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ABSTRACT

The University of Manchester
Victoria Meredew

Doctorate in Educational and Child Psychology

Perceived Control and School Attendance
2011

This research explores the link between pupilstgieed control and their level
of attendance in school. Whilst there is reseanth the link between perceived
control and disaffection in pupils it has not bgassible to identify any research
which links school non-attendance to perceived robntResearch into pupils’
reasons for non-attendance identified a rangeftdrdnt factors, many of which

the author felt could be attributed to perceivento.

Forty-one participants took part in the study. tiegrants were male and female
year nine pupils at two secondary schools in thethnevest of England.
Participants were grouped according to their levélattendance as high (98%-+)
attenders, mid-range attenders (90-94%) and lowo\be80%) levels of
attendance. Participants’ levels of perceivedirobrwere measured using the
Multi-dimensional Measure of Children’s Perceptioos Control (MMCPC)
(Connell 1985). This research also explored theilgupxperiences of school

using appreciative inquiry.

Responses on the MMCPC were analysed using a orye AMDVA and
descriptive statistics. No significant differencgere found between scores for
each of the attendance groups and the reasonki$oare discussed. Thematic
analysis of focus groups with an appreciative ingutructure identified key
themes raised by pupils in regard to positive erpees in school. The findings
for both parts of the research are discussed aggestions for the implications
for future research and the practice of teachets extucational psychologists

supporting attendance in school are made.
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CHAPTER 1: INTRODUCTION

Not attending school has a variety of labels ragdiom truancy (Kearney 2006,

Reid 2006, Spencer 2009) and school refusal (Kgaane Silverman 1995) to

absenteeism, (Kearney 2008, Reid 2006) school ph@lyrell 2005) and school

avoidance (Wilkins 2008). It is felt that theseds carry with them somewhat
negative connotations with the labels of truancg achool refusal suggesting a
somewhat defiant standpoint. The labels of schbobm and school avoidance
however suggest a powerful fear of school. Ite# that these labels are
somewhat emotive and do not fit all the pupils vehoose not to attend school
regularly. For this reason the term non-attendairavies and Lee 2006 and
Pellegrini 2007) will be used in this researchtas felt that this is a more neutral

term and more fitting to the range of pupils whoa$e not to attend school.

Non-attendance at school has been linked to pamrgromes for pupils (The
Audit Commission, 1996; Parsons, 1999 and KearmelyBensaheb, 2006) and
may be linked to greater risk of harm (BaginskyQ20and Kurtz, Gaudin,
Wodarskiand Howing 1992). Research into pupils' reasonsiém-attendance
identifies a range of different factors, many ofierhcould be attributed to
perceived control. Whilst there is research inte tmk between perceived
control and disaffection in pupils it has not beassible to identify any research

which links school non-attendance to perceivedrobnt

The research which follows looked at the relatigmdietween perceived control
and pupils’ attendance in school. The research eeaged out by a Trainee
Educational Psychologist on a two year placemeatlarge local authority in the
North West of England. Through meetings with schomhd discussions with
colleagues in the authority the researcher felt teaearch into how schools
could support pupils’ attendance was of particuklevance to the authority
generally at this time (for more information see thtionale in chapter 3). This

research was then agreed with Senior EducatioryghBkgists in the authority.

The literature review begins with a review of theerhture related to non-

attendance both the reasons and theories of nendatice and the suggested
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strategies to support non-attenders and promaadshce in school. From this
literature there seemed to be many factors disdusééch related to a pupil’s
sense of control in school. Studies which had ysgal's views particularly

Davies and Lee (2006) and Le Riche (1995) drewnmary factors which related
to pupils’ sense of autonomy and control. A revi@the literature upon control
was carried out both generally and more specificall relation to education.
This found that there were studies which had lookéal perceived control and
achievement and engagement in school. There wag\Ver, no literature which

explored a link between perceived control and schon-attendance.

This research is exploratory in nature. As tharéno current research which
considers a link between perceived control and gchtiendance the research
which follows seeks to explore this with pupils. ppgkeciative inquiry focus
groups are also included in the research in omleatn further insight into the
pupils’ experiences of school. It is hoped that timdings of this research will
enable the development of strategies to promoénd@dince in school which can
be shared with the schools involved with the redeait is also hoped that such
strategies can also be shared with colleaguesmitid Educational Psychology
Service in order that they can then support otbkoals. This will be discussed

further in the final chapter.
The chapter which follows is a review of the litewr@ related to this research.

As illustrated in figure 1 (below) the literatuie gonsidered in three main areas,

non-attendance, perceived control and transition.
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CHAPTER 2: LITERATURE REVIEW

This chapter reviews the literature relevant todweent research. The literature
review which follows is structured into three masactions, non-attendance,
perceived control and transition. It began withiterature search into school
attendance using the terms: attendance, non-atteedé&ruancy, absenteeism,
school phobia, school refusal and school avoidadesewill be discussed later in
the literature review this led to further literagusearches into perceived control
and issues relating to transition. The literagearch used education databases,
including: British Education Index, Current EducatiResearch, Education: A
Sage Full-text Collection, ERIC and Intute - Sb&aiences. Google Scholar
was also used to identify more recent researchiwingal cited key texts; this was
of particular relevance to research into perceivedtrol. The Department for
Children, Schools and families website was alsockea for publications which
were relevant to attendance. This literature $egrelded a range of research
looking at a variety of approaches to explain ntiarmlance and to support

attendance in school.

From the research identified the researcher faltttiere appeared to be a lack of
psychological research or theory in relation to-attendance other than clinical
research related to school phobia. Many of theliss particularly those by
Davies and Lee (2006) and Le Riche (1995) idewtifieasons for attending or
not attending school which may have been linkedawtrol. For this reason a
literature search was then carried out, searchatgbdses related to psychology,
these included: Comprehensive Clinical Psychola@tgevier Reference Works,
Embase, MEDLINE (Ovid), Psycinfo and Web of Scientbe search terms
used included ‘control’, ‘locus of control’, ‘pereed control’ and ‘autonomy’.
Google Scholar was also searched and used to fleslievant literature which
had cited key papers such as those by Connell j188bRotter (1966). In their
2006 study Davies and Lee also highlighted the bietween times of transition
in school and the impact this had upon attendafoe.this reason a search of the
literature was also carried out for transition. eTdatabases for psychology and

education were searched for search terms relatédhrisition, school transition
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and also for any literature on transition and aandr transition and autonomy

together.

