these, 67 per cent had one foster home placement during the 12 month period, 22 per cent had two placements, and 11 per cent had three or more placements. This equates to just a few children in each school that are LAC at any one time. The question is raised as to why focus on these children? 

Professionals such as teachers and social workers recognise inclusion to incorporate Special Educational Needs and Disabilities (SEN-D), and English as an Additional language (EAL). The additional needs of LAC must also be recognised and supported. More than a third of LAC will end up Not in Education, Employment, or Training (NEET) on leaving school. The long term impact on these children can be seen in the criminal justice system: Less than one per cent of all children are LAC, yet LAC make up approximately 38 per cent of children in custody, with 24 per cent of the adult prison population being in care prior to entering the system, and over 70 per cent of sex workers have previously been in care (Centre for Social Justice, 2014). These are striking statistics which demonstrate that life chances are poor for LAC. Although there are many factors contributing to the outcomes, those that achieve higher educational outcomes are less likely to become part of the criminal justice system. These children are more likely to go on to succeed by establishing family and work lives and careers (Happer, McCreadie, and Aldgate, 2006). Jackson and Cameron (2012) assert that:
“People who have been in out-of-home care as children are at high risk of social exclusion as adults. Longitudinal research suggests that this is closely linked to their low level of educational attainment.”   (Jackson and Cameron 2012: 1107)

The National statistics released in December 2014 for LAC (DfE, 2014) identify that children who have been looked after continuously for 12 months achieve the following: Those gaining five A*-C grades at General Certificate in Secondary Education (GCSE) are 12 per cent. For all children this is 40.1 percentage points higher. Direct comparisons cannot be made to the previous year due to reforms in the way in which statistical data is used. However, previously from 2012 to 2013 the attainment gap remained the same. 
This study recognises the importance of LAC within our population and examines the particular area of LAC and education. Through researching experiences and perceptions of trainee teachers, valuable insight is gained into providing training for professionals in key areas, which will potentially contribute to the impact on supporting outcomes for LAC.

1.3 Institutional context

The institution within this study is a post-1992 English university with a student population of 31,000, dedicated to the education of a range of disciplines including business, health, social care, law, and education. The research is focused in the Faculty of Health, Social Care, and Education (FHSCE) and within the Department of Education. The courses delivered within the Department include educational studies, early-years’ education, on-line degrees, masters’ programmes, doctoral research, and teacher training for both the primary and secondary sector. Further institutional contextual information is provided in Chapter Two, the IFS.

1.4 Personal context 

I completed my honours degree (in Psychology) with the Open University whilst raising my own children, then advanced to undertake a Postgraduate Certificate in Education (PGCE) for the primary age range. I worked for several years as a primary school teacher across Key Stages One and Two (5-11 years), also completing a Masters in Education at a local university part time. During this period I worked with several ‘Looked After Children’ (LAC) in my own classrooms, facing a variety of daily challenges and experiences with them.

I progressed to working for the Local Authority (LA) as an advisor for children with Behavioural, Emotional, and Social Difficulties (BESD), working across 16 primary schools, two secondary schools, and a special needs school, within a set geographical area. I undertook work on a case load basis of approximately 30 cases at one time. This role included working with children that were at risk of being permanently excluded from school, supporting head teachers, teachers, teaching assistants, and carrying out whole school training and reviews. Approximately one third of my case load was working with LAC. It was during this time that I embarked upon the Professional Education Doctorate (EdD), wanting to pursue the area of LAC and Education. 
After this, I was employed with my present employer (for nearly six years), working for a university as a senior lecturer delivering ITE training for trainee primary school teachers. After a year I took on the role of Postgraduate Course Leader, alongside continuing to teach on the undergraduate programme, and recently have taken up the position as a Course Group Leader, overseeing the range of Education courses. As my time on the EdD continued, my research area progressed with reflection on my own time within the classroom as an inexperienced teacher working with LAC, through my professional and supporting role with the LA, to my current work with trainee teachers and students studying wider education courses. 
1.5 Theoretical context

This journey started with the structured approach of the EdD, over six years ago. The first element consisted of four portfolio items, the first examining research papers within the topic of interest, with a particular focus on philosophical issues. This began the wider theoretical reading in the field of LAC. The second portfolio item consisted of experiencing data collection through chosen methods at this level. I undertook data collection both quantitatively, through a questionnaire carried out with LAC using a likert scale, and qualitatively through a focus group with multi-agency professionals working with LAC. The third portfolio item analysed the quantitative data, using univariate, bivariate, and multivariate techniques (Mertens, 2005; Robson, 2002), and the use of SPSS as a data handling package.  Qualitative data analysis was carried out using NVIVO as a data package for the focus group. I carried out the transcription of the focus group and analysed this through a thematic data reduction method. This provided the foundations and understanding of the chosen method, which was then developed further within the Grounded Theory Methodology (GTM) approach for the discussion forum and interviews within this thesis. 
I have received the opportunity and experience through the EdD to explore different paradigms and methodologies. This has led to the development of an appropriate paradigm and approach in Chapter Four of the thesis.
Strauss (1993) outlines the importance of taking an active part in creating and contributing to structures in your life, affirming the value for conducting this research:
“We are confronting a universe marked by tremendous fluidity; it won’t and can’t stand still. . .This is a universe where nothing is strictly determined. Its phenomena should be partly determinable via naturalistic analysis, including the phenomenon of men [and women] participating in the construction of the structures which shape their lives.”
(Strauss, 1993: 19)

1.6 Research topic and research question
Through conducting the literature review, legislative development and academic progression has been noted, indicating where there is a gap in research. There is little research in the field of LAC and trainee teachers, and the attainment gap between LAC and their peers continues to widen.
In the literature review it will be demonstrated that previous research has been within the area of LAC and the social care environment. A focus on placement stability and supporting issues are presented in relation to this, such as contact with family members. More recently work is being carried out which includes LAC and post-16 education (Jackson and Cameron, 2012). The literature review identifies the significance of this study and highlights the gap in the research area. I intend for my research to contribute to this gap in the academic literature through the following main research question:
Research question

What are the perceptions and experiences of Primary Initial Teacher Education trainees in relation to Looked After Children? 
The rationale for the question is set out in Chapter Four, the methodology. From the main research question further sub-questions, the research paradigm, design, and methodology, were then selected as defined and discussed also in Chapter Four.

1.7 Use of terminology 
A glossary of key abbreviations used throughout the thesis is presented in a table after the final chapter (Chapter Seven).
Looked After Children?
The term ‘looked after children and young people’ is generally defined as those looked after by the state. This includes children who are subject to a care order, or temporarily classed as looked after on a planned basis for short breaks or respite care. LAC is also used to describe children and young people who are looked after on a voluntary basis at the request of, or by agreement with, their parents (National Society for the Prevention of Cruelty to Children, 2012). 
Through scrutiny of government documentation, there is a range of terminology applied to children living in care. The Office for Standards in Education (Ofsted) reports (2000: 2) that the term ‘Looked after children’ is now replaced by ‘children in public care’. Whereas in contrast, the Scottish Council for Research in Education (SCRE) (1998: 1) make reference that children are no longer ‘in care’, and are alternatively ‘looked after and living away from home’, which was used to attempt to reduce stigma attached by peers to children within the care system. The documentation above presented a lack of coherence and individual LAs adopted varying terminology to suit their needs, and in 2007 there was a language modification within one LA to using ‘Children looked After’ (CLA) as this placed the emphasis on the child first. This also prevented confusion between the term ‘Leaving and After Care’ which is a service in use for children leaving care and progressing to independent living. However, this does not seem to have progressed into recent documentation and there appears to be a consensus of the use of the term ‘LAC’ when referring to children living in LA care within government legislation.

Therefore for the purpose of this research I am using the term ‘Looked After Children’ (LAC), as this is the current phraseology used within the most recent government papers.

Language within the thesis; ‘students’, ‘trainees’, and ‘participants’.
Within the published literature ‘students’ is used throughout. Therefore, when making direct reference to literature, ‘students’ is used. However, when referring to the main study, the terminology used by the National College for Teaching and Leadership (NCTL) and Ofsted is ‘trainees’ for trainee teachers or students on teacher training programmes/courses, and therefore ‘trainees’ is used in relation to the main research. Both terms used refer to trainees (adults) on a training programme, and not to children within schools. Children in schools are referred to as ‘pupils’.
In Chapter Four, the methodology, some reference is made to ‘participants’ within the wider field of research. When discussing directly the research within this thesis, reference is made to ‘trainees’ or ‘participating trainees’ rather than ‘participants’.

Mentors

Throughout this thesis reference is made to ‘mentors’. Mentors are experienced class teachers that support trainee teachers within the school environment. They are an integrated element within the University partnership. 
In summary, the terms used throughout the thesis will be as follows: LAC, trainee teachers/trainees, and mentors.
Conventions used within the thesis

Tables and Figures within the thesis are listed as follows; the first number relates to the chapter in which the Table or Figure is presented, and the number after the point relates to the Table or Figure number within that chapter. For example, Figure 4.1 is presented in Chapter Four, as the first Figure within the chapter.
1.8 Structure of the study

Chapter Two provides a wider contextual focused study within the institution, the IFS, examining the broad factors that impact upon the institution in which the main research is conducted. It examines the areas of the institutional context, the primary ITE programmes, the qualifying standards for teaching, the surveys carried out, and the potential of institutional and partnership expertise within schools. It is important to note that as part of the EdD, the institution focused study was carried out prior to the main research. Therefore data relates to 2011 and a discussion of previous and current standards is part of this, but set within the time frame. 

Reference is made to Chapter Three, the Literature Review throughout the IFS. Some literature and government policy discussion was originally included in the IFS. However, overall it is better situated within the wider, more detailed, critical discussion within the Literature Review. 
Chapter Three reviews the literature with pertinent themes relating to LAC and education. It examines legislation, policy, and academic research, which leads to development of the research questions for the main thesis research.

Chapter Four introduces the approach to the methodology of the main research, which includes the chosen research paradigm of interpretivism, the research design using a GTM approach, methods of data collection and analysis, and ethical issues and permissions. The collection and analysis of the data is in two phases; the first is through questionnaires, discussion forums, and interviews with trainee teachers, and the second phase gathers feedback from organisations and professionals working with LAC, see Figure 1.1:
Phases and stages of data collection
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Figure 1.1: Phases and stages of data collection within the thesis. 
Chapter Five presents the results from the research data and outlines the four main themes from the Phase One research findings:
· The negative impact of previous experience on trainee values and beliefs towards LAC as they enter ITE.

· The positive and negative perceptions and experiences of trainees in relation to collaborative working (with professionals, carers, and colleagues).

· The negative perceptions and experiences of trainees in relation to the behaviour and learning needs of LAC.

· Trainees’ and mentors’ lack of knowledge in relation to LAC.
The key areas of feedback within Phase Two are identified and examined, with the development of a training model incorporating the findings from Phase One, and developing five key areas within ITE and CPD training:
· Policy and legislation knowledge.
· Challenge negative perceptions and raising awareness of LAC.

· Training on emotional well-being and supportive strategies.

· Administrative knowledge.

· Collaborative inter-agency working.

Chapter Six presents the discussion of the results under the main research themes in Phase One above, that have emerged from the data results, and in relation to issues raised in previous chapters. Development of the model in Phase Two is also discussed.
Chapter Seven concludes the study with a discussion of the contributions that the research has made, recommendations for future research and practice, also considering the limitations of the research and my own developing research stance. The bibliography and appendices follow.

Chapter summary

This chapter has presented the outline for the structure of the thesis, with an overview of the institutional, theoretical, and professional contexts impacting upon the research.  The main research question is presented together with a clarification of the terminology used throughout. The following chapter examines the research context further through the IFS carried out prior to the main research and literature review. 
Chapter 2
Institution Focused Study (IFS)

2.1 Context

The institution is defined as an organisation or establishment devoted to the promotion of a particular programme, with emphasis on public, educational or charitable characteristics (Oxford English Dictionary, 2012). The institution within this study is a large university in East Anglia with a student population of 31,000, dedicated to the education of a range of disciplines including business studies, health, social care, law, and education. 

Introduction to the study

The IFS is a study that examines critically the contributing factors that impact on ITE training programmes and the area of LAC, within one institution. This study considers issues pertaining to the institution in which the main research focus is carried out, and was conducted prior to the main research. It contributes to the main thesis research by providing initial contextualisation of areas that impact on the institution and trainee teachers regarding LAC, and sets the main research within the institutional context. The main thesis research will identify possible good practice and issues, and how any good practice may be promoted, and how any issues may be addressed through training. Happer, McCreadie and Aldgate (2006) recognise the need for conducting research with a focus on successes for LAC, rather than solely analysing difficulties to ensure progression is made within developments for LAC.

Purpose of the IFS


The IFS examines the developments regarding LAC and education within one University (the institution) on ITE. First; the institution context is explored. Next; the impact of teacher standards (past and present) on improvements for LAC are evaluated in relation to the preparation of trainee teachers working with LAC. This includes examining the issue of how LAC may be incorporated within the standards, and how this may impact upon future ITE within the institution. Following; there is a review of the surveys, the impact of this is looked at through analysis of the NQT survey and National Student Survey (NSS), which presents trainee perspectives of their training experience. Next; institution expertise examines the potential contribution of the expertise of lecturers, and finally; the expertise of professionals within the institution partnership is discussed, which concludes this institution study. 

The Institution

The IFS was conducted within the context of one institution. This University is a main provider of Initial Teacher Education (ITE) to develop qualified teachers that schools employ in the local region, with approximately 150 – 200 NQTs taking up posts in local schools each year. The University (the institution) has two main sites, and courses are also delivered within partnership sites which enables further geographical coverage of the training programmes. Within the institution Department of Education, programmes are delivered that are ITE which provide a route to becoming a qualified teacher, and programmes that are Education Studies which do not provide a Qualified Teacher Status (QTS) route.  This University delivers ITE for primary education, through both a PGCE Primary programme of approximately 100 trainees split between two sites, and a three year Bachelor of Arts (BA) (Honours) Primary Education programme, with approximately 100 trainees in each cohort.

For the purpose of this Institution Focused Study, the study within the institution is limited to the Primary ITE training programmes. This is situated within the wider Department of Education, within FHSCE within the University.
The geographical area for delivery of the ITE programmes is vast, working with partnership schools right across East Anglia. The contrasting BA and PGCE pathways for primary education pose further issues for the institution. Coherence and consistency in delivery of the programmes and outcomes for trainees across pathways is a requirement. This means that there are further communication and time implications for the management of ITE. 

The institutional role

ITE is required to prepare trainee teachers for entering the teaching profession. The institution within this study works with a range of stakeholders including partnership schools, the LA, and the Teaching Agency (TA), formerly the Training and Development Agency (TDA). The institution develops a programme of support and training, to ensure that trainees enter the profession having met the competency based standards that are required of them to become qualified teachers.

However, this presents several issues to the institution. The first is that the programme covers a vast amount of content within a short space of time, to ensure that trainees are given the opportunities to meet the teacher standards. This requires a balance of what is included within ITE, and what is not, which is debated within the institution regularly. Also, the teacher standards are open to some interpretation and trainees must provide evidence of meeting these standards. Therefore trainees may not embrace opportunities to demonstrate a whole range of experiences such as working with parents and carers, and instead have limited experiences of primarily working with parents, but still be able to meet the required competency level. This will be explored in further detail within the chapter.

A further issue impacting on the institution is that legislation is developing in a constantly changing and progressing environment, as demonstrated in the literature review (Chapter Three). The ITE programme needs to encompass flexibility to adapt and incorporate change and development dependent upon recommendation, without the need for a lengthy process of institutional revisions.
Wider institutional policy
When examining wider policy, the differing values placed on support for LAC and how this is viewed institutionally is evident. Some Higher Education Institutions (HEIs) demonstrate through policy and practice, support for care leavers through initiatives such as employing a ‘widening participation officer’, 365 day accommodation, and scholarships and mentoring (Who Cares? Trust, 2012). This year, the Who Cares? Trust identify that 93 per cent of institutions offer 365 day accommodation (Who Cares? Trust, 2013). The institution for this study is one of the seven per cent that does not offer specific support for care leavers. The institution lags behind others, they provide no website for care leavers and offer no outreach support (since writing the IFS the institution has implemented some areas of this support for care leavers such as 365 day accommodation, Who Cares? Trust, 2014). There are currently no declared care leavers on the BA or PGCE ITE programmes. This was a question specifically asked within the wider thesis questionnaire and there is no formal recording system within the institution to identify this currently. Jackson and Cameron (2011 and 2012: 1107) examine the issues regarding LAC moving on to Higher Education (HE). They identify that not only in the UK but across the countries studied, that LAC are ‘severely disadvantaged’ by continued low expectations held by social workers and carers, and professional lack of interest in education. This is preventing LAC receiving equal opportunities as their peers in moving on to HE. This needs to be considered by the institution in how to promote and support LAC within HE. Although this area does not directly impact upon the main research for the thesis, it is an important area for the potential of LAC and care leaver achievement as LAC progress through the educational system.   This could be a further area for research and development within the institution, and Jackson and Cameron (2012) write in relation to some of the issues that care leavers face. 
A diagrammatic summary of the elements that are examined within this study and that impact on the institution is presented in Figure 2.1:
Areas examined within the IFS
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Figure 2.1: Elements within the Institution Focused Study.  

2.2 The impact of teacher standards on improvements for LAC

Further coherence between government agenda and the training and expectations for teachers entering the profession is needed. The Government set out the requirements for trainee teachers and for ITE providers. From this, a set of teacher standards had been compiled. The trainee is required to demonstrate a competency level to complete their training and enter the teaching profession as a NQT. The emerging issues relating to the standards are set out below.

Previously a set of professional standards for teachers were introduced in 2007 replacing the set implemented in 2002. The TDA began a consultation exercise in 1997 to introduce the set of standards that trainee teachers must meet to be awarded QTS (Hexhall and Mahoney, 2000).  Trainee teachers needed to achieve all of the Qualifying (Q) standards providing evidence to their training provider to obtain QTS (TDA, 2011) within their training programme. The NQT then needed to ensure that they met the core standards (TDA, 2011) and continued to do so throughout their career. The 2012 standards incorporate both the QTS and core standards and there is now just one set rather than the two separate sets. Teachers had the opportunity to progress through their profession meeting a higher level of standards (TDA, 2011) which acknowledged advanced skills, post threshold, excellent teachers, and head teachers which was reflected within their skill level and pay band. The 2007 standards were underpinned by the five key outcomes for children as stated in the Every Child Matters document (HMSO, 2003). The standards enabled trainee teachers to demonstrate an awareness of legislation which include the Children Act 2004, Disability Discrimination Acts 1995 and 2005, SEN Code of Practice 2001, and Safeguarding Children in Education 2004. Legislation such as these encompass LAC where they have a disability or special need, and for all children within the Children Act and Safeguarding guidance.

Examination of the 2007 standards highlights the opportunities and restrictions for incorporation of providing evidence for trainees working with LAC. Each of the standards defines an outcome which should be demonstrated by the trainee teacher. These standards can be substantiated in a variety of ways, and may cover a breadth of opportunities. 

This is evident in standards that relate to where LAC may be incorporated within the demonstration of a standard by a trainee, but the trainee may also provide evidence relating to working with a child with SEN-D instead. Other examples such as working with a child with English as an Additional Language (EAL) could also be used. Therefore the trainee can achieve QTS without ever discussing or evidencing LAC. In relation to LAC Q18 states: Understand how children and young people develop and that the progress and well-being of learners are affected by a range of developmental, social, religious, ethnic, cultural, and linguistic influences (TDA, 2011). Here could be an example of how this may easily be achieved using evidence relating to LAC. TDA (2011) guidance suggests checking if the trainee is aware of the extent to which different backgrounds may have a positive impact on learning, and whether the trainee understands how various factors can present barriers to learning and how they might be overcome?
The above could be addressed through a trainee working with LAC, planning personalised provision, and demonstrating an understanding of how social factors impact on learning and attainment, with the trainee developing ways to overcome these. However, the issue is that these could also be demonstrated through working with a child with EAL or a child with SEN-D. Therefore, the trainee is more likely to provide evidence based on experiences that are more readily available to them, which will be dependent upon the school and class in which they are placed.

So we are presented with the issue of how do we ensure that trainees are experiencing the breadth of experience across a range of needs, rather than a trainee using the same ‘case’ such as one particular child with SEN to demonstrate and generate their evidence towards the standards? It has been noted (Ofsted, 2010) that trainees from the institution have little opportunity to engage with EAL children. Therefore, the institution has needed to adapt the programme to provide opportunities through LA speakers. Furthermore, directed tasks were developed which asked the trainee to consider if they had a child with EAL in their class how would they cater for their needs.  They would then demonstrate how they could provide support for them including provisions they would make to demonstrate this within their planning. Arrangements can be made for trainees to visit another school with EAL children and to see how the class teacher works with this child and their parents. Improvements through using these strategies were noted by Ofsted (2011). These are all techniques that could be transferred to ensure further opportunity for trainees to demonstrate a deeper level of engagement with working with LAC.

One of the issues is that the institution is not yet considering LAC to be high enough on their priorities. This is possibly due to other priorities from the Government such as Systematic Synthetic Phonics (SSP), Behaviour and Discipline, and SEN-D being considered first. The institution is ensuring that key areas are addressed to the best of the institution’s ability as they have failed in this area previously. In the past the institution has been slow to react to Government initiatives (Ofsted, 2010). The Government had listed SSP as a priority for the institution, therefore, the institution acted upon this to improve delivery of the programme in this area and it is now seen as an institutional strength. The institution needs to be responsive and flexible, but will also need to examine the larger perspective of, what else? What is needed beyond the here and now? What will be introduced in Government priorities in future years?

For example, high on the Government agenda at the moment is Behaviour and Discipline, and SEN-D. Currently some staff employed within the institution have extensive skills and knowledge in these areas. Lecturers have implemented plans and improved programme delivery over the past eighteen months. There has been an understanding of the need for improvement in these areas, raising trainee perceptions of the delivery, so that when Ofsted re-inspected the provision in 2011, they stated: ‘Through a combination of centre-based training and school experiences, trainees feel well prepared in areas such as behaviour management, special educational needs, and equality and diversity issues’ (2011: 6). This area was then identified as a key strength in the 2012 inspection. Trainee perceptions improved from ratings that were below 40 per cent stating training was good or better, to over 90 per cent. Improvements had been made within the programme to incorporate a strategic approach to the planning and delivery of these key areas. This was achieved through the setting of action plans, mapping areas, and then providing lectures, workshops, resources, and school support, with a holistic overview of development and implementation. 

There is now an opportunity to take a lead in other areas, and develop ways in which improvements can be made further in areas not identified as yet by the Government within ITE. This includes working with LAC and supporting trainees to feel better prepared and confident in these areas, to address issues that arise, and to support carers and LAC once trainees become qualified. 
Implementation of the Standards

The institution should not be waiting until Government state that LAC is now a priority and make a shift towards it becoming higher on their agenda. If they wish to be a leading institution incorporating outstanding criteria and qualities, then further innovative work needs to be implemented. There is a need to be pro-active, LAC are still failing with attainment. Therefore, professionals need to be asking what could they be doing to raise trainee competence in working with LAC? Trainees need to be equipped to enter schools with the knowledge and understanding of how to support LAC, and potentially to lead more experienced colleagues who are less familiar with supporting LAC. As an institution a lead could be taken on development and placing skilled professionals into regional schools.

This could be based on a current model in which the institution has been developing the area of Modern Languages (ML). Additional workshops have been introduced for ML trainees that no longer focus on the development of language skills and teaching, but to develop further leadership skills to take into primary schools. The focus is on leading the language programme and implementation of it, as this can be an area of weakness for some schools with few teachers confidently applying ML within their classrooms. A similar model could be applied for groups of trainees with interests in the area of LAC. The use of the teacher standards to support this model could be examined further.
The teacher standards provided opportunities for trainees to engage and develop their expertise, knowledge and understanding. Within these standards opportunities of working with LAC could be identified (TDA, 2007):
2007 Standards: Trainee Professional Attributes


Q1 stated that trainees should ‘have high expectations of children and young people including a commitment to ensuring that they can achieve their full educational potential and to establishing fair, respectful, trusting, supportive, and constructive relationships with them’ (TDA, 2011). Legislation (DCSF, 2010) discussed the need for teachers, carers, and other professionals working with LAC to set high expectations and to believe that the individual can achieve high targets that are set. Often targets are set too low for LAC (Ofsted, 2000) and this could potentially be demoralising with LAC failing to achieve their true potential (DCSF, 2010). Within Q4 the standard defined that trainees should be able to ‘communicate effectively with children, young people, colleagues, parents and carers’ (TDA, 2011). This provided trainees with the opportunity to engage within meetings regarding LAC and more frequent contact with carers. 

Some carers have a poor educational background and experience with low academic qualifications (discussed further in Chapter Three). Therefore many carers do not engage confidently with educational professionals. Teachers need to engage with carers to demonstrate the importance of education and LAC achieving targets, and support carers with strategies to enable this to happen. Further research has been conducted in this area commissioned by the DfE and conducted by the Childhood Wellbeing Research Centre (McDermid, Holmes, Kirton and Signoretta, 2012). This study explores the demographic characteristics of foster carers which includes levels of education (Table 2.1). The study compares research by Collins and Bultler (2003) and also Farmers, Moyers, and Lipscombe (2004) and Sinclair, Gibbs, Wilson, and Patten (2004) that present similar findings in the number of foster carers with HE qualifications. The study also examines research by Brannen, Statham, Mooney, and Brockmann (2007) that contradicts these findings and makes comparisons nearer to the national population. However, it is argued that the study sample was ‘relatively small’ which gave this outcome in comparison to the three other studies (McDermid, Holmes, Kirton and Signoretta, 2012: 18). 
Table 2.1: Range of qualification levels held by carers (Childhood Wellbeing Research Centre 2012: 18).
	
	Proportion of foster carers -percentage

	National Population of working age adults - percentage 


	
	Collins and Butler (2003) 

	Farmer, Moyers and Lipscombe (2004)

	Sinclair et al. (2004) 

	Brannen et al. (2007) 

	Department for Business Innovation and Skills (2012) 

	No Qualification or below Level 2 


	34
	
	
	27
	21

	Level 2 (NVQ level 2 or GCSE) 

	30
	45
	29
	22
	19

	Level 3 (NVQ or A’Levels) 

	21
	30
	18
	12
	22

	Level 4 

	15
	12
	13
	34
	38

	Other 

	
	
	
	5
	


A further issue arising for teacher training is when a trainee does not have LAC within their base class to gain experience such as working with carers. This is similar to the issue that the institution faces with providing trainees with experience of pupils with EAL. BA trainees have three school experience placements throughout their course, with PGCE trainees having two. Potentially a proportion of trainees may never experience working with LAC in their base class during training due to no exposure to LAC. Also the nature of LAC and the inconsistency in permanency means that more frequently pupils move schools. In these cases it is then the institution in partnership with the placement school that could ensure that the trainee receives the opportunity to observe a review or PEP meeting for another LAC within their school, or another local school. This will enable the trainee to observe the communication of others within this context and the role of other professionals. However, when working with large numbers of trainees this may not be a feasible option. Developing further links with the LA and the VSH as a guest speaker delivering input on training, or the creation of a mock PEP review film clip may be an option. Furthermore, the development of Designated Teachers (DTs) being used to mentor trainees and provide support and training within the hub systems would be beneficial. 

There are a number of further existing and revised standards that could provide trainees the opportunity to demonstrate their understanding and development when working with LAC. However, the issue is with the word ‘could’ rather than must. Trainees ‘could’ also choose not to demonstrate that standard through work with LAC, and demonstrate it through an avenue that they have had further experience in. 
These standards did not address the possibility of inequality of experience and opportunity. They were broad and ambiguous, and each standard potentially covered several areas, with flexibility in providing evidence. For example, working with a child with SEN-D as they are in the trainees’ base class, rather than seek a diversity of experience to provide standards evidence. Inequality occurs within mentor training and the school provision in terms of the quality of mentoring, and furthermore, opportunities the school are able to provide (Ofsted, 2011) (such as no pupils enrolled that are EAL or LAC), this potentially provides a pitfall for possible opportunities for the trainee through lack of knowledge and experience.

As trainees progressed to become NQTs, they stepped up onto the core standards. These were a set of forty one standards that needed to be met to ensure confirmed QTS at the end of the induction year. However, opportunities could be missed with a trainee never having worked with LAC. This is replicated within the more recently introduced 2012 standards discussed below. This is where personalised learning for trainees may be beneficial. Opportunities could be developed for engagement with LAC as a whole cohort, and then within individual placements. 
Standards implemented in September 2012

The first clear issue with the 2012 standards in relation to LAC is within the guidance which states; ‘Note on Terminology Used’ ‘Parents’ is intended to include carers, guardians and other adults acting in loco parentis’ (DfE, 2011: 3). This is produced within the current guidance. Currently in the standards, there is no reference at all made specifically to carers, the terminology used is ‘parents’. This poses several potential issues. ‘Carers’ is not explicitly defined, and as time progresses guidance will potentially be referred to less frequently, and therefore ‘parents’ may be taken at face-value by trainees, teachers, and other professionals. The document states ‘parents’ is intended to include carers. However, intentions are not always understood or implemented. 

The 2012 standards are in three sections; a preamble, part one: teaching, and part two: personal and professional conduct. Part one is broken into eight standards, each with several bullet points defining the scope of the standard. Within these there are opportunities for trainees to develop and evidence working with LAC:
Standard one, ‘set high expectations which inspire, motivate and challenge pupils’, bullet point three, ‘set goals that stretch and challenge pupils of all backgrounds, abilities and dispositions’. This could be evidenced through the implementation of targets set within a PEP and demonstrated within planning. Standard five, ‘Adapt teaching to respond to the strengths and needs of all pupils’, bullet point two, ‘have a secure understanding of how a range of factors can inhibit pupils’ ability to learn, and how best to overcome these’. 
Having a secure understanding of a range of factors could include the needs of LAC, for example, changes of placement, contact with birth parents and siblings, previous abuse, and developing resilience. However, by not being explicit, these elements can easily be overlooked. Bullet point four within this standard states the need to have a clear understanding of the needs of all pupils, and lists groups such as SEN-D, high ability, and EAL. However, LAC are again, not explicitly listed here as a vulnerable group. This could be an area in which they are highlighted and made explicit to raise further awareness of their needs. 

Trainees produce their set of evidence towards the teacher standards on reaching completion of their course, and feedback regarding the course is received from the trainee teachers via the NQT survey. Currently trainees from the institution indicate that areas for improvement can be sought. This is considered in relation to examining the issues for further development with LAC below.

2.3 Review of Surveys

Trainees from the institution participate in external surveys each year. The first survey is the NQT survey. The NQT survey was introduced in 2003. It is a voluntary exercise for NQTs carried out annually by the TA (formerly TDA) to collect and analyse NQTs’ perceptions of their teacher training. The survey is used to gain NQTs' perceptions on the quality of their training and preparedness for their first year in teaching. The results are used to help shape the TA’s policies and are shared with universities, colleges and schools involved in ITE (TA, 2012). The survey consists of 64 sub questions divided into categories which include NQTs rating their overall training, subject knowledge, and the understanding of National strategies and Government initiatives. The TA invites trainees to comment on their training and experiences once they have become qualified and are employed teachers. The survey is conducted in the February following their first term within employment.

The second is the NSS carried out in the spring term by Ipsos Mori, in conjunction with the Higher Education Funding Council for England and the National Union of Students. It is a national initiative which commenced in 2005. All year three undergraduate trainees or students in all faculties are invited to take part in this survey on-line which asks twenty three questions regarding feedback on their course (NSS, 2012).

Analysis of this data (NQT and NSS) generates and identifies issues within the institution to be addressed.

Newly Qualified Teacher survey

The NQT survey poses several issues for the institution. The survey can be questioned in terms of its usefulness; trainees complete this once they have begun teaching and completed a term. Therefore they are looking back over a period of time which may not be a true representation of their full training, as areas of this may have been forgotten. There is also the issue that as this is an optional survey, a true reflection of the whole cohort may not be represented. Therefore, there is the possibility that the respondents are the most dissatisfied with their training as they seek to get their viewpoint recognised. 

The greatest issue is that the TA take some time to produce an analysis of this data and publish it, therefore institutions are already making changes to programmes which impact on trainee progression. However, the data may not reflect this as it is for the previous cohort. Therefore the data presented within this survey is not necessarily a true reflection on what is happening at that point in time within the institution. The NQT survey is undertaken several months after the trainees’ professional career has commenced, away from ITE. This is once they have been immersed in full time teaching for a term and a half. If we analyse and use the data with these elements acknowledged then we can also examine the opportunities for its usage. 

This data can be useful in identifying and analysing weaker areas or those with greatest trainee dissatisfaction within their training programme. The institution within this study has made rapid progress (Ofsted, 2012) to address this issue through asking the NQT survey questions at a mid-point and end point throughout the course. This provides up to date analysis that can impact on the progression of the course, and be interwoven with programme changes made to meet the needs of trainees throughout the programme, and for the following cohort, rather than waiting for the survey data to be publicised. 

For the institution there are particular areas such as training on working with parents and carers that fall below national levels in ratings by NQTs, and this is a particular area that directly relates to working with LAC. This needs to be examined in further detail below.

There are several questions which potentially have a link to LAC, and by making an analysis of these, identification of how the institution can develop their programme to enhance the experience and skills of trainees which will contribute to this area can be made. However, there is no single question directly relating to LAC, leading to the issue of how training providers ensure that all trainees have their skills evidenced in this area. This lack of direct questioning in relation to LAC provides an opportunity to examine further the implications and issues surrounding it. 

Within the survey NQTs responded by stating whether their perception of their experience of their training was very good/good, satisfactory/adequate or poor. On examination of the aggregate data for the period of 2009-2011 (TA, 2012) the first question that potentially incorporates working with LAC is how the training has been in: ‘preparing them to communicate with parents and carers’ (which links to the QTS standards discussed earlier). Within the institution only 30 per cent stated training was very good/good, with 50 per cent adequate, and 20 per cent rating the institution as poor. This was below sector average which was: 51 per cent very good/good, 38 per cent adequate and 11 per cent poor
(See Table 2.2).  By falling below the sector average the institute can identify an area that needs further development both within the University and with partnership schools drawing upon the expertise in the previous section.
Table 2.2: Data from 2009-2011 for the institution and the sector in relation to training.
	Quality of training question:

How good was your training in preparing you to communicate with parents or carers?
	Percentage Very Good and Good

(Actual number of students in brackets)
	Percentage Adequate

(Number of students in brackets)
	Percentage Poor

(Number of students in brackets)
	Total number of students that participated

	Institution aggregate data 2009-2011
	30     (58)
	50     (96)
	20     (39)
	193

	Sector aggregate data 2009-2011
	51     (9474)
	38     (7060)
	11     (2044)
	18578

	Institution data 2011
	42     (28)
	40     (27)
	18     (12)
	67

	Sector data 2011
	53     (7123)
	37     (4249)
	10     (1125)
	12542

	Institution internal survey data for 2011 cohort 
	79     (117)
	Not stated
	Not stated
	148


It is important to note that the above figures represent data from different cohorts. The institution and sector data from 2011 relates to trainees that finished their training in July 2010. The institutional survey data for the 2011 cohort represents data collected from trainees who were still undertaking training and enrolled on their University course in June 2011. NQT data includes responses from BA and PGCE former trainees, with internal data also including responses from both teacher training programmes. This is the case with each set of data within this section.

Table 2.2 demonstrates that trainee perceptions of their training in which they are prepared to communicate with parents or carers, is now above the sector average. This is a key area for effective working with LAC as discussed by McClung and Gayle (2010). The issue is with the term ‘or’ rather than ‘and’. Trainees could be expected to demonstrate through the Q standards their communication in working with carers as well as parents. Trainees could feel prepared, and have evidenced the standard through engagement in parents’ evenings. However, due to the generalisation of the question, trainees may not have had the opportunity to have contact with any carer. This demonstrates a gap in which LAC are not being catered for within teacher training.

In recent previous years, dissatisfaction by trainees at the institution has been a concern, with Ofsted (2010) highlighting this as a key required action within improvements and development of the training programme. Trainees were dissatisfied with poor communication and their overall feeling regarding their training. This may have had an effect on the NQT survey, and may not be a true representation of the training delivered at that time, but regarding trainees’ accumulative feelings towards the institution as a whole. 

Previously within the NQT survey a question which was introduced in 2008, asking for perceptions of training in relation to preparing them to work with other professionals such as social workers, health workers, and police officers was asked. This question was useful as it could relate directly to working with LAC, as many have a number of agencies involved in their monitoring and progress within a variety of areas. This has now been removed.
Teachers are now expected to take on a wider role than previously in regards to working with other agencies, and this is a vital area to support improving attainment for LAC as identified by Harker, Dobel-Ober, Berridge and Sinclair (2004). This is no longer reflected within this survey. As Government agenda changes, so does the NQT survey. Further questions regarding SSP, Mathematics, and integrating the university programme into their school based work have been introduced recently. The impact of this is that questions such as working with a wider range of professionals are removed from the questionnaire.

NQTs need to be prepared to work with a range of professionals and have an understanding of their roles. This would enable them to work with confidence and to plan for support for LAC, which may include drawing upon expertise and resources from a range of professionals. If the NQT is not confident in this area, this may impact on provision provided for LAC with opportunities to raise attainment going missed. 

This provided a key question when working with LAC, as collaborative working with other professionals is highlighted within research and legislation, as discussed further in Chapter Three (NCB, 1998; Ofsted, 2000; DCSF, 2009). Collaborative working is seen as being paramount to the progression and achievement to LAC, and therefore needs to be developed further within the institution and across the sector.

This area enables providers with the opportunity to examine and enhance provision, working in conjunction with partnership schools to provide experiences for trainees to shadow engagements with other professionals. Possibly the use of enrichment placements to provide this opportunity, in which trainees could visit multi-agency contexts to prepare them for working as part of a team within a wider role outside their classroom base.

There are several questions within the survey that could relate to some LAC (but not all). These questions include: ‘helping them to teach pupils with special educational needs in their classes with appropriate support’, and: ‘preparing them to work with teaching colleagues as part of a team’. Further questions that will encompass all children and will include LAC are: ‘helping them plan teaching to achieve progression for learners’, which is a necessity to raise the attainment of LAC as identified within Government legislation, and: ‘preparing them to teach learners of different abilities’. Within each of these areas the institution receives lower ratings than that of the sector average in 2011, and by using LAC as an example of how to plan for a child with differing needs and abilities, the opportunity for further engagement to support the trainees’ preparation for working with LAC can be enhanced.

The institution could work further to include examples of LAC when addressing evidencing standards. For example, when teaching trainees how to plan and prepare to teach learners of differing abilities within University taught sessions, case studies that include LAC could be incorporated and be linked with a range of standards. To enable this to happen effectively, knowledgeable University staff would be needed that could generate examples and draw upon expertise from within the faculty to demonstrate best practice.

National Student Survey

The NSS survey is a generic survey in relation to aspects of the programme such as, for ITE; teaching, assessment and feedback, academic support, and organisation and management. The survey is conducted while undergraduate trainees are in their final year of their programme. 

The data can be analysed in relation to perceptions of trainees generally of their training and areas of the programme such as support, rather than being able to determine areas of specific content and training that need to be improved upon. As can be seen by the 2011 data (Table 2.3), the cohort was dissatisfied with the programme generally with only 39 per cent stating that they were satisfied (BA undergraduate). Areas that are of particular concern relate to organisation, specifically from internal feedback this is due to timetabling issues and late changes of teaching rooms, times and tutors.

Table 2.3: NSS data from 2011 for the institution in relation to training.
	NSS questions
	Percentage of trainees agree

(Actual number of students in brackets)

	Overall, I am satisfied with the quality of the course.
	39     (26)

	Assessment arrangements and marking have been fair.
	73     (49)

	The timetable works efficiently as far as my activities are concerned.
	38     (25)

	Any changes in the course or teaching have been communicated effectively.
	38     (25)

	The course is well organised and is running smoothly.
	14     (9)

	Total  number of students that participated
	67


Due to this feedback the institution decided to phase out the BA undergraduate ITE programme, and focus on the PGCE programme, ensuring quality of training across one pathway. However, Ofsted (2012) comments on good areas of provision within the BA programme and strengths to be transferred to the PGCE.

Within the NSS survey, there are no direct questions relating to LAC or content of the programme, but this data is useful in analysing areas of general dissatisfaction with trainees, and areas of improvement for the institution.

2.4 Institution Expertise

There is an issue regarding how prepared are teacher educators within their own expertise to ‘train’ and prepare trainees for working with other agencies. Teacher educators need to have expertise in core areas such as Maths, Science, Literacy and Phonics. Within their professional practice lecturers may have gained experience and expertise in other areas, but ensuring breadth across a wide range of programme and policy within a small department poses issues regarding the content of current key policy areas, and Government priorities.

Impact of the structure of the institution

The structure of the institution directly impacts upon how the training is delivered, which poses particular issues. Within the Department of Education in the institution there are two departments which have recently merged: ITE and Education Studies. Within ITE there are a range of full-time lecturers, with a specialism assigned (and recruited to) to the area of Literacy, Numeracy and Science, Early Years, SEN-D, Modern Languages, and the Creative Curriculum. Lecturers may have expertise in other areas which has then advantaged the institution by providing a specialism within a Government key area such as behaviour and classroom discipline. Lecturers from within the adjacent department may have further experience in key areas. However, there is the issue of high workloads and falling funding that increasingly adds to difficulties within the faculty for the potential cross-over of lecturer expertise. Redundancies have been made, resulting in a narrower set of knowledge and skills available. Drawing upon existing expertise of lecturers within the institution is fundamental in ensuring that trainees are equipped with the core skills needed to teach a range of children such as those with SEN-D, and impacts upon appropriate support given to children in the classroom (Hartley, 2010). This is currently being investigated further by senior management and is seen as progression, but further examination of this is needed.

Within ITE, all of the lecturers have QTS and have at some point in their career been employed within a school. However, this is not necessarily a mainstream primary school, or recent experience, and not all lecturers will have necessarily taught LAC. Lecturers’ Curriculum Vitae (CV) are uploaded to the institution website which demonstrates a broad overview of experience and expertise within the faculty. From this and general discussions, expertise in relation to LAC can be ascertained. Within ITE there are several lecturers with experience of SEN-D. This certainly is a wide topic area and by examining more closely can be identified into several divisions: SEN-D within special schools, including working in partnership with families and agencies (but not specifically LAC, the focus is on children with disabilities), SEN-D within the Early Years age range, and working with SEN-D and family working with other agencies. These staff are working in partnership with schools rather than directly lecturing on programme areas. Within Education Studies, a small number of the lecturers have QTS, also having a wide range of personal and professional experiences within education. For example one qualified teacher has also been a foster carer which is acknowledged within their CV. 

The issue is raised regarding how institution expertise across the faculty and wider university can be utilised more extensively on the ITE programmes? One current development is that the faculty has recently merged with the faculty of Health and Social Care. This may provide further opportunities to address some of the issues already raised, such as the understanding of different roles of practitioners working with LAC, and working across agencies. However, it also presents further issues, such as the merger of staff, and cross faculty systems and delivery, working within geographically differing buildings over multiple campus’. There is a further issue of the changing roles of support staff, to collate information from.

When examining other institutions there were several identified with particular research interests with LAC. However, this was within the Health and Social Care Faculties rather than a direct link to Education. Therefore the institution recent merger could provide a developmental shift of progression in this area to incorporate further expertise. Research by published authors such as Fletcher-Campbell (1997), Jackson (2001), and Berridge (2007), are examined in detail within the thesis literature review. Their focus of work is on LAC in the care environment and social support, this is now moving towards education with Berridge and Jackson (2009) carrying out the evaluation of the VSH pilot for the DCSF.

Expertise identified

A strength identified in ITE within the institution is the experience of lecturers in working in partnership with other agencies. Here a range of expertise can be drawn upon to enhance trainee skills and experience in this area, which can reflect upon working with LAC in particular. As identified within documentation, the National Children’s Bureau (NCB, 1998) and Ofsted (2000 and 2008) state a need for professional and effective collaborative working. In 2003 the Government produced a Green Paper ‘Every Child Matters’ which focused around four main themes: Increasing the focus on supporting families and carers, ensuring necessary intervention takes place before children reach crisis point and protecting children from falling through the net, addressing the underlying problems identified in the report into the death of Victoria Climbié  (weak accountability and poor integration) and ensuring that the people working with children are valued, rewarded and trained (DCSF, 2010). This can be seen implemented throughout the LA and schools. If teachers are to be better prepared to understand their roles, responsibilities and procedures of working collaboratively, then training needs to start early to develop consistency and confidence in working in this way.

From this, outcomes for children were developed which were: be healthy, stay safe, enjoy and achieve, make a positive contribution, and achieve economic well-being. It became central for children to be able to achieve these outcomes and a need was identified for better information sharing. An integrated strategy where there is a joint assessment of individual needs (introduced through a Common Assessment Framework) and a revision of integrated processes which drive multi-agency working was introduced. It was noted that all staff working with a child should have knowledge and understanding of their needs, and that this should be built upon trust between professionals. The Children’s Workforce Development Council (CWDC) supported by the DCSF (2010) defines common core skills and knowledge that everyone working with children should have. This includes effective communication and rapport building between children and professionals, and multi-agency and integrated working which should incorporate early intervention and information sharing. The CWDC discuss the necessity for individual professionals to clearly know and understand their role in the wider context of integrated working, and to have respect for other professional agencies working with children, and an understanding of how the roles fit together to support individual needs. It declared that individuals should understand their own expertise and what they bring to multi-agency working and individual cases, valuing personal and external expertise.

This is currently an area that is not maximised in terms of using staffing expertise within the institution to demonstrate collaborative, multi-agency working, to enhance the development of trainee skills on the primary BA and PGCE programmes. Teaching staff within primary ITE include one person that has managed a large multi-disciplinary team working around the use of the CAF. Working with professionals including social workers, parent support advisors, behaviour support teachers, specialist teachers, and Child and Adolescent Mental Health Service (CAMHs) were integral parts of this role. Another member of staff is a leading contributor to research on working in partnership with parents and carers regarding the needs of individual children with SEN-D. Further strategic development identifying partnership opportunities both within schools, and to bring into the programme at the institution has commenced. Therefore, supplementary possibilities to work in collaboration with schools and a wider professional team could be enhanced, through leadership and guidance from institution professionals.

2.5 Partnership expertise

ITE is required to be in partnership with schools. However, this model presents several issues for the institution including the responsibility that the institution has on ensuring high quality training in all areas, including working with LAC, for trainees across the partnership. How can high quality training be disseminated to trainees to ensure equality of experience?

There are approximately 400 partnership primary schools within the institution although not all of them actively take trainees at all times. Ofsted (2010) stated that the institution had good relationships with the schools, yet the provision provided for trainees was inconsistent. This has also been acknowledged by Ofsted (2011: 6): ‘procedures are not yet sufficiently embedded and consistently applied to ensure that all trainees make good progress within all placement schools.’ Developments and progress has been made and further recommendations in 2012 included (Ofsted, 2012: 7): ‘to develop the partnership with schools further by sharing more widely and building on current good practice’. This is an area in which provision for training and support for trainees to gain experience, knowledge, and understanding of working with LAC would benefit. 

To address this point further, information is needed through gathering of additional data from the individual schools regarding their strengths and expertise in key training areas. This included planning, use of Information and Communications Technology, SEN-D, and could include working with LAC. This would enable trainees to gain experience in areas that they are weaker in, through identification of needs and matching expertise within schools to this. This system could enable practitioners with expertise, and schools that are demonstrating good practice with LAC, to support and enhance the training of the trainees through a personalised learning approach. However, ensuring that trainees receive this could be problematic due to classroom and curriculum pressures that mentors are under within their own role as a teacher (Edwards and Protheroe, 2004).

The institution has recently implemented a new partnership model. This has incorporated a ‘hub’ system in which partnership schools are assigned a hub which covers a geographical area. Each hub is then assigned a Lead Mentor (an experienced mentor). Some training for mentors and drop in sessions are implemented within hubs, rather than all training being delivered centrally at the University. A training pack has been developed to ensure continuity through common training materials. The progression with the hub system is that further use of expertise identified within the hub from mentors can be utilised. So for example, within one hub, a mentor with a specialism in phonics was able to take additional trainees to observe and partake in phonics sessions within her class, from other schools within the hub. This type of expertise sharing is in the early stages and is yet to be embedded within the hub system. However, this system would specifically be beneficial to be used when drawing upon expertise and covering a larger geographical area to implement training for mentors and trainees with LAC in their classes. This is a developmental area that could benefit the training in regards to accessing specialism from current practitioners to share good practice with trainees from within the hub. Examples of this could be shared within lead Mentor meetings. One of the issues with use of mentors in schools is that training providers have expectations on the breadth of content that trainees should be taught while on placement. Mentors are under increasing time pressures to achieve what is happening within their classroom and to progress children’s learning. Therefore, having a trainee teacher can add additional pressures to the working environment (Edwards and Protheroe, 2004). Edwards and Protheroe (2004) discuss their research in which mentors are questioned in relation to what they consider as being the main importance when mentoring a trainee teacher. They find that mentor time is taken with assisting the trainee with classroom organisation and feedback regarding tasks and activities that are set. There is little reference to any guidance regarding outside collaborative work, or support for individual or groups of pupils. There is little further research in this area, so it has been difficult to explore further in any depth.

The Government (DCSF, 2006) outline the advisement for each LA to implement a Virtual School Head (VSH) located within the corporate parenting department. Their role is to oversee all LAC within the LA as if they were all placed in one virtual school. Within each school there should be a Designated Teacher (DT) that coordinates support for LAC ensuring that the PEP is implemented. Identified lead mentors and general mentors that hold the position of DT could provide practitioner sessions, either to the whole cohort or to hubs of placed trainees. This is not always happening effectively, and a further study of this to see school and LAC experiences of this would be beneficial. 

The institution is providing mentor training (skills) for all new mentors and mentor briefing (paperwork update) for existing mentors. This could enable the opportunity to identify expertise within this field, which could then be used within appropriate modules on the BA and PGCE programmes. For example, a practitioner visiting as a guest speaker, or to provide materials for the Virtual Learning Environment (VLE) could be sought. This would provide the trainees with further experiences and development of guidance towards the necessary teacher standards. However, it needs to be ensured that this is not seen as a tick box exercise, and the process needs to meaningful in that trainees will need to engage with the information through discussion and analysis, to ensure that knowledge and skills are retained.
2.6 Conclusions 

The impact of this IFS, is that an issue has been raised; there is a gap in training within this ITE institution regarding the potential for preparing trainees for working with LAC, at an initial stage of their training. This contextual study highlights the utilisation of available resources such as experienced staff, and further identification of partnership expertise has been identified. The literature review follows this chapter and discusses in detail the wider case for the priority of LAC by the Government, the lack of training for teachers working with LAC, and the need to introduce structured training through ITE and CPD. The main research examines the starting points of trainee teachers and their experiences and perceptions of working with LAC, looking at key areas for development to consider taking forward within ITE and CPD.
Evidence examined; methods applied

From the evidence examined, the issues identified can contribute to the development and understanding of the main research focus. By examining trainee perspectives of their experiences, further progress can be made in tailoring the ITE training programme to accommodate initial deficit areas, and the potential for CPD programmes.

Methods applied to this study have been the examination of Government documentation (discussion of this is appropriately placed and included within the literature review) which raised the issue that although progress has been made with a shift of focus to include education, that still further research is needed to impact on LAC outcomes with attainment and life chances. 
Institutional documentation and data has been analysed; an internal survey based on the NQT survey questionnaire, and module guides to examine for explicit reference and opportunities to develop links with LAC. The issue is raised that there is a need for explicit links to be made between training and LAC, and then to be applied to the qualifying standards as evidence.

Informal talks with staff have highlighted issues with time to ensure that appropriate planning was taking place, and how curriculum time constraints affected each area. Staff recognised the difficulty in tailoring a programme to fit in a constantly changing demand from Government expectations.

After examining this evidence the issues remain that LAC underperform and under attain in comparison with their peers. Further issues relating directly to the institution include working with LAC is not explicit within teacher training within the institution. This is hindered by generalisation within the qualifying standards. Therefore, trainees are not expected to demonstrate experience in this area. In addition to this, expertise within the institution is not yet fully maximised due to on-going issues with staffing and organisation.

Chapter summary

This small study identifies contributing factors that impact on the institution in relation to trainees working with LAC while completing a three year BA programme, and one year PGCE programme, in one institution, and progressing into their NQT year. Within the institution, the possible range of expertise from lecturers and partnership schools has been examined, and further consideration of how the use of this expertise will be needed. Further work within the institution continues to be undertaken in relation to collating data that identifies good practice, and expertise in partnership with the school experience. There is a fundamental issue that teacher training needs to develop with research, and to take opportunities to develop the content of the ITE training programme to ensure better learning outcomes for all children, with potential opportunities for CPD explored further. This can be achieved before LAC become instrumental on Government agenda, and be planned and incorporated within the institution training. 
The next part of the thesis focuses on the main research area taken forward from the discussions raised in the IFS: An inquiry into the perceptions and experiences of primary trainee teachers of LAC, and the implications for training and continuing professional development. The next chapter examines the literature pertaining to the area of this inquiry. 
Chapter 3
Literature Review

3.1 Introduction  

This chapter provides an overview of the main themes in government legislation and academic research, to provide a context for the research thesis. Through my professional work for a LA with LAC, I identified some emerging themes of interest and significance to myself as a researcher and professional.  I identified the major themes and professional issues relating to policy and practice to provide context for the thesis (Burgess, Sieminski and Arthur, 2006). This contributed to a developing awareness of the overarching picture and gaps in the research, leading to the main research question. 

There is an increasing body of academic literature in relation to LAC and education in the United Kingdom (UK) since 2010. Development within the area of LAC had largely been associated with the social care elements of placing a child with a foster carer in their home environment, and securing a permanent foster care placement, known as permanency, rather than LAC having many placement changes. Since 2012, further literature relating to the educational aspects has now emerged. However, there is very little Government information in relation to LAC and education prior to 2000. The Social Services Inspectorate and Ofsted produced a joint report in 1995 which concluded that the education system was failing to meet the needs of children in care (Ofsted, 2001). 

Key researchers have contributed to the field of literature in relation to LAC over the last decade or more. Sonia Jackson, (2001, 2007, 2012) has written extensively in relation to the care system, and more recently with a focus upon LAC and further and higher education. Claire Cameron has researched care leavers and post 16 pathways (2009), and has worked alongside Jackson on a variety of projects (2010, 2012). David Berridge has also written extensively in relation to child welfare in residential homes (2007), also carrying out reviews of government-directed pilot schemes (2009, 2012) as will be seen in this literature review. 

The literature review is divided into four sections. Firstly; developments in government legislation and policy. This is an examination of key legislation and policy, and an assessment of how this has progressed over the last decade. It offers a broad overview of educational and social care development. This provides a contextual starting point for narrowing the literature review to pertinent areas of interest for the thesis research.  Secondly; LAC and academic achievement, in which there is a review of academic literature in relation to LAC and academic achievement. Next; professional roles within Education to support LAC, which takes a closer consideration of some of the key professional roles within education to support LAC under the current legislative guidance. Finally; training for professionals supporting LAC, in which there is an examination of training for professionals, specifically teachers and trainee teachers in relation to LAC, which leads into defining the gap in research and the thesis research area. The chapter sections of the literature review form from a wider general perspective, narrowing to a defined area which leads to the gap in literature and the research area. It is a funnelled approach, and these themes have been selected due to the prominence and impact on lack of attainment for LAC. Government legislation and policy have defined how progress should be made, and has increased general awareness from a social care perspective through to an educational perspective. Legislation and policy has had a direct impact on what was implemented by LAs and within individual schools. It is important to gain an understanding of these changes, and where LAC and education is now situated. A closer examination specifically regarding LAC and achievement and what impacts upon this follows, including examining the roles that have been borne from legislation and policy and impact directly in school. The focus then narrows further to examine the training for key professionals that work with LAC as this is an area of interest. These areas of interest have arisen through working in teaching and with LAC in an educational setting.

In summary, the following areas will be reviewed within this chapter in relation to LAC: Developments in government legislation and policy, LAC and academic achievement, professional roles within Education to support LAC, training for professionals supporting LAC, and gaps in the literature and research.

3.2 Developments in government legislation and policy

The term LAC was first used and defined as follows in The Children Act 1989:

“Children who are placed away from home under an emergency protection order, where they are accommodated by or on behalf of the local authority, are looked after children. So too, are those children on remand to local authority accommodation or under supervision with a residence requirement requiring them to live in local authority accommodation and those children in police protection or arrested and at the police’s request accommodated by the local authority.”

(The Children Act 1989, V2, p.7. paragraph1.22)

LAC were previously referred to as ‘Children in Care’. The Children Act 1989 makes reference to increase the importance and acknowledgement of inter-agency working to support LAC, with emphasis on the responsibility of the LA for providing this care. The Children Act 1989 established the concept of rather than the child being in care, that they were specifically ‘looked after’ by the LA. 

Before 2000 there was a lack of government policy in relation to LAC and Education. Government expectations for their achievement were set at just ‘one GCSE (at grade A-G) and to exceed it where possible’ (Ofsted, 2001: 6). 

Historical context: The move from Health to Education

Although the place of LAC within government legislation has dramatically altered over the past 15 years, with a focus on education becoming more prominent, relatively little documentation has been produced and few statistics publicly available.
There have been issues raised that have arisen through the social care element in regards to LAC, which have been driven from key inquiries into child abuse cases such as the Waterhouse Report (2000). This was an inquiry into abuse in children’s homes in Wales between 1973 and 1990, in which there was persistent physical and sexual abuse of children by proprietors and workers at the residencies. This report was conducted after a member of social care staff became a ‘whistle blower’ regarding accusations against colleagues from LAC in children’s homes. The Waterhouse Report engaged with unresolved issues from previous inquiries such as the Jillings Report (1996), in which abuse was identified. The Waterhouse Report recommendations included a Children’s Commissioner for Wales, children’s complaints officers for every social services authority, and clearer whistle-blowing procedures. 

One of the issues noted during the inquiry was that the provision of education at all of the LA homes in Wales was inadequate. In 2006, Waterhouse stated that there had not been enough progress with LAC continuing to be hindered. He stated:

“The inquiry was entirely dedicated to physical and sexual abuse, but we have become very concerned about the outcomes of care, I am particularly concerned with educational attainment and a lack of suitable skills among looked-after children once they leave the care system.”

(Waterhouse, Times Education Supplement (TES), 24th May 2006)

This inquiry continued to be discussed later in 2012 with the emergence of public figure involvement in child abuse accusations, and the belief that this was far more widespread than first identified by the Waterhouse inquiry, highlighting the importance of challenging the welfare of LAC. Society has become more ambitious to correct historic wrongs towards the abuse of the vulnerable, including LAC, continuing to review past reports and inquiries. Social care abuse cases also continue to be debated with inquiries and recommendations being made which have made an impact upon wider policy and legislation, such as the Victoria Climbie case which was one factor leading to the ‘Every Child Matters’ agenda (2003). 
A critical issue for the improvement of educational outcomes had been that the education of LAC was placed with social workers prior to 2000 and therefore came under the remit of the Department of Health (DoH) (DoH and Department of Education (DoE), 2000). Due to this, in the 1990s the education of LAC was very much overlooked, with no reference being made in documentation. Information in this area is sparse with education clearly subservient to the DoH agenda, which was primarily focused on placement and permanency issues. There is no published information regarding improvements within education, or statistics relating to the attainment of LAC during the period of the late 1990s. Therefore, developments within LAC and educational attainment have been stalled by a lack of research in this area, and a lack of cross – departmental development and examination of the relevant issues. The fact remained that education was not yet seen as a priority focus for LAC, as stability of a secure home (permanency) took the main focus of development and discussion. The focus remained on how many children there were in care, and issues relating to placements such as placement stability (Munro and Hardy, 2010).

Some of the issues prior to 2000 were highlighted by key research but not yet acted upon. The National Children’s Bureau (NCB, 1998) recognised the requirement for the DoH to take a more active role in the education of LAC, and produced a report in 1998 evaluating The Role of Social Services in Maintaining Children in School (DoH, 1998). However, this report was concerned with the contribution of Social Services Departments in supporting children who had been excluded from schools, and not on attainment or progression of LAC. Collaboration was a key element and social work had the potential to drive this forward. Collaboration between services was then recognised as a possibility for change to contribute towards improvement of outcomes for LAC. Ofsted also recognised this and produced a report in 2001. The findings from the report concluded that at this stage there was a lack of cooperative working between social services and education to support LAC, stating that training was required to understand each other’s roles further (Ofsted, 2001). The main findings included:

“There is still a lack of understanding between education and Social Services of their distinctive roles in working together to support the children in public care. This is linked to the lack of joint training…… Teachers and social workers need to understand better each other’s roles. Further opportunities for joint training are required to bring this about.”

(Ofsted, 2001: 7)

The Government recognised the need for further work in the area education and LAC. Guidance was produced on the Education of Young People in Public Care (DoH and DoE, 2000), which was constructed in partnership with both the DoH and DoE. This was the beginning of development towards the DoE taking on further responsibility for educational attainment and progression for LAC. A summary followed by the Office of the Deputy Prime Minister (Social Exclusion Unit, 2003), in which key proposals were set including early intervention and identification of LAC. Targets were specified which defined the need to close the attainment gap between LAC and their peers. 

Reports in the late 1990s (SCRE, 1998 and NCB, 1998) and more recent research (Williamson, 2007; O’Sullivan and Westerman, 2007; McClung and Gayle, 2010) show that there is a communication void between social work and education and this continues to remain an issue. Williamson (2007) reviewed two case study projects to examine partnership working. One project was between health services and the elderly, the other project was across services with LAC. There were some positive features seen in both projects, such as social workers tended to work closely with the health services, and this was apparent where physical space and offices were shared. However, it was recognised that there was a constant ‘organisational turbulence’ within the National Health Service (NHS) and social services, in which reorganisation of management and working structures appeared to be constantly underway (Williamson, 2007: 133). Middle management practices within LAs were criticised due to their focus on budgeting and administrative procedures, rather than consideration for the impact on the children involved. There was also a lack of focus on frontline issues such as collaborative working and high workloads. Williamson (2007) drew on previous research to conclude that effective partnerships can only be established when departments are robust and secure in their own working processes and organisation. In particular, it was noted that during the initial stages of the project, key social workers were not involved as they were unaware of the project to support collaborative working. This demonstrated a lack of communication and key worker involvement in the project, which was set up initially to support them.

Further research was undertaken by McClung and Gayle (2010) who explored factors that had an impact on LAC and achievement in two LAs. They carried out a mixed methods research project, collecting data from the LAs and then further qualitative interviews with a sample of 30 LAC. They summarised the general historical view as follows:

“The care system is failing looked-after children because there is a general lack of shared knowledge between Social Work and Education Services in local authorities about each other’s services . . . they do not currently work well together to communicate regularly about the children in their care.”

(McClung and Gayle, 2010: 410)

The criticism has been echoed by key researchers in the field, such as Jackson (2001), who also comment on the issue of failing systems contributing to the lack of educational achievement for LAC. Within a controversial article regarding the ‘educational failure being the root of many social problems’, Jackson and McParlin (2006: 90) argued that it is a poor system and insufficient support that is continuing to fail LAC rather than their individual backgrounds, stating:

“. . . the generally poor outcomes for people who have spent time in care as children can be confidently linked to educational failure, and that the care and education systems must bear a heavy responsibility for this.”

(Jackson and McParlin, 2006: 90)

Progress towards Education

In 2004 The Children Act placed a new emphasis on the duty of the LA to promote and support the achievement of LAC. Therefore further recommendations were produced to assist the LA in this role. For example, guidance was presented for LAs and for school governors by the Department for Education and Skills (DfES) such as Supporting Looked After Children: Guidance for School Governors (DfES, 2006). A Green Paper emerged (DfES, 2006) which examined improving the potential for LAC to achieve in school. It proposed that there should be a head teacher for children in care, who would be responsible for raising standards, and that there should be an annual stock-take of the progress of LAC, with guaranteed catch-up support in schools. Murray (2006) stated that the Green Paper did not go far enough though. She argued that ‘what it doesn't acknowledge is that many teachers, lack basic knowledge of the care system and issues that affect young people in care.’ Murray continued regarding her own experience as a teacher, stating:

“It wasn't until I left teaching and retrained in journalism that I acquired any knowledge about the care system and the issues faced by looked-after children. My experience is not unusual. The issue of how information about looked-after children is handled in schools is seriously underrated.”

(Murray, Guardian, 7th November 2006)

Murray (2006) argued further that social workers and other professionals promote privacy of information for LAC, and that information is only shared on a need to know basis. However one teacher’s experience of the impact of this was that she did not know that she had LAC in her class until Ofsted inspectors walked in. Murray (2006) questioned how teachers do not even have a basic awareness that LAC are in their class and of potential issues that may arise, then how can the outcomes that the Government is expecting possibly be achieved?

The Green Paper was followed by the White Paper, Care Matters: time for change (2007), which introduced the concept and framework for the head teacher for children in care, named the VSH (a pilot scheme) to oversee all LAC within their LA and discussed further later in the chapter. The paper also outlined the requirement that a DT for LAC should be assigned within schools, and that they were to have a statutory footing, increasing the importance of the role, also discussed further in this chapter. At this stage the Government had recognised that a considerable journey still lay ahead and that the attainment of LAC needed to be improved, which would give them further life chances similar to that of their peers. In addition to this, in 2008 a Personal Educational Allowance (PEA), providing funding for LAC was introduced, with the aim of financially supporting children that were not achieving threshold grades (Department for Children Schools and Families (DCSF), 2008). This denoted that each LA could provide LAC with further individual lessons and general support, for example, offering after school clubs to provide enrichment opportunities that this group of children may otherwise not experience. 

Ofsted (2008) continued to acknowledge the progression in improving school provision for LAC, and highlighted good practice such as high expectations and recognition that some may be gifted and talented. In these cases, schools ‘requested, and secured, further professional training to meet these demands’ (Ofsted, 2008: 6). Further guidance was produced by the DCSF (2008, 2009). These documents outlined the fundamental requirements of implementing systems and roles such as the VSH and DTs.  Furthermore, in 2009 the House of Commons produced a third detailed report regarding LAC. This focused on the development of good relationships between social workers, carers, and LAC, and development of the corporate parent role to extend professional duties. The report also highlighted a lack of acknowledgement regarding the amount of time that LAC spend in the school environment and their relationships and support there.

Section summary
Over the last 15 years there have been recommendations and changes made to policy and legislation borne out from high profile cases in children’s homes and social care abuse cases. A survey of relevant literature has indicated that there has been an increase in the explicit importance of education over the last decade. The responsibility for LAC has been transferred from the DoH to Education departments. Government documentation and guidance has been produced to support new roles such as the VSH and the DT, in an attempt to raise support and attainment. 

It has also been noted that key issues raised over a decade ago, still remain issues currently, such as difficulties with partnership working and the transfer of information between professionals. Berridge (2012: 1173) states ‘we cannot change the past and should look more to the future’ when working with LAC. The next section looks specifically at LAC and achievement.

3.3 LAC and academic achievement
As discussed previously, LAC experience educational underachievement or low achievement. The following section of the literature review examines the literature and research in relation to achievement, and factors impacting upon this. 
Jones, Everson-Hock, Papaioannou, Guillaume, Goyder, Chilcott, Cooke, Payne, Duenas, Sheppard and Swann (2011) conducted a review of literature to examine factors associated with outcomes for LAC. Their aim was to examine the breadth of research conducted and the factors identified as risk factors to LAC. A total of 96 studies were included within their review. A range of conceptual maps were drawn to identify links and areas seen to be influential as impacting upon outcomes for LAC. These included key known areas such as placement stability, age of first placement, mental health problems, and conduct disorders. Interestingly, interventions such as mentoring, shared parenting, and training for foster carers were also identified. However, throughout the review, there was no identification of training for other professionals at all, such as social workers and teachers.
Life chances and outcomes are strikingly poor, with many entering the criminal justice system and few going on to take up opportunities within Higher Education (HE) courses, both in the UK and internationally (Jackson and Cameron, 2012). This section will examine some, certainly not all, factors that potentially impact upon achievement.

Cognitive and Social factors and achievement of LAC 
It is not only physical or cognitive development that impact upon lack of achievement. Social factors and their potential consequences need also to be considered alongside this.
Berridge (2007) believes that due to the effect of damaging childhood experiences and social factors on cognitive capability, it is impossible for professionals to impact upon educational achievement. Jackson and Martin (1998) argue that even if this is the case, it should not be seen as an excuse for failing systems and lack of support for LAC. Furthermore, Forsman and Vinnerljung (2012) more recently, claim that their research contradicts researchers who state that LAC cannot achieve more due to early traumatic childhood experience. The focus of their research was a review of 11 educational interventions with LAC such as group tutoring projects, individualised literacy support, paired reading, a behaviour modification programme and a postal club in which books, mathematics games and stationary were posted to the LAC home. They demonstrate improvements in academic achievement for those that receive interventions, and state; 

“This review contradicts scholars who claim that foster children’s school achievements are as bad/good as can be expected, considering the children’s adverse early childhood experiences.”

 Forsman and Vinnerljung (2012: 1089).

More specific medical research in the area of brain development of LAC has become prominent over the last decade, examining the impact on outcomes due to brain trauma, and the development of children that are taken into care. Cairns and Stanway (2004: 24) support the view that early traumatic experiences for children such as separation, loss, and abuse can affect long term brain function through injury and development of the brain. This could affect articulation, memory, and a child being constantly in a state of hyper arousal or hyper vigilance. Children can present with ‘attachment’ issues such as becoming avoidant, demonstrating difficulty with co-regulation, emotional containment, development, and behaviour (Bomber, 2008). Hewitt and Tarrant (2015: 141) within their discussion on inclusion, identify that teachers are now ‘challenged to recognise the stress and mental health issues affecting school children’. This is potentially more apparent with LAC, and their prior experiences and current environmental situations impacting upon this.
Medical research (as summarised by Twardosz and Lutzker (2010) in their review of neuroscience perspectives) has been conducted to examine brain development of infants that have been maltreated (subject to physical and/or mental trauma). This has demonstrated significant differences in growth and function of parts of the brain. Despite this, Cairns and Stanway (2004) believe that appropriate support can be given to increase stabilisation, integration and adaptation for the LAC, that recovery can be achieved and therefore educational achievement improved. 

Moss (2001) conducted a study on the association between attachment and cognitive function with 108 French children aged six years, who were then reassessed at eight years. Moss (2001) concluded that children with attachment difficulties, demonstrated issues with communication, avoidance, motivation, and achievement. Furthermore, cognitive functioning in school was detrimental in children with attachment disorders, which contributed to general poor performance in all areas. 
In relation to the effects of potential brain trauma, and specifically attachment issues, international studies on migration, relocation, and separation, have been vital in the understanding and development of attachment theory over recent years. Prior and Glaser (2006) examine attachment issues in adopted Romanian children aged six months to four years. The sample consisted of 111 adopted children. Key non-normative behavioural patterns were observed, such as immediate sociability towards strangers, a lack of differentiation between adults (and caregivers), and a lack of seeking adult support during anxiety-provoking situations. These types of behaviours potentially have an impact within a classroom environment. Geddes (2008) and Bomber (2008) write extensively in this area, and discuss strategies to support pupils in the classroom that are experiencing attachment disorders. In the UK, LAC potentially will experience attachment difficulties as a barrier to learning, and the need for professionals to be trained in this area should be essential.
Cameron and Maginn (2009) discussed the need to have an understanding of the behaviour issues that LAC presented within a school environment and how professionals could deal with these. However, whilst emphasising this, they did acknowledge the need for developing increased opportunities such as creating a sense of belonging to help identify with the school, alongside encouragement for LAC to achieve well. Hewitt (2008: 153), argues that ‘socialisation is central to all learning’ for all children. He states that it is vital for children to develop skills through school, through parents [and carers], and through the community. Hewitt (2008: 153) argues further; ‘socialisation occurs when the school supports parents in understanding their particular approaches to learning and how they as parents [and carers] can contribute to this’. Collaborative working is essential between schools, teachers, and parents and carers in order for learning for all children to take place. Even more vital for LAC.  Furthermore, Cameron and Maginns’ (2009) argument stated that resilience of negative life experiences of LAC underpin the process of achievement. Therefore, teachers and carers should be working together to promote socialisation, and in turn, learning and achievement.
One example of the interventions reviewed by Forsman and Vinnerljung (2012) as reported earlier in this section, is Griffiths (2012). Griffiths (2012) evaluated a resource club for LAC aged seven to 11, in one LA, in which specific materials including mathematics games and literacy activities were posted to the LAC to work on either individually or with carers. This project was piloted with cohorts of 30 LAC each year, over a four-year period. This then increased to a national scheme involving 52 LAs and over 1500 LAC. The results from this were promising, with improvements for those participating in this scheme. It also raised educational awareness and value for foster carers. It is fair to state that the findings from this piece of research alone do not provide all of the necessary evidence to demonstrate the effects of supportive packages to improve attainment for LAC. However, it does provide a contribution towards the increasing international research that is evolving in regards to interventions used with LAC. This research demonstrated not only the need of cognitive support to improve individual attainment for LAC, but also support in relation to social factors. For example, the conclusion stated that the intervention was successful in having an educational impact upon the LAC when working with adults and other children, with their activities that had been sent to them, and that they had benefitted positively from this interaction. Through the use of this intervention, engagement with carers and education was increased, with carers commenting on ‘the parcels had helped them to do more with the child’ interacting and communicating with them when they may not have otherwise done so (Griffiths, 2010: 1105). It was also noted that a higher level of participation from the carers with the LAC occurred. 

Research indicates issues arising in relation to carer engagement with education, and this presents one of the key social factors impacting upon LAC attainment once in foster care. Several studies have revealed that some carers have a poor educational background and experience, and low academic qualifications. The ‘Who Cares Trust’ (2011) discussed a range of previous research conducted by the Fostering Network in which Collins and Butler (2003) made links with foster carers having low educational attainment themselves. They carried out the research through questionnaires with a participant sample of over 35,000 over a two-year period. They stated that carers felt unconfident about supporting children in their care with homework, and regarding their own communication with teaching staff. They appeared to have less knowledge about, and place less importance on education which was driven by their own personal experiences. As a result they did not engage confidently with educational professionals. Jackson and McParlin (2006: 92) also argued this, and made key recommendations which included ‘Foster carers should be required to have a minimum educational level’, which is discussed further in Chapter Three.