Davis and Lee (2006) carried out research with Ipumth similar levels of
expected academic attainment who either attendedokcegularly or did not
attend school regularly. They identified year sewamd year ten as the times
when a pupil was most likely to begin to be abseom school. Looking
carefully at the events which occur in a pupil® lat these times, both can be
viewed to be times of transition. The transitidnye@ar seven in UK schools is
quite clear, pupils are moving from primary schtwosecondary school. Often at
a different location, with a different structure toe day, different styles of
teaching, new peers, new teachers and a new dumcuThe transition at year
ten may, perhaps, to those outside of school ble less clear. In year ten
pupils embark upon their GCSE studies. It is & ploint when the link between
school work and future work or study becomes mameaeent to pupils. The
pressure upon pupils is likely to be greater, asnotoursework is introduced as
an important part of their GCSE course they magware of increasing pressure
academically. For this reason a literature searab carried out with regard to
transition generally and pupils’ experiences of ngea More specifically
consideration was also given to any relationshigveen increased or decreased

levels of control during this time.
In summary there were three main parts to thealitee review, non-attendance,

perceived control (and theories of control) anddition. These are illustrated in

figure 1 below.
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Figure 1: Literature Review

Perceived conttand
school attendance

Non-attendance Perceived Control Issues relating to
transition

2.1 Non-attendance

Persistent Absence

The DCSF define persistent absence as ‘a pupil iwhabsent for more than
twenty percent of all possible half days’ (DCSF 200. 2). The rate of overall
absence both authorised and unauthorised for parsebsentees is nearly thirty-
three percent which is five times higher than therage pupil. This rate of
absence on average amounts to more than a daylaaiticif school each week.
Across primary and state funded secondary schaslgtent absentees account
for nearly twenty percent of overall absences, Iyddteen percent of authorised
absences and just over forty-six percent of unaigbd absences. The DCSF
(2009) highlight the goals of the Children’s Plam rieducing the level of
persistent absence. Their aim is to ensure thautioority has more than five
percent of secondary aged pupils who are persigtabsent by 2011. Non-
attendance is a concern for those working withdceih and young people as not
only is it likely to be linked to less positive gomes in the longer term for the
pupils, pupils who do not attend school regularigynalso be at a greater risk of

harm.
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Non-attendance and Safeguarding Children

The DCSF (2010) highlight the key role teachers atér adults in school play
in safeguarding children. This document states the safety and welfare of
children and young people is the responsibilityhef local authority. This means
that professionals working for the local authoarg key in identifying children

and young people who are at risk of harm or negbeavho may currently be

experiencing harm or neglect. For most childrenglofessional they have most
regular contact with outside of their home is thieacher. For children who do
not attend school regularly this regular contacsdoot exist. Indeed Baginsky
(2007) highlights the key role teachers can playidantifying changes in

behaviour, appearance and mood which may signifigem as well as any more
obvious signs such as bruising. If a pupil is abschool regularly then this is
likely to have an impact upon the pupil-teacheatiehship and any changes
such as these are unlikely to be observed over. tilnethis way non-attenders
can be less ‘visible’ to professionals and theretbieir well-being is likely to be

less closely monitored than their peers who dadtsehool regularly.

Baginsky (2007) highlights the decreasing role du&ation Welfare Officers
(EWOs) and describes the way in which non-attenaers group who may be at
significant risk of harm but go unnoticed by praiesals. Kurtz, Gaudin,
Wodarskiand Howing (1992) found that children who were eetgd were
significantly more likely to be absent from schodlhis suggests that in some

cases persistent absence from school may be liokadvider issue of neglect.

DCSF (2010) identify the key role of schools in eating children and young
people about their personal safety and ensuringthiest are aware of behaviours
which are exploitive, neglectful or abusive towartem. For pupils who

regularly do not attend school much of this infotima will not be shared and as
such their access to information about their rigirtd the responsibilities of the
adults around them may be compromised. Thisseifimay put them at greater

risk of abuse than their peers.
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School non-attenders are a safe-guarding concearrafaumber of reasons.
Firstly they are less visible to professionals éimerefore any neglect or abuse
may go unnoticed. They may also miss valuable@essn school where abuse
and neglect, their rights and sources of help &eudsed which may mean they
are more vulnerable than there peers due to alpeskick of awareness.
Furthermore their non-attendance at school maybmpt®omatic of wider neglect
issues for the pupil. It could be argued that atiendance at school may be a
form of neglect in itself due to the impact it magve upon long term outcomes

for the pupil. These outcomes are discussed funthie following paragraphs.

Every Child Matters

The Every Child Matters (DCSF 2008a) Outcomes Freonle identifies five
important outcomes for children and young peopl&ese are ‘be healthy’, ‘be
safe’, ‘enjoy and achieve’, ‘make a positive cdmition’ and ‘achieve economic
well-being’. The ‘enjoy and achieve’ outcome hights the importance of
attending and enjoying school. One of the natiamdicators of success towards
this outcome is a decrease in the number of pudils are persistently absent
from school. Clearly the government at this tichentified school attendance as
a key factor in positive outcomes for young pedpléis this view supported by

research?

Absence from school has been linked to negativeoones in the other four
outcomes also. Kearney (2008) carried out a wewé psychology, social /
criminal justice and education research from whiehoutlines some of the long
term outcomes associated with pupils who regulaity not attend school.
Kearney states that persistent absenteeism maynked|to substance abuse,
suicide attempts, risky sexual behaviour, asthma sychological problems
such as anxiety and depression, all of which waulgact upon the ‘Be Healthy’
outcome. Kearney also states that there are lefween persistent absence,
violence and injury which would also impact upoe tBtay Safe’ outcome. He
reports an increased incidence of disruptive behavidisorders, social,
occupational and marital problems in adulthoodis;Tim turn, may impact upon

the ‘Make a positive contribution’ outcome. Furimere Kearney also
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highlights the fact that permanent school drop fartwhich persistent absentees
are at high risk, may lead to economic deprivattmrs impacting also upon the

outcome of ‘Achieve economic well-being’.

Kearney is a key author in the area of school ritemdance. The School
Refusal Assessment Scale (SRAS) which he devel@fearney and Silverman
1993) highlights a key interest in understanding aambating non-attendance.
Research by other authors has also found a coorela¢tween school attendance
and positive outcomes for children and young people Audit Commission
(1996) and Parsons (1999) draw attention to thsiblesnegative consequences
of absence from school in terms of criminal acyivaind anti-social behaviour.
Kearney and Bensaheb (2006) highlight potentiabsthkrop-out, delinquency,
economic deprivation, occupational and marital fEois and the need for
psychiatric assistance in adulthood as a long tewnsequence of school non-
attendance. Evans (2000) highlights the negatiygact school non-attendance
has upon level of qualifications, poor self-estesard lower future opportunities.
Evans (2000) also highlights the negative impagt dan have on family life
particularly where parents have to miss or leavekvas a result of their child’s

non-attendance which may lead to increased conmilitte home.

Clearly pupils who do not attend school regulaxdge something of a concern to
professionals working in education. The risk ofrhaand the impact non-
attendance may have upon positive outcomes seeioh neslsons for seeking
effective strategies and approaches to promotaddtee. In the paragraphs
which follow the strategies and approaches whichehaeen suggested in the

current research will be considered.

Explanations and approaches to non-attendance

Clearly there is a vested interest in promotingerattnce however non-
attendance is a complex issue with wide rangingvsieupon causes and
solutions. These range from within child fact@®arney and Bensaheb 2006
and Southworth 1992), family factors (Evans 2008atktey and Silverman 1995
and Reid 2002) and school factors (Goldstein, e.ithd Akin-Little 2003, Le

18



Riche 1995 and Pasternicki, Wakefield, Robertsod &dwards 1993 and
Southwell 2006). Furthermore many studies conglueinteraction of two or all
of these factors (Corville-Smith, Ryan, Adams aradi€andro 1998).

Clearly views upon the causes have an impact upolutions’ and there are a
range of strategies which are suggested to taakteattendance. Reid (2006)
suggests monitoring attendance and the use of &-stafjed warning process
followed by prosecution for the parents of persifjeabsent pupils. The use of
classical conditioning techniques with individuathniques such as those used
by Roth and Fonagy (1996) promote exposure to $ctwoceintegrate pupils
whereas cognitive behavioural therapy (King, Torigeyne and Ollendick 2000)
concentrates upon changing the child’s responséheéoschool environment.
Pasternicki, Wakefield, Robertson and Edwards (19&@8vever focus upon how
the school environment can be changed so that apd more motivated to
attend. The paragraphs which follow will begindonsidering the ‘within’ child
factors which have been identified by some studies.

Within-child factors

Many authors identify school non attendance astlinvchild problem. Kearney
and Bensaheb (2006) identify pupils who do notnattechool as having a
complex clinical picture of internalising and extalising behaviour problems.
They found that non-attenders demonstrated intsingl problems through
anxiety, fear, self-consciousness, depression,idalidehaviour, fatigue and
somatic complaints. They also found non-attentedemonstrate externalising
behaviours such as defiance, nhon-compliance, rgreavay, verbal and physical

aggression, temper tantrums and clinging.

Kearney and Bensaheb (2006) go on to describegpwbidb do not attend school

as having diagnoses of emotional difficulties &t fillowing rates:

. Separation anxiety disorder 22.4%

. Generalised anxiety disorder 10.5%
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. Oppositional defiant disorder 8.4%
. Depression 4.9%

. Specific phobia 4.2%

. Social anxiety disorder 3.5%

. Conduct disorder 2.8%

Kearney and Bensaheb (2006) also highlight a sagmf remainder of pupils
who do not attend in order to pursue other interestto gain attention. Evans
(2000) identifies three groups of pupils who do atiend school regularly; the
anxiety, the avoidance and the malingering subtype&vans (2000) highlights
the anxiety subtype as having a developmentallppr@priate response to the
perceived danger or consequences of attending kdoocexample the pupils
who feel the need to stay at home with their faasifior fear something bad may
happen if they do not. The avoidance subtype hscries as having a
maladaptive response to the perceived negativecsspé school for example a
pupil whose view of school is somewhat gloomy andsdnot attend in order to
avoid this negative experience. The malingeringtyge, according to Evans,
relates to non-attendance as a result of persisihtmaladaptive attraction to
positive non-school activities, for example a pupiio prefers to stay at home
and play computer games rather than attending &chobhese could be
considered as push factors which push pupils aveayekample a fear of school)
and pull factors which pull them towards other \dtigs (for example
participating in activities which are perceived rasre rewarding to the pupils
outside of school during the school day.)

In their study of college students Webb, Chrisaad Armitage (2006) identified
personality differences such as conscientiousmessivation and openness to
experiences as a key factor in whether or not destiuwould attend classes
regularly. Corville-Smith, Ryan, Adams and Datideo identify non-attenders
as having a lower academic self concept, lower alskelf esteem, and having
fewer competencies in social relations. Schwa@pyman, Nakamoto and
McKay (2006) found that highly aggressive adolestavho were also popular
in school had higher rates of non-attendance. eBirkEspelage and Koenig
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(2009) also highlighted pupils who identified thetves a lesbian, gay or
bisexual or who were questioning their sexualityesding unsafe in school and
therefore had lower rates of attendance due toerascabout being picked out
and bullied. Sellman (2006) highlights a fearboflying as a key factor in

pupils’ non-attendance.