Berridge (2007) highlighted more fundamental issues in his belief that further research was needed to investigate factors that could be impacting upon LAC, such as gender and social class. Social class and parental and carer occupation need further examination in relation to research already conducted, such as cognitive development in young children being linked with social class. Ready (2010) studied an average of 24 children in each of 1000 schools in the USA, to examine this further in relation to attendance levels once entering school, and whether ensuring high attendance rates could begin to bridge the gap between peers. He concluded that children from a low socioeconomic status (which included LAC) who had high attendance levels, gained more progress in their literacy skills, than their high socioeconomic status peers with similar attendance levels. Berridge (2007) argued further, that not only did LAC perform significantly less well than their peers, but that there was also gender differences in performance for LAC, with boys’ underachievement higher than girls’. He argued that further research needed to be conducted in this area. However, this has been identified as an issue not solely confined to LAC and discussed in publications such as Raising Boys’ Achievement (DfES, 2005). The views of researchers such as Berridge (2007) and Ready (2010) provide valuable debate, with a small number of insightful research projects being conducted to examine the views and perceptions of LAC themselves, gaining further understanding of their perspective on education.

Perceptions towards education held by LAC
Harker, Dobel-Ober, Akhurst, Berridge and Sinclair (2003) studied LAC’s views of their educational progress. They conducted an initial study and a follow up study 18 months on (Harker et al, 2004). They sampled 56 LAC aged 12-19 years across three LAs, and assessed their perceptions of their overall support towards their educational progress. At the time of the study, work was being conducted by three LAs to promote inter-agency collaboration for LAC, the Taking Care of Education project. This consisted of operational level work between social workers and teachers, involving communication regarding paperwork and setting of educational targets for development for the individual LAC. Their preliminary work in their first study identified that LAC regarded teaching staff as the main supporters for their progression in education, while in contrast social workers were associated with hindering their educational progress. They identified areas of good progress; however, this was seen as not being consistent across the sample. 

Eighteen months later, Harker et al (2004) followed up on their previous study to see if there were any improvements in the perceptions of LAC in relation to the support that they received. Within this second study, improvements were demonstrated in the perceptions of LAC towards the support received in several areas. For example, the first was within the support that they received from carers, which may have been generated from a period of stability within the placement. They noted a higher level of support than in their parental homes. Some LAC had found that even with placement change, educational support had increased due to more ‘individuals taking an interest in their education’ (Harker et al, 2004: 279). However, some LAC stated that they had little support in regards to their education from their carers. Although the report demonstrated a positive improvement in perceptions from LAC between the two studies, it acknowledged that some continued to feel that being within the welfare system had a detrimental effect on their education. Reasons for this were attributed to unsupportive placements, and to teachers having low expectations of them. This was identified by a significant number of LAC within the study. So even though the study highlighted improvements that seem to have been made, there was undoubtedly a considerable percentage (over a third) of the sample that felt as though the system had continued to have a detrimental effect on their education. Potentially teachers could make an impact in this area through engaging and supporting carers to work on areas of educational importance.

More recently, Driscoll (2011) conducted a small-scale research study, with seven LAC participants aged 16 and 17 years. She considered their educational experiences and their attitudes in relation to education and attainment. Findings supported those of Harker et al (2004) in that all of the participants in this study felt as though they had not achieved highly enough in relation to their own expectations and could have achieved more if they had been supported further (although how this would be done was not made explicit). Also expressing that if they had received more positive experiences in terms of the engagement by carers, then this would have assisted them achieving further. This in turn may impact upon teacher engagement with carers, to support them with educational aspects for LAC. However, it is also acknowledged that this is a very small sample study.

Jackson and Cameron (2012) conducted a European Union-funded project, ‘Young people from a public care background pathways to education in Europe’ (YiPPEE), examining education for LAC. It included five countries; England, Denmark, Sweden, Spain and Hungary. The research examined post-16 education and ways in which care leavers could be encouraged further to stay in education beyond the compulsory sector. It was a large research study which included 372 telephone interviews, narrative interviews with 170 young people previously in care and 112 interviews with professional adults. The researchers stated that it was obvious that both carers and social workers needed to be far more aware of, and give more emphasis to educational attainment than they did. Furthermore, carers should understand that education is an important asset, with LAC needing to be placed with well-educated carers. They also highlighted that the findings were consistent across all five countries. Recommendations included individual tutoring and mentoring accessible by all LAC to narrow the gaps with their peers, with regular and up to date information collated up until the age of 25 years. The report also noted some of the continued barriers to LAC achievement, included social workers giving little importance to education, division between care and education services, foster carers’ low levels of education, and the low expectations of teachers.

Section summary

This section has identified that some possible causes for the underachievement of LAC include cognitive factors and social factors. As stated, LAC significantly under-perform in comparison with their peers. This was supported by the Department for Education and Skills (DFES, 2006) which acknowledged this within its statutory guidance. What is clearly known is that LAC enter adulthood having achieved far less than their peers. The literature emphasized that educational achievement is a critical element for progression throughout life, such as the development of life skills, socialisation, resilience, and the avoidance of criminal activity (Cairns and Stanway, 2004; Hewitt, 2008; Jackson and Cameron, 2012). With Jackson and McParlin (2006: 93) arguing that teachers are well placed to deal with issues such as behaviour and their ‘reaction to abnormal experiences’ in an effective way. Jones et al (2011) highlight many areas associated with poor outcomes for LAC, however do not examine or identify training for professionals working with them.
One aspect of possible underachievement by LAC is the support of the carers and the ability, knowledge, and skills that they are able to provide once a child enters the care system. Furthermore, Berridge (2012) identifies that the extent to which education of LAC is promoted and supported within training is not known. LAC themselves stated that they felt under-supported in relation to education and the expectations held by professionals. Researchers still argue that further needs to be undertaken to support LAC in achievement, and that these issues need to be addressed. However, research is still sparse in this area and in particular in regard to primary education.

Over the last decade, roles and processes have been developed in an attempt to address the underachievement of LAC. The next section will look at these in relation to the literature available which relates to both primary education and LAC. 

3.4 Professional roles within Education to support LAC
The Department for Education and Skills (DfES) was a government department between 2001 and 2007, at which point it was replaced by the Department of Children, Schools and Families (DCSF). The department title denotes further emphasis on children and families rather than a purely educational focus. This shift incorporated the multi-agency working with families. The structure was mirrored across LAs regarding joined up professional working. Professionals were brought out of their individual teams to work together, such as the Team Around the Child, and children’s centres were created. When the Coalition Government took control in 2010, the Department then changed to the Department for Education (DfE) removing the wider family focus from the title. With each change of Government brings change to services. Multi-disciplinary teams were restructured, new government initiatives were implemented and changes in funding occurred. This all has an impact on delivered services, and tracking of the impact of change. 

A variety of employment posts within LAs have been developed over the past decade which have been implemented (to varying degrees) and evaluated. Systems and roles are constantly under a process of development and change, which itself impacts upon the delivery and continuity of services and collaboration. The following section of the literature review examines some of the pertinent roles and processes in UK schools. 

Virtual School Head 

The VSH also now known as Head of Achievement for LAC, and the School Head for LAC, was set up as a pilot project in 11 LAs by the DCSF in 2007 until 2009. The role was established to oversee all LAC within a LA as if they were in one virtual school, with the intention of raising educational standards. Within a detailed examination, Berridge, Henry, Jackson and Turney (2009) evaluated this pilot in the 11 LAs and the impact on educational achievement for LAC. They acknowledged that previous research (Harker et al, 2004; Comfort, 2007) highlighted weaknesses within attendance, implementation of Personal Education Plans (PEPs), the work of the DT, and educational support given to the LAC. Berridge et al (2009) in their research, aimed to examine the range of activities carried out by the VSH, look at the impact of the role on educational outcomes for LAC and whether these areas of weakness had improved, and finally to gain examples of good practice. Berridge (2012: 35) reflected on the policy process of evaluating this pilot and acknowledged that ‘conclusions were naturally cautious’ due to the ‘constraints of the exercise’. This must be taken into consideration when discussing this role. 

Data were gathered from progress reports, educational outcome statistics, questionnaires with the VSH, interviews with the 11 VSHs, interviews with social workers, and surveys with LAC, carers, DTs and social workers. Each VSH appointed within the pilot, prioritised different aspects of the role dependent upon the weaknesses within their own LA. As a result of the evaluation, a key finding was that social workers had gained less understanding of the role of the VSH than carers and DTs. This correlated with previously identified research, in which social workers were not engaged with the importance of the educational aspect of working with LAC (Harker et al, 2004). 
The report (Berridge et al, 2009) concluded that priorities for educating LAC had been raised within the participating LAs through a senior level appointment being made, and the VSH acting as a ‘champion’ for LAC. The report advised that the appointing of VSHs should continue as progress had been made with planning, monitoring, and building relationships at a strategic level. Guidance for improving the attainment of LAC was written by the DCSF (2009e and 2009f) based upon a small number of 14 short visits to schools, to examine good practice. Berridge et al (2009) acknowledged that further improvements were needed to continue, and although progress had been made in raising the educational achievement of LAC it was still not equal to that of their peers. This continues to be evident within statistical reviews (DfE, 2012), with little progress being made since the published guidance five years ago in 2009. Therefore, the question remains; what further needs to be examined or implemented, in addition to producing guidance?
Designated teacher

There is little published research, evaluation or review of the impact and implementation of this role. The DT was a role introduced as a requirement for LAs following the Children and Young Persons Act (2008). However the role had been introduced in some LAs prior to this, although it was not then a statutory requirement. 

Murray (2006) carried out a number of telephone calls to teachers to examine the support for LAC for an article written. Murray found that:
“Most [teachers] have no idea what a ‘designated teacher’ is. One thinks there is ‘probably’ a policy at their school for looked-after children. I speak to a ‘designated teacher’, who seems to know her stuff, but no teacher knows that homework policies should take into account the circumstances of looked-after children, for example. Another stated ‘If we have one, it's probably tagged on to someone's job description.’”

(Murray, 2006) 

The DT role is currently under review by the DfE. Those in this position have specific duties such as promoting the educational achievement of LAC, supporting staff to understand how they can affect LAC to achieve, contribute to policy, and to work in partnership. Higgs (2009) conducted the first systematic study of the role and investigated the contribution that DTs had made to improving educational outcomes for LAC within one LA. Although this was a relatively small case study involving one LA only, Higgs (2009) collected a range of data from interviews and questionnaires with DTs, social workers, and carers, alongside conducting documentary analysis. From this data, Higgs (2009) observed that concerns continued to be raised in connection with collaborative working, namely that it appeared to be a one-way process with initiatives mainly being taken by the DT. It had previously been determined by Berridge et al (2009) that social workers tended to focus on areas of their job that they deemed as being most urgent, such as child protection. With high caseloads, education did not rank highly. This view was corroborated by the Higgs (2009) study. LAC were aware that the school (DT) had tried to contact the social worker but there had been no response or return of contact. This view was also upheld by the DTs, and although good examples of collaborative working were identified, there continued to be practice that was concerning, for example:
“. . . they [social workers] have never come to meetings when they have been invited and there are lots of issues. . . I left six or eight messages on the answer phone of the social worker. . . I still never heard back from them. . .” 

                                        (Participant DT in Higgs 2009: 121)
However, although Higgs (2009) identified that during the establishment of the designated teacher role in that particular LA, improvements were made, with social workers’ gaining a better understanding of their role and vice versa. Nevertheless, frequency of contact and communication remained an issue. 

Part of the role of the DT is to support and plan for LAC. The main document that relates to this is a PEP. The first version of this was introduced in 2000. Recently a standard version of the PEP document was introduced in December 2011 and fully implemented by July 2013. The DCSF (2009) explained that:
“The PEP is a shared document which includes the information that everyone needs to help their conversations, planning and the delivery of strategies required to make sure the child gets the support and provision needed to succeed.”

(DCSF, 2009: 9)

The PEP is currently written in two parts, the first, from an educational perspective, and the second from a social care perspective. Within the study discussed earlier, Harker et al (2004) undertook research across three LAs which involved examining the collaboration in completing the PEP between social workers and teachers. They identified that training was needed to assist completion of the PEP to gain maximum benefit and implementation. 

Another key finding from this study was that, within all authorities, there were problems with the completion of these mandatory documents. Collaboration between the schools and social workers were the main issue, due to factors such as high workloads, or an unidentified lead person to take responsibility for the process. Where success was evident, it was identified that this was due to clear leadership, the collaborative sharing of information, and agreed targets and action.

Hayden (2005) investigated the experiences and perceptions of 148 DTs, 35 social care staff and 24 professionals from education departments in one LA, working with LAC in relation to the PEP. She used a mixed methods approach, which included questionnaires, interviews and case file audits. Hayden (2005) noted that although the PEP had begun to raise awareness of educational needs, difficulties remained with its implementation. For example, only a quarter of PEPs were produced within 20 days of the meeting being held, and only a third was used within statutory reviews. Hayden (2005) identified that it involved a considerable amount of work to engage all teachers and schools in responding to the varying needs of LAC. She also stated that most primary school DTs did not receive additional time, support or financial allowance for these responsibilities; therefore any meetings relating to the needs of LAC had to be equitable and prioritised within their working day or evening. These issues were also highlighted by Higgs (2009). This appeared to have consequences on the completion of the PEP as a paperwork requirement that was rushed, rather than a document to be valued and used to ensure consistency of support and provision for individual LAC. 

The DFES (2006), and more recently DCSF (2009e and 2009f) considered the importance of a PEP for each child to record achievements, identify needs, and set targets. They stated that teachers needed to examine if this was being fulfilled effectively, and asserted that they were key in supporting the process and working with other professionals to achieve targets and raise attainment for LAC.

Section summary
Key roles have been created within LAs and schools to support LAC. The introduction of the VSH enabled one person to oversee progress for all LAC within the LA. Within the review of the pilot project, it was acknowledged that the role was successful but needed to be developed further. This role could be viewed as a valuable one in supporting this statement. 
As stated previously, the role of the DT is a statutory role and is currently under review by the DfE (2013). Higgs (2009) did conduct a small research project within one LA to examine the role, and found positive examples of practice. However, there were also concerns regarding poor communication between the services which remained on-going. What is strongly evident when conducting a literature review in this area is the obvious lack of research conducted in relation to the roles. With both of the above roles, very little research has currently been carried out.

There is also very little literature surrounding the PEP. The PEP is a key document and the implementation of it is intended to support LAC. However, as seen within the limited research, the PEP is not always implemented successfully. Collaboration remains an issue, together with the low expectations of professionals working with LAC. Martin and Jackson (2002) researched educational success of children in care, highlighting the issue that there is inadequate training of staff, which could be a contributing factor to low expectations and the lack of collaborative working. The next section therefore examines the nature, implementation, and effectiveness of training programmes. 

3.5 Training for professionals supporting LAC

Career long professional development in education has been acknowledged by researchers such as Moon, Butcher, and Bird (2000). They define that teachers should take ownership of their professional development, understanding the learning process, and learning from the best through evidence based practice. Turvey (2010), and Conroy, Hulme and Menter (2013) support this view and argue for the nature of professional learning to consider the agenda, power, and principles, to impact on what is important and why, within a professional learning context, such as the development of knowledge and skills in key areas through CPD. 

Ofsted (2008) stated that raising the achievement of LAC, depends on a shared understanding between professionals, where the educational needs of LAC are constantly addressed. This is also supported by Harker et al (2004) who explored the need for coherent and informed inter-professional working to raise the education of LAC. They highlighted the importance of sharing information and communicating effectively. 
For professionals to work collaboratively and co-ordinate successful provision, the function of professional learning through training may be needed in developing skills and processes. However, the literature indicates that there are few training and development opportunities for education professionals in informing them, and skilling them, in relation to working with LAC. Fletcher-Campbell (1997) reported on the educational provision for LAC. Questionnaires were sent to all LAs and 66 were received back. Her report established that there was minimal training for teachers, and the main focus was upon devising support through the development of a person in post to support individual teachers. Only 15 LAs stated that they held training for teachers and 36 LAs reported that no training was available at all (Fletcher-Campbell, 1997: 22). To date there is no further published literature available with regard to training. Therefore there is no further data on how local authorities have progressed in line with the recommendations. 
In research discussed earlier in 11 LAs, Berridge et al (2009) examined training of social workers within their report. They conducted group interviews with 39 social workers and concluded that the social workers felt as though they still needed much more training on educational aspects. Within their report, they highlighted that social workers had little understanding of testing and targets, or of jargon associated with education. Therefore social workers were unable to support and discuss education with LAC and carers effectively, the report stated ‘Many social workers felt that their knowledge of schools was inadequate’ (Berridge et al, 2009: 66). They also noted, that in many of the LAs, the VSH had not seen the training of social workers as an aspect of their own role, which raises the question as to who is responsible for this area of professional learning? 

Clarke (2009) conducted an on-line survey with the Fostering Network and received 442 responses from foster carers.  Key findings focussed on training for foster carers and the need for appropriate training at the right times, to ensure correct support for individual carers and children. Foster carers also reported a desire for peer mentoring and support groups in addition to relevant training opportunities. Without appropriate support, carers noted that they were likely to leave fostering which would perpetuate the shortages of carers. As part of this report, the recommendation was made to the fostering services to ensure that learning opportunities were provided, so that foster carers could give the best care to children (Clarke, 2009), with the following recommendation being made for government: 
“Ensure all social workers who are or will be responsible for care planning for children gain relevant training and post-qualification experience of working with foster carers and children in care.”

 (Clarke, 2009: 10). 

Although there is no research published in relation to trainee teachers and LAC, inclusion and SEN have been the focus of research in relation to teacher training. These areas do not necessarily have direct links with LAC, although LAC should be included within an inclusion policy and framework with reference to vulnerable groups of children. There are also some links with SEN as a high proportion of LAC have SEN, nine times more likely than non LAC (DfE, 2010). Therefore some insights can potentially be gained from examining literature in this area.  

Mintz (2007) researched one aspect of ITE training through the attitudes of 518 secondary PGCE ITE students in relation to inclusion in London. Mintz (2007) used the cues ‘inclusion’ and ‘special educational needs’ to prompt the trainees into providing associated words. He received 107 responses to the task. On analysis of the data, Mintz (2007: 8) found that students enter training with ‘fluidity in terms of attitudes to SEN and inclusion’. Furthermore, Winter (2006) conducted an investigative report in Northern Ireland with 153 teachers and 50 head teachers. She examined teacher preparation through questionnaires and focus group interviews, with regard to SEN and the knowledge, skills, and competencies that would be needed for a new teacher. She argued that it is not just positive attitudes that are needed, but the ability to apply skills. She stated that in the first two years of qualifying, teachers do not have the confidence and skills to be able adequately to support children in an inclusive environment with Special Educational Needs (SEN). Winter (2006) also stated that trainees required the following to be included within their training course: ‘Student characteristics; behaviour management; assessment and evaluation; and legislation dealing with SEN students’ (Winter, 2006: 87). These are also areas that could directly impact on working with LAC, such as considering behaviour and emotional issues, assessment, and legislation in regards to LAC.

Spandagou, Evans and Little (2008) examined the ‘preparedness’ of trainees with classroom inclusion and diversity. They conducted a survey with 57 trainee teachers. On analysis, the researchers began to debate the type of skills that are needed for progress to be initiated, by stating that ITE students need to work collaboratively to contextualise their experiences to respond to diversity and inclusion within the classroom. Parker-Jenkins, Hewitt, Brownhill and Sanders (2007) support this view of contextualising and developing experiences early within a career, starting with ITE. They do this through a ‘move beyond theory. . . and underachievement debates’ to examining practice based strategies to support inclusion, both within the classroom and beyond, through working with parents and communities. However the fundamental issue remains as to where the opportunities can be provided for those early qualified in their careers to do this. Marley’s research (2008) on professional viewpoints within an educational paper, supports this view stating that NQTs are neither equipped to respond to children’s individual requirements, nor to support children with SEN adequately. He argued that radical changes within ITE are needed (as recommended by academics and teachers), and have been needed for the past three decades. 

Training and Teacher Education with LAC

Until very recently there has been no published or accessible research directly relating to the training of teachers, or trainee teachers, and their professional working with LAC. Jones et al (2011) conducted a literature review into outcomes associated with LAC which did not identify a lack of training for professionals. Furthermore, many of the same researchers; Everson-Hock, Jones, Guillaume, Clapton, Goyder, Chillcott, Payne, Duenas, Sheppard and Swann (2011) conducted a systematic review into training and support for carers and other professionals on the physical and emotional well-being of LAC. However, on searching training, they could only find training for foster carers and therefore their paper focused on this. They identified that there was no training for teachers found in this area, which is enlightening. 
A recent review of Initial Teacher Training (ITT) was conducted (DfE, 2015); Carter Review of Initial Teacher Training (ITT). This review identified that further work needs to be undertaken on providing professional development within and beyond ITT. There is no specific mention of LAC within this review, although there is direct identification of trainees needing to understand specific issues such as autism spectrum and genetic disorders.
Murray (2006) had previously argued, that teacher training did not go far enough to support trainee teachers in this area, with LAC being absorbed within wider policy, this appears to still be the case in 2015:
“I felt certain the topic [of LAC] would be covered in teacher-training programmes. A dozen or so calls to teacher-training providers, suggests this is not necessarily the case. The overall picture is patchy and most providers considered coverage of the Every Child Matters agenda to be adequate. . . [It follows that] additional training is the answer - both during teacher-training and as part of teachers' ongoing professional development. Teachers need to know why young people are placed in care. Lots of people, including teachers, put foster children into 'boxes' - victim or villain. The truth is that children from all sorts of backgrounds end up in care.”

(Murray, 2006) 

Yet still, professional learning and training had not become widely available as noted by Everson-Hock et al (2011). Comfort (2007), reflecting upon her experiences of working with foster families, recognised that carers can have difficulty in connecting with schools and building positive relationships. She argued further that teachers do not expect children of primary school age to already have a history of abuse, extreme neglect, or hunger, and that this may have a negative impact on LAC. Comfort (2007) clearly believed, and supported Murray (2006), in the view that ITE does not even begin to prepare trainees for working with LAC, stating ‘Initial teacher training still includes little or nothing about the care system or children in care’ (Comfort, 2007: 31).  From the lack of literature it would appear that progress in this area has been slow. It may be ambitious for Murray (2006) to hope for trainees to be thoroughly prepared to work with LAC, however she identifies that ITE does not begin to prepare many trainees in this area. Considering starting points and gathering baseline data, is vital to begin to address these issues.
The DCSF (2009) stated that it should be a part of the DT role to be trained and support LAC in school, and included this within their guidance:

“The governing body should, in partnership with the head teacher, ensure that, through their training and development, the designated teacher has the opportunity to acquire and keep up-to-date the necessary skills, knowledge and training to understand and respond to the specific teaching and learning needs of looked after children.”

    (DCSF, 2009d: 8)

However, the issues still remain as to whether training is being provided, and how the training needs can be met, and by whom? Can training be implemented earlier within a training framework to provide initial training and support for trainee teachers and NQTs, so that they begin to become prepared for working with LAC? Does this need to be considered further within a CPD model of on-going professional development, due to an already demanding teacher training curriculum?
Pedder and Opfer (2011) examined CPD in schools. They carried out surveys in 329 primary schools and 59 secondary schools, with 1126 teachers. They identified that primary teachers benefitted from working with colleagues through CPD and this had an impact on pupil learning. Pedder and Opfer (2011) argued a key point; that CPD should be research-informed and classroom based to be effective, also argued by Moon, Butcher and Bird (2000) in their drive for career long professional learning that is evidence based. Pedder and Opfer (2011) noted this as the first key issue presented in their findings. They also highlighted that CPD opportunities are becoming limited by LAs due to the shift from ‘provider’ to ‘broker’ (Pedder and Opfer, 2011: 747). With one of the main barriers to CPD identified as the lack of opportunities and training courses in areas of need.
More recently, and more specifically, researchers at Bath Spa University have been working with their LA to develop a training package to support and inform teachers working with LAC. Parker (2012) presented a paper at the British Education Studies Association (BESA) with the paper yet to be published. Parker and Gorman (2014) are also publishing a book chapter edited by Sonia Jackson discussing the following project. Parker and Gorman (2014) set up a project to produce a set of materials to support teachers in understanding how to tackle some of the issues presented with LAC. One of the aims of the materials was to give LAC a voice. The group working on this package designed scenarios that were potentially faced in school when working with LAC. The set of materials were piloted with a group of 58 PGCE (primary and secondary) trainee teachers. The project concluded that there had been a positive impact on LAC and their peers in use of the materials, with LAC gaining confidence to talk about their experiences and become ‘experts’ with their peers. However, they also found some resistance in their pilot schools with the use of materials, through ‘exaggerated concerns’ regarding the impact of individual LAC, and of minor details such as the structure of the lesson plans. This is still the first real step in research in developing training for ITE trainees and qualified teachers in relation to LAC.  
Currently, general training for teachers follows the structure below in Figure 3.1 (Jones, 2003: 38). This outlines a period of initial teacher training lasting from a one year post-graduate route, to a four year undergraduate route. Teachers then receive a period of focused support through their one year induction, with subsequent training through CPD and professional development. This can be either as whole school packages or individualised training for early professional development. It is viewed that teachers become competent practitioners, with the necessary skills and knowledge after five years of teaching (Bubb, 2004).
Model of professional development for teachers
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Figure 3.1. Professional development for teachers (Jones, 2003: 38)

One issue that is for consideration at this point, is that of the current Ofsted Inspection Framework (DfE, 2015). Within models of training and development, allowance is given for progression and development within the training years, and the first five years of teaching (as above with Figure 3.1 above). However, the new framework has already raised expectations of the grades of trainee teachers and qualified teachers, which is also seen within the school Ofsted grading system. If a school is graded ‘requires improvement’ then additional time and support would be given to the school in order to demonstrate improvement. However, an individual trainee would not necessarily have this luxury, and may find themselves failing at the end of a course timeframe. Within this grading system for trainee teachers, ‘satisfactory’ is no longer ‘satisfactory’ and has become ‘requires improvement’, and the expected grade for a trainee to be able to qualify with, is a grade one; ‘outstanding’, or a grade two; ‘good’ which has been stated as a minimum level of practice that is expected (Ofsted, 2015). All trainees cannot, and should not be expected to be ‘expert’ with only nine months of training which includes 120 days of school experience. Dependent upon prior experience, skills, and knowledge, there should be a system of flexibility in relation to expectations and starting points for NQTs, and allowance for progression to become competent practitioners beyond the nine month training phase. 
There are many models of development such as wider applicable models as presented by Deleuze (1968, 1974); developing identity, in which his model presents the need for subjective time, objective time, and then repetition of skills to produce difference and identity within your specialist field. Models can be linked with distributed practice approaches, in which skills are developed over a period of time. This is seen to be a stronger mode of learning through processing and retaining information and skills over a longer period of time, than learning by a massed practice approach, or cramming training into a short period (Bloom and Schuell, 1981, and Murray and Udermann, 2003). Other models specifically focus on teacher professional development, incorporating the nature and function of professional learning, and include work by Evans (2008), in which he presents a process model with three strands of development; intellectual development, attitudinal development, and functional development, examining teacher development and how it is achieved. Evans (2008) argues for the need for all three strands to be developed for teachers to reach professional competence and can be achieved through CPD, as seen in Figure 3.2:
A process model of teacher development
[image: image4.png](Evans, 2008)
Figure 3.2. A process model of teacher development by Evans (2008)
Wallace (1990, 1998) focusses on a different aspect; the process of reflection and practice to reach a level of competence for teachers, as in Figure 3.3. This is through received and experiential knowledge experienced post-training and through CPD:
A reflective approach professional development model
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(Wallace, 1990: 49)
Figure 3.3. A reflective approach professional development model

Both the work by Evans (2008) and Wallace (1990; 1998) could be beneficial when examining the potential for models of CPD for teachers working with LAC.
Subject knowledge and content of training for trainee teachers needs to be considered further. Currently trainees are in school for 120 days of placement, leaving little time for taught content and knowledge based central training. This is regardless of the method of training that they are undertaking, for example PGCE or school centred. The DfE (2015) conducted a review; the Carter Review of Initial Teacher Training (ITT) in which the content of programmes of high quality teacher training providers is discussed. The review is specific, and narrowly focussed, around the main themes that the DfE believe are important, to ensure that trainee teachers have the knowledge and skills that they need to enter the profession as a NQT. The review defines subject knowledge development as the core content of specific subjects such as literacy and mathematics. There is a separate defined section on child and adolescent development, in which a grounding in areas such as behaviour, mental health, well-being, and SEND is incorporated. A further separate category on SEND is also specified. Training on LAC could clearly fit into each of these three categories, with also the potential for interlinking of the categories. 
Firstly, subject knowledge should not purely be solely regarding a taught subject. Specialist subject knowledge should incorporate a wider range of content, such as that defined by Hartley (2010) when examining teacher expertise for SEND. Hartley (2010) argues that specialist subject knowledge and content in this area is needed within ITE and CPD. Furthermore, advanced subject knowledge in this area would be beneficial to pupils. He continues that this is not forthcoming, due to funding and training issues with further areas yet to be covered. Specialist subject and content knowledge for LAC could incorporate areas such as knowledge on paperwork including the PEP, understanding of funding and access to further support such as financial allowances, and policy and legislative developments.
Another aspect of subject knowledge development should include areas such as citizenship, and consider areas within this such as discrimination. Within this area, specific reference to LAC could be made, and considered in relation to trainee teacher subject knowledge. As we have seen from the statistics in Chapter One, outcomes for LAC are poor, their function as individuals as adults in society will potentially be affected by their experiences as LAC. DfE (2013) in the National Curriculum for Personal, Social, Health and Economic (PSHE) education state that teachers should have flexibility in deciding the content of this aspect of the curriculum. This may include as advised by the DfE (2013), drug, and sex and relationship guidance. In a wider context, this would be taught through pupils being equipped to understand risk taking and making informed and reasonable decisions in order to function as adults in society. As seen in earlier research on attachment difficulties (Prior and Glaser, 2006), this is an area in which LAC need further support, and this would be a subject in which this could be explored further if trainee teachers, and qualified teachers, are secure and knowledgeable in the subject area.  
Secondly, the area on child and adolescent development could certainly incorporate specifically LAC. This could potentially be seen through areas such as the impact of trauma on brain development; issues such as attachment, emotional and social development, and mental health and well-being, directly in relation to LAC as discussed previously.

Finally, as we have seen, the area of SEND may incorporate the area of some LAC. However, it is important to remember to remember that not all LAC have SEND, there are a large proportion that do not. Aspirations and expectations for LAC should remain high as already identified and discussed through the literature. 
Currently there is little training for qualified teachers on working with LAC, with no clear direction from Government (2015). A few bespoke programmes are being offered when an internet search was carried out, but there are no clear training programmes specifically targeted at trainee teachers and teachers working with LAC, or based on research of needs, skills, and perceptions of the teachers. With Government high demands on the content of the teacher training curriculum (2015), the issue is evident; when and how should teachers be trained and prepared for working with LAC? 
Section summary

Training is seen as being vital in the support of professionals, and in turn impacting on the support for LAC. However, as demonstrated through the lack of literature, further work needs to be identified on ITE and CPD training, considering professional learning through the approach, content, and delivery, of training in relation to the on-going issues presented in the underachievement of LAC. This leads to the identification of gaps within the body of literature, and the development of the research questions to gather baseline data to support this development.
3.6 Gaps in the literature and research

The literature review has identified the following. Firstly, that policy and guidance for LAC has developed over the last decade (including new roles introduced) with a focus on education becoming more prominent. Secondly, that LAC’s underperformance and the issues underpinning this, appears to be consistent internationally. Next, that effective inter-professional working is essential in the support of LAC and continues to be an issue. Finally, that there is a lack of training opportunities and educational support for social workers, carers, teachers, and trainee teachers in relation to working with LAC.

While the literature review has identified four definite and important themes, it has also shown that specific research in relation to LAC and ITE students, NQTs or experienced teachers has been neglected. This has demonstrated a clear gap in the literature. Jackson (2001) asserted that researchers do not view the education of LAC as an important or interesting part of the care process, and therefore minimal time or effort is dedicated to the research of educational achievement or support. This has continued to be identified in more recent research such as Cameron and Maginn (2009). However, ITE is an opportunity to begin to engage trainees with the practical ability to enhance skills and create and challenge beliefs in order to support LAC through inclusion training, and continued within CPD. By working with ITE trainees and teachers, it is potentially possible to begin to impact on better working processes within school environments, and creating supportive and engaging partnerships with carers. These skills and knowledge can then be carried forward into their careers, and further developed upon through CPD.
Thus, through reviewing the literature it has been acknowledged that there is limited research in relation to LAC and education. Gilligan (2007) asserted that this is the case internationally and not restricted to the UK alone. Jackson and Cameron (2012) also state that the

“. . . body of research relating to the school experience and educational achievement of looked after children has serious weaknesses. It consists mostly of small scale studies. . . It is all written from a social care perspective, taking no account of educational or sociological evidence or theoretical insights which are relevant to the care population.” 

                                         (Jackson and Cameron, 2012: 35)

Furthermore, there is no research directly regarding the perceptions, knowledge, skills, and understanding, of trainee teachers. This would provide baseline starting points in relation to LAC, to then impact on training programmes to improve these areas for trainee teachers and qualified teachers within their first five years of teaching; potentially leading to competency of working with LAC.  

Although there is some research relating to ITE students and children with SEN, perceptions of ITE students of their experiences and arising issues of working with LAC are not currently researched, and therefore I have been unable to find any related literature in this area. This leads to the main research question: What are the perceptions and experiences of Initial Teacher Education trainees in relation to Looked After Children? 

Chapter summary

In conclusion, the literature review has identified a growing body of research in relation to LAC and education. Key factors relating to this is the increase of the importance regarding education for LAC, including the introduction of new professional roles such as the VSH and the DT. It also identifies continued difficulties with effective partnership working between professionals. 

The literature review acknowledges possible causes of underachievement which include the expectations held by professionals including carers, social workers, and teachers in relation to academic achievement of LAC. This is also identified by LAC themselves. Some issues continue to exist regarding paperwork such as the implementation of the PEP. In addition to this, the need for training is identified for professionals, and in particular teachers, with very little research carried out in this area, leading to the research question.

The following chapter outlines the methodology for the research, the approach taken, and the methods of data collection and analysis.
Chapter 4

Methodology

4.1 Introduction

This chapter examines how the research question informed the choice of approach, rationale, and methods for carrying out the research. This choice was informed from the question pertaining to gather insights from trainee teachers, in relation to their perspectives and experiences of LAC. The chapter explores paradigms and the advantages and disadvantages of the selected methods. This is followed by a detailed examination of the data collection methods and data analysis methods used within the two phases of the research. The chapter concludes with a discussion of data credibility and ethical considerations.

Research questions

The main research question for the thesis is: 

What are the perceptions and experiences of Primary Initial Teacher Education (ITE) trainees in relation to Looked After Children (LAC)? 

Sub- questions arising from Phase One, Stage One, data collection and analysis as detailed in this chapter: 

· What values and beliefs do Primary ITE trainees enter training with when working with LAC? 
· What previous experience of LAC do ITE trainees bring to the profession?
· When working with LAC on a training placement, what are ITE trainees’ experiences of working with them?  
· What needs to be done further when working with trainees to prepare them for working with LAC? 
4.2 Philosophical perspectives/ Research paradigm and approach
The research paradigm was chosen through examination of the main research question and consideration of the most appropriate approach. Mertens (2005: 9) distinguishes four major paradigms. The first, positivism/ post positivism in which the ontology (nature of reality) is described as ‘knowable within probability’, and in which the epistemology (nature of knowledge) is described as ‘the researcher manipulates in an objective manner’, the methodology is quantitative. This paradigm is a scientific approach using experimental methods. A second paradigm is defined as transformative. The ontology states multiple realities such as social, ethnic, and gender. The epistemology is defined as ‘interactive between researcher and participants. . . [in which] knowledge is socially and historically situated’ (Mertens, 2005: 9). The appropriate methods include quantitative, qualitative, and mixed. In this paradigm there is a strong emphasis on historical factors. A third paradigm as defined by Mertens (2005: 9) is constructivist, also known as interpretivist, in which the ontology consists of ‘multiple, socially constructed realities’. The epistemology is also interactive as with transformative, and the methodology is qualitative. The final paradigm is pragmatic, in which the ontology focuses on ‘what is useful determines what is true’, with the epistemology defined as ‘relationships are determined by what the researcher deems as appropriate to that particular study’ (Mertens, 2005: 9).

The methodology used is through matching methods and purposes of the research. Due to the nature of the questions posed for the research, positivism/post positivism was ruled out due to the quantitative scientific nature of the ontology, epistemology, and methodology. This paradigm would be inappropriate as it fails to recognise the qualitative nature of enquiring into trainee teachers’ perspectives. The transformative paradigm has a focus on social justice and the knowledge and construction of this within the research, and was also deemed as inappropriate. However, if the focus of the questions had been placed within examining the historical and social context of LAC, then this may have been a more suitable paradigm, and could potentially be future research in relation to trainee teachers.