Each of these studies suggest a within child faatdactors which has a negative
impact upon their experience of school and theeetbeir motivation to attend.
A pupil whose experiences of school are somewhgathe or who views
experiences away from school as significantly mpositive is more likely to
choose not to attend school. There has been negelarch into how such pupils
can be supported to attend school and the Tardgéatth in Schools (TaMHS)
project (DCSF 2008b) is a key publication issuedtt®y government to advise
schools on how best to support the emotional waidp needs of their pupils.
The guidance for head teachers highlights therapeuerventions which focus
upon cognition and behaviour as evidence basedvertBons for non-attenders
with a phobia of school or anxiety. This clearlighlights a within child

approach to school refusal.

Of course a child lives within a wider context. riips the most influential
context any child lives in is that of their familyMany studies have sought to
explore the relationship between family factors and-attendance and these will

also be considered.

Family Factors

Research suggests that family factors are a kagprfat whether or not a pupil
attends school. Evans (2000) highlights the ingrar¢ of parental involvement
in tackling non-attendance and Southwell (2006)ielbes that school non-
attendance may run in some families. Reid (200@pssts some school non-
attenders may form relationships with fellow noteatlers and have children
with them due to shared experiences and attitudd®ir views of school may
have an impact upon their children’s views of sd¢haleo and the value they

place upon school attendance.
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Le Riche’s large scale study of year eleven pupilthree cities in the United
Kingdom explored pupils’ views about non-attendameeschool (Le Riche
1995). She found that twenty percent of all pupitshlighted non-attendance as
a result of parental lack of interest whereas ei@etpercent felt that support and
encouragement from their parents was a factorteamdaince. Furthermore forty-
six percent of non-attenders cited home problems r@@son for non-attendance
and nine percent felt not attending would jeopa&dise faith and trust their
parents had in them. A further seven percent 8@y attended school due to
fear of their parents if they did not and severceet said they attended as not
attending went against their upbringing.  Thisedily highlights the role of
parental involvement in encouraging pupils to attechool however it could
also be suggested that many of the other factqudsphighlighted as reasons for
non-attendance such as ‘dislike of teachers’, ikdsbf lessons’ and ‘homework
not done’ may also be linked to parental attitutbegards school and its value.
Reasons for attending such as ‘waste of time thgintfear of consequences’,
‘need qualifications for a job’, ‘feel guilty if 6fschool’, ‘enjoy school’, ‘enjoy
the subjects’, ‘fear of a bad reference’, ‘I haveease of responsibility’, ‘regret it
later’ and ‘want to be successful’ may all reflgetues which have been passed

on to the pupil from their parents.

Le Riche (1995) highlights the fact that many p&ésemay not value education
as they themselves believe that they have succeeitleaolt it. Furthermore she
also highlights the fact that some parents may kkep children off school as
they are useful in the home for example complediogestic chores or caring for
siblings and feel this is a more appropriate usdimme for them. This is

supported by Evans (2000) who highlighted pupilmd¢ebsent from school in
order to meet family needs.

Southwell (2006) highlights the fact that the edioral needs of the parents may
have remained unmet at school and these educatierds, in which he includes
Special Educational Needs (SEN) but not exclusjvelgy have been passed
onto their children and they may also not be meth& school environment.

Parents who have not attended school for this reasay be sympathetic to a

child who does not want to attend school for theneseor similar reasons.
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Southwell (2006) also highlights the fact that mauayents will be reluctant to
allow their children to go through the same negaéxperiences of school which

they themselves encountered.

Both Le Riche (1995) and Southwell (2006) highligloime of the social and
economic barriers to attending school. Le Ricl#98) describes pupils who do
not attend school because their parents cannatadfoew uniform and they fear
being ridiculed. Whereas Southwell (2006) highiggthe way parents who had
negative experiences of school may be disadvantaggaining support for their
children if they are experiencing difficulties aadresult simply staying away
from school may seem an easier option. Reid (20@Bgates the fact that there
were higher than average rates of authorised aadthorised absence amongst
pupils who were in receipt of free school mealshfer supporting the suggestion
that socio-economic factors may be a factor, peiiaged to the fact that higher
paid jobs correlate to higher levels of educatidrereas lower paid jobs correlate
to lower levels of education (Blundell, Dearden &ianesi 2004). It may be that
those with a lower household income (i.e. those wlaon for free school meals)
are more likely to have gained less academic dqocatlibns and may attach less
value to education. These values may be passbeitochildren in two ways on
the one hand they condone their children’s absandewrite them letters hence
the higher levels of authorised absence and theyats® not view education as
having been an important factor in their lives émeir job so their children may
feel perfectly able to get through life withouteattling school regularly hence the

higher levels of unauthorised absence.

Reid (2006) highlights the importance of parentavoivement in tackling

absence from school. He emphasises, however etlgat when parents cite a
desire to ensure their child attends school they n@t be adopting the most
effective means of supporting this. Dalziel andnthern (2005) conducted
research into the attitudes of parents and canesvards school attendance.
They found no significant difference between théuwtes of parents and carers
of poor/ non-attenders attitudes and those of #meepl population regarding

their views on education, the acceptability of rattendance and the law
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regarding attendance. However they did identifyr fdifferent types of parents/

carers:
. Those who try hard to tackle poor attendance

. Those who describe themselves as powerless inrigakbn-attendance

. Those who appear to be over-dependent upon orpregzctive of their
child

. Those who are apathetic about tackling non-atteztelam who do not

appear to engage with the school and other praoiests.

This suggests that it is the parent’s actions aspanses to their child’s non-
attendance rather than their views of school amendance generally which
impact upon whether or not a pupil attends schadbuld it be, perhaps, that
parents recognise the importance of education hemwfev many reasons they do
not reinforce this view in their children. For exale following Bandura’s Social
Modelling Theory (Bandura 1977a) a child may se@aaent whose life is
perceived as successful, who has a job they enjoywho achieved very little in
the way of academic attainment. Even though tha¢ng values education and
realises that a good education may mean more cappertunities for their child,
their child may still feel that they, like their qgmts can succeed perfectly well
without arriving at school every single morninghi§ may be particularly true if
the child perceives themselves as unlikely to aehtbe benchmark of five A to
C grades at GCSE.