I then considered the remaining paradigms, pragmatic and constructivist/interpretivist. The most appropriate out of the two is the interpretivist approach due to the researcher attempting to understand the lived experience of the participants (Schwandt, 2000). I considered the pragmatic paradigm, however, I concluded that for this research, it is the ontological assumption, to ‘understand the multiple social constructions of meaning and knowledge…..constructed by the participants’ as within the interpretivist paradigm which is most relevant (Mertens, 2005: 14). Mertens (2005: 14) proceeds to define the epistemology of constructivism/interpretivism as researcher and participant ‘interlocked into an interactive process’ which supports a personal approach to the data collection.

The research uses a predominantly qualitative approach. Using an interpretivist approach supporting eliciting the most appropriate data, through gaining experiences of ITE trainees that could not be carried out effectively purely quantitatively (Robson, 2011). Dewey (1938) discusses how experience is the most important concept in philosophy. He believes that meaning emerges from human experience and cooperation with others, and that the real world is the one that we experience. Phenomenology and Grounded Theory Methodology (GTM) were the two main research approaches considered for this thesis within the constructivist/interpretivist paradigm. Phenomenological research ‘seeks the individual’s perceptions and meaning of a phenomenon or experience’ interpreting the ‘lived experience’ of phenomenon being researched (Mertens, 2005: 240). Husserl (1931) writes extensively on phenomenology, the understanding of different lived experiences of others, through observation and reflection. Patton (2002) and Smith, and Flowers and Larkin (2009), support the use of phenomenology to gather meaning from lived experiences from individuals and groups. This research can be located within the phenomenological approach with data collected through the ‘lived experience’. However, on further consideration GTM was also a suitable approach. On commencing this research, a research area was defined of interest, with an overarching research question; however, this needed to be further focused through gathering initial stages of data and analysing this. Bryant and Charmaz (2011: 1) outline GTM as ‘a systematic, inductive, and comparative approach for conducting inquiry’ in which ‘data collection and analysis proceed simultaneously and informs and streamlines the other’. The collection of data; phenomena (for this thesis) relating to experiences was conducted in a predominantly qualitative way, developing the research and using a GTM approach to build on levels of depth directing the research question into finer defined sub-questions.  GTM epistemology has repositioned itself over the course of philosophical engagement, perspectives and developments. It assumes that what are presented are ‘representations’ of experience rather than a replication of experience (Bryant and Charmaz, 2011: 50). 
Robson (2002) identifies positive features of using a GTM approach that support the framework for this research. He identifies: a flexible, systematic, and co-ordinated approach, with procedures for analysis of data leading to generating theory. He also identifies some potential issues: he states that although GTM expects no pre-existing theoretical ideas and assumptions, that this is impossible. Robson (2002: 192) also acknowledges that there are ‘tensions’ between evolving styles of study in this area.

GTM is greatly debated. Designs of GTM research differ, and researchers argue for different data collection, analysis methods, and theory building. There are arguments for using a traditional core GTM, and arguments for the development and use of a much softer GTM approach. For example, well established researchers within the field of GTM; Corbin and Strauss (2008) argue for the use of axial coding, in which categories are built around. Glaser (1992) another leading GTM researcher argues against this approach as he feels that this forces categories and themes onto the data, rather than enabling them to emerge. As these debates continue widely in the field of research, I looked primarily at my topic of interest, the research question, and what I intended to gain from carrying out the research. I concluded that the use of a grounded theory approach would be extremely useful to develop and answer the research question. The research does not necessarily fit into a tight GTM traditional framework. However, as established researchers are constantly debating the ways of conducting GTM, I have taken the approach to build on data collection from phenomena gathered, examine emerging themes, build on this data collection, and then to develop a training model. Therefore the methodology is a GTM ‘approach’ with phenomenological data collected in Phase One, and feedback from professionals in Phase Two. 

4.3 Methodology/ Research methods

I examined the methodology; the research used predominantly qualitative methods within a grounded theory framework. See Figure 4.1:
Research philosophy, approach and design
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Figure 4.1:  Research philosophy, approach and design.
Within the constructivist/interpretivist paradigm, a GTM approach was chosen with the nature of using multiple stages of data collection which scaffold and build into the next stage after review and analysis. The comparison of data with the previous stages which was ‘grounded in the views of participants’, the trainees, (Creswell, 2009: 13) was a key element to this research process. This was then further supported through the gathering of feedback from professionals to build on theory, and develop a potential model for training. The methods of data collection were chosen for the purpose of eliciting the most useful data to answer the research question. By using a semi-structured questionnaire, trainees were able to reflect and draw upon prior and existing experiences that could be analysed for emergent concepts and themes from the view of the trainees. In contrast, a quantitative structured questionnaire could be considered, however, this would have been restrictive in data and could overlook potentially relevant information, such as is the purpose of this research; examining perceptions and emergent experiences.
Figure 4.1 represents the research process and design for this study with a grounded theory approach being the chosen methodology. The multiple stages of data collection and analysis are represented for each of the two phases in Figure 4.2:
Phase One - Stages of data collection and analysis combined with cross analysis
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Figure 4.2a: Phase One - The stages of data collection and analysis combined with a second level of data analysis using a grounded theory methodology approach.

Phase Two - Stages of data collection and analysis combined with cross analysis
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Figure 4.2b: Phase Two - The stages of data collection and analysis combined with a second level of data analysis using grounded theory methodology approach.

In Phase One, questionnaires were carried out with the cohort, followed by a review and analysis of the themes emerging from these. A number of trainees (discussed in further detail below) were then invited to join the discussion forum based upon the data collected from the questionnaires. Prompts were used to generate discussion from the analysis of the questionnaires. Interview questions were then developed from emerging themes and queries that had arisen from both the questionnaire and forums. Corbin and Strauss (2008: 146) discuss this procedure as ‘theoretical sampling’, also gathering data until the point of ‘saturation’ is reached. However, this may be working with existing data, or with restrictions in place such as time, money, and researcher energy, as with the constraints of the EdD. They also discuss the possibilities of reviewing data previously analysed to gain new insights. This was carried out when examining the interview data and cross analysis with the previously analysed questionnaires and discussion forum. 

Once the data from Phase One had been analysed, development of the research outcomes began. During this stage an initial approach for training model was developed. Phase Two of data collection was then conducted to gather feedback from organisations and professionals working with LAC, as outlined in figure 4.2. Figure 4.2 shows the process of data collection and analysis combined with cross analysis from each of the data collection methods which combine to produce the findings in both phases.
Figure 4.3 represents the timeline of the stages of data collection and analysis; Phases One and Two. The largest phase, Phase One began in November 2011, and ended in August 2012. A period of writing then commenced, drawing upon the analysis and discussion of the findings from each stage of the first phase. An initial draft model was produced of the key areas for further development within training from Phase One. In discussion with critical friends and a Reader, this then led to the development of Phase Two.  This phase was based upon the purpose to develop the model further for ITE and CPD, gathering feedback from professionals working with LAC. The second phase of data collection (gaining feedback from professionals) began in July 2014 and ended in November 2014. Figure 4.3 outlines these time periods:
Phase One - The timeline of the stages of data collection and analysis
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Figure 4.3a: Phase One - The timeline of the stages of data collection and analysis. 

Phase Two - The timeline of the stages of data collection and analysis
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Figure 4.3b: Phase Two - The timeline of the stages of data collection and analysis. 
Research context 
Phase One of the research was conducted with ITE trainees that were taking a BA Primary Education, and a PGCE programme, at one post-1992 English University that provides teacher training for primary and secondary trainees. The research was conducted with trainees within the 2011-2012 cohort. The research context has been presented further in Chapter Two.

Phase Two of the research was conducted with participants from organisations working with LAC, and VSHs, to gain feedback on the model being developed.
Participant group


The participating trainees in Phase One were a cohort that studied in their final year of a three year degree in teacher education, and on a one year PGCE programme. There were 98 trainees within the BA cohort, and 73 PGCE trainees. The cohort demographic is different for the BA undergraduate and the PGCE postgraduate route. The undergraduate route consisted of fewer male trainees and far fewer mature trainees, in comparison to the postgraduate route. The undergraduate trainees mainly entering their course straight from finishing Advanced (A) levels, whereas the postgraduate trainees had entered jobs before career development, or changes bring them to the course. Detailed cohort and participant (trainee) data is given in Appendix One, with a table outlining the demographic structure of the cohorts also presented in Appendix One.  
Within Phase Two, eight professionals from organisations working with LAC were invited to participate, with four responding. They consisted of an ex primary school teacher working within a charity for LAC, two managers of multi-agency teams (who had previously worked within charities) and currently work extensively with LAC, and a manager that leads a team of professionals that work with child and adolescent mental health issues. This was followed by fourteen VSHs invited to participate with nine providing feedback.
Sampling of participants
Sampling of participants has been carried out using a GTM approach. This is based on the purpose of sampling, and the need to answer the research question. Therefore, criteria such as a range of age, gender, and ethnicity were not a criteria for selection of the sample, as per the methodology (Bryant and Charmaz, 2007). Sampling was carried out through convenience, purposeful, and theoretical sampling, based on participant responses using the GTM approach. However, as can be seen from Appendix One, a range of age, gender, and ethnicity is included within the sample due to the cohort demographic.
Phase One

Questionnaires to trainees
Sampling of participating trainees at the initial stage was through convenience sampling, to access the largest number of participants available within the institution. However, there was also some purpose to this through the trainees all being on ITE programmes and in their final year of teacher training. The trainees were selected on the basis of ‘accessibility’ and from this, those that chose to respond (Bryant and Charmaz, 2007; Corbin and Strauss, 2008). 

All trainees were invited to participate, through convenience sampling, 50 BA and 28 PGCE trainees returned their questionnaires.
Discussion forums with trainees
Sampling of participating trainees for the discussion forums was based on analysis of the questionnaires, and used purposeful sampling. Responses from questionnaires were analysed, and those giving ‘rich descriptions’ (Bryant and Charmaz, 2007: 238) were then invited to participate in the discussion forums. This consisted of trainees that had LAC on their current placement, but also those with previous experience and those with no experience. 

From the purposeful sampling, trainees were selected on the above basis. A total of 16 BA and ten PGCE trainees participated. A further discussion regarding participant response is within Chapter 5, 5.2 Data collection – participant response.
Interviews with trainees
Sampling of participating trainees for the interviews was based on analysis of both questionnaires and the discussion forums. Theoretical sampling was carried out through examining the emerging categories and seeking the trainees that would be able to add further experiences to this data (Bryant and Charmaz, 2007). 

Further to this, Corbin and Strauss (2008) discuss theoretical sampling through returning to the data of each of the stages, and comparing, regardless of how the data were gathered. At each stage, a combination of mature and non-mature trainees was included, also a mix of gender, BME, and trainees with a disability. However, these were not criteria of the sampling. Sampling was based on the main criteria was the trainee having a LAC in their class, and their engagement in the study to give detailed accounts of their experiences. Corbin and Strauss (2008) discuss the decisions being made may evolve during the research process based on what has gone on before, for example, increasing the number of trainees in the discussion forums.

Through theoretical sampling, ten BA and seven PGCE trainees participated within the interviews. 

Phase Two

Purposive sampling (Bryant and Charmaz, 2007; Corbin and Strauss, 2008) was chosen with both the organisations and VSHs, in order to gain professional feedback on the development of the theoretical development of the model, of the training and approach.
Organisations
Organisations were approached that worked with LAC, however they were not necessarily involved in working with teachers. Organisations were approached via main email box addresses or a specific named contact. Therefore emails were forwarded by the charity to a participant that the charity deemed as being knowledgeable to provide feedback in this area. A total of four charities participated.
Virtual School Headteachers

Lastly, VSHs were approached that were on a main email contact list via a web search. A total of nine VSHs participated.
Methodological limitations – interviewer effects
It is important to conduct practitioner research within my own institution, Menter, Elliot, Hulme, Lewing, and Lowden (2011) support the need for this to promote engagement with research and improvement of the institution. However, the limitations of this type of research need to be acknowledged. Whilst my position as a Senior Lecturer and Course Leader at the institution presented advantages regarding access to the participating trainees, it could also be questioned that there is a possible risk of trainees responding in way that they feel I would want them to. There was a potential issue of power balance and influence affecting their responses. This risk was considered and limited by my reassurance of confidentiality, the request for openness, and my assurance that I would not be assessing any part of the trainees work (for those that participated in the discussion forums and interviews). However, some trainees chose not to participate in the research. Ben-Ari and Enosh (2013) examined power relationships between researchers and participants. They acknowledged views on empowering participants, but went further to say that reciprocity is the key attribute that is needed, with avoidance of taking participants for granted. This was achieved in this research through being clear with trainees how their views are valued and would contribute to the ways forward to support trainees and qualified teachers further.

4.4 Data collection methods

Data collection followed GTM (Bryant and Charmaz, 2007; Charmaz, 2010; Corbin and Strauss, 2008). Each of these data collection methods was built on the previous to guide and direct the next stage of data collection, to scaffold the data to address the research question.

Phase One

Data collection – Stage One – questionnaire to trainees
The first data collection method was a questionnaire (Appendix Two). There are advantages and disadvantages of using a questionnaire. Questionnaires can provide a starting point for data collection, but do have limitations if used in isolation.  Gillham (2000) states that the importance of developing a questionnaire that would create worthwhile data while using a structured approach, which can make it more manageable to analyse data. There are many types of questionnaire and a considerable amount is written in this area, which includes structured and semi structured, with open questions, multiple choice, closed questions, yes/no response, and scaling of attitudes.  The design of the questionnaire should depend on the research question and the aim that the researcher intends to gain from the collection of data. 
Charmaz (2010) identifies some disadvantages of questionnaires. Once a question has been asked, it cannot be developed on at that stage in response to the reply. This is where a GTM approach is useful. It provides further advantages through building on responses of previously analysed data to develop the next stage of data collection. 

I decided to use questionnaires as a first stage of gathering initial data to identify trainees that had previous and current experience of working with LAC. Use of a questionnaire enabled this to happen with a large number of trainees, alongside gathering some initial qualitative data regarding that experience. It would be impossible to interview such large numbers of trainees, and statistical data from university records would not give the qualitative experiences to support the development of the next stages of data collection. 

After examining the different approaches and structures, the questionnaire was designed using open questions to elicit responses from the trainees regarding their on-going developing experiences. The questionnaire focussed on gaining baseline data on emerging and previous experiences of working with LAC. Statistical data such as identifying how many trainees have LAC currently in their class, and which year group that they were teaching was collated. Mertens (2005) asserts for the use of clarity, avoidance of jargon, bias, and negative wording, when designing the questionnaire and these points were considered. 

The questionnaire was presented as a pilot to three colleagues acting as critical friends offering critique. Feedback suggested further clarification of some of the wording, to elicit the data needed. For example, including prompts in question one such as ‘in your personal life, or previous working environment’. The use of critical friends in research has been supported by Blaskerville and Goldblatt (2009) and Swaffield (2004). Piloting is important to amend possible technical issues, and to ensure that phenomenon is captured (Robson, 2011), and therefore was carried out in some form prior to each stage of data collection. I used the knowledge learned regarding clarity as I progressed with further piloting of the subsequent data collection. The questionnaires were then distributed to the PGCE and BA trainees to complete after their introductory school placement in semester one, during a time that they attended university, during November 2011. All trainees were in a lecture theatre prior to a timetabled session (of another lecturer). Trainees were presented with the participant information sheet and participant consent form, and the research discussed by myself, with the opportunity for trainees to ask questions. This enabled the questionnaires to be handed back immediately on completion, for those that chose to participate. 

Leung (2009) discusses creating a design that will maximise the response rate. By administering the questionnaires through distributing paper copies during a set session within their time in university, the response rate was increased and generated the greatest participation.

Data collection – Stage Two - discussion forums with trainees
I decided to conduct some data collection while trainees were out on placement, ‘living the experience’ of working with LAC. This would gain developing perspectives and reflection on daily situations. Ideally a focus group structure would have been chosen. However, due to geography and time, I would have been unable to gather together a group for interview.  Therefore I progressed with the idea of using an on-line discussion forum (transcript sample from the discussion forum, Appendix Three), in which I could still achieve the benefits of trainees commenting and discussing their experiences with other trainees, as well as addressing geographical and time issues.

Barbour and Kitzinger (1999) support the use of the focus group for exploring people’s experiences, and O’Keefe (1984) the use of on-line discussion forums. The aim was for trainees to bring with them a multitude of experiences and knowledge without restriction in the first instance, using an exploratory approach (Vaughn, Shay Schumm and Sinagub, 1996). Parker and Tritter (2006) highlight the advantages of using a focus group, this includes passing power over to the participants and peer support within the group, with the facilitator moderating the discussion. This process is replicated within the on-line discussion forum (O’Keefe, 1984). Furthermore, Silverman (2006: 178) discusses the flexibility of the method with either a single group or several groups, with ‘as few as two, or as many as a dozen or so, participants’. Other researchers such as Mertens (2005) define the structure more tightly, such as a minimum of two groups and between four and eight participants. I chose to conduct two forums with a larger number of trainees invited, to increase interaction.

When deciding the design of forum, several things were taken into account. The first being how much input should be given, in terms of questioning or using prompts. Researchers differ in their opinions on this approach (with a focus group or on-line discussion forum) in that Mertens (2005) and Robson (2011) believe that a series of questions, approximately ten, conscientiously constructed open-ended are developed. Krueger (1998) argues that there should be a maximum of two to five questions, possibly with sub-points. Vaughn et al (1996) conversely, make the distinction that a series of questions is not necessary, and that it should be ‘probes’ that are used to elicit further responses and information regarding participant’s feelings and thoughts regarding the focus subject. Sapsford and Jupp (2008) argue even further that the focus group interview should be left to its own form rather than being directed by the researcher. So, presented is a continuum of opposing ideas of how a focus group or in this research, a discussion forum approach could be conducted. 
Vaughn et al (1996) consider three research approaches to apply to a focus group interview: The exploratory approach, the clinical approach, and the phenomenological approach. For this research I decided to implement the forum using an exploratory approach, as this demonstrated the most effective way to discover participants’ thoughts, feelings, and beliefs regarding their working at the time. Through the gathering of thoughts, feelings, and beliefs, Silverman (2006) asserts that the underlying epistemology is one where participants provide access to other issues that lie beyond the initial thoughts through a clear window of participant’s understanding. This was wholly relevant within the design of the forum that was administered.

There are many advantages to using a focus group or discussion forum; data is collected from several people at the same time, which may reduce time constraints, the group dynamics can trigger further thoughts and ideas (Prestridge 2010), and participants can contribute as freely as they wish (Robson, 2011; Vaughn et al, 1996). It is also argued to be a more ‘naturalistic’ approach, in that a freely forming discussion can be developed between a group of participants rather than a structured or semi-structured interview (Silverman, 2006). Bloor, Frankland, Thomas and Robson (2002) examine the issues of being a facilitator and the problems of attempting to become a ‘controller’ of a group, asserting that minimal external control should be exerted. This is supported by O’Keefe (1984) discussing the management of on-line forums and finding the balance of managing the flow of discussion.
Further advantages of the discussion forum are examined. One of the intentions of the discussion forum (in contrast to a focus group) was to enable less confident trainees to contribute and state their viewpoint, when ordinarily they may have felt intimidated within a focus group environment. It also allowed time for reflection on some of the ideas, and for trainees to revisit some of the discussion threads that would not normally be possible within a focus group. The discussion forum was a way of enabling trainees to access the forum and read others’ comments and contribute to the discussion at a time convenient for them. It also allowed for the monitoring of the discussion and prompt with further questions, or to ask for clarification of points. Consideration was needed in relation to facilitator bias (Powney and Watts, 1987) when constructing questions and prompts, and acknowledgement of the attempt not to influence responses through the way in which the prompts were constructed. The discussion forum was implemented using the design as presented by Vaughn et al (1996), in which the facilitator takes on the role of using ‘probes’ to seek further information and clarification on issues, and to steer the discussion. 
There are disadvantages of using a focus group, which transfer to the discussion forum. Robson (2011) discusses potential issues regarding confidentiality and generalizability. Confidentially and professionalism was discussed with all participating trainees prior to the discussion forum, and access to the forum was available to only the trainees participating and not to the whole cohort of trainees. This is discussed and addressed further in the ethics section. Generalizability is discussed further in the data credibility section.

Once I had decided to use a discussion forum structure I contemplated what would be the most appropriate platform to use. I examined the use of the University VLE, and the use of social network sites, such as Twitter or Facebook. Examining these, a variety of issues were raised. The use of Twitter only enabled a certain number of written characters to be used per comment, which may not be enough for a discussion; therefore this was disregarded as a possibility. Facebook seemed a more viable option. Using a site such as this meant that an account could be opened specifically for the forum users to access, and that would be closed to all other trainees or outside Facebook users. It would also be accessible to participants in an easy to use form that most would be familiar with, and could be accessed on their mobile device. Deng and Taveres (2013) researched with trainee teachers the use of a VLE comparing against the use of Facebook discussions. The research arose from the lack of interaction within their own VLE with their cohort of trainee teachers (cohort number unspecified). They interviewed 14 participants to examine some of the underlying issues. It was noted that the trainees felt that the VLE site was too cumbersome, a longer process to log in, and felt more academic. What they preferred, was to have something at their fingertips where they could discuss more freely with peers in more of a chat room type of environment.  
The negatives appeared to be that not all trainees might be conversant in their use of Facebook and might not own an account. Trainees may have been reluctant to contribute if they needed to set up a Facebook account to join the forum. Furthermore, Dale and Lane (2004) examined ways to enhance student engagement within on-line discussion forums; they found it difficult to engage participants. Other researchers highlight the benefits of using online discussion forums as stated previously. Prestridge (2010) in particular noted that engagement increased through building positive online relationships with participants such as using light-hearted comments, and addressing the group as ‘all’ to acknowledge a sense of collegiality. Nekmat and Gonzenbach (2013) also considered the difficulties of non-engagement and concluded that although some participants do not engage as they do not want to confront or show a difference of opinion, others do not engage either when they hold similar opinions as their opinion is already noted by someone else. I addressed this through encouraging trainees to respond by prompting if anyone had the same, similar, or different experiences.
Further issues were acknowledged; the institution (department) in which the research was based were not supportive in the use of Facebook, and believed that the University VLE discussion forum should be utilised instead. My concerns over this method (the VLE) were raised: Trainees do not engage fully with the University based discussion forums for two main reasons; some see them as a dated form of communication when they have other forms (such as Facebook), and others shy away from technology and getting to grips with the University system (which may also have been an issue with any other technological form), as supported by Deng and Traveres (2013). However due to the advice given by the course group leader at the time I was unable to use Facebook, and the VLE was only acceptable form available to use. There is currently a newly appointed researcher to the department who is very much focussed on using technology such as Facebook and Text-tools, and I am sure that this point could have progressed further had they been employed within the department at the time. 
The participating trainees contributed during the first four weeks of their final block placement in semester two (for both BA and PG but at different times), to an on-going discussion relating to some of the emerging issues from their questionnaires. Prompts and questions were used to develop the analysis of the Stage One questionnaire to further elicit information from the emerging discussion. 

The discussion forum was trialled with five PGCE trainees who were out on their school placement first. There were no technical issues. However, one trainee needed support to access the system initially. Trainees demonstrated reflection in their practice and what they were observing in relation to LAC. There were a few comments passed between trainees, but not as many as I had expected. Due to this, I increased the number of invited trainees with the next PGCE group, and further still with the BA group as not all trainees actively participated on-line once they had agreed to participate. I discussed this with colleagues acting as critical friends. This was enabled through use of the GTM design. 

The discussion forum went forward with ten PGCE and 16 BA trainees during February and March 2012. First I posted some general queries relating to what they were experiencing on placement. Each week I then reviewed the responses and added prompts for further details and discussion from other trainees (Appendix Three).

Data collection – Stage Three - semi-structured interviews with trainees
I decided Stage Three of the data collection would consist of interviews (Appendix Four). The interviews were used to follow up from points and issues that transpired from the questionnaires and discussion forum, and elicited further depth and detail from the trainees. Robson (2011) views the interview as a flexible approach to investigate further underlying points that cannot be elicited through a questionnaire. Yin (2009) supports this as an insightful process in determining inferences and explanations. 
Robson (2011) states the advantages of using interviews. This includes flexibility in the design, the ability to follow up a response, and to acknowledge non-verbal cues. He also acknowledges the disadvantages of interviewing; it can be time consuming for the both the interviewer and the participant. I needed to consider several factors to minimise the disadvantages, acknowledging when trainees would be in the university and therefore not have additional travel, but not clash with timetabled lecturing. I needed to check room availability and ensure it was a calm and quiet environment to carry out the interviews. I also secured funding from the faculty to enable the interviews to be transcribed by a service rather than carrying this out myself, saving considerable time.

Once an initial analysis of the questionnaires and discussion forum had been carried out, the interview questions were developed to elicit further data. I considered the types of interviews; structured, with fixed questions in a fixed order. Semi-structured, containing predetermined questions but wording can be modified and further explanation given, with questions omitted if inappropriate for a particular trainee.  Finally, unstructured interviews, with a discussion involving a general area of interest (Robson, 2011). The use of semi-structured interviews was appropriate, as they enabled fixed open questions relating to the emergent themes identified from stages one and two, with flexibility to probe for deeper understanding (Mertens, 2005), and clarification using prompts. Questions were selected by examination of relevant issues and themes that had emerged and that would be beneficial to examine in further detail. 
Pilot interviews were carried out with two PGCE trainees, and the interview revised. The main addition was further prompts being added and some restructuring into groups of connected or sub questions under each theme (Appendix Four), with reflection from colleagues acting as critical friends, as with the first data collection stages. The interviews were then conducted with ten BA trainees and seven PGCE trainees during May 2012.

The interviews were carried out at the University that the trainees attended. The same room was booked for all of the interviews, a small classroom in the faculty building. The room had been dependent upon University availability. I considered the issues of using a University space for the interviews; would trainees see this as part of their course and would it be more beneficial to interview in a neutral space? I asked trainees if they would prefer to be interviewed on site or at a neutral location, all stated on site as this would be easier for them. I set up a timetable of availability on days that trainees would be in University, the trainees then chose a time slot in which to be interviewed. Bryant and Charmaz (2011: 523) discuss the inevitability of interviewer bias in any research. They advise the approach taken above to reduce this. I was also aware that I would be seen as their lecturer and this may have an influence on their perception of power as discussed earlier in the chapter. To reduce this I reinforced to them that all of their written work was anonymously marked, and I was not a visiting tutor who assesses their school placements and observes their teaching for any of the trainees participating. Each interview lasted between 30-40 minutes. The interviews were recorded on an MP3 device and the files emailed to a transcription service that returned them as individual documents.

Phase Two

Data collection – Stage One – questionnaire to organisations
The purpose of Phase Two was to gain feedback from professionals to support the development of a training model, based on the findings from Phase One. The initial data collection in this phase was to send via email, examples of developing models to organisations and then to receive feedback through the use of an accompanying questionnaire (Appendix Five). The decision to use questionnaires sent via email was based upon accessibility of organisations, and the timeframe needed to gather feedback while working and completing this final phase of the research.
As I used a questionnaire, the discussions and arguments for the use of a questionnaire are the same as those already presented in Phase One above; Gillham (2000) stating the importance of developing an appropriately structured and worded questionnaire that would create worthwhile data, and primarily the need for this data to be manageable to analyse.

There are drawbacks to solely using questionnaires, as identified earlier. However at this stage of the research, the focus was on gaining feedback to contribute to the development of the model which could be gained in this way, rather than a more in-depth research approach as of that in Phase One. 
Presenting the models and questionnaire was piloted with a critical professional colleague working within a school and multi-agency setting. Minor amendments were made to the wording of two of the questions for clarity. The models and the questionnaire were then sent to eight organisations. Two replied that they were unable to participate due to resourcing issues, one replied that they did not participate in any student research, and the other did not respond, even after a follow up email. In total four organisations provided feedback via the questionnaire.

Data collection – Stage Two – questionnaire to VSHs

From the amendments made following feedback from organisations, this final stage followed on from the previous, with a further developed model and questionnaire being sent to VSHs (Appendix Six) via survey monkey. Waclawski (2012) considered the advantages and disadvantages of using a tool such as survey monkey. He stated that there are disadvantages such as the potential of receiving a low response rate, due to receivers deleting or ignoring emails if marketing has not been appropriately packaged, however he argued that there are many advantages. These include the ease of the use of the tool, and to gain quick and valuable feedback or responses from a group of targeted participants. For this stage in my research, this is what was needed; to be able to target a specific group of busy professionals, and ask for quick, yet valuable feedback. 
Use of the questionnaire was appropriate at this stage to gain specific feedback from VSHs regarding the appropriateness and content of the model. The questionnaire was piloted with two critical friends to check for technological working of ‘survey monkey’ and clarity of the wording. Some minor adjustments were made such as using the term ‘please explain’ rather than ‘comments’ to gain additional qualitative feedback within the short questionnaire. The questionnaire needed to be short and accessible for busy, working professionals; otherwise they may have not responded (Appendix Six).
A total of 14 VSHs were emailed and provided with a copy of the model and a link to a ‘survey monkey’ questionnaire. Nine VSHs responded via the ‘survey monkey’ questionnaire.
4.5 Data analysis

For both Phase One and Phase Two, data analysis was carried out directly after each stage of data collection, with some analysis occurring during the data collection in Stage Two (Figure 4.2); the discussion forum.  Emerging themes and issues of interest to the researcher then influenced and drew upon the next stage of data collection, as discussed in the next chapter.
Phase One 

Questionnaire to trainees
The questionnaire was conducted during semester one. The analysis of the questionnaires followed a basic thematic analysis method (Silverman, 2005) with the use of open coding (Corbin and Strauss, 2010), breaking down the data to examine emerging concepts in relation to each of the questions. The questionnaires were coded manually by highlighting themes and putting these onto a Word document. The stages are identified in Table 4.1:
Table 4.1: Stages of data analysis for the Phase One questionnaires to trainees.
	Stage

	Description

	Stage 1
	Read through each of the questionnaires

	Stage 2
	Note key points from each question and record onto a Word document

	Stage 3
	Repeat procedure for each of the subsequent questions

	Stage 4
	Collate recurring themes in each question

	Stage 5
	Main themes of interest contribute to inform prompts within the discussion forum and questions in interviews

	Stage 6
	Collect statistical data such as identifying trainees with LAC in base class, and those with no LAC experience


From this, main themes were chosen to be taken forward for further in depth discussion within the forum and at interview, and sub-questions were formed (stated at the beginning of this chapter). At each stage of analysis, theory building was used to direct the next stage of data collection (Yin, 2009), in directing a focused approach to the questions used within the interviews. A more in depth form of coding and thematic analysis method was used and explained within the interview section.

Discussion forums with trainees
The discussion forum was carried out during Semester Two at the time of the trainees’ final school placement block. The analysis of the discussion forum followed the same format of thematic analysis as with the questionnaire above (Table 4.1 and Table 4.2). This information with the findings from the questionnaires was used to gain a range of trainees for interview. 
Table 4.2: Stages of data analysis for the Phase One discussion forums with trainees.
	Stage

	Description

	Stage 1
	Read through the discussion forum transcript (weekly)

	Stage 2
	Note key points from each question and record on a chart

	Stage 3
	Collate recurring themes in each transcript

	Stage 4
	Main themes of interest contribute to inform prompts within the continuing discussion forum and questions in interviews

	Stage 5
	Repeat cycle from Stage One throughout the discussion forum period


I considered the view of Silverman (2006) who discusses contrasting methods of analysis to use when analysing data collected from a focus group interview (replicated in the on-line forum). He shapes analysis through two main strands; content analysis and ethnographic analysis. Silverman (2006) demonstrates content analysis as examining the collected data for recurrent themes and issues using a systematic approach, and then progresses with the use of a coding system. Sapsford and Jupp (2006) agree that items should be coded, including facilitator comments and input. Initially I considered this as a possible approach to analysis that I could use. However, on reading Robson (2011), he makes a distinction that content analysis is much more of a quantitative technique through identification of the frequency of use of a phrase or word for a produced document. Silverman (2006) continues contrasting the approach of content analysis with ethnographic analysis, which is more contextual and is presented as social phenomena through social interaction, examining the interaction of the focus group through observation which was not my aim for this piece of research. 
Robson (2011) determines that a data reduction method could be used to analyse qualitative data through coding, organising, and summarising. This was a more appropriate method for my own research, my purpose being to examine the knowledge and experiences of professionals, and the emerging issues and themes that were generated from this. 

Interviews with trainees
The interviews enabled further in depth discussion on emergent experiences already identified within the questionnaires and discussion forums. They were analysed across the set of interviews using a thematic data reduction method to examine the key points elicited from using this method. Further to Strauss and Corbin’s (1998) open coding process, coding across the data sets was performed to make connections between categories.

After producing transcriptions of the interviews, I conducted thematic data reduction using a qualitative data package, NVIVO. The use of NVIVO is a tool that can be used to assist in the process of coding data. There are arguments demonstrating the disadvantages of using computer packages such as NVIVO. Robson (2011) associates the use of a package such as this as a disadvantage for analysing research due to personal development in the proficiency of the system could take considerable time and effort. Pateman (1998), and Russell and Gregory (1993), identify a further disadvantage with an issue of over-coding when using packages such as NVIVO. They state that researchers need to be selective when coding otherwise the process could become unmanageable and too many themes may be identified. Hutchison, Johnston and Breckon (2010) look specifically at using NVIVO with GTM. They identify many uses of the package and advantages of using such a tool to facilitate a grounded theory approach to research. They argue that it encourages key processes in the development of GTM and analysis of data and theoretical development. 
I considered using a Microsoft Word document to code the transcriptions and then to create tables and charts using a combination of ‘Word’ and ‘Excel’. I also investigated iPad applications (apps) to see if a package similar to NVIVO existed, enabling frequent access to the data through the iPad. One package, MAXQDA used a combination of a package in full on a desktop computer and an app for partial function of the package. However, on enquiry, the institution would not support its’ use on work equipment as they had experienced previous difficulties with it. Therefore, I made an initial start with Microsoft Word and Excel so that I could save the data to my iPad.  After working in this way, I decided that in the long term it would create further time implications and a package such as NVIVO had strengths in the way that the data could be housed under one system. Hutchinson, Johnston and Breckon (2010) argue further for the use of NVIVO to support data analysis when using GTM. They state that it supports the iterative process, coding, making systematic comparisons, and developing theory. It would also be advantageous when converting data to charts and creating diagrams and models. Having used NVIVO previously, I had some understanding of the functions for the general analysis that I wanted to conduct, facilitating systematic data management, and ensuring not to over-code.  This was the best method available to me, at this time, for this research. 
Analysis comprised highlighting varying themes and issues as they were stated, and coding them to a key word or phrasing category.  I carried out the following stages of analysis; after reading through the transcript I selected the first main point from the text and highlighted similar points to be coded under the same theme. I then worked through the rest of the text in a similar way, selecting the next main theme and highlighting similar discussion points. I continued worked through each of the transcripts in the same way, adding the phrases or discussion to the appropriate coding (node). I followed on by grouping the discussion points within NVIVO. I then generated a coding summary and named the theme for each of the highlighted groups, creating a further coding summary and node summary. I moved phrases where necessary if they belonged to a different category and separated phrases if there was an overlap between categories. 

By choosing a thematic data reduction method I selected an appropriate coding method. Strauss and Corbin (1998) identify a grounded theory coding process, this included a stepped approach in open coding (naming and categorising phenomena), axial coding (making connexions between categories), and selective coding (an abstract level of analysis is performed). At this point it was appropriate to use an open coding method, naming emerging issues and themes and organising them into sub-categories that became apparent throughout the naming process. Axial coding followed on from this, with a further level of analysis across the three data sets. The stages of analysis are shown in Table 4.3:
Table 4.3: Stages of data analysis for the Phase One interviews with trainees.
	Stage
	Description

	Stage 1
	Upload interview transcripts to NVIVO

	Stage 2
	Read through each interview transcript several times to gain an overview of the content

	Stage 3
	Select the first main theme or issue within the first transcript and use open coding to code this

	Stage 4
	Continue through the first transcript creating differing codes for differing themes and issues

	Stage 5
	Repeat for each of the transcripts using the same coding system as in the first interview and adding additional codes when new themes and issues emerge in subsequent transcripts

	Stage 6
	Group the segments of text for each theme or issue on NVIVO

	Stage 7
	Within these themes carry out a second level of coding (axial coding) analysis to relate concepts and identify sub-themes and issues for consideration

	Stage 8
	Theoretical coding and sampling across all data

	Stage 9
	Key points discussed within the research to highlight positive practice and issues in which further training could be implemented to support ITE trainees, preparing them for their NQT year


On individual analysis of the stages of data, further saturation of data analysis occurred through theoretical sampling across the three data sets to examine any further links, or emergent concepts or themes.

Phase Two

Questionnaire to organisations 

The questionnaire was conducted during the summer of the second phase; gathering feedback. The analysis of the questionnaire followed a basic thematic analysis method (Silverman, 2005) as with the questionnaires in Phase One, with the use of open coding (Corbin and Strauss, 2010). The stages are identified in Table 4.4:

Table 4.4: Stages of data analysis for the Phase Two questionnaires to organisations.