Each of the studies in the preceding paragraphdibig a within pupil difficulty
which the pupil needs to be helped with in ordertfeem to be able to attend
school or a family difficulty which the family neesipport to tackle in order for
the pupil to attend school. However from a socm@hstructivist point of view
does the child have a difficulty? Are there wé#ys pupils can be supported in
their environment to lessen the impact of theskcdities and motivate them to

attend school?
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School Factors

There is much evidence to suggest that there isird significant factor in

whether or not a pupil attends or does not attemda regularly. Pasternicki,
Wakefield, Robertson and Edwards (1993) suggedkirigoclosely at school

itself, its lessons, its management and its presessd considering how each
impact upon attendance. If children are legalyureed to attend school, if their
parents are prosecuted for their non-attendancelafdien are given therapeutic
treatments to prevent non-attendance then perhaps wise to ensure the
environment they are being encouraged to entgy@soariate. Southwell (2006)
does not feel that this is the case. He belielias when children truant from
school it is a symbol of unmet educational needsHe adopts a

‘truantist’approach which views non-attendanceessiiting from a school deficit

rather than a pupil deficit.

Many different within school factors are suggedbgdh range of studies. These
include:
» Personal relationships (Davies and Lee 2006 arditiee 1995 )
* Individualised learning (or lack of) (Christensand Thurlow 2001,
Davies and Lee 2006, Le Riche 1995 and Southwéibp0
* Bullying / feeling unsafe (Birkett, Espelage andekg 2009 and
Davies and Lee 2006)
* Relevance of the curriculum (Davies and Lee 200&stétnicki et al
1993 and Southwell 2006,)
» Pupil/teacher relationships Davies and Lee 2006tt&eell 2006)
* Work overload (Pasternicki et al 1993, SouthweD&0)
» Fear of return to school after legitimate absesmithwell 2006)
» School attitudes towards parents (Southworth 2006)
» Attractiveness of building (Pasternicki et al 1993)

» Absence not followed up (Pasternicki et al 1993dR€00)

In his study in America Spencer (2009) found thapils who were labelled as
truants were more likely to be bilingual or to habeen kept back an academic
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year due to lack of progress. These findings &e supported by Christenson
and Thurlow (2001) who emphasise a need to mothtprogress of individual
pupils in school and provide appropriate supporttfem to succeed. Reid
(2006) found a higher than average level of ausieariand unauthorised absence
among pupils who had been identified as having @pdeducational Needs
(SEN), suggesting perhaps that the needs of thepédspare not being met.
Davies and Lee (2006) looked into pupils who trednand those who did not,
where both groups of pupils were likely to achieedatively low academic
attainments in comparison to their peers. Thegrimtwed seventeen pupils in
one local authority with severe attendance issiéy also interviewed students

with higher levels of attendance who met the follaywriteria:

« Students likely to be entered for the lower teGCSE mathematics.

» Students in the lowest sets for English and se&ebut not those formally
identified as having special educational needs.

« Students identified by the school as likely teatl part-time FE provision.

« Students who had a robust school attendancderofi

They found truanting to be more prevalent in yesagen and ten at secondary
school both of which they identify as times of swion. They felt that self-
withdrawal (truancy) was the result of a contractwaakdown which is clearly

described in the following statement;

‘Schools insist upon compulsion and compliance ihuéxchange offer a safe
environment, meaningful and relevant learning, opputies for association with

friends, and dignified and respectful treatmermayies and Lee 2006, page 208)

Where these conditions are not provided pupils feay justified in truanting.

Davies and Lee’s study was only carried out in baeal Authority and uses a
relatively small sample. As such, as they highlighemselves, it may not
accurately reflect the views of all non-attendersndeed all attenders with low
expected levels of academic attainment. Intergistilnowever, Davies and Lee
worked with pupils with low levels of expected aeadc attainment at two very

different schools. One was a school in an aresooial deprivation and the other
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was in a more affluent area. They found theredamb significant difference
between the views these two groups of pupils hektlool and the reasons they

gave for choosing to attend regularly.

Davies and Lee do not appear to have carried gufaam of systematic analysis

of the data they had gathered though illustratmaments were used throughout
a narrative of their data so it is assumed thateséonm of analysis, though

perhaps somewhat informal, had been carried dd&vies and Lee also refer to
this study as a pilot study, which highlights thmifations in the scope of the

study. However as they highlight themselves tihesearch did explore some
very important issues for attendance, particuldrby differences between pupils
who choose to attend regularly and their seemisghylar peers who do not.

In their study of excluded pupils Solomon and Reg@001) highlight the role
of the school in engaging pupils. They believd tha curriculum and the way in
which it is taught is a key factor in whether ot papils engage with school life.
O’Keefe (1994) found that non-attenders generadly she value of education
and over half of the truants interviewed expectedcarry on studying post
sixteen. The pupils in O’Keefe’s study highlightéhe curriculum and their
relationship with teachers as a key factor in whethr not they attended school.
They also felt that changing the curriculum woultié the biggest impact upon
their attendance and also upon their relationshiils their teachers. If the
pupil is seen as the ‘customer’ for the school tperhaps it is appropriate to
identify the needs of the customer and provide @rapriate service for them.
In drawing parallels to the world of work an adgdinerally has some control in
the type of work they do and some degree of choiEer a school pupil it is
often the case that they have to study the samedspin the same way and at
the same rate as everyone else regardless ofl¢helrof interest or ability in a

subject. How would most adults respond to this alaily basis?