	Stage

	Description

	Stage 1
	Read through each of the questionnaires

	Stage 2
	Note key points from each question and record onto a Word document

	Stage 3
	Repeat procedure for each of the subsequent questions

	Stage 4
	Collate relevant feedback from each question for consideration within a wider theoretical model

	Stage 5
	Main themes of interest contribute to further development of a single model to send to VSHs  


The questionnaires presented to organisations were analysed, and feedback was used to further develop a single model to send to the VSHs for consideration of a training approach. The feedback from the VSHs questionnaires was then analysed again, to further support the development of the final model for inclusion within the thesis. 

Questionnaire to VSHs 

The questionnaire was conducted during October of the second phase; gathering feedback. As with the questionnaire to organisations; the analysis of the questionnaire followed a basic thematic analysis method (Silverman, 2005) with the use of open coding (Corbin and Strauss, 2010) as in Table 4.4, with one alteration in Stage Five in which the analysis of the feedback contributes to the final model presented within the thesis, as  shown in Table 4.5:

Table 4.5: Stage Five of data analysis for the Phase Two questionnaires to VSHs.
	Stage 5
	Main themes of interest contribute to further development of a single model for final incorporation within the thesis


The questionnaires presented to VSHs were analysed and feedback was used to further develop and finalise the model. 
4.6 Data credibility and validity
Using a GTM approach I agree with Corbin and Strauss (2010: 301) who believe that the term ‘validity’ has many quantitative issues, and would rather use the term:
“‘credibility’ [which] indicates that ‘findings are trustworthy and believable in that they reflect participants’, researchers’, and readers’ experiences with a phenomenon but at the same time the explanation is only one of many possible ‘plausible’ interpretations from data.”
(Strauss and Corbin, 2010: 302)

Strauss and Corbin (2010: 302) discuss further using the term ‘quality’ in research rather than validity. They argue for the reader feeling as though they have an understanding of what a participant has experienced. This included consistency of using the defined method (still considering creativity), through use of coding, sampling, and saturation as I have done. Another criterion for quality research is through a ‘logical flow of ideas’ (Strauss and Corbin 2010: 302) within the analysis and the findings. Sensitivity and acknowledgement of bias towards the data is also considered. Strauss and Corbin (2010) conclude that rather than asking about validity and reliability, the researcher should be asking if their study is credible, plausible, or believable. Throughout the research process these criteria were checked with three academic colleagues acting as critical friends, with supervisors, with the wider research community through the presentation of papers and posters at research conferences, and finally, with a professor acting as my reader.
Charmaz (2010) supports the need for credibility when carrying out GTM. She states the need for the researcher to demonstrate familiarity with the topic. This I did through my work as a professional, and engagement with policy, practice, and academic literature. Also through the collection and use of sufficient data, increasing the number of trainees within the focus groups and selected for interview, and with the use of systematic comparisons and logical links between the data and the discussions. 
Although preferring the term ‘credibility’ for this qualitative research, validity was also considered and acknowledged. For this research, the main types of validity were examined: methodological, interpersonal, and construct. Methodological processes were considered in relation the construction of data collection tools, and analysis, and their relevance to the area researched and the participants. This supported face validity and content validity as outlined by Mertens (2005). Furthermore, interpersonal validity was considered; personal influences such as power relationships between researcher and participants were examined and discussed (as seen in this chapter), to ensure minimal effect of influence on the data collected (Mertens, 2005). This was one example of supporting construct validity (Robson, 2002).
Specifically, checks and balances were carried out methodologically on analysis of the data, at each stage. Charmaz (2010) discusses the need for systematic comparison at the analysis stage between categories. Charmaz (2010) argues that if strong logical links between the data that has been gathered using systematic processes, and the final argument and conclusions can be made, then validity of process is ensured. The above was conducted through a systematic approach being used at each stage of data collection and analysis. Rigorous processes of analysis were carried out, through following the methodological structure as outlined in Tables 4.1 – 4.5 in line with the GTM approach. In addition to this, at each stage of analysis, a discussion of the findings took place with critical friends. This ensured that the analysis of the data was robust and confirmed the themes and findings before moving on to the next phase of analysis, finishing with cross analysis. At each stage of analysis, models of themes were developed. These were discussed with supervisors in relation to the data, and logical links between the analysis phases. Bryant and Charmaz (2011) discuss the way in which diagrams are central in GTM and are a useful way to generate concepts and build on themes. Bryant and Charmaz (2011) add that it is not the most appropriate way to express the data to others, and therefore the models were removed for the purpose of this thesis, but were a vital part of the critical discussion, balance and checks, and validity of the data analysis stages. 
It can be argued that generalizations cannot be regarded as representative of a wider population. However, some generalizations may be applied, such as fuzzy generalisations may be made through the demonstration of knowledge or lack of knowledge, which may be representative of other trainee teacher perceptions in other institutions (Bassey, 2006). Positivists argue that if the data collection was to be replicated then it would only be ‘likely’ to have similar outcomes as it is a snapshot in time. Individual understanding and attitudes can develop as new knowledge and ideas emerge therefore affecting outcomes in a relatively short period. I would question the need for replication in qualitative research, the focus being credibility, reliability, and validity through the transparency of claims and an awareness of relevant problems (Silverman, 2006). Furthermore, as supported earlier, GTM epistemology assumes that what are presented are ‘representations’ of experience rather than a replication of experience (Bryant and Charmaz, 2011). 

4.7 Ethical considerations

Mertens (2005: 33) highlights that ethical consideration ‘should be an integral part of the research planning and implementation process, not viewed as an afterthought or a burden’. Mertens (2005) states the three ethical principles derived from The Belmont Report: Beneficence, respect, and justice. This research conforms to all three elements.

This research complies fully with the British Educational Research Association’s Ethical Guidelines for Educational Research (BERA, 2011). Robson (2002) highlights issues associated with research that need further ethical consideration. These include the need to inform participants fully regarding the research intentions, aims, and processes, and then to receive consent, with participants understanding their right to withdraw from the study. There should be no withholding of the nature of any aspect of the research, or coercing potential participants to join the study. Participants should not be exposed to stress; physical or mentally. Finally, participants should be treated fairly and with respect, these aspects of ethical consideration are also supported by Mertens (2005) and Potter (2006).
With the above knowledge and considerations, the following specific ethical requirements were made. The Brunel University Ethics Application Form was completed before data collection commenced. I received a letter from the Ethics panel confirming approval and the right to proceed. Letter attached as Appendix Seven. Agreement was then sought from the University that the research was conducted in, through a discussion with the faculty ethics panel chair and the Head of Department (on review of the Brunel application). Approval was granted by the Head of Department and confirmed by email (Appendix Eight). 

I gained informed consent from the participating trainees with the use of a participant information sheet (Appendix Nine) and participant consent letter (Appendix Ten). With appropriately adjusted information sheet and letter sent via email to the organisations and VSHs (Appendices Eleven and Twelve).  Guidelines to achieve informed consent were followed as advised by Cohen, Manion, and Morrison (2005) stating procedures to be followed, the offer to answer any questions relating to the research, and the right to withdraw at any point in the procedure. Specific consideration was made within the differing elements of data collection, such as the discussion forum groups agreed to confidentiality of anything written between the group, and of the right to their own opinions regarding the matters being discussed. At the start of each interview the research explanation and purpose was restated. At the end of each interview (still recorded), each trainee was asked if quotes from them could be used for the purpose of this research, and if they required a copy of the transcription to check through. All participating trainees agreed to being quoted, and all declined a copy of the transcription. Information regarding the trainees’ identities, school placements that they were in, and professionals’ work places, were confidential. Anonymity of the trainees, professionals from organisations, and VSHs, was used in the analysis and writing of the research. This addressed ethical issues in relation to voluntary informed consent and confidentiality (Mertens, 2005).

There were no trainees that participated in the discussion forums and the interviews that had identified themselves as previously being LAC. Therefore I did not need to consider the possibility of triggering issues relating to this. However, all were advised that if they required discussing anything further confidentially, then they were able to contact me and do so. 

Chapter summary

This chapter has outlined the research paradigm of interpretivism and the methodology of a GTM approach, using predominantly qualitative data.  The approach taken has been justified and has been supported by Bryant and Charmaz (2011), Corbin and Strauss (2010), and Creswell (2009).  The chapter has detailed the data collection and analysis methods through a GTM approach and takes into consideration data credibility and ethics. The following chapter presents the data analysis of the findings based on the methodology presented.

Chapter 5

Results

5.1 Introduction

This thesis has presented the methodology in the previous chapter which outlined the main research structure. The purpose of this chapter is to present the findings from the data collection. This will be followed by Chapter Six which will discuss the themes that have emerged from the data results and analysis.

The data will be presented as Phase One, and Phase Two. Phase One is presented in three stages: First, Stage One - the questionnaires, next, Stage Two – the discussion forums, and finally, Stage Three - the interviews. This is in line with the use of the GTM approach outlined in Chapter Four. Each of the stages has reviewed the emergent themes and is supported with direct quotations which root the findings in the perceptions of the trainees. Phase Two consists of an overview of the development of the model, and key findings from the feedback that has had an impact on this development.
5.2 Data collection - participant response

Phase One

The research process, design, and purpose, were discussed with all of the trainees in the cohort, and they were invited to complete the Stage One questionnaire.  Piloting was carried out at each stage as discussed in Chapter Four and amendments made as defined in the methodology. From each course group, 50 out of 98 questionnaires from BA trainees, and 28 out of 73 PGCE trainees were returned, a total of 78 out of 171 questionnaires. The high response rate (46 per cent) was due to presenting the research questionnaire to trainees while they were on campus within one room, and collecting them in at the same time rather than asking trainees to fill in an on-line questionnaire or survey, as discussed in the methodology chapter. All trainees who identified LAC in their current placement class (20 in total) were invited to participate in the discussion forums, not all chose to participate, 17 participated. To increase the number of trainees and enable further perspectives to reflect on others experiences, five trainees with previous experience in some capacity were invited, and four trainees with no previous experience of LAC. They were invited on the basis of giving detailed and reflective responses within their questionnaires. A total of 16 BA and ten PGCE trainees participated, in two separate forums due to the different timing of the placement patterns.  The analysis of the Stage One questionnaires, informed the purposive sampling choices for the following stage, the Stage Two discussion forums. This was based upon trainees that identified themselves as having LAC in their current placement, and trainees that were providing detailed responses. In turn the analysis from Stages One and Two, informed the theoretical sampling for the Stage Three interviews. This was based on the emergent themes, and again, trainees that provided detailed responses and engaged with the research were invited. Therefore I invited all 17 trainees that had engaged with the research so far, and that had LAC in their class to participate. Some ten BA and seven PGCE trainees participated in the Stage Three interviews, totalling 17 interviews conducted. 

Throughout this chapter, the trainees were allocated a code for purposes of anonymity, for example, trainee one (T1), trainee two (T2), this coding is presented within the cohort data in Appendix One. 

Phase Two

Eight organisations were invited to complete the Stage One questionnaire.  Piloting was carried out at each stage as discussed in Chapter Four and amendments made as defined in the methodology. Four questionnaires were returned. As expected, a low response rate was experienced due to emails being sent to general mailboxes; responses such as ‘due to staffing we do not respond to student requests’ were given. The initial aim was to gain feedback from two or three organisations, which was exceeded.
The following aim was to gain four or five responses to provide and consider some feedback from VSHs. 14 VSHs were invited to complete the questionnaire, with nine responses, which was higher than expected. Piloting was also carried out with critical friends as defined in the methodology.
5.3 Phase One - Stage One - Questionnaires to trainees
Reflection on process

The questionnaire consisted of four questions (Appendix Two), which gathered initial data regarding trainees’ previous experience of LAC in their personal life or previous working environment, experience the trainees had encountered while on training placement, whether the trainees had previously been a LAC themselves, and finally collated whether the trainees had a LAC within their final placement class. The data generated for analysis came from questions one and two of the questionnaire. If there had been a larger number of trainees with LAC in their base class, then criteria for sampling would have included a range of ages and gender of LAC. However, as there were only a small number of trainees with LAC in their classrooms this proved a manageable number for participation in the discussion forums. 

Results from the questionnaires to trainees
Previous experience

The first question: ‘What are your previous experiences of 'looked after children' before starting your ITE programme, for example, in your personal life or previous working environment?’ aimed to identify whether trainees had gained previous experience of LAC, and what this experience consisted of. The data from the questionnaire showed that approximately a third (34 per cent) of the BA trainees that participated, had previous experience of LAC prior to the course. Whilst in the PGCE cohort, over half of the trainees that participated had previous experience of LAC (54 per cent). A higher number of PGCE trainees with experience would be expected due to the greater maturity of trainees on the course in comparison to the BA. This links with the cohort data showing that there were more PGCE mature trainees with possible prior work experience in other professional fields; 18 per cent of BAs were mature trainees (above 25 years in age) and 42 per cent of PGCEs were mature trainees. The PGCE cohort has a 20 per cent higher number of trainees (above the BA cohort) with some of experience of LAC and a 24 per cent higher number of trainees (above the BA cohort) in mature trainees. This aligned with the data and showed that more of mature trainees had experience of LAC than non-mature trainees. Figure 5.1 shows the number of trainees on each programme that have experience or no experience:
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Figure 5.1 Number of trainees with/without previous experience of LAC (questionnaire data, 78 participants).
The numerical data within this question revealed that previous experience included working in several different settings. These settings were defined in three areas; after school clubs and groups, working as teaching assistants, and through family members such as Aunts being foster carers.  The first area, within after school clubs and groups, trainees gave examples of the experiences that they encountered. Trainees indicated that their expectations may be different if they were working with LAC in a different setting, for example a more formal setting such as a classroom. One trainee (T13) stated: ‘I briefly had some experience of LAC in the kids club after school that I worked in, it was mainly child led activities rather than a classroom environment, and they pretty much did what they wanted, so no difficulties arose!’. This comment indicated that maybe behaviour or achievement may have been different within a more structured environment, with the trainee expectations being higher.  

Further examples were given such as experience within drama group, T15 noted: ‘I worked for a local drama group with one LAC. I think he only went there as his carer wanted a break, he wasn’t really interested in the drama and was quite troublesome!’ Also, within church groups a trainee expressed how they individualised the LAC experience rather than expecting them to stay within the boundaries that they had for the other attendees. T36 described: 

“Through a Sunday school that I assisted in, the child was very quiet and withdrawn, everyone used to give her lots of attention and try to help her have a nice time and enjoy the activities she wanted to do rather than what we had necessarily wanted her to do as part of the church activities”. (T36)

Other trainees also declared that they were aware that LAC attended the school club; however, they did not have any personal involvement with them.

A number of trainees noted their experience of working as teaching assistants within a classroom environment in which they had maintained some contact with LAC. They mainly commented on behavioural concerns and challenges. For example, (T8) reflected: ‘I have been a teaching assistant and had one LAC in my class, he was quite a challenge at times and I really struggled to help to keep him on task, I would sometimes feel quite intimidated by his behaviour’. In addition, T22 commented: 
“I had experience as a teaching assistant with two LAC, both had challenging behaviour and were of low ability, they were difficult to support at times as lacked focus and concentration, I didn’t know much else about them.” (T22)

As a teaching assistant it would not be expected that they would have had access to paperwork, or have been working with carers within this role in any capacity. 

Trainee comments began to generate further thoughts and questions relating to their perceptions and personal values in relation to LAC, which became an emergent theme and which is discussed in the following chapter. For some trainees, family members themselves had been foster carers (aunts and uncles). Trainee T5 recalled: ‘When I was a child my aunt lived near us, she was a carer. The children were always spoken about in a negative way by the neighbours as they could be quite unruly, but my aunt worked hard at supporting them’. One trainee (T18) contributed: ‘My grandmother (who I lived with) sits on panels for people wishing to foster, so I have some idea of some procedures. She also has a strong ethos towards LAC and the stability that they need in a home environment’. I considered if the trainee was influenced by her grandmother’s perspective of LAC from her social care and fostering position. This trainee discussed placement stability as a high priority over other areas such as education when interviewed, and I have concluded that her prior experiences with her grandmother have contributed to this. Some trainees had discussed their experiences, and embedded within these examples were indications of how these experiences had made them view LAC (how their perceptions had been shaped by their experiences). For example T27 asserted: ‘Although I have had no experience of LAC in my placements, my Aunt had been a foster carer for some years, and all of the children seemed to struggle with learning and their concentration’. 

I wondered how these experiences affected the trainee view of LAC and their developing ideas. I began to question; what shapes trainees’ values and beliefs towards LAC, and are they accurate? From trainees’ previous experiences or lack of them, how was this defining their own personal values towards LAC and education? These thoughts are taken forward to the discussion chapter. 

Having examined trainee previous experience, and emerging values and perceptions, I began to analyse responses from the second question; what specific experience trainees had encountered while on a school placement during ITE? 

Experience on placement

The second question: ‘Now that you are approaching your final school placement, what has been your experience of working with LAC on placement?’ considered what experience the trainees had during their placements. Firstly, the following data emerged as shown in Figure 5.2:
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Figure 5.2 Number of trainees that had previously gained experience/ no experience of LAC while on an institution school placement (questionnaire data, 78 participants). 
The data showed that a total of nine PGCE and 18 BA trainees had previously or currently had LAC in their base class. In total, of all the trainees that responded to the questionnaire, 27 trainees out of 78 had experience of LAC in at least one of their base classes whilst training at the institution.

There was approximately a third of trainees with classroom experience of LAC, which raised the questions; what about the other two thirds? How would they gain some initial experience or knowledge of working with LAC? This linked with consideration of the discussions within the Institution Focused Study regarding how trainees can gain experience, and demonstrate this through evidencing the teaching standards. What needs to be explored further is to examine institutional expertise, and to maximise opportunities for trainees.  

Experience in school

The qualitative data began to show the emerging themes regarding trainee experience.  Trainees declared whether they had some experience of working with carers, working with other professionals, and looking at, or using paperwork that related to LAC. They briefly noted their experiences of these. Others declared that they had no experience in these areas. From the questionnaire, trainees’ main experience in the classroom was related to challenging behaviour, and the learning and social needs of LAC. Trainees briefly recalled situations in which they had felt as though they had struggled (T8): ‘He has an IEP but I don’t know of any other paperwork’, and (T24) ‘I have no idea about paperwork at the moment!’ With T15 reflecting upon their own feelings of incompetence: ‘he had a range of behavioural and social issues, I didn’t really know how to help him, I felt a bit inadequate.’

Trainees also commented on their contact with carers at this point in their training. Some were positive, T7 stated: ‘His current carer comes in for regular discussions about his behaviour issues’, and (T1): ‘The foster parents are new and seem to be very motivating.’ Some were less positive however, such as T8 who voiced: ‘I never met the carers, the child had LA transport, so we never met or had any discussions’. With another, T2 establishing: ‘We had little contact with carers, I don’t recall ever meeting them.’ A further trainee (T18) made the judgement: ‘Carers in general don’t want to seem to open up and think lots of stuff is confidential.’ The trainee in this example had moved from specific observations to generalisations towards other carers. 

Trainees also discussed their thoughts and experiences regarding paperwork. With T8 asserting: ‘I briefly viewed an IEP, I didn’t think it was seen as being my position as a trainee to look at it in too much detail or ask to see other paperwork’, and T9: ‘I was given only basic details.’ In contrast, one trainee (T14) identified and took the opportunity to use good practice: ‘I examined a PEP, and I used this with my mentor to help to inform my planning.’

The third question: ’If you have been a LAC yourself and are comfortable to disclose this then please do so here. It would be helpful if you stated for how long, and how many carers you had.’ No declarations were made regarding personal circumstances, or being a LAC themselves. The fourth and final question asked: ‘Do you currently have LAC on your final placement?’ This was for identification purposes of trainees with LAC in their base class.

Emergent research themes:

From the questionnaire several themes began to emerge to varying degrees of breadth and depth (defined below). On closer examination, these themes were then strengthened and supported from the data from the discussion forums and interviews and are defined further within the next sections of this chapter. 
· Trainee values and beliefs towards LAC as they enter ITE.
· Trainee experiences of collaborative working (with professionals, carers, and colleagues).
· Trainee perceptions and experiences in relation to the behaviour and learning needs of LAC.

· Trainee’s lack of knowledge in relation to LAC.
From the questionnaires and initial analysis, a series of sub-questions arose which deconstructed and supported the main question further: 

· What values and beliefs do primary ITE trainees enter training with when working with LAC? 

· What previous experience of LAC do ITE trainees bring to the profession? 
· When working with LAC on a training placement, what are ITE trainees’ experiences of working with them?  

· What needs to be done further when working with trainees to prepare them for working with LAC? 

These sub-questions then supported (along with the emerging themes) the development of the discussion forum prompts, and the construction of the interview questions as in Appendix Four. This followed the GTM approach as specified by Bryant and Charmaz (2011) in which the process of data collection informed and streamlined subsequent data collection (as defined in Chapter Four). The conclusions chapter addresses how the sub-questions have been answered.

5.4 Phase One - Stage Two - Discussion forums with trainees
Reflection on processes

Engagement within both of the discussion forums reduced over the period of time in which they were set up. Both discussion forums were set up for a period of four weeks. I emailed the trainees to advise them that the forum was open to them, and then I accessed the forums approximately every two or three days to observe the input being given by the trainees. During this time I added prompts approximately twice a week, some of the prompts were generic and aimed at all of the trainees, and others were more specific, such as ‘tell us (the forum) more about x’. Responses were variable, and initially over the first two weeks the majority of the trainees contributed at least once, with a small number of interactions. However, there became less interaction between the trainees than I had hoped as the weeks progressed, even with regular prompting and facilitation. Several reasons for these issues should be considered; firstly, trainees did not enjoy using the VLE discussion forum in the same way that they may use a Facebook site, as discussed in Chapter Four. Secondly, trainees may not have been confident with the use of the VLE discussion forums. Thirdly, trainees may have felt that no new contributions were emerging while on their placement and therefore could not contribute anything worthwhile. Finally, and most probable, workloads were high for final year trainees such as increased responsibility within their school placements, and academic work incorporating dissertations. Therefore their priorities lay with their own workload.

As I wanted to capture what the trainees were experiencing on placement, I decided to focus on the classroom factors such as paperwork, behaviour, and working with professionals, within the discussion forums. Then to take forward the area of personal and prior experience as emerged in the questionnaires in more depth at interview. 

The emergent aspects and themes arising from each of the data collection stages and analysis followed the GTM approach as outlined in Chapter Four. Stage One, the questionnaire, highlighted the emergent themes as outlined above. Stage Two, the discussion forums then confirmed the emergent themes as those stated earlier, and added further more detailed supporting examples to those. 

From the methodology chosen, I created a list of general prompts. These were open prompts used to encourage trainees to define and clarify further their experiences (Vaughn et al, 1996).  Prompts were used such as: ‘Tell me more about . . .?’ ‘Has anyone got any further thoughts on . . .?’ These prompts encouraged others to respond. An excerpt from the discussion forum is attached as Appendix Three. 

Results from the discussion forums with trainees
Firstly, trainees experienced positive and negative examples of good practice which were dependent upon the school and mentor that they were placed with. There was a lack of consistency across the trainees with regard to having the same access to paperwork, working with carers, or being given the same information regarding LAC. There was evidently disparity of opportunity and guidance in the approach that trainees were given. Qualitative data from the discussion forums supported the data that emerged from the questionnaires and provided further clear examples of this.

Secondly, data strongly supported and defined the theme that trainees and some mentors seemed to have a lack of knowledge regarding strategies to support LAC. This included whether to give additional allowances to LAC in relation to behaviour and emotions, and how best to support these children.

Thirdly, data focused upon trainees’ perceptions, their beliefs and values. For example, what they should have access to, and whether it is acceptable to expect full information or whether it should be on a ‘need to know’ basis. Trainees also exhibited pre-developed expectations such as LAC having challenging behaviour. These elements would impact on how a trainee worked with LAC. This linked with what had emerged from the questionnaires and demonstrated that this was also happening during trainee school experience.

Below, the discussion relating to the forums is structured around these three areas and sub-headings. A combination of supporting quotations and experiences are taken from both the PGCE and BA discussion forums. The same areas/themes emerged in both the BA and PGCE fora. 

Trainee experience of practice in their placement

Trainees gained a range of experience during their school placement. Some observations that were made were positive and demonstrated good practice in which trainees could demonstrate their reflective skills. However, there were also examples in which trainees observed practice that posed challenges or questions from them. Examples of practice are given below.

One trainee (T14) described and reflected upon a positive experience of working with LAC on a placement. He stated that the school informed them on their first day that there was a LAC in their base class. He observed the child as very unsettled with emotional behaviours being presented by the LAC. T14 acknowledged that they had some prior experience of LAC through working in church groups but none in school. They also noted that the class mentor was very good at providing up-dates, and sharing information with them on a weekly or daily basis when necessary. T14 reflected upon how they tackled the issues presented together by talking them through, and by implementing positive behaviour management strategies to try out and then to record the progress made. This school were:

“very much on top of record keeping’ and using this to within a folder ready for the PEP review. Several members of staff contributed to this folder including the SENCO, teacher, and teaching assistant, which included a diary of ‘notable points”. (T14)

Further trainees had a contrasting experience and stated that they believed that information was generally held back from teachers, as well as themselves as trainees, which potentially impacted upon being able to meet the holistic needs of the child. They were not given access to information even when they asked for it.

However, there was also evidence of good practice in the area of working with carers. This was demonstrated when a trainee (T14) observed that the carers had very good relationships with the school, and in particular the class teacher. They undertook daily informal chats to see how the day had been. Both children were in KS1 and therefore you would expect to have more contact with parents or carers on a regular basis than with older children in KS2. Trainee T14 appeared to have had the opportunity of a supportive and knowledgeable experience on placement, in comparison to other trainees. 

Trainees understandably commented on the behavioural issues of LAC that they had observed, as this is one area that trainees find challenging and causes them anxiety for all children. Will they be able to control the class? What strategies will be effective? This is heightened with LAC, as the data has shown that trainees are expecting LAC to have experienced disruption in their lives which may have contributed to an impact on their behaviour. One trainee (T8) recounted that the LAC in their base class exhibited minor behavioural issues, and needed to be centre of attention. The younger brother, also a LAC in another class had more severe behavioural issues. T8 had seen the IEP but not the PEP and had no understanding of how or where this fitted in or was used with the child. 

Trainee T12 also discussed a child that had behavioural challenges in class. Their main area of observation was regarding the child’s lack of self-esteem and confidence. He was on an IEP and the trainee had access to this, also the provision maps and the PEP. The child met with a social worker once a week at the school to work on social skills and to discuss related issues. Feedback from these sessions was passed on to the trainee regularly. The trainee became reflective on the processes and the support in place, and they maximised those opportunities with the support of the mentor and built on that advice in class. The collaborative working between the social worker and the school appeared to be effective in this case, with the trainee being updated and accessing information regularly. The trainee was therefore able to be supportive and reflective towards the LAC, working closely with the mentor and demonstrating effective practice, as seen is needed through the literature that has been reviewed (House of Commons, 2009;  McClung and Gayle, 2010).

Trainee lack of knowledge to support LAC

As already seen from the data collected and analysed from the questionnaires, trainees are entering the training and the teaching profession with already developed perceptions of working with LAC. This was supported further through examples given by trainees within the discussion forums.

One trainee (T24) confirmed that she had not seen any paperwork, and was not aware of what paperwork that there could possibly be, so therefore had not asked (demonstrating lack of knowledge). She also stated that she assumed that this would be quite personal and would only be seen on a ‘need to know basis’ ruling her out to be privy to this information as she was a trainee or even as a class teacher? This raised issues in relation to her beliefs and perception of the expectations as to what she should know, or have access to. Another trainee (T3) responded to this comment, adding that as a trainee she felt uncomfortable asking too many details about a child as one mentor had stated that ‘it wasn’t her place to know’ and that she worked on a ‘need to know’ basis also. This point reflects further the emergent issues presented within the questionnaires. 

There was a discrepancy between the mentors regarding their own views on what they themselves should have access to, and what details that they should share or make explicit for trainees. This has led to a recommendation in Chapter Seven regarding the development of clear guidance on what teachers should know about each individual LAC, and that trainees should have access to this as a developing professional, and to be able to assist in the most effective way. 

The emergent themes from the questionnaires were developed further from the analysis of the discussion forums:
· Trainee values and beliefs towards LAC as they enter ITE.

· Trainees experiences in relation to collaborative working (with professionals, carers, and colleagues).

· The negative perceptions and experiences of trainees in relation to the behaviour and learning needs of LAC.

· Trainees’ and mentors’ lack of knowledge in relation to LAC.

Trainees were able to give examples of their lived experiences during the discussion forums, which supported the main themes. The main theme that was enriched through the discussion forums, was not only was it trainee’s lack of knowledge in relation to LAC, but also that mentors had lack of knowledge in this area, which then had an impact on trainee experience. These themes were taken forward to explore a stage further, through the development of the interviews as outlined in Chapter Four. Consideration was made to ‘inform and streamline’ the interview questions and structure (Bryant and Charmaz, 2007: 201). 

All of this information gathered and analysed supported the development of the Stage Three interviews. The themes examined during the interviews confirmed the previous findings, and examined potential recommendations and a training approach to support those findings.

5.5 Phase One - Stage Three – Interviews with trainees
Reflection on processes

From the findings emergent from the discussion forums and the questionnaires, the semi-structured interviews were developed. The questions were based around the emergent themes, and how to extract the most useful data from trainees in relation to their perceptions and experiences. The questions were also developed in relation to answering the questions that were posed for the research. This data would then either support or contradict the data already identified as developing the themes from the previous two stages of data collection, thus either strengthening and defining the themes, or providing new information and new themes, or challenging the current themes. The interview was split into five sections (Appendix Four); perceptions of trainee teachers (values and personal views), trainee previous and current experience of working with LAC, issues (relationships and processes) positive and negative, training - support and advice received, and finally, looking forward. There were several questions and further prompts within each section. Trainees were keen to discuss their perceptions, thoughts, and observations, in relation to LAC.

The interviews were transcribed and entered onto NVIVO. Coding and analysis occurred as set out in the methodology chapter. Data was coded examining themes from each of the interviews. The first area analysed was the perceptions of trainee teachers – values and personal views.
Results from the interviews with trainees
Values and perceptions 
The first main question examined specifically what the trainees thought that the priorities were in relation to LAC in general terms (What do you think are the priorities for supporting a LAC?), although values and perceptions emerged throughout trainee responses. As can been seen from the bar chart in Figure 5.3, many trainees generally thought that the main priorities were in relation to addressing emotional needs. Multiple responses were possible for this question and the data is presented as number of trainees that responded with that answer. Trainees stated that LAC had issues with attachment, emotional needs, and behaviour impacting upon other areas. Therefore trainees believed that these needs should be the main focus to be met for LAC as seen below in Figure 5.3:
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Figure 5.3 Number of trainees’ views on priorities for LAC (Interview data, multiple responses possible).

One trainee (T3) felt strongly that they believed that: ‘The priorities are getting their [LAC] emotions sort of understood and knowing what their emotions are, so what they need and how the removal that they felt in their life can affect them’.

This supported the findings from the discussion forums and went into further depth that these are the thoughts of many of the trainees, with further trainees stating responses such as:
“. . . so I just see it’s them having . . . feeling needed and feeling wanted . . . more so than other things. . . I think it could be quite easy for them to feel like they’re not wanted, they’re not loved or whatever. So I guess it’s just making sure that they’re happy and they are cared for emotionally in every way possible.” (T5)

One trainee (T15) went even further to state the lack of urgency or need for the educational or more specifically the academic element: 

“You need to take a step back from the academic, emotions are definitely a priority, emotions and stability, knowing that they’re not going to moved home over and over again, education and the academic stuff can come later”. (T15)

Some LAC may always have emotional issues or barriers to overcome and by falling behind academically this could perpetuate feelings about themselves, self-worth, and belief, and be placed within this negative cycle. Professionals need to question what trainees understand about ‘education’ and LAC, and whether they have grasped ‘education’ in the wider sense such as working with carers and other professionals, understanding the PEP and raising expectations. All of these elements will contribute to making an impact on supporting a LAC in school and their motivation and resilience to learn, rather than purely the engagement in, and teaching of an academic subject. What is evident is that education should be viewed widely, examining the elements involved within education which may impact upon academic achievement for LAC. 
Once the initial question was responded to, prompts were given for consideration if needed. These included the areas of permanency, placement stability, emotional well-being, and education. Some trainees added to their initial responses but continued to see emotional well-being as the main priority. Only two trainees commented on academic aspects as a priority, one reflected on her own recent experience, which was a stark contrast to the perception of the previous trainee: 

“. . . education, because, well, in the case of the looked after child that I know, there were other issues as well, so education was a particular priority for that child as well, it gave them a sense of doing ok, achieving something when everything else was a bit chaotic. . . this really helped them in other areas such as their self-esteem”. (T4)

The analysis of the results throughout the different stages has exposed many trainees seeing priorities (how LAC are supported – focus of the input) as a top down, hierarchical model. Trainees believe that emotional needs are of primary importance, and would subsequently require the most input, with placement stability following, and finally education, as also considered by Cameron and Maginn (2009) and seen in the model in Figure 5.4:

Model showing trainees’ hierarchical priorities for LAC [image: image13.png]
Figure 5.4 Trainees’ priorities and how they view them. 
One issue that needs to be addressed is to unpick the term ‘education’ for trainees. Rather than subject specific, attainment in core subjects such as Mathematics and English, consideration of each of the elements that potentially impact on attainment holistically for LAC within an educational environment need to be included. 

Contribution to trainee views 

A further question followed on from trainee values and perceptions, and addressed my interest in what had influenced trainee responses in relation to this (What do you think has contributed to your personal views and values?). Figure 5.5 shows trainees’ responses, multiple responses were possible for this question and the data is presented as number of trainees that responded with that answer:
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Figure 5.5 Trainees’ views as to what has contributed to their personal beliefs (interview data, multiple responses possible).
The above bar chart shows that trainees mostly felt that their personal experiences prior to the ITE programme, followed by experiences within a school setting had contributed to their views relating to LAC. This demonstrated how important it is for trainees to gain opportunities to work with LAC in schools, and for this to be examples of good practice. For those trainees that had not received the opportunity to gain experience in schools, they felt it was their own personal experiences from family life. Only a few trainees felt that society as a whole, such as aspects that they had read in the media, or others’ personal judgements had contributed to their beliefs and understanding around LAC. Only one trainee (T4) gave a detailed response in relation to identified training that they had received that had contributed to their values and personal beliefs, which clearly demonstrated a lack of training in this area. As identified in Chapter Three, there are distinct gaps in the literature in relation to training and support for teachers with regards to LAC, with little opportunity to gain knowledge and challenge perceptions. This arguably identifies how important it is for trainees to gain direct school experience, supported with training, and for this to be a clear and positive model. 
Trainee expectations 
Figure 5.6 shows that some trainees believe that expectations for LAC should be the same as for all children taken from the responses to the question: What would your expectations as a teacher be of a LAC? Multiple responses were possible for this question and the data is presented as number of trainees that responded with that answer in Figure 5.6:
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Figure 5.6 Trainees’ expectations for LAC (interview data, multiple responses possible).
Professional expectations towards academic standards should be challenging and within the normal range for all children (Ofsted, 2008). One trainee (T9) asserted: ‘Personally I would have the same expectations as any other child. I know that that’s sometimes not realistically possible, but my expectations would be the same, I’d want them to do well, I’d want them to do their best.’ Another trainee (T4) argued: ‘Just because they’re a looked after child I don’t make the assumption that they’re going to be an SEN child as well,’ with a further trainee (T10) contributing: ‘In terms of my expectations I wouldn’t lower them or expect any less from them, I’d want them to do just as well and expect them to do as well as everyone else.’

However, a larger number of trainees themselves believed that expectations for attainment and attendance would automatically be lower for LAC (see Figure 5.6). T3 gave an example of this: ‘Their attainment and achievement might not be as high as other children, you’d expect that but you’d always strive to get them as close to the other children and narrow that gap as much as possible.’ With a second trainee (T15) declaring: ‘My aspiration for them would be different, in the lower ability group, so probably their own expectation’. Also the majority of trainees were expecting some behavioural challenges for LAC: ‘Obviously I’d love them to be kind of average, but considering how their behaviour is it may affect their progress’ (T2). ‘I would expect their behaviour to be sort of erratic, my experience of looked after children has been that their behaviour is not perhaps as good as the other children. I’d expect their attainment to be fairly low as well, because of their behaviour impacting on this, and because I assume they’ve been moved around from school to school’ (T8). This perception needs to be challenged and reframed; some LAC may have behavioural challenges, but this should not impede their potential capabilities and achievements. 

Examples of observed practice

There were several examples of practice described by trainees and which they were able to reflect upon. These responses have been examined in relation to the following questions: While working with LAC, were there any issues arising? In relation to A) Process, In relation to B) Relationships, In relation to C) Teaching and Learning. What types of practice have you seen when working with LAC? One trainee (T3) discussed an incident that occurred: 
“Originally I wasn’t aware that this pupil was a looked after child and it was when I questioned the class teacher on arrangements for going home that she said, stand by the door, but who do I know should be collected, and by whom? Is there any particular children that shouldn’t be collected by certain members of the family? I was well aware that that’s going to be the case at times, and she said, there’s just two, and she named both children and outlined why, and that’s when I became aware that one child was a looked after child.” (T3)

This trainee established her own concern over this, posing questions such as; what could have been the impact of not knowing this information? Was this potentially a safeguarding issue, with the possibility of the trainee themself releasing a child to an unauthorised adult? The trainee had been worried further still over the potential impact and upset for the child that the school was potentially not a safe place to be.