There is a wealth of studies offering a range aso&s as to why pupils may
choose not to attend school regularly. Viewinghwirt child, family and school
factors as separate entities is perhaps unreabstic unhelpful in trying to

ascertain ways in which attendance can be suppanteghool. It could be
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argued that non-attendance needs to be vieweddramre holistic perspective,
looking at how each of these factors interact aameehan impact upon a pupil’s

decision to attend or not attend school.

A holistic view of Non-attendance

Corville-Smith, Ryan, Adams and Dalicandro (1998 aSouthwell (1992)
believe that non-attendance is not simply the tesfuhny one factor in a child’'s
life but that differences in characteristics of fggigvho attend and those who do
not occur in the three domains of personal, faraiyg school factors. Corville-
Smith, Ryan, Adams and Dalicandro (1998) and Geidst.ittle and Akin-Little
(2003) identify an interaction between each of fleors which impacts upon a
pupil’'s decision to attend or not attend. This Idosuggest, therefore, that
difficulties in one domain (personal, family or sci) are not enough to stop a
pupil attending school but that support from onetleg other domains could
encourage attendance at school. The researcledaut by Davies and Lee
(2006) suggests that this could be the true forespuapils. Perhaps in their study
where pupils were expected to gain very little emis of academic attainment
but still attended school they did so because Wene supported by their parents
to attend. Alternatively their perceptions of schaway have been different.
Perhaps a less likely hypothesis is that the gealittheir school experience
differed as they were being compared to peers veemingly similar
experiences of school and some pupils who wereatggdo gain little in terms
of academic achievement, for one reason or anothas, have experienced
school differently. For example some of the pupilay have formed better
relationships with adults or peers in school anerdfore school was a more
enjoyable experience and the academic factors Vesie significant for these
pupils. On the other had some of the pupils maty ave had such social
connections and therefore the academic factorshaag been more pertinent for
them therefore meaning that their day-to-day expee of school life differed.
It could also be argued that the pupils who choseattend were perhaps more

resilient in the school environment.
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Resilience

Educational Psychologists are encouraged to logkeatvhole picture with any
child (DECP 1999) and to consider the personalsmuibl factors which may be
impacting upon their learning and well-being. Agh it is important to look at
the difficulties the pupil experiences but also #kéls and resources that pupil
has to support them in overcoming these difficalt{these may be related to
personal, family or school factors). Studies e$illence such as those by
Werner (1995) found that children who had suppgrfactors in their lives, for
example the ability to engage with others are nlikety to overcome difficulties
in their lives. Masten (2001) defines resiliense‘g@ood outcomes in spite of
serious threats to adaptation or development.’ {&a2001, p. 228)

Lown (2005) and Rees and Bailey (2003) highlightb& importance of
resilience in order for pupils to achieve positougcomes in difficult situations.
Masten (2001) advocates a focus upon the posithen dealing with adversity
and believes that very ordinary human resourcee wrat resilient individuals
used during difficult times. Perhaps the pupilvies and Lee (2006) identified
as choosing to attend school despite being unlikiely gain academic
qualifications had more ‘protective factors’ whishpported them in attending
school everyday whereas the pupils who chose rnenditdo not have any
‘protective factors’ to support them in attendirgdpgol.  If it is to be suggested
that pupils need to be resilient to attend schegularly, that would seem to
suggest that perhaps their experiences of scheal@rpositive. Davies and Lee
(2006) based their study upon pupils who were ehjiko achieve the general
measure of academic success, in England and Wagegdnerally translates to
five GCSE’s between the grades of A* and C. Tlehwice of student suggests
that they felt that such pupils were likely to hdess positive experiences of
school. In the paragraphs which follow consideratwill be given to pupils’

experiences of school and perhaps the reasonshekg tay not be positive.
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Disaffection and Non-attendance

Disaffection can be defined as a sense of aliemdtmm school and may be an
important factor for pupils who choose not to atteschool. According to
Hustler, Callaghan, Cockett and McNeill (1998) #seted pupils do not
perceive school as being relevant. Keys (2006)dathhat around ten percent of
the school population could be identified as ‘disetied’ from school. Irving and
Parker-Jenkins (1995) found disaffection to beafketor in non-attendance and

felt that tackling this disaffection was vital iackling attendance.

Both Kagan (1990) and Keys (2006) believe thatftistion is an appropriate
reaction to a negative school experience. FurtbegrReid (1999), Thomas and
Denton (2007) and Rusinek (2008) believe that ttlevance of the school
curriculum is a key factor in whether or not pugdilscome disaffected. Reid
(1999) believes that highlighting the relevancetloé curriculum for future

employment, and indeed ensuring that it is relevarfuture employment, is a

key factor in tackling disengagement.

Non-attendance at school can take more than one for addition to pupils who

choose not to attend school there is also a gropppls who, as a result of their
behaviour, are not allowed to attend. Solomon angelRs (2001) highlighted the
way in which the behaviour of disaffected pupils ¢ challenging to teachers.
As such this behaviour can often result in fixednteor permanent exclusion.
According to Riley, Ellis, Weinstock, Tarrant analkhond (2006) boys aged

between 13-14 years are most vulnerable to exclusio

Humphrey, Charlton and Newton (2004) and Solomah Rager (2001) report
that self-efficacy is a key factor in disaffectiatmereby pupils feel that they are
unable to achieve positive outcomes for themselaeschool. Riley, Ellis,
Weinstock, Tarrant and Hallmond (2006) found thapifs views are often
given very little consideration despite their imgaomice. Riley and Docking
(2004) believe that positive relationships whergowpils’ views are taken into

account are a useful first step in tackling disetfta in schools.
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Non-attendance at school may be a more extremefestation of disaffection
from school. As such pupils may be taking a pesitstep in removing
themselves from what is perceived as a negativier@evant environment for
them. Non-attenders may not be the only pupilsaooessing education fully.
Disaffected pupils more generally may be physicallyessons but participating
very little and therefore gaining very little. rtay also be the case that such
pupils are often excluded from lessons either loyatgon within school or by
being sent home due to challenging behaviours é¢xéybit in class. It could be
argued that the pupils in each of these scenar@s@ actually fully present at
school either. If this perspective is taken attdralance at school is taken to
refer to those pupils whom attend and engage vatio@ while they are there
then it would seem likely that non-attendance s rtany forms is indeed a

significant concern in schools.