Some trainees observed positive practice in which there was LAC input towards the PEP. Two trainees were able to describe some of the paperwork that went into the PEP, with the LAC contributing to the PEP meeting via filling out paperwork such as a booklet pertaining to their likes and dislikes, how they learn best, and who helps them. The school used this information within their action plan to support the child. One of the trainees (T16) commented that it was ‘really important for me to see that, and to understand the importance of gathering the child’s views’. Another trainee (T9) highlighted some ‘need to know’ basics, which other trainees had not considered:
“They [school] know that they’re the carers, they know what to call them, they have had previous discussions such as do they call you mum, do they call you dad or do they call you by your name? This is really helpful and the child can feel more secure, more normal without the embarrassment of needing to explain, or the teacher getting it wrong in front of the class.” (T9)

The trainee asserted that if you do not know these basics, you could meet with some issues. To prevent this, systems could be implemented such as an early meeting with carers which could ensure consistency, and getting the basics right, maybe a checklist of basics could be implemented? This may include aspects that may have changed since the last PEP review, who knows the information that has changed? Maybe the social worker? Has this been passed on to the school? 

Important elements that may change frequently need to be updated, such as, does the LAC have family contact and when? Patterns of behaviour may need to be observed in relation to this. Does the LAC see other professionals? Who and when? This is useful if a child talks about a visit they have been on, or met a particular person. It could be a time for sharing of information too, for example, what strategies work at home or in school? Details of what has happened in counselling sessions may not need to be known, but the fact that counselling has occurred may be important in how a teacher may react to behaviour by a LAC. An example noted by one trainee below illustrates this:

“One of my LAC really kicked off as soon as he came into class….he paced the floor and swore at the LSA, it was quite unsettling and I didn’t know how to handle it so went to get his class teacher. I found out later that he had been to some sort of therapy session and he sometimes did this….it would have been helpful to know this and prepare with some strategies and advice as to how to handle him…instead I just felt bewildered and thought I may have made things worse.” (T15)

Trainees raised further issues in relation to observing relationships of the LAC with staff that they were working with, for example T11 noted concerns with potential attachment issues which are associated with LAC (also questioned by other trainees as seen earlier): 

“She was quite attached I think to some members of staff, particularly the teaching assistant that worked with her in her classroom, she was very attached to her, and if you went outside into the playground, playground duty, if the teaching assistant was outside that girl would always be walking around with her and talking to her, so I was surprised at how kind of attached she actually was.” (T11) 

Another trainee (T1) saw the opposite, with a child avoiding attachment and commented:
“I think she sort of put a barrier up and said actually I’m not going to get too close to you because you’re going to go, and in some ways I think the experience of me going in and out and my intermittent experience sort of concreted that for her, which I wouldn’t like to think it did, but I think it did, because I was sort of in and out the same as her parents were.” (T1)

Both trainees above would benefit from training in this area even though the examples given are at different ends of the spectrum. Both are issues that need further support to the LAC. Trainees T5 and T7 also noted that they would like further training on this area of dealing with attachment issues when training was discussed during the interview (discussed further in this chapter). Other types of relationships were commented on by trainees, for example, T10 assured: 

“Generally the school were brilliant in their relationships with her foster carers because I mean everyone knew who she was. Her foster carers, because they had quite demanding jobs as an occupation, she would sort of stay at school for after hours and things, it was suggested by the school, arranged by the school, she’d go to clubs and things. Everybody knew the foster carers and they were really friendly with everybody, everybody welcomed them because they were so familiar within the school. The relationship between the foster carer and the class teacher was quite strained at times though because the child needed regular communication with home, she had to have regular communication from school to both her birth parents and her foster carers and the class teacher weren’t always quite on the ball with that and it did become a bit strained at some points and she described them as needy at one point.” (T10)

However, the difficulty also continues to be situated within the carers’ own perceptions and experiences of education, which could impact upon their relationship with the teacher or school in general. The carer may also have low educational experiences and outcomes themselves (as discussed in Chapter Two and Chapter Three), therefore they have placed less importance on the educational issues and attainments of those that they are responsible for (Jackson and Cameron, 2012, Childhood Wellbeing Research Centre, 2012 and Who Cares? Trust, 2011). Instead, they place a primary focus on social and emotional support. This was demonstrated within the discussion forums, in which a trainee (T8) had described lack of carer engagement within education, not reading letters, or supporting with reading. During the interviews T9 also supported this:
“The one carer I had any involvement with was a bit of a struggle, she didn’t really want or see the need to help the child progress with things like their reading, she just wanted to know that she [LAC] had been good that day and had not caused any problems…..they hadn’t really connected the fact the child struggling with learning might be connected to their behaviour and therefore in a sort of negative cycle.” (T8) 

This demonstrated further understanding that the carers may need their own support of how to in turn support LAC educationally with teachers taking the initiative on this, enabling and modelling this process.

The next section examines the area of training which encompasses what trainees perceive they are lacking, and what they feel as though they need further from their own perspective. This is coupled with what the literature has previously stated in Chapter Three, and what needs to be addressed further to ensure progress for LAC.

Training

This area of the interviews differed from the previous. The previous areas examined the emergent themes in further detail. This area focused on provision for the trainees and area of need to improve provision to support further the outcomes for LAC. I wanted to find out about training that had occurred for trainees and their perceptions of the training. This could then inform future developments at the institution, and possibly further within ITE. Trainees were asked: What training, support or advice beyond that provided by the university have you had? What are your thoughts on that training? How effective has your University training been?

The literature review in Chapter Three highlighted a key issue regarding the lack of training for teachers and trainee teachers regarding LAC. Within this research, the questionnaires and discussion forums highlighted a lack of knowledge and understanding of processes, paperwork, and practice to support LAC and their carers’. The interviews confirmed these findings and progressed a stage further to examine training needs.

The majority of trainees received no advice or training in relation to LAC in their placement schools. Some trainees did receive advice from professionals such as the SENCO with one individual trainee (T5) discussing a good example in which the Head teacher ran a session in preparation for Ofsted. This included a section on LAC, paperwork and support for them. A further trainee (T17) had previous training as her mother was a foster carer and while she was a young adult living at home, and attended some of the LA training with her mother.

Teachers need to gain a knowledge and understanding of systems and processes to recognise when the implementation of support is needed or not adequate, and to examine opportunities and entitlement for LAC. Opportunities could be missed purely due to lack of knowledge of the professional. The trainees clearly request a variety of methods and approaches to training. Some trainees would prefer to have further training during their ITE programme, whereas others would prefer to have training continuing into their NQT year, with refresher training available if they encounter having a LAC in their class in future years. Trainees identify this need due to the government initiatives and paperwork regularly changing and updating. If they have not had a LAC within their class for a few years, they are at risk of becoming outdated in their own thinking, or knowing what is available such as funding for additional support. Cairns and Stanway (2004) highlight the issue that although they believed that joint training between education and social care was needed, funding from school budgets could be stringent and training unjustified for the sake of such a small number of LAC in one school. Therefore training needed to be co-ordinated centrally.

Trainees were additionally asked: If you were to have further training on working with LAC, what sort of things would you want to/ expect to cover? When should this be covered? And who should provide/deliver the training? Trainees have mixed feelings as to who should provide this training. It was suggested by five trainees, that the LA could provide training, different professionals could then be involved to incorporate wider areas such as social care and education, rather than just one professional discipline taking the lead on the training, and not considering the perspective of teachers. 

The majority of trainees identified three main areas to be included within further training. The first, guidance on how to cope and support children’s emotional needs and attachment issues within the school environment, and the impact that this potentially has upon LAC progress in school. With examples such as; should they make allowances, or should they be consistent? The second area related to paperwork and understanding of what is involved and what is current. The third related to how to work with other professionals and carers and to understand their roles within the process, and who can support and advise them. T1 voiced: ‘The biggest thing would be liaising with outside agencies, how you go about it, what happens, as I have no idea!’ and T10 wanted to:

“. . have the opportunity to talk to a social worker and just see their perspective of it, because obviously they don’t know about the teaching side and we don’t know about their side as much, and so that would be really interesting to talk to a social worker. But I guess it would be nice to go on a course where you’ve with other teachers as well, so your local authority, and you kind of talk and think about your experiences together and kind of support each other.” (T10)

This related to all three stages of the data in which trainees demonstrated little experience in these areas, or lack of confidence. In some cases it was due to observing or being involved in practice such as attachment issues, or experiencing challenging behaviour and feeling at a loss at how to deal with it under these circumstances with LAC.

Trainees presented differing views as to when they believed training should take place. The majority of trainees believed training should occur prior to having a LAC within their own class.  T4 asserted: ‘I don’t think you should wait until a child comes in your class to have it because otherwise they’re in there already and things may have happened before you get on the course, so I think definitely in your NQT year’. With T12 also supporting this view: ‘I don’t think it should be as late as when a child arrives, I think you should be prepared for that, perhaps not in initial teacher training because there is so much to get in a lot of the time, there’s not enough time and head space to fit everything in!’

A small number of trainees projected further insights, reflecting on the combination of theory, policy, and practice, with T6 explaining: ‘It’s putting it into practice, sometimes learning about something and then doing it straight away, and being like, oh, that’s why we did that...’ and T9 extending: ‘I think it should be regularly throughout your career, because everything’s changing all the time, the policies, the initiatives, the approaches, they’re all changing, so to have training a couple of years ago, it might be completely different now, especially with new governments and things, so I think it should be regularly.’
From the analysis of the Phase One, Stage Three interviews, the themes were further defined. The interviews brought richness to the data, with clear examples of perceptions and experiences of the trainees. The themes are outlined below:
· The negative impact of previous experience on trainee values and beliefs towards LAC as they enter ITE.

· The positive and negative perceptions and experiences of trainees in relation to collaborative working (with professionals, carers, and colleagues).

· The negative perceptions and experiences of trainees in relation to the behaviour and learning needs of LAC.

· Trainees’ and mentors’ lack of knowledge in relation to LAC.
5.6 Further discussion arising from Phase One data and cross analysis

As demonstrated in Figure 4.2, cross analysis took place examining the findings from the questionnaires, discussion forums, and interviews. The data was examined as a whole. The themes ran through each stage of the analysis moving into more detail with no new themes emerging from cross analysis. Repetition and strengthening of themes occurred through the development of the stages and the detailed interviews which resulted in saturation with no new themes emerging. Therefore the themes above in 5.5 were finalised as the themes from the Phase One data collection and analysis.
5.7 Phase Two – Model development and questionnaires to professionals
On completion of the Phase One data collection and analysis, draft writing of the findings began. From this, a model emerged for the potential of training elements for teacher educators. In discussion with critical friends, Phase Two of data collection proceeded. The aim of Phase Two was to gain feedback from organisations and professionals who worked with LAC, to develop the model further, and to seek their professional extensive experience and expertise on the findings. This was invaluable, with the discussion of the development of the model below. 

The initial draft model
On completion of the data analysis within Phase One, I developed an initial draft model examining key elements to be included within training based upon the perceptions, and the experiences, of the trainee teachers involved in Phase One of the study; this model is presented below in Figure 5.7:

Training approach showing input for education for LAC
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Figure 5.7 Training approach to support the education of LAC
Figure 5.7 considers the findings from my research themes and the main areas that that require further development to support trainee teachers, and potentially other professionals working with LAC, which are:
· Challenge perceptions – challenge trainee perceptions in relation to achievement, expectations, and behaviour of LAC.

· Training on collaborative working – with carers, other teachers, social workers, and health care professionals.

· Training on supportive strategies for LAC – such as behaviour and attachment disorder.
· Training on policy and administrative knowledge – such as review and implementation of the PEP, IEP, and funding support and application.

Content of these areas would need to be contemplated further in relation to designing a training programme and programme content, based on my research findings, supporting literature, and the feedback from professionals. Training may be delivered by a range of professionals, such as support and delivery on collaborative working from a social worker or foster carer perspective. Training can further be considered in relation to the training of other professionals beyond ITE and the value of this. Professionals such as qualified teachers, social workers, and health care professionals, would benefit from a tailored training programme incorporating educational needs of LAC. 

Development of the model

Feedback from critical friends advised to incorporate further information into the model that had been discussed (for understanding when sending to professionals for feedback), rather than producing explanation below the model, which may be missed. This included detail such as identifying the main collaborative workers, and specific administrative knowledge such as PEPs and funding. The model was then developed further to examine training within the wider context of ITE and CPD over the first five years of teaching, as supported by the literature within Chapter Three (Bubb, 2004; Evans, 2008), due to the on-going pressures within ITE of a short time scale for training, and to incorporate all elements of training that had been identified. Therefore, two stages were then identified; ITE and CPD. Links were made between the two stages, as a progressive approach within each of the key areas.
Feedback from organisations
Two similar models were developed, the second containing an additional experiential and reflective approach based on the supporting theory and model by Wallace (1990; 1998). Both were based upon an ITE stage, with further CPD training. The area of policy and administrative knowledge was divided into two sections to cover policy and legislation, and administrative knowledge as two separate elements, due to the potential of a vast amount of content. The model below in Figure 5.8 is the second preferred model; both models are presented in Appendix Five:
Extended reflective training approach 
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Figure 5.8: Extended reflective training approach showing input for education for LAC
Each key area moved from one stage to the next, for example; 1a) Policy and legislation knowledge, developed to Stage Two, 2a) Policy and legislation updates. The models demonstrated an experiential approach to learning through a practice and reflection cycle through three of the core areas, based on reading discussed in Chapter three. These models were then sent to organisations with the questionnaire to gain feedback (Appendix Five). 
Key points from the feedback demonstrated that both models were clear and easy to understand; they demonstrated development from ITE through to CPD, with key areas agreed by professionals. The preferred model was the second, as this included opportunities for experiential learning and reflective practice opportunities. One professional discussed that some, if not all, areas could be a mix of received training, and experiential learning, not necessarily one or the other singularly. There were some expected concerns regarding the time element for delivery of CPD, and engagement of teachers, for example can they gain credits in return for CPD? These are finer contextual issues pertinent to who may deliver any CPD, and applicable to many areas of CPD when teachers are busy with their classes. One professional, working for a charity, had previously had direct experience of working as a teacher. She stated she preferred the second model (presented in Figure 5.8) as believed that more practical tools need to be developed; within the model the process of reflection could support this, such as providing and developing tools to examine exactly how a teacher will work with that child to raise aspirations, and to motivate learning and enjoyment at school. These elements need to be planned for, and given time. 

Further additions to the area of strategies include; strategies need to be built upon an understanding of where LAC have come from; there are likely to be issues laying deeper than the behaviour presented, and a good understanding of emotional well-being, nurturing, reintegration, and emotional loss (potentially the loss of siblings and parents); the impact of these should be considered first. Although specific content is not identified within the models, the addition of emotional well-being as a pre-requisite to specific strategies would be beneficial. This is with consideration of a focus on raising aspirations and exploring hobbies, talents, and skills outside of an academic structure. A crucial element identified was the potential of ‘How to update the birth family (if any) on child’s progress and how to involve birth family in school life (if this an option; it doesn’t have to be parents)’ (Participant).

Area such as collaborative working may require some cross over with paperwork such as the PEP to ensure all of a child’s needs are met, with an understanding of referral processes. One professional added that collaborative working may need to include assessment for LAC; for example, paediatrics to rule out developmental issues, this could be included within the framework with Health. 

A key statement noted by one professional, and indicated by other professionals, highlighted the issue that LAC often need a bespoke curriculum, not necessarily unable to achieve academically (as some might presume), but may need emotional support to access the curriculum and to fill in gaps missed during times of turbulence. Another professional stated this with an example of play based opportunities for self-expression. This is key in challenging negative perceptions as seen within the trainees in Phase One. 
From this, the model was modified. Although the organisations had stated that the model was easy to read and to follow, and that they understood the structure; the model was developing and incorporating more information after their feedback, with the potential that once sent to VSHs and feedback received from them, the model would need to be amended, added to, or refined further. Therefore, I decided to review a variety of model structures with critical friends, and to use an alternative structure to the model that was sent to organisations. This simplified the reading and understanding of the model further, particularly as further elements had been added. However, what is important is that this model still follows the stages of development as defined in the model to organisations, and the key areas grouped in exactly the same way, with the same headings. Enhanced is a simpler flow to the model between ITE, CPD, and reaching competency, Figure 5.9:
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Model of professional development for working with LAC




Fig 5.9: Model of professional development for working with LAC
The model was then sent as a pilot to two professionals acting as critical friends, with the survey monkey questionnaire link. This model and questionnaire was then emailed to 14 VSHs to gain feedback via survey monkey with nine responses.
Feedback from VSHs
When the participants were asked if the model was clear to understand and follow, all nine responded yes. When asked if the key areas in the model were appropriate, all agreed. However one respondent thought that the model could be simplified to the core areas, with another having an opposing view and requested to see more detail, even asking for a complete syllabus or training package to look at. This is obviously not the intention of a ‘model’; the model identifies the key areas which can then lead into the development of further training requirements, it was interesting and positive to see that the VSHs were keen to examine and discuss my work in more detail.
When asked the following question; are there further areas that should be included within the model, three VSHs commented that the model included the areas particularly pertinent within this field. Another VSH explicitly stated that they were pleased that the model ‘covered the strategic overview, operational implications, statutory requirements, as well as research findings, providing a balanced model with key areas addressed’. There were some further suggestions to define further sub-areas within the core areas that were not currently explicit, even if they may be covered within the content of a detailed programme; pupil premium, the role of the VSH and designated teacher and LA support, Ofsted frameworks, and underlying secondary issues such as SEN-D. 
The next question asked if there was appropriate progression between ITE and CPD. Two respondents stated that they did not know other areas of training well enough and the constraints of ITE to make an informed judgement. With one respondent contemplating whether it was too much for ITE trainees to cover and a more simplified version needed. The other participants did not comment on this area; which raised further questions addressed in the discussion chapter, in regards to defining specific elements for ITE and CPD.

The penultimate question asked if the model/approach was implemented, would teachers be better able to support LAC in schools. One participant again advised that they needed further information and detail, such as a training package. The other participants were positive, stating ‘we definitely need improved teacher training around looked after children, this looks great’, ‘this approach would certainly help and benefit both teachers and LAC, following a structure and programme to support them,’ with one stating ‘It would be a definite, much needed improvement!’
The final question asked if there were any further comments or questions. One participant stated ‘it is pleasing to see that a model is being considered and the future development of this key area – thank you!’ with another stating that they would be in contact with me as would like to share it with the National VSH Steering Group and discuss my research further. 

I then considered the feedback, demonstrated in the discussion chapter, with a final model presented in the following chapter; Chapter Six.
Chapter summary

This chapter has examined the results of each of the stages of the GTM approach within the research, Phase One; questionnaires, discussion forums, interviews, and Phase Two;  questionnaire feedback. Each phase and stage has built on the previous to support, clarify, develop, and define the emergent themes which incorporate trainee values towards LAC, perceptions and experiences of collaborative working, and the behaviour and learning needs of LAC, and trainees’ and mentors’ lack of knowledge. With feedback sought to further develop a training approach incorporating these identified gaps. The findings were supported with trainee and VSH quotations, and examples of their experiences, and feedback from professionals. 

Chapter Six will consider the themes through discussion relating to issues specific to the institution highlighted in Chapter Two, and theory and discussion in Chapter Three.  The following chapter will be structured around the themes as defined earlier in this chapter and restated at the beginning of Chapter Six, with a following section on the development of training. 
Chapter 6

Discussion

6.1 Introduction 

The previous chapter presented the findings from the data collection, defining the themes that emerged from Phase One, and the feedback and initial model development from Phase Two. 
This chapter discusses the findings and is structured around the Phase One, four main themes as seen below:

· The negative impact of previous experience on trainee values and beliefs towards LAC as they enter ITE.
· The positive and negative perceptions and experiences of trainees in relation to collaborative working.
· The negative perceptions and experiences of trainees in relation to the behaviour and learning needs of LAC.
· Trainees’ and mentors’ lack of knowledge in relation to LAC.
This is followed by a discussion of the Phase Two feedback from professionals; the organisations and the VSHs, leading into the presentation of the final model for this thesis. 
Phase One

6.2 The negative impact of previous experience on trainee values and beliefs towards LAC as they enter ITE

My research has identified that some trainees (a third) hold lower expectations for LAC right at the start of their careers, brought with them from their limited or lack of knowledge and experiences. This may result in the trainee teacher having negative aspirations on entering the profession and working with subsequent LAC. This has built on previous research (Berridge et al, 2009; Higgs, 2009) which identifies that professionals (including qualified teachers) have low expectations for LAC, but my research extends further in that it identifies the issue that these low expectations are held prior to trainees entering the profession, and also identifies some of the reasons for this. My research has also highlighted that only a third of trainees have some experience of LAC at all on placement, therefore their lack of knowledge and experience need addressing through training. Murray (2006) stated that ITE did not provide training in the area of LAC. This was identified by making telephone calls to ITE providers. The lack of theory and research has demonstrated that this is also the case for qualified teachers. My research extends beyond knowing that specific training around LAC is not occurring, and identifies the perceptions and experiences of trainees prior to, and during, ITE training on their perceptions and experiences of working with LAC. The research identifies what they feel would be beneficial to them, to support them both as a trainee, and as a developing professional in their first five years of teaching. This research considers these elements and proposes key areas to be included in future training. 
A key issue arising from this research is that, as seen, some trainees are already entering training with the belief that education is not as important as placement stability and dealing with emotional aspects relating to LAC. These views are not something that they have developed whilst being a teacher; it starts earlier than this, and is based on their experiences or lack of experience prior to entering ITE. The impact of this prior experience is also demonstrated within trainee low expectations for LAC of achievement and behaviour. Statistical data highlights that 68 per cent of LAC have a SEN, with the most common type of SEN being Behaviour, Social and Emotional Disorders (BESD). It has been identified that just 50.4 per cent of LAC have ‘normal’ emotional and behavioural health (DfE, 2014). This demonstrates that almost half of LAC are however, within a ‘normal’ range, yet, expectations for all LAC continue to be low. Can we address the issues of low expectations from professionals earlier with trainee teachers and teachers in the early stages of their careers? Do low expectations contribute to lower levels of emotional and behavioural health of LAC? And can we address this earlier in the system with primary and early years’ teachers, rather than leaving the issues to accumulate further into secondary schools? Mintz (2007) argues that these beliefs are fluid; therefore as part of professional learning, ITE and CPD trainers need to challenge them. Cairns and Stanway (2004) argue that the underachievement of LAC becomes progressively worse as they increase in age and move through the education and care system. Yet there is little research that predominantly examines LAC and primary education, identifying issues earlier and how to address them. Sugden (2013) conducted a small scale study with six LAC aged eight and nine years old, examining what they believe supports them to learn. LAC stated that it is vital that teachers promote high expectations for them. Sir Michael Wilshaw (2013), Head of Ofsted, asserts that disadvantaged backgrounds of children (including LAC) should not be a predictor of future academic failure or ability to succeed in life. He argues ‘poverty of expectation is a greater problem than material poverty’ (Wilshaw, Guardian, 20th June 2013) reinforcing the need to change perceptions and expectations for LAC of the teachers and professionals working with them, and furthermore, trainees and students entering professions such as these, as my research shows.

As above and illustrated in Figure 5.3, education was mentioned far less as being a priority for trainees, falling behind ‘emotional support’ and ‘placement stability’. Cameron and Maginn (2009) in writing about their work with LAC, present the argument that education is not the primary concern for LAC. Although in agreement with Cairns and Stanway (2004) regarding the emphasis that the child is normally attempting survival in a traumatic world, Cameron and Maginn (2009) further believe that educational attainment can only be achieved when the emotional aspects have been stabilised, and personalised support for the LAC has started. A fundamental element of Cameron and Maginn’s (2009) argument emphasises that resilience to negative life experiences of LAC underpin the process for success and achievement. This includes building up resilience to negative attitudes towards achievement and expectations for LAC. Cameron and Maginn (2009) criticise the environment of the school as not being conducive to creating a sense of belonging, and that this may be more difficult within secondary schools rather than primary. They also maintain that to improve educational achievement, care must be improved in the home environment first. 
Jackson (2001), and Cairns and Stanway (2004), acknowledge the importance of addressing the psychological and emotional issues and difficulties, such as attachment, impacting upon LAC. However, they also argue for ensuring support and progress within education and achievement. They argue continuously for the need to support educational achievement of LAC, and for them to become successful individuals able to have good outcomes and life chances. Jackson continues to support this view conducting further research into post-16 education for LAC (Jackson and Cameron, 2011). Pecora (2012) also acknowledges the preference for the need for placement stability and for emotional support and the treatment of mental health problems, but he continues further to examine recommendations to support educational achievement. One aspect of this is to assess LAC based on strengths, not purely assessing weaknesses or gaps in learning. This can support successes and in turn emotional well-being and resilience. 

There is a further need to challenge trainee perceptions in this area, rather than passing on the issues of LAC underachievement to professionals working with their emotional needs and placement stability, and viewing this as the only impact upon education outcomes. Trainees and teachers need to participate in understanding their role regarding how to support LAC further, and be able to make an impact on achievement, as seen through this research.
6.3 The positive and negative perceptions and experiences of trainees in relation to collaborative working 
Trainees made few comments on working with other professionals, even when prompted. This was due to the fact they did not see, or were not aware that collaboration was occurring. However, McClung and Gayle (2010) identify that there is a continuing historical progression in which social workers and education services lack communication. Chapter Three identified reports and projects supporting this argument from as early as 1998 (SCRE, 1998 and NCB, 1998) and demonstrates that the projects continue to highlight this as an issue throughout the decade (Williamson, 2007, and O’Sullivan and Westerman, 2007). Furthermore, the House of Commons (2009) focuses on working collaboratively to support LAC within their report, and within guidance to schools from the DCSF (2009e and 2009f). One trainee made a comment on what they had observed in relation to collaborative working. T9 noted: ‘I was aware that the child worked with a speech and language therapist, I think they came into the school every few weeks, but I didn’t have contact with them as a trainee.’ With another, T6, commenting: ‘There were phone calls between key staff and professionals, but I don’t know of any details.’ This area needed exploring, trainees need to engage further in collaborative working, or to question and observe the impact of good and poor examples of collaborative working. Without guidance and training in this area, trainees could only comment on what that had observed as something they were aware of, rather than engaging further with the issues and implications for their own practice. 

Collaboration includes working with carers in addition to other professionals. One trainee (T4) contributed and reflected in more depth regarding a particular example of carer involvement. They observed that foster carers seemed reluctant to go into school and discuss any issues with the child, not even looking inside their book bag from one week to the next. The class teacher would ensure that if there was a ‘wear your own clothes day’ the teacher would bring in dressing up clothes so that the LAC would be able to play dress up, as they were sure that they would come in dressed in uniform even if the teacher had reminded the carer the night before. This particular child was never read to, or with, by the carer. Letters would stay in the book bag unread for weeks at a time. There may be several reasons for this lack of carer engagement.  As already seen in Chapters Two and Three, Collins and Butler (2003), and Jackson and McParlin (2006) argue that carers may feel unconfident when dealing with education due to their own lack of success with achievement, this then impacts upon their engagement with the education system. Although it could be argued that this could be the same issue for all children (particularly children with parents with lack of educational success), it is accentuated with LAC as they are less likely to have family caring for their long term well-being and achievement, championing their potential. As already seen, due to the circumstances which have placed a child as a LAC, other issues impact on a child’s ability to function in an educational environment, such as the reluctance to develop and sustain relationships, attachment disorder, post-traumatic stress disorder, and cognitive disorders, therefore needing further support from carers to engage. This is supported by the findings of Harker et al (2004), also discussed in Chapters Two and Three, in which in their study with 56 LAC aged 12-19 they argue that there is little support in relation to education from carers. Cameron and Jackson (2012) take this further to conclude carers’ low levels of education could impact on their ability, knowledge, and confidence to support LAC. Harker et al (2004) discussed these issues a decade ago, and still they remain, as demonstrated by the above trainee experience. It could be argued that carers value placement stability and emotional needs higher than education (as newly identified is the case with many trainees in this research) and not fully understand the link between education and success (Jackson and Sachdev, 2001). Trainees need to gain an understanding of how they could tackle this effectively to support carers in their understanding of the importance of education, also to ensure that LAC feel supported within the educational environment such as feeling a part of ‘own clothes days’ with their peers, as well as the elements of supporting reading and areas of learning.

A further issue in relation to working with professionals, carers and colleagues is the completion of paperwork, primarily the PEP, which should be used as a tool to support and progress LAC in schools. It is a collaborative document with the social worker holding the overall responsibility of completion and sharing of the document. Mixed reflections from trainees arose from the research, regarding administrative paperwork as seen in the previous chapter. A few trainees had access and guidance to the paperwork and an understanding through observing the PEP process with a LAC, with others having no access or not realising what paperwork should be available to support their developing practice. Harker et al (2004) identify that there are collaborative issues between professionals in completing the document. Its importance is not rated highly and therefore is not completed to an acceptable standard that could be beneficial to LAC. Hayden (2005) and Higgs (2009) also found that deadlines were not met, and time available for staff to complete them was not made available. More up to date research is not available, and from the trainee reflections it is evident that there continue to remain issues relating to the understanding and implementation of paperwork, and the collaborative approach to working that revolves around the valuable completion of it. By preparing trainees through knowledge and understanding of administrative areas (such as the PEP) and LAC, they will be able take an active rather than passive role of promoting and implementing these plans.  
Some trainees found that they had access to IEPs for all children, but that the PEP seemed to be more closely guarded. Some trainees were unaware of the PEP’s existence or were muddled by the terminology of IEP and PEP; with others not believing that it was their place to ask or to be given access to the paperwork. Trainees need to see high quality PEPs and the collaborative process of completing and implementing a PEP in order to carry out best practice as a teacher. Otherwise issues may occur purely through lack of knowledge and understanding of the process and delegation of responsibility as noted by Higgs (2009). If trainees are not given the opportunity to engage with a PEP when they have a LAC in their base class, how are they expected to understand its’ relevance or importance for future working and engagement?

6.4 The negative perceptions and experiences of trainees in relation to the behaviour and learning needs of LAC
There is a key message concerning behaviour and discipline in schools being driven from DfE. Focused school and ITE inspections can be triggered and implemented in the area of behaviour and discipline, with a strong focus on general inspections taking into account behaviour management (Ofsted, 2014).  Ofsted (2013: 18) state that it is ‘how well teachers manage the behaviour and expectations of pupils to ensure that all pupils have an equal and fair chance to thrive and learn in an atmosphere of respect and dignity’. This includes those children that present with quiet and withdrawn behaviour, as much as those with challenging behaviour. Several trainees described behavioural challenges and concerns which included ‘extremely challenging’, and ‘attention seeking’ behaviours. One trainee, on seeking advice from the mentor experienced the mentor advising to make allowances, but the trainee had no conception of what this should look like, and neither did the mentor. Another trainee described a child as very quiet and suffered with a ‘distinct lack of confidence’, but ‘wasn’t concerned regarding behaviour generally’. She described a situation in which the LAC was quiet and did not present with behavioural challenges that affected her as a trainee teacher. Ofsted (2013) identifies this as behaviour that potentially needs addressing.  Underlying issues for this particular LAC may still have been present, but the trainee was unaware as to how to develop further understanding themselves. 

This particular issue of withdrawn and quiet behaviour was discussed with Charlie Taylor (2012), chief executive of the NCTL, during a behaviour presentation on strategies in school to educational professionals. He argued for the importance of looking at all types of behaviour when considering this in relation to learning and not just the most challenging. The above trainee comment needs to be discussed further with this trainee, as the quiet behaviour exhibited may be a sign of other issues, such as a lack of engagement, or the impact of the LAC background. In turn, this behaviour needs to be unpacked further, a child’s self-esteem may be affected which may impact on how they perform academically, this then potentially becomes a training issue.  

As seen from my research findings, some trainees verbalise their expectations that LAC will have lower achievement and more challenging behaviour due to the personal issues that they encounter, a lack of attendance, and a lack of engagement. The following quotation prompted me to consider the trainees’ perceptions of ability further, in conjunction with the carers’ understanding of educational attainment. T17 considered: ‘The carers are overly positive about the child’s ability’. This could either indicate a lack of understanding of attainment on behalf of the carer, or trainee perceptions of the potential of LAC. Either would need addressing. It highlighted the issues raised in Chapter Two and Three, in which Jackson and Cameron (2012) and Harker et al (2004) discuss the lack of carer involvement within educational aspects for LAC. This also links with the discussion earlier. Jackson and Cameron (2012), and Harker et al (2004), also consider the understanding of carers and social workers in relation to what the expected attainment is for a pupil in terms of their age, and the lack of knowledge of some carers and social workers within this area. My findings build on this prior research to identify that this continues to remain an issue as seen from the perspective of the trainee teachers working in this context, one which needs to be challenged, and training given on understanding the educational expectations and potential for LAC in relation to their peers. Berridge et al (2009) support the fact that social workers tend to focus on areas of their role that they felt were most important, such as child protection and placement stability, rather than gaining an understanding of the educational expectations. A collegiate approach needs to be taken to ensure that a mutual understanding is reached on the expectations and aspirations for LAC, and that professionals working with them apply this working ethos. This is supported by McClung and Gayle (2010) who advocate a shared knowledge and understanding between professionals. 

6.5 Trainees’ and mentors’ lack of knowledge in relation to working with LAC
Clearly evident from the research findings is that there is an issue with a lack of knowledge not only for trainees starting out in their careers, but also for professionals that are working with the trainees, such as the mentors. This area includes lack of subject knowledge in areas such as Citizenship and PSHE, in which there is an expectation to develop pupil skills in resilience and equipping pupils to make safe decisions. Mentors may have little experience and lack knowledge and training in relation to working with LAC themselves, and in turn this impacts upon a lack of knowledge and understanding being passed on to the trainees. As discussed in Chapter Three, Ofsted (2008) and DCSF (2009e) advise that there needs to be a shared understanding between professionals. This can clearly not happen if mentors themselves are lacking in knowledge or training on how to support LAC and how to address their needs, and in turn how to mentor and support a trainee in the area of working with LAC. This research has identified that this is a unique issue to ITE training. Furthermore, Fletcher-Campbell (1997), Jones et al (2011), and Everson-Hock et al (2011), establish that there is very little training for teachers (which includes mentors), with no further recent data available to see how we have progressed in this area. Guidance is given to schools in the form of a document, such as DCSF (2009e), but how to train and support teachers directly working with LAC has not gone far enough. So how has this potentially had an impact upon trainees? In some cases, trainees were not even aware that they had a LAC in their class initially, as their mentor had not shared this information with them. Murray (2006) identifies this as being an issue for trainee teachers, and for qualified teachers, with vital information not being passed to the professionals that need to know. One trainee (T7) expressed that on seeking mentor advice; ‘they didn’t know how to approach it as they not been in this position themselves before or had any training or guidance, and wasn’t sure what to do for the best themselves’. This highlights the lack of knowledge of mentors on not only how to work with LAC themselves and consideration of supportive strategies, but also how to mentor and support trainees in working with LAC, as also seen by other trainees. 
Trainees were clearly expressing and demonstrating their own lack of knowledge of working with LAC. They were also highlighting that their mentors were also lacking in knowledge and experience to support and train them fully in this area. This has been acknowledged within the little research that has been conducted in the past (Fletcher- Campbell, 1997), and with Murray (2006) strongly arguing that teacher training did not support trainee teachers in relation to policy, theory, and pedagogy related to LAC, and that LAC were subsumed within wider policy such as inclusion and therefore side-lined. This was also supported and argued by Comfort (2007). This has not progressed several years on and further needs to be researched to assess training (or lack of it) currently in place, and how to improve knowledge of those working with LAC. This leads to the next section, examining trainee perceptions, which includes discussing what trainees themselves believe they should know.
6.6 Trainee experiences with LAC
Several years ago, Ofsted (2008) surveyed 20 schools and identified good practice for LAC. This incorporated schools taking a lead on telephoning all parties involved with LAC to update them with developments in school, including behavioural or emotional changes. Curriculum amendments were made in some schools to ensure that emotional, social, and behavioural skills were incorporated into core subjects such as PSHE and Citizenship. Trainees would benefit from discussing and observing such good practice highlighted in this document. My research has clearly demonstrated that most trainees have not expressed awareness of society or media beliefs, therefore this research has identified that it is their own direct (and limited) experiences are what shape their own beliefs. Those without this experience build their belief based on what they expect LAC to be like, with a lack of knowledge or experience in this area. This is also demonstrated when analysing trainee expectations for LAC.

Negative limited examples of working with LAC can also contribute to perceptions and expectations. For example, working with one under-achieving LAC with challenging behaviour does not mean that the expectations for all LAC should be challenging behaviour. A trainees’ view may be clouded by an isolated experience, and this should be situated within a wider context. Therefore a combination of training, guidance, discussion, and assistance is needed and is not necessarily all a ‘hands-on’ approach. To ensure models of good practice are disseminated, there needs to be theoretical and research underpinning the practice and experience, which is currently lacking greatly in relation to education and LAC.