Researching Non-attendance

Pupils who choose not to attend school may be adtlard to reach group and
also a vulnerable group. Such pupils may be harddch firstly because they do
not attend school and therefore it may not be ptesso ask them to participate
in research through school which is usually the tnedfective way of reaching
school age pupils. Secondly such pupils may najage well with any
professionals linked to education, be they teaclwerghose researchers in
Education. Such pupils may be reluctant to agoetake part in research and
their parents may be reluctant to permit them. tHeumore in the United
Kingdom regular non-attendance is an offence whdalries with it a legal
penalty. As such pupils and their families maydactant to discuss their non-

attendance for fear of any repercussions.

Sheldon (2009) describes young people who areadgubsent from school and
their families as a ‘hard to reach’ group. As sstie believes this has had an
impact upon the interventions which have been mit iplace to support
attendance. Mounteney, Haugland and Skutle (20&83ribe pupils who do not
attend as a vulnerable group who can be difficolengage. Clearly this can

create difficulties when carrying out research imattendance, however,
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Mounteney, Haugland and Skutle (2010) provided rimgttion sessions for

schools and professionals working with pupils idesrto gain access to non-
attenders. These professionals had some conttinan-attenders and through
them Mounteney, Haugland and Skutle were able pta@xthe research to them
fully. Through these methods they reported thay thvere able to access and

recruit an appropriate number of participants ftbie group.

The experiences of pupils who do not attend sclawe] perhaps somewhat
hidden. These pupils are not present in schoolftas as their higher attending
peers and their decision not to attend school eetyuboes suggest, perhaps, a
level of avoidance. Such pupils may not relish @pmities to express their
views or share their experiences in school. \hik in mind in the following
paragraphs consideration will be given to the voodethe child and their

perspectives upon their school experience.

Voice of the Child

Mitsoni (2006) highlights the positive impact listeg to the views of pupils can
have upon classroom practice. Gunter and Thor(®@0v) illustrate the way in

which the use of pupils’ voices gives a clarity atepth to a pupil’s experience
of school which adults are unable to reach in atmeroway.  Smyth (2006)
highlights the way in which schools are increasiagienating their pupils who

in turn make an active decision not to attend stchddarding and Atkinson

(2009) highlight the role that Educational Psyclyadts have, in their work with

children, in gaining their views so as to work witlem rather than doing things
for them or to them. When considering the reasshg pupils do or do not

choose to attend schools it is the pupils who cast ldescribe their own
experiences and the reasons for their choices.

Prout (2000) believes listening to children’s vieasd opinions and enabling
them to play an active role in decision making diep® their self-realisation and
also enables them to develop a sense of autonéteybelieves that children are
more likely to engage and participate in schod iffthey are active in making

decisions. Prout feels that there is a need taem@dalance between complete
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authority over children in schools and giving theamplete freedom, neither of
which is desirable for children or adults in schoblowever by listening to their
views and negotiating outcomes with them an effedbalance can be found and
children can then learn valuable lessons abouttisigm and compromise which
will serve them throughout their lives. Prout (DGighlights schools as often
being undemocratic places for children and suggests this could be a key
factor in the lack of enthusiasm for school whidme children demonstrate.
Utilising pupils’ voice in research could be aneetive way of involving them

and encouraging participation.

Le Riche (1995) researched truancy using the voicéhe child. From her
research she found pupils highlighted many factelated to school attendance
which she referred to as ‘push’ and ‘pull’ factorén her analysis of essays

written by pupils she found the following reasoingeg for truancy:

Table 1: Reasons Given for Truancy (Le Riche 1995)

Reason Frequency (% of responses)
Dislike of teacher 66
Dislike of lessons 62
Home problems 46
Peer pressure 42
Bullying 38
Fear of being called names/ ridiculed 36
Escapism/can’t cope/ psychological reasons 35
Find work difficult 32
Homework not done 29
Bored 29
Like appearing ‘tough’, ‘big 22
Parental lack of interest 20
Dislike school 15
The thrill of it 14
Teacher doesn'’t like them 13
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Pupils lack interest, lazy 10

Lonely, no friends 8

Fear of exams 4

When she analysed the essays for reasons for mitersthe identified the

following reasons:

Table 2: Reasons Given for Attending School (Le Rie 1995)

Reason Frequency (% of responses)
Waste of time truanting 29
Fear of consequences 23
Parents support and encourage me 19
Need qualifications for a job 13
Fear of accidents 11
Jeopardise trust and faith parents ha9e

in me

Fear of parents 7
Against my upbringing 7
Feel guilty if off school 7
Like to see my friends 7
Never thought of it 7
Enjoy school 5
Enjoy the subjects 5
Fear of a bad reference 5
Fear of fine 5

| have a sense of responsibility 5
Regret it later 5
Want to be successful 5

As this research used the voice of the child tdaerghe reasons for attendance
and non-attendance it is hoped that the reasorRidles (1995) has highlighted

reflect the pupils’ own experiences of attendingnot attending school rather
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than reflecting the views of the researcher. LehRiidentified a range of reasons
as to why pupils chose to attend or not to attertibal. The reasons given by
the pupils may seemingly be put into two categorressons related to other
people such as attending in order to please otherk as parents and future
employers or not attending because of others famgske teachers do not like me
or lack of parental interest and reasons relatgpupils sense of responsibility
and control for example reasons given for attendimguded waste of time
truanting and reasons for not attending includsdrese of escapism.