The DfE (2010) clearly defines that LAC have the same aspirations as other children. However, some of these aspirations can be modest and focussed around family and being settled and content rather than educational achievement. LAC had previously stated that they did not achieve their own expectations within education due to the lack of support from a range of professionals (Harker et al, 2004). If even when LAC are recognising their own aspirations and expectations, they are still not being supported, then this needs to be challenged with the professionals working with them. Cameron and Jackson (2012) more recently in their YiPPEE project evidence conclude that there are still low expectations from teachers. My research supports what researchers have said, but also goes further and highlights some causes of this, and that this needs addressing at an early career stage. It also identifies that a large number of trainees already enter the profession with these low expectations and values.

With the increase in number of days spent in school for primary trainees of 120 days (DfE, 2012), and a government focus on a more school based approach, there is less time for training and academic work within a university setting. So how are misconceptions and beliefs addressed and challenged with trainees regarding LAC, particularly when qualified teachers are not equipped with the knowledge and understanding themselves? If schools cannot provide the model of good practice, or trainees are not placed with a LAC as for two thirds of them, how do trainees receive the training that they need to support LAC adequately? Furthermore, how do training institutions squeeze something else into the taught curriculum? 

More trainees have gained experience in a school setting as a trainee more than in their own personal lives or childhood, with a few trainees having no prior experience at all. Those trainees that have had the opportunity of some experience, were able to recall and explain negative issues and examples of practice rather than positive examples. However, importantly, trainees were able to reflect upon most practice seen, regardless of whether this practice was positive or negative. They have considered what gaps they had in their own knowledge and experience, which was highlighted through observing and being involved in practice. Trainees were directed to reflect on their experiences in teacher training in general, which they may have not considered prior to the course.

Further experiences that trainees encountered were in relation to administrative paperwork and systems and procedures. A major issue relating to systems and processes had been highlighted by Francis over a decade ago (2000), who discovered holes in systems such as a lack of continuity between education and health and social care. This included a lack of exchange of information and communication, which links to collaborative working. A vital factor that he argued was that education was not given a high enough priority by professionals, such as social workers and carers. This had been seen as a theme threading through much research in the area of LAC, and been discussed previously within this research. This may be due (as previously discussed) to a view that placement stability for a child is the most important aspect, and therefore time and focus went into supporting this area. There is also the acknowledgement that some social workers deal with high caseloads, which appears to be a continuous on-going issue which affects the ability to perform to job requirements and needs (DCSF, 2010), as observed by the trainee below in this research:

“Both [social services and school] are quite busy and obviously both will miss calls and both of them miss things all the time, so I think it’s just the busyness aspect rather than not wanting to talk, but that doesn’t help much when somebody wants to talk to another person and they’re not there and then backwards and forwards….I saw this happen at my previous placement, it was really frustrating for the class teacher, and time just seemed to disappear, it was two weeks before they eventually caught up with each other and by then the issue had really spiralled. Maybe the social worker thought that it wasn’t a high priority in comparison to other children on their case load. . . [sigh] . . . but it was for us!” (T6)

This exact type of experience is also noted by Higgs (2009) and discussed within the literature review. Higgs (2009) identifies that LAC are aware that DTs try to contact other professionals such as social workers, however, that contact is not returned. Examples are given of many messages being left but no response given to them. This is clearly continuing to happen several years on and must be addressed in a consistent manner to eradicate some of these persisting issues.
As can be seen from the discussion, examples run across several areas rather than fit neatly into a category such as working with carers and collaborative working. It is therefore important to consider training to address these issues as a whole.

6.7 The perceptions of trainee teacher training needs in relation to working with LAC

Nearly two decades ago, Fletcher-Campbell (1997) highlighted the lack of training within LAs for working with LAC, with Comfort (2006) and Berridge (2009) continuing to argue for the need of training of social workers with regards to developing an understanding of education. Clarke (2009) furthermore, focused on the additional aspect of carers needing further training. As seen, there has yet been no research in relation to trainee teachers or teachers and training for LAC, with Murray (2006) and Comfort (2007) asserting that ITE does not prepare trainee teachers for working with LAC. More recently, Pecora (2012: 1127) notes that people working with LAC in schools ‘would also benefit from more training about the challenges in foster care’ and ways in which professionals can advocate for them. This research has identified that mentors supporting ITE trainees would benefit from training regarding LAC. Furthermore, Jones et al (2011), and Everson-Hock et al (2011), identify that there is very little training available for professionals (other than foster carers) working with LAC. The question is raised as to what training would be most useful, and how could this be implemented? As seen within the literature review, different models of reflective, distributed practice, and training for adult learning, is a consideration.  This is returned to within my research conclusions.
Gilligan (2007) argues that teachers are vital in inspiring and motivating LAC to achieve. Teachers need to be knowledgeable about how to support LAC in the most appropriate way to address the needs of individuals. Gilligan (2007) also acknowledges that even if this is done well, then the child still needs further support within the home environment, and several individuals may be involved in this process including carers, siblings, and the social worker. 

As already identified, ITE does not educate trainee teachers regarding how to support LAC (Murray, 2006). There is also no current research directly relating to this. Parker and Gorman (2013 – as yet unpublished) have begun this process through the perspective of LAC, by developing a training package incorporating scenarios of working with LAC and the impact of using this with trainees. However, this research has not looked at perceptions and values of trainees themselves, which needs addressing in the first instance as seen by my research. It also has a focus purely upon the use of the materials such as the scenarios and lesson plans. The research carried out for this thesis considers the trainee perspectives in regards to their experiences, and their perceptions, of working with LAC. Further consideration is addressed regarding their training needs in relation to gaps in their knowledge, and importantly, understanding and challenging their beliefs and expectations. 
Further questions still remain: How should professionals begin to close the gap in attainment for LAC? Should provision be implemented in Key Stage 4 in preparation for examinations, or should it be recognised that the importance of the foundations, support, and progress should be set out much earlier in primary school to address the issue of attainment? Therefore, how can training and support impact upon attainment earlier? The Centre for Excellence and Outcomes in Children and Young People’s Services (C4EO, 2009) believe that improving educational outcomes should be implemented across the age range of education from Early Years through to Higher Education, and that no phase should be missed. There is also a potential consideration of identification and support for children that may be at risk of becoming ‘looked after’.

The issue is raised as to where have we reached? Even with guidance and good practice being disseminated to schools (DCSF, 2009e and 2009f, and Ofsted, 2008), LAC are currently still underperforming regarding attainment and the gap is maintained (DCSF, 2014). Therefore, what further accomplishments can be made and how can we achieve this?
The introduction of new positions within school and the LA, and increasing paperwork and meetings to enhance the provision, has an impact on new teachers entering the profession. It needs to be ensured that all staff working with LAC are informed, kept up to date, and can make decisions regarding further support and professional and collaborative working. For this to happen, trainee teachers need to have an understanding of the processes, paperwork, and staff, involved regarding the care of LAC. This is needed to adequately support them when they are faced with the professional responsibility of a teaching work load in their NQT year. Every child has the same right to professionals that are knowledgeable and able to support them adequately, whether they are being taught by an NQT or an experienced teacher.

Teacher training providers therefore have a role in preparing trainee teachers to have the knowledge, and confidence, to take a lead in understanding policy, practice, and processes, while supporting LAC in their class, currently or in the future. If trainees are entering the profession as positive, inclusive, developing professionals, then questions are raised as to what practical support and training is needed to develop their skills, knowledge, and expectations, in providing support for LAC? How can training providers develop trained teachers that are experienced and knowledgeable about LAC, so that they can in turn move through the education system, and further provide further support to other teachers?

Issues presented through the research can be addressed through training. Initially and vital, is the need to challenge the beliefs and perceptions of trainees in their attitudes and expectations towards LAC in regards to achievement and behaviour. Ofsted (2009: 7) identified that in schools achieving good outcomes for LAC, attention was paid to to ‘improving attitudes to learning, not just behaviour’.  Exemplar models of practice need to be sought and examined which are rooted in experience from partnership schools. Ofsted (2008) also identified key aspects of practice to increase progress for LAC within schools which included; the successful engagement of carers and high expectations. They also identified that subject specific training was undertaken by learning mentors in schools to support academic achievement, which was likely to be in the secondary schools that they identified, but could be transferred to primary schools also.

Furthermore, the unravelling and understanding of paperwork such as the PEP, and administrative issues such as funding and access to further support availalble, needs to be embedded within training and practice. Real examples of working documents could be explored. This needs to be in corporation with regular briefings and updates including trainee contributions to this as a professional (PEP) meeting. 

Trainees also need experience and guidance on working collaboratively, identified within the literature (McClung and Gayle, 2010) and continuing today with trainee teachers entering the profession. This needs to work as a two-way process with training ensuring social workers and carers have a full understanding of education and attainment expectations to support LAC outside the school environment. The literature also identified lack of carer engagement with education for a variety of possibilities, including carers own experiences with education lack of qualifications (Jackson and Cameron, 2012, Childhood Wellbeing Research Centre, 2012, and Who Cares? Trust, 2011). This research has established that trainees request further guidance on how to challenge, support, and encourage, carer engagement with education. More in-depth training needs to be offered on areas such as dealing with challenging and withdrawn behaviour, emotional and social issues, and how to tackle attachment issues. 

The above sections incorporate the potential for specific subject knowledge and content to be inluded within a discussion of the delivery of a training programme, as emerged from this research. Key elements of subject knowledge and content can be summarised to include; policy and legislative developments, paperwork and adminstrative knowledge (including understanding of the purpose, nature, and function of the PEP and IEP), knowledge on specific developmental needs or challenging areas such as behaviour difficulties, attachment, and SEND, in addition to subject areas such as Citizenship and PSHE. The research outcomes link clearly to previous discussions within Chapter Three, the literature review, regarding content and subject knowledge development in this area. There is the need to challenge further the specific content, and acknowledgement for LAC within documentation such as the Carter Review of Initial Teacher Training (ITT) 2015. 
Through development of a model for training, the areas identified by the trainees can be planned for and addressed within a supportive framework, taking forward the nature, and function, of professional learning within the area of LAC.
Phase Two

6.8 Feedback from professionals, and development of the model
Gaining feedback from VSHs has been invaluable. VSHs work with a range of professionals who are directly on the frontline working with LAC. Berridge et al (2009) highlighted the importance of the work that the role of the VSH is developing; championing progress of LAC and striving for improvements in practice. Weaknesses identified earlier by Harker et al (2004), and Comfort (2007), such as collaborative working and implementation of PEPs can be supported by training with education professionals, key in the multi-agency arena to support LAC. Through gaining feedback, the VSHs have received the opportunity to review some of the research, be participants within the development of the model, and demonstrate their investment and commitment in the future of training and CPD for teachers. This has enabled the research model to develop within a professional environment, with support from key professionals in this area, providing credibility and validity to the research, furthermore, to potentially progress to a working model of training and development.
As stated in Chapter Five, there were some expected concerns regarding the time element for delivery of CPD, and engagement of teachers for example; can they gain credits in return for CPD? These are finer contextual issues pertinent to who may deliver any CPD, and applicable to many areas of CPD when teachers are busy with their classes. Pedder and Opfer (2011) in their research found that 75 per cent of surveyed teachers stated accreditation was not important, or of limited importance in participating in CPD, and rated it last in terms of priority when choosing CPD. What is vital is the identification that ITE is not enough, and that CPD is needed (DfE, 2015), and that the content reflects the needs of the professional seeking CPD. This research has aimed to develop a model that is based around the needs of the teacher in this area, with the further potential to take forward to an overall training approach and package.
A few specific examples of elements for further inclusion for within the model were identified by the VSHs, such as pupil premium, and working within an Ofsted framework, these have been added to the model. DfE (2014b: 9) state that VSHs ‘should ensure that there are appropriate arrangements in place to meet the training needs of those promoting the educational needs of looked after children’, which also includes elements such as SEND, managing challenging behaviour, attachment, and positive recreational activities, as highlighted within the model and identified by the professionals working with LAC. This includes the importance of talents and skills, and creating a bespoke curriculum. However, the document does not address the issue of progression of training or how to deliver the training. It outlines some brief areas to be included. A key issue raised by the VSHs was the progression between ITE and CPD. Some did not know the constraints of ITE, and others were concerned regarding how much training should trainees have, how much of an overview, or content, and in contrast, how much and what should be within CPD? This has led to the development stages within the model, with flexibility between the stages, rather than a rigid and defined ITE, then CPD approach. It recognises that there are a range of training providers of ITE, with different approaches; PGCE, BA (Education), SCITT, and School Direct, may require flexibility within their programmes. The changing nature of ITE and the partnership with schools is constantly under review by Government. The model should account for these different approaches to ITE and enhance opportunity for CPD. This should be within a scaffold, staged approach for example, through distributed learning as discussed in Chapter Three (Murray and Ubermann, 2003). Therefore, training can be implemented from the previous phase by the training provider for CPD, dependent on where the individual has reached through their training and experience previously, allowing for a personalised approach to training and development. See Figure 6.1:
Model of teacher development for working with LAC








Figure 6.1: Model of teacher development for working with LAC
Figure 6.1 is the final model presented within the thesis. However, further developmental work regarding specific and more detailed content, with the potential for a training package is being considered. The potential for further work in this area is discussed in the final chapter; Chapter Seven, Conclusions and recommendations.
Chapter summary

The discussion highlights the issues associated with the findings under the main theme headings: The negative impact of previous experience on trainee values and beliefs towards LAC as they enter ITE, with the need to challenge these beliefs and expectations for LAC; the positive and negative perceptions and experiences of trainees in relation to collaborative working, with the need to ensure that modelling of good practice in this area is demonstrated to trainees, also to ensure that they understand the roles of professionals and their own role within this; the negative perceptions and experiences of trainees in relation to the behaviour and learning needs of LAC, with the need to raise expectations and potential for LAC with trainee teachers; trainees’ and mentors’ lack of knowledge in relation to LAC, with the need to address this through training. Phase Two acknowledges and uses the feedback, experience, and expertise from organisations and professionals working with LAC, to modify the model and to present the final version for the thesis. This chapter has demonstrated how this research has built on prior research, and has identified issues that have not been acknowledged before. 
The final chapter examines the contribution of the research including implications for policy and practice, while also acknowledging the limitations. Recommendations for further consideration and development are discussed.
Chapter 7

Conclusions and recommendations

7.1 Introduction
“Generally children in care continue to have poorer outcomes than the wider population – particularly in relation to educational achievement, homelessness and mental health. It is difficult to determine the extent to which these outcomes were caused by the child’s experiences prior to coming into care, rather than their experiences once in care. However we do know that further support is needed to help these children and young people overcome the effects of the abuse and neglect they have suffered.”
                                                                          (NSPCC, 2014)

The NSPCC (2014) recognise three main areas in which LAC have poorer outcomes than their peers, the first being education. The NSPCC also recognise the importance of focusing on how to support children in these areas. This research supports that focus. This thesis has taken an interpretivist approach to developing an understanding of trainee teachers’ perceptions and experiences of working with LAC. This in turn has assisted in the development of a training approach for ITE and CPD. The research addressed the main research question and sub-questions that arose from the GTM approach.

In answering the main research question: What are the perceptions and experiences of primary Initial Teacher Education trainees in relation to Looked After Children? My conclusions begin with an introductory overview, followed by the four sections below: 
· What values and beliefs do ITE trainees enter training with when working with LAC? 
· What previous experience of LAC do ITE trainees bring to the profession? 
· When working with LAC on a training placement, what are ITE trainees’ experiences of working with them?  
· What needs to be done further when working with trainees to prepare them for working with LAC? 
This is then followed by limitations of the research, contributions of the research in three key areas of academic knowledge, professional knowledge, and professional practice, implications for policy and practice are discussed, with some specific recommendations and areas for further research identified.

There has surprisingly been little attention from Government to research and understand trainee and qualified teachers’ views of working with LAC, and the training needed to improve practice in this area. Considering researchers have commented on the lack of training for many years (Fletcher-Campbell, 1997; Cairns and Stanway, 2004; Murray, 2006), clearly, further attention is needed in relation to a distinct lack of research relating to training in this area with trainee teachers, and beyond this through CPD. This is also seen through gaps in the research identified by Jones et al (2011), and Everson-Hock (2011). My research is precisely in this area and offers an original and unique contribution to knowledge in gathering the perceptions of trainee teachers and their experiences of working with LAC, and how to guide them further within their training and throughout career development, as supported by Pedder and Opfer (2011). Three areas of contribution are focused upon within this chapter; academic knowledge, professional knowledge, and professional practice.
My research examined the thoughts and experiences of trainees themselves, contributing towards academic knowledge in this area. The study has identified several key themes; Firstly; the negative impact of previous experience on trainee values and beliefs towards LAC as they enter ITE, secondly; the positive and negative perceptions and experiences of trainees in relation to collaborative working, thirdly; the negative perceptions and experiences of trainees in relation to the behaviour and learning needs of LAC, and finally; trainees’ and mentors’ lack of knowledge in relation to LAC. I have then considered a training approach with recommendations to support teacher training and CPD in order that teachers are better equipped to work with LAC more effectively. 

7.2 Conclusions

The research conclusions are summarised below, and identify the contribution of academic and professional knowledge in this area:

· The values and perceptions of trainees towards LAC need challenging (expectations for attainment and behaviour are low on entering ITE).

· Limited previous and current experience, or no experience, is the main impact on trainee values and perceptions.

· Worryingly – both trainees, and mentors, have a lack of knowledge on how to support LAC in key areas such as; 
· collaborative working (professionals, carers, and colleagues).

· strategies to support behaviour and learning needs. 
· understanding and implementation of administrative elements.
Which lead to the main conclusion and priority area for professional practice:

· A training model/approach is needed to incorporate the areas identified for ITE and CPD, to provide knowledge to underpin, support, and improve practice, in order for teachers to become equipped to work with, and support LAC.
This section of the chapter examines the sub-questions supporting the main research question in the following four sections, and considers the impact for future practice, based on the main conclusions above. 

· What values and beliefs do ITE trainees enter training with when working with LAC? What is the impact of this for the institution and Education training courses?
As the research has demonstrated, some trainees enter ITE holding the values that emotional support and placement stability are of more importance than educational aspects for LAC. Furthermore, some trainees do not think that attainment for LAC will be as high as for that of their peers, and they anticipate that challenging behaviour will have an effect on this. This has been supported by previous research identifying that some teachers, social workers, and carers hold these values (Berridge, 2007). However, my research has examined this in further detail to look for ‘what’ has been contributing to these values. My research has shown that previous personal limited experiences may have shaped these values, and that trainees’ hold these perceptions and expectations of LAC as they enter ITE. This has contributed towards the professional knowledge in the area of LAC. So what is the impact of this for the institution and for future training? Trainees need to have these values and perceptions challenged, with impact demonstrated within their professional practice, so that LAC are supported in raising their own expectations. Trainees need to value the importance of education in addition to giving emotional support and placement stability as equal. As we know, LAC that achieve better outcomes in school and attain higher, have better life chances in regards to having careers and secure relationships (Jackson and McParlin, 2006). My research has identified the urgency to tackle trainee perceptions as many hold low values on entering ITE. However, the need for tackling this through training has not yet been identified or addressed by Government, even in recent documentation such as DfE (2014b, 2015).

One care leaver discussed her success in an article in the Guardian (2012), and the need for professionals to believe that she was able to achieve even if she was not demonstrating her ability at the time:

“For me to succeed it took one person to believe in me, this was my support worker, Janet. She pushed and cared for me when I didn't feel like anyone cared if I succeeded or not. It doesn't take much for a looked after child or care leaver to believe they are destined to fail because most people that they come across will expect them to. The general attitude of people towards them is and will be negative. However all it takes is for one person to spend the time, believe and encourage them to succeed and achieve in life. Is this a hard thing to do? I know it isn't. Like any child, looked after children want to make the adults around them proud, provide them with that positive environment and attitude. Such children can and will achieve success in life.

It is quite clear that I am 'able' to achieve, the degree I have put on my living room wall is evidence enough of that. Yet my school did not see this. Instead I was stereotyped as a student who couldn't achieve good grades and was a waste of money to have on their roll. I am fighting the stereotypes of looked after children”.

                                            (Wilson, Guardian, 18th May 2012)

Trainees would benefit from hearing the views of LAC and the need for teachers to believe in their abilities and potential, and to challenge their own expectations.
· What previous experience of LAC do ITE trainees bring to the profession? What is the impact of this?

My research has demonstrated that trainees mainly have a range of very limited experience of working with LAC that they bring to ITE with them. This experience is gained through a variety of settings such as after school clubs and as teaching assistants. For some trainees, it is experience gained from family members, such as an Aunt being a foster carer, or working for social care. What has been very clear from the research is that this limited experience shapes trainees values and perceptions of LAC, which may be negative in terms of examples of practice. The impact of this is that trainees need to have a range of further positive experiences, combined with opportunities to discuss the limited experience that they have already had with other professionals. Misconceptions and beliefs can be challenged, and positive examples of practice can be shared to support LAC. 

· When working with LAC on a training placement, what are ITE trainees’ experiences of working with them?  What do trainees think that they want or need to prepare them for working with LAC?

Through the discussion forums and interviews, my research has elicited the experiences that trainees have had whilst on placement. It is important to remember that only a third of trainees gain experience of LAC while on a training placement, and that two thirds never have this opportunity. Trainees see a range of experience, but what has been noted from the issues that have emerged, is that trainees and their mentors have a lack of knowledge in relation to how to support LAC best. 

Trainees need to further their experience and competence of working collaboratively. This is with other professionals and with carers, to build relationships and effective working. Northen (2011) discusses a case in which education is not a priority for a carer. Further collaborative working to support carers’ perceptions of education and their own confidence in working with schools is needed:

“Dan's carers, like many who provide temporary homes for the rapidly rising number of children in care, didn't flourish themselves academically. They view schools as all the same and books as boring. They don't press him to do his homework as "the poor lad's got enough on his plate already". Besides, they don't think he's going to be with them for long, as they're finding his behaviour challenging.

What Dan needs is a stable placement with carers who believe in education. "They must focus on education from day one. It's never too early to start talking to children about going to university," says Sonia Jackson, emeritus professor of social studies and education at the Institute of Education, London.”

                                          (Northen, Guardian, 19th September 2011)

What is furthermore concerning, is the government move to increase ITE being undertaken in school, and less within centre-based training such as in universities. The move to increase to 120 days in school for primary ITE from 90 days has meant that already, further items are squeezed out of an ever growing centre-based programme. Arguably, government agenda is exacerbating the issue of a lack of balanced and thorough training underpinning the practice-based training. Key government agenda items soak up the time spent by trainees in centre-based training (such as universities), for example with SSP. So how can training be given to support trainee teachers in the area of working with LAC, when LAC are a small but important group of vulnerable children in schools? 

It has been seen from ITE allocations for 2014 and 2015 that higher allocations of training places are being given to individual schools direct providers, meaning even less trainees in centre-based training. There are some areas that need further instruction, and trainees will just not be able to have experience of within a nine-month PGCE training programme. Working with LAC is just one of these. So how can we address all of the issues raised through this research, such as challenging values, beliefs, and perceptions, through offering a training approach in which trainees can explore these areas? There may not be the time or opportunity to do this if government continue to squeeze ITE fully into schools. Therefore, the need for CPD is the only alternative, as also acknowledged in relation to subject knowledge and pedagogy within the Carter Review of Initial Teacher Training (ITT) (DfE, 2015), and  the Government response to this review (DfE, 2015).
· What needs to be done further when working with trainees to prepare them for working with LAC? What should be included in the ITE institution programme? What further CPD is needed?
It is very clear that further training is needed for trainee teachers to address misconceptions, and provide knowledge and understanding early on before entering the profession as a qualified teacher. Therefore a training approach has been sought to be developed further within ITE and through CPD. Pedder and Opfer (2011) valuably argue for the needs of the professional to be met through training, based upon research and evidence based classroom practice. This is also upheld by Moon et al (2000), to ensure that professional learning lasting throughout a career, beyond ITE, and throughout CPD. Furthermore, future consideration of training needs to be extended to other professional areas, such as social workers and carers, also identified by the DfE (2014), to provide a pronged attack on raising the importance and profile of education for LAC. This has been noted by many researchers in the past, such as Berridge (2007), and Jackson and McParlin (2006), but is yet to be achieved. DfE (2014), state that VSHs need to take responsibility for this training. However, there is no identification or guidance of what form this should take.
My Phase One research has focused on ITE trainees and their perceptions and experiences. This has led to a training approach within ITE and CPD in Phase Two, to address the gaps that have become evident through the themes identified in this research. A policy drive on a joined-up approach to training for educational issues with LAC is essential to tackle the continuing attainment gap.
7.3 Limitations of the research
This research has identified and highlighted new understandings in relation to trainee teachers’ perspectives and experiences of working with LAC. However, it is important to recognise that the findings and analysis have been based on trainees in one institution. Although the initial questionnaire was carried out with a relatively large sample size, the third stage of data collection, the interviews, were carried out with a relatively small sample size of 17 trainees. This was obviously necessary due to time and constraints of being part of the EdD study. At each stage of data collection, an appropriate sample of participants was chosen through convenience, purposeful, and theoretical sampling, in line with the methodology. It could be argued that further study across several institutions, or on differing ITE programmes, would be beneficial in a wider study. The participant sample was selected at each stage of data collection, and may not be representative of the whole population in regards to disability, gender, ethnicity, and maturity. However, this was not deemed as necessary for the purpose and possibility of this research in just one institution. Arguably, the sample may not be representative of the whole population; however, it is representative of a normal cohort of trainee teachers that have had experience of LAC in this geographical area. This is what was necessary for the research to answer the research question. 
Furthermore, research in this area was limited and focused to one party; trainee teachers. Due to the nature of the EdD, time implications, and resources on this study, this was necessary to target trainee teachers. However, further consideration could be given to the roles of other professionals and their experiences and perceptions, such as social workers and health care professionals, with a similar research context and question.
7.4 Contribution of the research

Emerging from my research is new understanding of trainee teachers working with LAC. There are three key areas of contribution; the first, within academic knowledge of the area; the second, within professional knowledge of the area; finally, within professional practice. 

The research has considered trainee teachers’ perceptions and experiences of working with LAC, and what needs to be done further to prepare them to support LAC within an educational environment. A key element of the research is that it has highlighted the need to challenge trainee values, beliefs, and misconceptions towards LAC. It has also revealed a clear need for swift action to develop a holistic approach to further training in relation to working with LAC, within an educational setting. This is vital to support and contribute to closing the identified attainment gap and the poor outcomes for LAC. 
My research makes a unique contribution to academic knowledge, as it is the only research regarding primary trainee teacher perspectives, and experiences, of working with LAC. The research elicits a unique understanding of the starting points for teachers as they enter their professional career, in relation to their beliefs around working with LAC that have not previously been identified in any form. The starting points of teachers entering ITE in relation to their beliefs are, in summary, that many enter ITE with low expectations and pre-conceived ideas regarding LAC achievement and behaviour. These beliefs need to be challenged and high expectations outlined from the out-set of teaching and working with LAC that enter their educational care. Furthermore, it reveals the need to challenge the values of trainees and their experiences before they begin working with LAC, as they may have gained experiences that have shaped negative views in regards to their expectations. Positive experiences and examples of working with LAC need to be sought from partnership schools and mentors, and good practice modelled to trainee teachers. 
A further contribution is the professional knowledge and understanding, that in cases when mentors lack knowledge and understanding themselves, further needs to be implemented to ensure that trainee teachers have parity of good experiences, and modelling, when working with LAC. This could be achieved through high quality and detailed mentor training, leading to the next point: It is clearly evident that the research demonstrates the importance and the urgency of developing a training approach to address the issues raised, such as the understanding of supportive strategies and knowledge of administrative elements in working with LAC. This has also demonstrated that qualified teachers lack experience and knowledge of working with LAC, therefore CPD is very much needed, not only for mentors, but for all qualified teachers who will potentially work with LAC within their careers, leading to the development of professional practice.
The main contribution is that from the research, the identification of the key areas in which trainees need further learning and support, has led to the contribution for professional practice; the development of a training model for ITE and beyond, through CPD. This model gained valuable feedback from organisations working with LAC, and then furthermore, from VSHs who are currently in a vulnerable position of needing to move forward and take responsibility of training for professionals within their LA (DfE, 2014). This has supported the development of the model, taking into consideration the areas of developmental need of the trainees, alongside the professional support and expertise from VSHs. The research takes into consideration the nature and function of professional learning, and the importance of evidence based, career long professional development as outlined by Moon et al (2000), Turvey (2010), and Conroy et al (2013). The model is now being discussed with a wider audience of the National VSH Steering Group, in relation to further development of potential training for teachers in the area of LAC. 
Recently (2014 and continuing into 2015), the VSH steering group have been working with Cairns and Bath Spa University to develop awareness on attachment issues within schools. They submitted a short piece to the Carter Review of Initial Teacher Training (ITT) (DfE, 2015) in order to raise awareness of attachment, trauma, and behaviour issues, and the need for further training in ITE for LAC in this area. This submission had been based on informal discussions with Head teachers and the group, and previous work by researchers such as Cairns and Stanway (2004), not on rigorous current research. However, the group strongly recommended the inclusion of knowledge based training on attachment to be included within ITE. The recently published review (DfE, 2015) shows that some consideration of these issues have been acknowledged within a wider framework, not directly identifying LAC. For example, the review suggests that the content of courses should include emotional and social development, and the impact of trauma and loss on children. The Government response to the review (DfE, 2015) does not specifically mention content, other than to acknowledge that there are significant gaps in training in areas such as SEND.
My research goes beyond the above recommendations. Although seeing attachment and behaviour as vital elements within training, and within the first stages of training, as seen in the final model presented as Figure 6.1, this research has identified further key areas that need to be addressed within a training model, and beyond ITE and through CPD. This model surrounds the work currently being undertaken, and is based upon research with practitioners. The model identifies a development framework for training on LAC, and would not only support suggestions from the Carter Review of Initial Teacher Training (ITT) (DfE, 2015), in the suggestion of progression between ITE and CPD, but furthermore, identifies a structure of the elements needed for this for the area of LAC. Further discussions with the VSH steering group will be held in 2015.
7.5 Implications for policy and practice

The DfE (2014a) have called for researchers to discuss research priority areas and how research can fill the gaps and influence policy development. They have identified priority areas, of which one is: Children in care. The document contains research questions that have been identified that need further consideration by the research community. What is interesting is that the area on education is the shortest element within the document. There are two main areas identified for future priority; the first, a broad question, to examine the factors that affect a LAC attainment and the impact, and the second, to examine effective interventions.  My research clearly fits into the first priority area of research. 

The conclusions of this research highlight the need for perceptions to be challenged and for trainee teachers to gain further knowledge and experience of working with LAC, through a considered training approach to address the areas of need. These areas have been identified and discussed through the IFS, literature review, and main research. My research highlights gaps that have already been noted by Murray (2006), Jackson (2007), and McClung and Gayle (2010), and identified new areas to be integrated and addressed through a training approach. My main findings clearly impact on aspects of policy and practice. The value of training ITE trainees in beginning to work with LAC needs to be recognised by government and ITE training providers, to assist in the closing of the attainment gap between LAC and their peers. This development can then be supported and developed further through on-going CPD. This cannot be achieved solely by attempting to ensure placement stability and dealing with emotional security, but needs to be a wider combined approach, addressing all areas of potential impact on LAC progression, through an integrated and collaborative approach. The future model, or training approach, must be sustainable to support the development of skills and knowledge for trainee teachers and qualified teachers. With the possibility of trainees and teachers achieving a higher competency in this area, and becoming champions and leaders for LAC. 

A wider policy initiative on ensuring support and training for teachers is urgently required. In the past, the focus has firmly been rooted in social care elements, as defined in Chapter Three, and seen by the gaps identified by Jones et al (2011) and Everson-Hock (2011). Policy makers need to recognise the limitations of viewing this as a singular approach to improving outcomes for LAC. Further research was carried out in 2007, when Ofsted recognised the value of good school input to assist in the improvements for LAC. The Government introduced roles to help support this through DTs and VSHs. However, as Murray (2006) argued, this took some time to be embedded. Certainly the trainees involved in my research were not aware of these roles, even those working with LAC in school. This demonstrates further that government need to have a stronger focus on training and embedding roles clearly in schools. ITE can support this through high quality targeted training, to ensure that trainees entering the profession have an understanding of subject knowledge, paperwork and roles, and how they can support LAC effectively. This training needs to be continued through CPD, adding further layers of depth and skills. Furthermore, if training is of a high quality, then leaders and champions of LAC (as suggested in the IFS) could be entering schools to lead the way as DTs, such as promoted by government currently, to provide high quality primary school subject specialists. DfE (2014b) have issued guidance on ‘Promoting the Education of Looked After Children’ and have stated that schools have a duty towards the achievement of LAC, and furthermore, that the VSH should offer training and advice to teachers of LAC, but still the question remains as to what this looks like, how it will be delivered, what will it contain, and what is this based on? Further quality research is still needed, and is being explored by the DfE (2014a).
In addition to National policy and support for training, there is a need for collaborative local training. This ideally should be co-ordinated through LA, VSHs, training institutions, schools, social care departments, and foster care networks. This demands a greater focus on the voices of those that are working within these contexts. Not only should perspectives be taken from LAC themselves, but also from those who will be working closely with LAC to support and progress their learning. This research has taken the voices of trainee teachers, and it is imperative that they are listened to in regards to their lack of knowledge base and understanding, and their needs and requirements for further training in this area are met. Further still, research is vital in the areas of listening to the voices of the other professionals involved, such as the social workers and carers to identify what they need in regards to training to support LAC within an educational context. 
As stated, currently the VSHs that were approached to provide feedback on the model have shown great interest in taking this forward and discussing further with the National VSH Steering Group. This will be taken forward in the coming months.
This research should be considered as transferable, not only impacting in the one institution in which the research was carried out. Other providers can contemplate the findings and analysis, considering transferable elements that can support and develop their own trainee teachers. It is the readers’ responsibility to ‘determine the degree of similarity between the study site and the receiving context’ (Mertens, 2005: 256). Moreover, it is critically important to seek the perspectives from trainee teacher to inform future policy and practice, and for the development of ITE and CPD in this crucial area of support for LAC.  
7.6 Recommendations

The first main recommendation is the implementation of a coherent training programme for trainee and qualified teachers, through ITE and CPD as identified within the thesis model.

A further general set of specific additional recommendations for consideration is identified below:
1. The writing of PEPs to be carried out by a qualified teacher (possibly the DT) and for education to lead on this area.

2. A training programme to be implemented by education specialists, which should be statutory for all social workers and carers working with LAC to include the understanding of assessment, achievement, learning, and setting and interpreting targets.

3. A generic database should be accessible by social workers and education staff regarding educational achievement, targets, and issues that may impact on LAC that support teachers and social workers.

The first recommendation is specific to the issues recognised within writing a PEP. Researchers have highlighted that this continues to be seen as a paperwork exercise. For this to hold the importance that is needed, then teaching professionals need to take a lead on writing this important document, and implementing and sharing the PEP. It is a Personal Education Plan, and therefore education specialist surely should lead this element? One LA in discussion with a VSH, stated that they have taken forward the issues that they were finding themselves with PEP writing. Social workers submit the PEP to the VSH and they grade the writing of it and the setting of the targets. They then offer exemplars and 1:1 support with social workers to improve the quality of the PEP. Once the PEP is of a good standard, it is then loaded onto a system in which schools have access to at all times. This ensures that the PEP is not misplaced and reaches the professionals involved.

The second recommendation focuses on addressing the understanding of social workers and carers of the importance of education on long term outcomes for LAC. This needs to be considered through training on elements such as understanding how to support LAC on a daily basis with education, and understanding of the jargon involved with education such as attainment targets and expectations. This should include compulsory regular meetings between the social worker and class teacher as part of the care plan and PEP. Cairns and Stanway (2004: 6) highlight the issue that although they believed that joint training between education and social care was needed, funding from school budgets could be stringent and training unjustified for the sake of such a small number of LAC in one school. Therefore training needs to be co-ordinated centrally.
The third recommendation is a generic understanding of what type of information should be shared between professionals. An agreement should be reached on what information should be shared, and who has access to this, such as trainee teachers and trainee social workers should be included for consideration within this. Furthermore, a generic data base so that professionals can access this information at all time, with a holistic approach. It is understandable that some elements of this may need to be confidential. However, a generic access point could be given so that teachers can see important elements that may affect how a child is in school such as; who is working with a child, what interventions they are involved in, whether they have family contact and when. 
The main recommendation that has arisen from my thesis research is that a training approach is needed and developed. This is based on the model in Figure 6.1 to address the areas that have been identified. This training approach needs further consideration in terms of the specific content and input into each of these areas, and development of materials and approaches to be used within the sub-sections. However, the model of the training approach has offered  structure into what trainees are lacking, and what needs to be done further to support and train ITE trainees and qualified teachers through CPD, so that they become more effective in working with LAC. This will potentially contribute to the closing of the attainment gap further and to make an impact upon the long-term outcomes for LAC, which are currently still very poor.

From my research, awareness has been raised of trainee teacher perceptions and experiences with LAC to inform future practice and policy, in which the VSHs are keen to do, and which is a key aspect of the EdD.
7.7 Areas for further research

LAC and education opens up a vast opportunity for further research, and this thesis has only touched the surface to begin to address just one area, on a small scale. However, this research thesis has identified further potential areas for continuing research. Firstly, research into the perceptions and experiences of social workers and carers in relation to LAC and education, to gain perspectives on their professional voices, and further ways to support them in relation to education with LAC. This could potentially feed into the training approach. Secondly, further research focussing on LAC and primary education needs to be considered. There are many opportunities within this area, with the scope being vast and deep. This may include strands such as examining progress for LAC in primary schools, starting points and interventions, developing skills such as resilience, and outcomes for those entering care during the primary school phase. Research within primary schools could also include the voice of LAC in primary schools. Thirdly, focussed research needs to be carried out within the institution regarding care leaver support within HE. This is an area within the institution highlighted in Chapter Two that is clearly failing those previous in care, with other institutions leading the way. It could be considered how the institution has a lack of support for care leavers, and could potentially be an area of study in the future. 

Further areas for research have been identified through the limitations of this study, such as similar research to be conducted across a range of institutions. Consideration should also be given to training through differing teacher training providers such as HEIs and school centred training such as SCITT. 
Research is developing in this area, and the DfE (2014) identified areas in need of research and have asked for researchers and practitioners to engage with this research, and furthermore, to share their practice. One example is that of the University of Oxford (2014) that has begun a study to examine factors associated with low outcomes for LAC, such as case histories, individual and placement characteristics, and stability, which will continue in 2015.
7.8 Reflections on the research journey and process

I began the Doctoral research training with the belief that I had a little background knowledge in relation to research methodology and data collection and analysis. From the first EdD sessions it became quickly apparent that I had less knowledge and experience than I had first thought!

Through carrying out the research training I identified problems and weaknesses with my original proposal design, and many changes were undertaken before reaching the final proposal for the main thesis. Elements that have contributed toward this had included a change in my work position, and increased knowledge and understanding of the implications of research methodology and design in answering the research question appropriately and effectively.

Two of the key texts that widened my knowledge and understanding of philosophical and methodological perspectives were Pring (2004) and Mertens (2005). These texts I have referred to throughout my development and clarified terminology in relation to the varying paradigms, and these have been supported by a wider range of reading. My learning and development started from the outset. That seems a very long time ago, somewhat seven years in my development since then, and the submission of this thesis.

Through widening my knowledge and understanding of philosophical paradigms I have been able to question my own ontological and epistemological underpinnings. I have developed the skills and flexibility to view approaches that I may have dismissed such as a positivist (more scientific) approach due to its ontological beliefs, and examine whether the paradigm and its’ beliefs are an appropriate way to research the aims, focus and questions of the particular piece of research. This has been demonstrated through using a GTM approach within this thesis, rather than steer myself towards something I am more familiar with such as a case study design.  

For me, one of my greatest challenges has been filtering the literature out to use the most useful and pertinent to express the issues. It was very tempting to use a wider range of studies throughout, and initially a wider range of areas were included within the literature review. However, due to the constraints of writing for an EdD it has led to more succinct writing with greater consideration of the texts and research used. The doctoral training has also given me the opportunity to increase my knowledge and understanding of the complexities of a variety of methodologies such as case study design (Stake, 1995; Bassey, 2006; Yin, 2009), and phenomenology (Moustakas, 1994; Gubrium and Holstein, 1997), which I may not have explored to this extent if my first proposal had been viable.

My experience of using a GTM approach has been enlightening. Initially I needed to carry out substantial reading to broaden my own understanding of the methodology, and to define how this approach would be the most useful to the research. This was of particular importance as researchers argue between themselves regarding the design, structure and beliefs underpinning GTM. What I have gained most from using a GTM approach is the development and scaffolding of the data to build and generate further ideas. I was not restricted by one data collection method, and GTM enabled me as a researcher to reflect and analyse each stage of the data to support further research.

On drawing to the end of this thesis I have reflected on the use of an interpretivist, GTM approach, which has provided a valuable framework for the research. This framework has enabled me as a developing researcher to answer the initial question, contributing to academic and professional knowledge, and to elicit the most useful data with the right participants to do this, furthermore, to extend this further to develop a training approach to support professional practice. Beyond this research, there is also the possibility for the consideration of extending research in the areas as discussed earlier in this chapter.
7.9 Concluding words

I am disseminating findings of the research through conference attendance, such as presenting at ‘A Child’s World Conference’ in Aberystwyth, Brunel conferences, institutional conferences, work accepted for BERA, and current redrafting for publication. The opportunity for further work is continuing with the VSHs and the National VSH steering group, on the approach and development of training in this vital area.
As a developing researcher I am far more ready and able to challenge literature and policy. In particular I have at times immersed myself within the government changes, shifts, and developments that have occurred over more than the last decade in relation to LAC and education. This has been incredibly rewarding in gaining a thorough understanding of the developments and gaps in relation to LAC. Progress has been made, but so much more still needs to be achieved. As stated by the ex-teacher working for a charitable organisation with LAC:
‘I’m really glad you are doing this because the lack of preparation I experienced was shocking, and I don’t know that much has changed since then. There is not enough support for teachers or recognition of the challenges in working with children in care.’ (Participant from an organisation working directly with LAC, 2014).
I have elicited an understanding in the perspectives and experiences of trainee teachers that has previously not been sought in relation to working with LAC. This has extracted further passion for continuing to research in this area, and the necessity to further champion the importance of education for LAC. The concluding words for the thesis are left as harsh statistical reminders of the current outcomes for LAC. LAC that form part of our society, and that have been let down for many years by inadequate systems and support. Professionals need to continue to be researching ways forward to improve this, as stated from the outset in Chapter One:

More than a third of LAC will end up Not in Education, Employment or Training (NEET) on leaving school. The long term impact on these children can be seen in the criminal justice system. Less than one per cent of all children are LAC, yet LAC make up approximately 38 per cent of children in custody, with 24 per cent of the adult prison population being in care prior to entering the system, and over 70 per cent of sex workers have previously been in care (Centre for Social Justice, 2014). 

These are striking statistics that outline sobering thoughts for us all as caring professionals, striving to improve outcomes for LAC.
Glossary of abbreviations

	Abbreviation
	Full term

	BA
	Bachelor of Arts

	BESD
	Behavioural, Emotional and Social Difficulties/Disorder

	CAF
	Common Assessment Framework

	CAMHs
	Child and Adolescent Mental Health service

	CLA
	Children Looked After

	CPD
	Continuing Professional Development

	CWDC
	Children’s Workforce Development Council

	DCSF
	Department of Children, Schools and Families

	DoE
	Department of Education

	DoH
	Department of Health

	DT
	Designated Teacher

	EAL
	English as an Additional Language

	GCSE
	General Certificate of Secondary Education

	GTM
	Grounded Theory Methodology

	HE
	Higher Education

	HEI
	Higher Education Institution

	ICT
	Information and Communication Technology

	IFS
	Institution Focused Study

	ITE
	Initial Teacher Education

	ITT
	Initial Teacher Training

	LA
	Local Authority

	LAC
	Looked After Children

	NCB
	National Children’s Bureau

	NCTL
	National College for Teaching and Leadership

	NEET
	Not in Education, Employment or Training

	NHS
	National Health Service

	NQT
	Newly Qualified Teacher

	NSPCC
	National Society for the Prevention of Cruelty to Children

	Ofsted
	Office for Standards in Education

	PEA
	Personal Education Allowance

	PEP
	Personal Education Plan

	PGCE
	Post Graduate Certificate in Education

	QTS
	Qualified Teacher Status

	SCRE
	Scottish Council for Research in Education

	SEN
	Special Educational Needs

	SENCO
	Special Educational Needs Coordinator

	SEN-D
	Special Educational Needs and Disabilities

	SSP
	Systematic Synthetic Phonics

	TA
	Teaching Agency

	TDA
	Training and Development Agency

	TES
	Times Education Supplement

	UK
	United Kingdom

	VLE
	Virtual Learning Environment

	VSH
	Virtual School Head/ Headteacher

	YiPPEE
	Young People from a Public care background pathways to Education in Europe project
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Appendix 1 - Cohort and participant data

PGCE 2011-2012 Cohort and participant data

Questionnaire – Q

Discussion forum – DF

Interview – Int

	PGCE Trainee
	Participant number
	Gender
	Ethnicity
	Disability
	Maturity
	Q
	DF
	Int

	1
	T1
	F
	White
	None
	y
	y
	y
	y

	2
	T2
	F
	White
	None
	N
	y
	y
	y

	3
	T3
	F
	White
	None
	y
	y
	y
	y

	4
	T4
	F
	Asian
	None
	y
	y
	y
	y

	5
	T5
	F
	White
	None
	N
	y
	y
	y

	6
	T6
	F
	White
	None
	N
	y
	y
	y

	7
	T7
	M
	White
	None
	y
	y
	y
	y

	8
	T18
	F
	White
	None
	y
	y
	y
	

	9
	T19
	F
	White
	None
	N
	y
	y
	

	10
	T20
	F
	White
	None
	y
	y
	y
	

	11
	T21
	F
	White
	Multiple
	N
	y
	y
	

	12
	T27
	F
	White
	None
	y
	y
	
	Pilot

	13
	T28
	M
	White
	None
	N
	y
	
	Pilot

	14
	T29
	F
	White
	None
	N
	y
	Pilot
	

	15
	T30
	F
	White
	None
	N
	y
	Pilot
	

	16
	T31
	M
	White
	None
	y
	y
	Pilot
	

	17
	T32
	F
	White
	None
	N
	y
	pilot
	

	18
	T33
	F
	Asian
	None
	N
	y
	pilot
	

	19
	T34
	M
	White
	None
	N
	y
	
	

	20
	T35
	F
	White
	None
	y
	y
	
	

	21
	T36
	F
	White
	None
	y
	y
	
	

	22
	T37
	F
	White
	None
	N
	y
	
	

	23
	T38
	F
	White
	None
	y
	y
	
	

	24
	T39
	F
	White
	None
	N
	y
	
	

	25
	T40
	F
	White
	None
	y
	y
	
	

	26
	T41
	F
	White
	None
	N
	y
	
	

	27
	T42
	F
	White
	None
	N
	y
	
	

	28
	T43
	F
	White
	None
	y
	y
	
	

	29
	
	M
	White
	None
	y
	N
	
	

	30
	
	F
	White
	Specific learning difficulty
	y
	N
	
	

	31
	
	F
	White
	None
	N
	N
	
	

	32
	
	F
	White
	None
	y
	N
	
	

	33
	
	F
	White
	None
	y
	N
	
	

	34
	
	F
	White
	None
	N
	N
	
	

	35
	
	F
	White
	None
	y
	N
	
	

	36
	
	F
	White
	None
	N
	N
	
	

	36
	
	F
	White
	None
	y
	N
	
	

	38
	
	F
	White
	Sight
	y
	N
	
	

	39
	
	F
	White
	None
	N
	N
	
	

	40
	
	M
	White
	None
	y
	N
	
	

	41
	
	F
	White
	None
	N
	N
	
	

	42
	
	F
	White
	None
	y
	N
	
	

	43
	
	F
	White
	None
	N
	N
	
	

	44
	
	F
	White
	None
	N
	N
	
	

	45
	
	F
	White
	None
	N
	N
	
	

	46
	
	F
	White
	None
	y
	N
	
	

	47
	
	F
	White
	None
	y
	N
	
	

	48
	
	F
	White
	Unseen disability
	y
	N
	
	

	49
	
	F
	White
	None
	N
	N
	
	

	50
	
	F
	White
	None
	N
	N
	
	

	51
	
	F
	White
	None
	y
	N
	
	

	52
	
	F
	White
	None
	N
	N
	
	

	53
	
	F
	White
	None
	N
	N
	
	

	54
	
	F
	White
	None
	N
	N
	
	

	55
	
	F
	White
	None
	y
	N
	
	

	56
	
	F
	White
	None
	N
	N
	
	

	57
	
	F
	White
	None
	N
	N
	
	

	58
	
	F
	White
	None
	N
	N
	
	

	59
	
	F
	White
	None
	y
	N
	
	

	60
	
	F
	White
	None
	N
	N
	
	

	61
	
	F
	White
	None
	N
	N
	
	

	62
	
	F
	White
	None
	N
	N
	
	

	63
	
	F
	White
	None
	N
	N
	
	

	64
	
	M
	White
	None
	N
	N
	
	

	65
	
	F
	White
	None
	N
	N
	
	

	66
	
	F
	White
	None
	N
	N
	
	

	67
	
	F
	White
	Disability not listed elsewhere
	N
	N
	
	

	68
	
	F
	White
	None
	N
	N
	
	

	69
	
	F
	White
	None
	y
	N
	
	

	70
	
	F
	White
	None
	y
	N
	
	

	71
	
	F
	White
	None
	N
	N
	
	

	72
	
	M
	White
	None
	y
	N
	
	

	73
	
	F
	White
	None
	N
	N
	
	


BA 2011-2012 Cohort and participant data

	BA Trainee
	Participant number
	Gender
	Ethnicity
	Disability
	Maturity
	Q
	DF
	Int

	1
	T8
	F
	White
	None
	N
	y
	y
	y

	2
	T9
	F
	White
	None
	y
	y
	y
	y

	3
	T10
	F
	White
	None
	N
	y
	y
	y

	4
	T11
	F
	Mixed - White & Asian
	None
	N
	y
	y
	y

	5
	T12
	F
	White
	None
	N
	y
	y
	y

	6
	T13
	F
	White
	None
	y
	y
	y
	y

	7
	T14
	M
	White
	None
	N
	y
	y
	y

	8
	T15
	F
	White
	Dyslexia
	N
	y
	y
	y

	9
	T16 
	F
	White
	None
	N
	y
	y
	y

	10
	T17
	F
	White
	None
	N
	y
	y
	y

	11
	T22
	F
	White
	None
	N
	y
	y
	

	12
	T23
	F
	White
	None
	N
	y
	y
	

	13
	T24
	F
	White
	None
	y
	y
	y
	

	14
	T25
	F
	White
	None
	N
	y
	y
	

	15
	T26
	F
	White
	None
	y
	y
	y
	

	16
	T44
	F
	White
	None
	N
	y
	
	

	17
	T45
	F
	White
	None
	N
	y
	
	

	18
	T46
	F
	White
	None
	N
	y
	
	

	19
	T47
	F
	White
	None
	N
	y
	
	

	20
	T48
	M
	White
	None
	N
	y
	
	

	21
	T49
	F
	White
	None
	N
	y
	
	

	22
	T50
	F
	White
	None
	N
	y
	
	

	23
	T51
	F
	White
	None
	N
	y
	
	

	24
	T52
	M
	White
	Multiple including dyslexia
	N
	y
	
	

	25
	T53
	F
	White
	None
	y
	y
	
	

	26
	T54
	F
	White
	None
	N
	y
	
	

	27
	T55
	F
	White
	None
	N
	y
	
	

	28
	T56
	F
	White
	None
	y
	y
	
	

	29
	T57
	F
	White
	None
	N
	y
	
	

	30
	T58
	F
	White
	Dyslexia
	N
	y
	
	

	31
	T59
	F
	White
	None
	N
	y
	
	

	32
	T60
	F
	White
	None
	N
	y
	
	

	33
	T61
	F
	White
	None
	y
	y
	
	

	34
	T62
	F
	White
	None
	N
	y
	
	

	35
	T63
	F
	White
	None
	N
	y
	
	

	36
	T64
	F
	White
	None
	N
	y
	
	

	37
	T65
	F
	White
	None
	y
	y
	
	

	38
	T66
	F
	White
	None
	N
	y
	
	

	39
	T67
	F
	White
	None
	N
	y
	
	

	40
	T68
	F
	White
	None
	N
	y
	
	

	41
	T69
	F
	White
	None
	y
	y
	
	

	42
	T70
	F
	White
	None
	N
	y
	
	

	43
	T71
	F
	White
	None
	N
	y
	
	

	44
	T72
	M
	White
	None
	N
	y
	
	

	45
	T73
	M
	White
	None
	N
	y
	
	

	46
	T74
	F
	White
	None
	N
	y
	
	

	47
	T75
	F
	White
	None
	N
	y
	
	

	48
	T76
	F
	White
	None
	y
	y
	
	

	49
	T77
	F
	White
	None
	y
	y
	
	

	50
	T78
	F
	White
	None
	N
	y
	
	

	51
	
	F
	White
	None
	N
	N
	
	

	52
	
	F
	White
	None
	N
	N
	
	

	53
	
	F
	White
	None
	y
	N
	
	

	54
	
	F
	Asian or Asian British - Indian
	None
	N
	N
	
	

	55
	
	F
	White
	None
	N
	N
	
	

	56
	
	M
	White
	None
	N
	N
	
	

	57
	
	F
	White
	None
	N
	N
	
	

	58
	
	F
	White
	None
	N
	N
	
	

	59
	
	F
	White
	None
	N
	N
	
	

	60
	
	F
	White
	None
	N
	N
	
	

	61
	
	F
	White
	None
	N
	N
	
	

	62
	
	M
	White
	None
	N
	N
	
	

	63
	
	M
	White
	None
	N
	N
	
	

	64
	
	F
	White
	None
	y
	N
	
	

	65
	
	F
	White
	None
	N
	N
	
	

	66
	
	F
	White
	None
	N
	N
	
	

	67
	
	F
	White
	None
	N
	N
	
	

	68
	
	M
	White
	None
	N
	N
	
	

	69
	
	F
	White
	None
	y
	N
	
	

	70
	
	F
	White
	None
	N
	N
	
	

	71
	
	F
	White
	None
	N
	N
	
	

	72
	
	F
	White
	None
	N
	N
	
	

	73
	
	M
	White
	None
	N
	N
	
	

	74
	
	F
	White
	None
	y
	N
	
	

	75
	
	F
	White
	None
	N
	N
	
	

	76
	
	M
	White
	None
	N
	N
	
	

	77
	
	F
	White
	Dyslexia
	y
	N
	
	

	78
	
	M
	White
	None
	N
	N
	
	

	79
	
	F
	White
	None
	N
	N
	
	

	80
	
	F
	White
	None
	N
	N
	
	

	81
	
	F
	White
	None
	N
	N
	
	

	82
	
	F
	White
	None
	N
	N
	
	

	83
	
	F
	White
	None
	N
	N
	
	

	84
	
	F
	Asian or Asian British - Indian
	None
	N
	N
	
	

	85
	
	F
	White
	None
	N
	N
	
	

	86
	
	F
	White
	None
	N
	N
	
	

	87
	
	F
	White
	None
	y
	N
	
	

	88
	
	F
	White
	None
	N
	N
	
	

	89
	
	F
	White
	None
	N
	N
	
	

	90
	
	F
	White
	None
	N
	N
	
	

	91
	
	F
	White
	None
	N
	N
	
	

	92
	
	F
	White
	None
	N
	N
	
	

	93
	
	F
	White
	None
	y
	N
	
	

	94
	
	F
	White
	None
	N
	N
	
	

	95
	
	F
	White
	None
	N
	N
	
	

	96
	
	F
	White
	None
	N
	N
	
	

	97
	
	F
	White
	None
	N
	N
	
	

	98
	
	M
	White
	None
	N
	N
	
	

	
	
	
	
	
	
	
	
	

	
	
	
	
	
	
	
	
	

	
	
	
	
	
	
	
	
	


The above data does not include trainees that have withdrawn or intermitted from the programme.

The demographic structure of the cohorts on each of the courses.
	Cohort  2011-12
	Percentage of male trainees in cohort
	Percentage of Black and Minority Ethnic (BME)
	Percentage of trainees with a disability
	Percentage of mature trainees (Aged over 25yrs)

	BA year 3 undergraduate route
	8
	1.5
	7
	18

	PGCE route
	15
	4
	3
	42


Appendix 2 – Phase One – Stage One - Questionnaire to trainees
Questionnaire

Student name - 

Contact email – 

1) What are your previous experiences of 'looked after children' (LAC) before starting your ITE programme, eg in your personal life or previous working environment?

2) Now that you are approaching your final school placement, what has been your experience of working with LAC on placement?

3) If you have been a LAC yourself and are comfortable to disclose this then please do so here. It would be helpful if you stated for how long, and how many carers you had.

4)Do you currently have LAC on your final PGCE placement?

If so:

- What is the year group? 

- What is the gender of child? 

Appendix 3 – Phase One – Stage Two - Discussion forum sample
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	WEEK 1 - discussion thoughts - How do you know that you have/don't have a LAC in your class (this or previous placement)? Did you have to ask? Was the information presented to you?  Write as much as you want, and respond to others thoughts and discussion points regardless of your experience.
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 (Student)

 INCLUDEPICTURE "https://vle.anglia.ac.uk/_layouts/images/blank.gif" \* MERGEFORMATINET 


 HYPERLINK "javascript:" 
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	Hi, 

In my first school placement I was informed of the children's backgrounds through casual discussions with the teacher and LSA, and not specifically to inform me of LAC. One child was living with her carer, but there were no specific pedagogical changes or provisions made for this child. There was however a strong relationship between the carer and teacher staff, and she regularly joined in school life where possible. 

In my second placement I never discussed LAC, although this was a private school which may have affected the amount of LAC in the school.

In my current placement I asked about LAC for the purposes of this research and was informed there are few children in the school who are LAC, no-one has mentioned LAC since.



Show Quoted Messages
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 (Student)
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	Hi,

Like student, I was informed that there was a child in my class who had very recently gone into care- this also came through a casual discussion with my class teacher recently, and the information wasn’t volunteered to me as a student. 

I initially felt quite confident working with this LAC as my class teacher is very supportive. However, recently (and understandably) the child has begun to display attention seeking behaviour and I occasionally feel unsure as to whether it would be more beneficial for the child to be treated exactly the same as the rest of the class or to have allowances made for them, which other children in the class would pick up on and draw attention to.
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 (Student)

 INCLUDEPICTURE "https://vle.anglia.ac.uk/_layouts/images/blank.gif" \* MERGEFORMATINET 


 HYPERLINK "javascript:" 

[image: image47.png]
	Hi.

When I went into my current school I was informed straight away that I had a LAC in my class. This was probably due to the fact the child is very unsettled as they have had a complicated and emotional upbringing. It was therefore important and good of the school to inform me of this so that I could be aware of the reasons for the child's emotional state. 

The school teacher is also very good at discussing with me any updates on the LAC needs. I also met the LAC foster parents when I was in school to discuss some new certain needs of the child.
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(Student)
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	Hi, I am in a Nursery placement and last week a little boy was put into care along with his brothers and 3 sisters. I was informed by the class teacher that there were issues at home before this happened. However, I do feel that a lot of information is held back which could be important for us to know in order to meet his holistic needs
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Researcher
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	Hi student A

what sort of information do you think might being held back? What sort of information do you think you require to help support this child/ been helpful to know earlier?

Does anyone else have any thoughts on this? 
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Researcher
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	Hi Student B

did you find having access to this info useful from the start? 

if anyone wants to add their views they are very welcome too!
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(Student)
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	Hi.

I definitely found this information useful, especially as the child is so unsettled. I’m not sure if I would have had so much information if the child's behaviour had been different, but my teacher is quite open with me to ensure I know all that is going on which I find really useful, especially now I have started teaching the class.
The foster parents are very friendly and support the school. There has been another issue this week with the child, and the school are also very supportive with how the foster parents wish to deal with this.
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(Student)
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	Hi

I haven’t had a LAC in my placements, but I think it is something that I would want to know straight away as a student rather than just find out as part of my induction process into the school and class rather than ‘in casual discussion’ as with the other students above……maybe it should be part of the discussion as we do about ability levels and SEN? And maybe it was because their mentors didn’t feel as though it was important that we know as only on placement for a few weeks? What do you think student and student??


Appendix 4 – Phase One – Stage Three - Interview schedule with trainees
LAC Interview 

Perceptions of trainee teacher – values and personal views

1. What is your definition and understanding of the term LAC?

2. What do you think are the priorities for supporting a LAC?

Prompts:

Permanency, placement stability

Emotional and well being

Education

3. What would your expectations as a teacher be of a LAC? 

Prompts:

Academic levels

Behaviour

Attendance

4. What do you think has contributed to your personal views and values?

Prompts:

Training

Experience

Society

Student previous and current experience of working with LAC

5. What is your experience of working with LAC?

Prompts:

Personal (outside clubs, brownies etc) (family as carers) (in the care system themselves) (when a child themselves)

Professional (in school, previous placements, TA) (clubs)

Issues (relationships and process) positive and negative

6. While working with LAC, were there any issues arising? 

Sub questions:

6a. In relation to A) Process 

Prompts:

paperwork 

Meetings

Access to information

6b. In relation to B) Relationships

Prompts:

working with carers

carers and office staff

the relationship between child and staff

6c. In relation to C) Teaching and Learning

Prompts:

behaviour

development/progress/attainment

7. What types of practice have you seen when working with LAC?

Prompts:

Can you offer me an example?

Would you say this had an impact? How?

Was it helpful? Why/why not?

How could this have been dealt with differently?

Training, support and advice

8. What training, support or advice beyond that provided by the university have you had?

Prompts:

Training in previous work

Inset

Advice from SENCO/Class teacher

9. What are your thoughts on that training?

Prompts:

Impact 

How effective has that training been?

10. How effective has your University training been?

Looking forward

11. If you were to have further training on working with LAC, what sort of things would you want to/ expect to cover? 

12. When should this be covered? 

Prompts:

During ITE, as an NQT, when you have a LAC? 

13. And who should provide/deliver the training?

14. Is there anything you would like to say on this issue, that you haven’t had the opportunity to say?

Are you happy to allow anonymous quotations from the transcript to be used in the research? Would you like to see a copy of the transcript and have this emailed to you?

Appendix 5 – Phase Two – Stage One - Models and questionnaire sent to organisations
Model A (below) - Initial Teacher Education (ITE) and Continuing Professional Development (CPD) model, for developing teachers’ knowledge working with LAC.

[image: image87.png]
The above model considers the findings from my research with trainee teachers and the key areas that that require further development to support trainee teachers, and teachers as they progress through Early Career Development. 

The areas are replicated and built on throughout Stages 1 and 2, and are represented in the model as 1a, 1b, 2a, 2b etc. However the order of training at this stage is not yet specified and purely categorised for the purpose of the model.

Model B (below) - Initial Teacher Education (ITE) and Continuing Professional Development (CPD) model, for developing teachers’ knowledge and skills working with LAC. 

The model is based upon a reflective cycle included within professional development, rather than purely a received knowledge model.

[image: image88.png]
Questions 

1) Please compare both model A and model B.

· Is the intention/understanding of Model A clear? How could this be improved?

· Is the intention/understanding of Model B clear? How could this be improved?

· Do you have any questions about either model that I need to consider?

2) The models demonstrate different modes of training; Model A is based on delivering training to trainees/teachers. Model B is based on delivering training with a process of practice and reflection embedded within the training. With facilitation of learning and development rather than pure delivery in stage 2.

· Do you anticipate any difficulties with delivering either of these types of training, or the impact on the recipients of the training?

3) Both models identify key areas that trainee teachers demonstrate they need further development in. In addition to these, are there any other key areas that you feel need addressing/ including within training for trainee teachers or teachers in early professional development (the first 5 years of teaching)?

Why are these additional areas important? Please draw upon examples if you have them.

4) Are there any specific elements within the key areas that you would like to see included? For example within - training on strategies to support LAC - I have included behaviour and attachment.  

5) What do you think teachers need to know/ be competent/ develop skills in, when working with LAC as they enter teaching? 

6) What do teachers need further development in through CPD as they progress in their careers, in relation to LAC?

7) Can you tell me about the types/models of training that you deliver (stages, delivery type etc – I understand that this is likely to be in other areas, such as working with carers, not necessarily in teacher education). Do you have any models that I could look at?

8) Are there any further issues/points you would like to raise in relation to teachers/training/CPD and LAC?

Appendix 6 – Phase Two – Stage Two - Questionnaire sent to VSHs via Survey Monkey
	A model of professional development training for working with LAC 


1.Is the model clear to understand? Comments:

[image: image89.wmf]


2.The model incorporates key areas of training identified through research with trainee teachers. Do you think that the key areas are appropriate?

[image: image90.wmf]Yes 

[image: image91.wmf]No 

Please explain: [image: image92.wmf]




3.Are there further areas or specific elements that should be included that are currently not within the model? If so, please tell me more about them below:

[image: image93.wmf]


4.Is there appropriate progression between Initial Teacher Education (ITE) and Continuing Professional Development (CPD)?

[image: image94.wmf]Yes 

[image: image95.wmf]No 

Please explain: [image: image96.wmf]




5.Do you think if this training model was implemented, teachers would be better able to support LAC in schools, and further progress made for LAC?

[image: image97.wmf]Yes 

[image: image98.wmf]No 

Please explain: [image: image99.wmf]




6.Further comments and questions on the model, approach, skills, and training are welcome below:
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Appendix 8 – Institution approval
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Appendix 9 – Participant information sheet – Phase One
Participant Information Sheet

Title of the project:  An enquiry into the perceptions of Initial Teacher Education (ITE) students experiences of working with CLA.

The research organiser:  Sarah Brigden, EdD Student at Brunel University. 

What will happen to the results of the study:  The results of the study will be analysed for the purpose of my professional development. The results may be published.

Source of funding for the research: Anglia Ruskin University

Contact for further information:  Sarah Brigden, Senior Lecturer, Anglia Ruskin University SAW203, sarah.brigden@anglia.ac.uk

Your Participation in the Research Project

Why you have been invited to take part:  You are invited to take part in the research as you are a student in your final year of Initial Teacher Education (ITE). 

Thank you for agreeing to take part in the project. Before the start you have to know that: Your participation is entirely voluntary; you are free to refuse to contribute; you are free to withdraw at any time, just complete and return the form to Sarah Brigden. 

By giving consent to take part in this study or your refusal to take part will have no effect on your student assessment or grade on your course or on your recommendation for Qualified Teacher Status (QTS).

If you agree to take part in the research, you will be asked to give your consent to taking part in completing a questionnaire, a discussion forum and possibly an interview. A transcript will be made of the interviews until completion of the research and then destroyed. All comments within the discussion forum will be anonymous within the write up of the findings.
Any information collected from you will remain confidential and reported anonymously. Pseudonyms will be used, and no names will be attached to the interview transcripts. The information will be kept in a secure place. No personal details will be collected or stored.

I have received ethics approval for this study from the Research Ethics Committee for the School of Sports and Education at Brunel University and the Faculty of Education at Anglia Ruskin University.

YOU WILL BE GIVEN A COPY OF THIS DOCUMENT TO KEEP FOR YOUR RECORDS, TOGETHER WITH A COPY OF YOUR CONSENT FORM.
Appendix 10 – participant consent letter – Phase One
Participant Consent Letter
Name of participant:

Title of the project: An enquiry into the perceptions of Initial Teacher Education (ITE) students experiences of working with Children Looked After (CLA). 
Main investigator and contact details:  Sarah Brigden, EdD student at Brunel University. Contact: SAW203, Anglia Ruskin University, sarah.brigden@anglia.ac.uk

1. I agree to take part in the above research. I have read the Participant Information Sheet which is attached to this form. I understand what my role will be in this research, and all my questions have been answered to my satisfaction.

2. I understand that I am free to withdraw from the research at any time, for any reason and without prejudice, and that by giving consent to take part in this study or my withdrawal from it, will have no effect on my student assessment or grade on your course or on my recommendation for Qualified Teacher Status (QTS).

3. I have been informed that confidentiality of the information I provide will be safeguarded.

4. I am free to ask any questions at any time before, during and after the study.

5. I have been provided with a copy of this form and the Participant Information Sheet.

6. I understand that the researcher has received ethics approval for this study from the Research Ethics Committee for the School of Sports and Education at Brunel University and the Faculty of Education at Anglia Ruskin University.

Name of participant (print) 

_______________________Signed__________________Date_______________
You will be given a copy of this form to keep for your records

If you wish to withdraw from the research, please complete the form below and return to the main investigator named above.

Title of the project: An enquiry into the perceptions of Initial Teacher Education (ITE) students experiences of working with Children Looked After (CLA).
 I wish to withdraw from this study

Signed_____________________________Date____________________

Appendix 11 – participant information sheet – Phase Two
Participant Information Sheet

Title of the project:  An Inquiry into the Perceptions and Experiences of Primary Initial Teacher Education (ITE) trainees of LAC.

The research organiser:  Sarah Alix, EdD Student at Brunel University. 

What will happen to the results of the study:  The results of the study will be analysed for the purpose of my professional development. The results may be published.

Source of funding for the research: Anglia Ruskin University

Contact for further information:  Sarah Alix, Senior Lecturer, Anglia Ruskin University, Chelmsford, sarah.alix@anglia.ac.uk

Your Participation in the Research Project

Why you have been invited to take part:  You are invited to take part in the research as you are a professional working with LAC. I would like to gain feedback from professionals in the final stages of the research, to contribute to my current findings and to develop the final stages further. 

Thank you for agreeing to take part in the project and to provide feedback. Before the start you have to know that: Your participation is entirely voluntary; you are free to refuse to contribute; and you are free to withdraw at any time, just complete and return the form via email to Sarah Alix. 

If you agree to take part in the research, you will be asked to give your consent to taking part in completing a questionnaire via email. All comments will be anonymous within the write up of the findings.
Any information collected from you will remain confidential and reported anonymously. The information will be kept in a secure place. No personal details will be collected or stored.

I have received ethics approval for this study from the Research Ethics Committee for the School of Sports and Education at Brunel University and the Faculty of Education at Anglia Ruskin University.

YOU WILL BE GIVEN A COPY OF THIS DOCUMENT TO KEEP FOR YOUR RECORDS, TOGETHER WITH A COPY OF YOUR CONSENT FORM.

Appendix 11– participant consent letter – Phase Two
Participant Consent Letter

Title of the project: An Inquiry into the Perceptions and Experiences of Primary Initial Teacher Education (ITE) trainees of LAC.

Main investigator and contact details:  Sarah Alix, EdD student at Brunel University. Contact: Anglia Ruskin University, sarah.alix@anglia.ac.uk

1. I agree to take part in the above research. I have read the Participant Information Sheet which is attached to this form. I understand what my role will be in this research, and all my questions have been answered to my satisfaction.

2. I understand that I am free to withdraw from the research at any time, for any reason and without prejudice. 

3. I have been informed that confidentiality of the information I provide will be safeguarded.

4. I am free to ask any questions at any time before, during and after the study.

5. I have been provided with a copy of this form and the Participant Information Sheet.

6. I understand that the researcher has received ethics approval for this study from the Research Ethics Committee for the School of Sports and Education at Brunel University and the Faculty of Education at Anglia Ruskin University.

By completing the questionnaire and returning by email, you are confirming the above and agreeing to take part.

You will be given a copy of this form to keep for your records

If you wish to withdraw from the research, please complete the form below and return to the main investigator named above.

An Inquiry into the Perceptions and Experiences of Primary Initial Teacher Education (ITE) trainees of LAC.

I wish to withdraw from this study

Signed_____________________________Date____________________________
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Stage 1 – Knowledge and understanding of Initial Teacher Education (ITE) trainees – for trainee teachers and mentors

Delivered through taught content and experiential opportunities; within a practice and reflection cycle
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Stage 2 – Continuing Professional Development (CPD) - Knowledge and understanding of Newly Qualified Teachers (NQTs) (year 1 of teaching), and teachers in early professional development (years 2-5 of teaching) 

Delivered through taught content and experiential opportunities within a practice and reflection cycle
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Creating a bespoke curriculum







Challenge negative perceptions and raise awareness raise aspirations, motivate learning, importance of talents and skills outside and academic structure

Creating a bespoke curriculum





Policy and legislation updates

On-line delivery throughout CPD



























Stages 1 and 2 lead to competency 

Prepared and competent teachers to work with Looked After Children (LAC)







Stage 1- Knowledge and understanding of Initial Teacher Education (ITE) trainees – for trainee teachers and mentors

Delivered through taught content and experiential opportunities; within a practice and reflection cycle
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Stage 2 - Knowledge and understanding of Initial Teacher Education (ITE) trainees, Newly Qualified Teachers (NQTs) (year 1 of teaching), and Continuing Professional Development (CPD) 

Delivered through taught content and experiential opportunities; within a practice and reflection cycle











Introduction to Policy and Legislation knowledge

The role of the LA, VSH, Designated Teacher and Ofsted framework











Challenge negative percept-ions impact- raise attainment



Training on emotional well-being reintegra-tion, coping with change, nurturing





Administr-ative knowledge eg PEP, IEP, Funding, pupil premium









Collabora-tive working/ Inter-agency – with carers, social workers, health profession-als, VSH



Stage 3 - Knowledge and understanding of Newly Qualified Teachers (NQTs) (year 1 of teaching), and teachers in early professional development (years 2-5 of teaching) CPD

Delivered through taught content and experiential opportunities within a practice and reflection cycle











Policy and Legislation updates

On-line delivery throughout CPD

Creating a bespoke curriculum

























Collaborat-ive working/ inter-agency

Including links with paperwork such as the PEP

Creating a bespoke curriculum











Challenge negative percept-ions raise aspirations, motivate learning, importance of talents and skills Creating a bespoke curriculum





Training on emotional well-being Supportive strategies

effective interventions for subjects such as reading, secondary issues such as SEN-D

Creating a bespoke curriculum







Administrative knowledge updates

PEP, funding, Updating and including birth family in progress -if appropriate

Creating a bespoke curriculum













Stages 1, 2 and 3 lead to competency

Prepared and competent teachers to work with Looked After Children (LAC)

Continued updates and refresher training would be needed throughout a career
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