Le Riche’s study involved work with three hundreadawenty-two male and
female pupils who were sixteen years of age betvieeryears 1986 and 1994.
Her study used questionnaires, essays written Ipylspand interviews carried
out with them. Le Riche does not explain her ch@tmethodology in her book
and although she does refer to analysing the essgysstionnaires and
interviews from the pupils a clear approach foryiag this out is not identified.
In Le Riche’s analysis illustrative quotes are ugedher narrative of the data.
She also charts specific areas pupils have higilthbuch as subject areas pupils
particularly like or dislike. In light of the wedl of data working with three
hundred and twenty-two pupils would create, thiklaf systematic analysis is
something of a concern. There is no mention of Ha@vRiche chose the
illustrative comments she uses or her reasoningdiemtifying particular areas
mentioned by pupils, for example the reasons theyedor attending or not
attending. As is such it is likely that her intexgation of the data holds some

bias which she has not acknowledged in her book.

Le Riche was a secondary school teacher and hearas like much of the
research into non-attendance, is based upon aratemhal perspective. In the
paragraphs which follow the research into non-attece will be considered

from a psychological perspective.

2.2 Psychological Theories and Non-Attendance

Clearly there is an abundance of research intm@dirgce and the factors which

may be linked with non-attendance and effectivatsgies which can be used to
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encourage pupils with attendance issues to atteimolos more regularly.  This
research however lacks a psychological framewadrkthe following paragraphs

non-attendance will be considered in relation tistexg psychological theories.

From a psychological perspective the research moio-attendance (Davis and
Lee 2006, Birkett et al 2009, Christenson and Tdwr2001, Le Riche 1995, and
Pasternicki et al 1993) seems to highlight factetated to a lack of autonomy or
sense of control. Pupils describe negative facdach as disliking teachers and
lessons as reasons for non-attendance; this ssgbesthey do not believe there
is any way of changing their situation either bymving their relationships with
their teachers or changing their lessons. In tketian which follows
psychological theories of autonomy and controlpamticular perceived control,
self-efficacy and attributional style will be codsred in relation to non-

attendance.

Self —efficacy, Attributional Style and Perceivezhol

Self-efficacy, attributional style and perceivedntol are all approaches to
understanding how individuals perceive their waaltd respond to it. Though
there is a shared basis in social cognition theettare quite distinct from one
another. Self-efficacy (Bandura 1997b) describe#dividual’s perceptions of
their own skills and abilities and how these skaisd abilities will have an
impact upon a particular outcome. Attributiongles (Abramson, Seligman and
Teasdale 1978) refers to how individuals attribihie cause of past events and
whether they perceive success or failure as dtieetmselves or others, global or
specific and stable or unstable. Attributional stglays a key role in explanations
of past behaviour and in personality theories. c&leed control refers to an
individual's perception of the extent to which & their behaviour or the
behaviour of others which is likely to have the dagt impact upon their
environment. Skinner (1996) identifies perceivamhtool as a key factor in
determining future outcomes. One explanation ef difference between the
three could be that attributional style refershe perception of the past; self-
efficacy identifies the perceived ability to actan appropriate way in the present

whereas perceived control is linked to perceivaatrob of events in the future.
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Davies and Lee (2006) and Southwell (2006) highlitje social factors which
play a key role in whether or not pupils chooseattend school regularly.
Skinner, Wellborn and Connell (1990) also highlighé effect positive social
relationships can have in interaction with a pgpperceived control. Bandura
(2004) highlights the positive effect social intdrans can have upon behaviour.
Bandura also highlights the way in which strongialogystems can moderate the
behaviours of the individual. Whilst he descrilibe importance of internal
motivation for the individual to change their belwar, and, in this he places
particular emphasis upon self-efficacy, the bebé&fthe individual that their
actions can lead to a positive outcome, he alsaligiggs the role of social
systems in bringing to the attention of the indiatirelevant information about
their behaviour, for example the benefits of a veellanced diet and exercise.
Bandura emphasises the role of social systemsppasting individuals to see
their actions as potentially making a differenaapewering them to believe that
they are able to change things and behave in diffevays and, perhaps most

importantly that these behaviours will indeed leagositive changes for them.

Clearly there is a role for social influences inetlmining behaviour, and this is
noted in many of the studies relating to why puphisose to attend or not attend
school (Le Riche 1995, Davies and Lee 2006, Birke#tl. 2009) and therefore it
does seem that social relationships are likelyaeehan impact upon a pupils
choice to attend or not attend school. This inetudocial interactions within
school as described but also social interactiorfsoate as shown in studies by
Southwell (2006), Reid (2002) and Evans (2000).webler, as highlighted by
Bandura, it is the motivation of the individual whiis the starting point, and it is
this which the social structures support. For tieigson the emphasis will be
placed upon internal motivational factors for regulattendance or non-
attendance. That is not to say that social intenas are not a key factor, as they
clearly are, however it is suggested that sociatofa interact with internal
motivational factors and these are the startingtsdor any behaviours. For this
reason the concepts of self —efficacy, attributicstgle and perceived control

will be considered in relation to attendance or-agepndance in schoolln the
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sections which follow each of these concepts vélicbnsidered in relation to the

way in which they could be applied to school atserm.

Perception of control

It may be argued that reasons pupils give for tingnsuch as ‘dislike of
teachers’ or dislike of lessons and reasons gieemaftending ‘waste of time
truanting’ and ‘fear of consequences’ may refledpifs’ sense of control.
Indeed Le Riche (1995) highlights the role of sdhdn ensuring pupils feel a
sense of belonging whereby they are an activeqdasthool life as opposed to
alienation where things are done to them. Daveklae’s description of pupils
who do not expect to achieve academically at scbaolstill choose to attend
may also have links to perceived control (Davied hae 2006). In their study
those who chose to attend described their atterdianierms of how they could
make school work for them. This is something whitth not appear to be a
factor for those who chose not to attend as thewlsi felt it had no purpose for

them.

Theories of Control

In 1959 White challenged the theories of behavsyariwhereby human
behaviour was shaped by responses to prior expesesnd present stimuli and
psychoanalysis where behaviour was determined roypgtbasic drives. White
(1959) highlighted the importance of human agenbychv he called effectance
whereby humans strove for competence. In 196&Rdeveloped this theory
further and referred to internal and external lootigontrol. According to his
theory individuals either identified events as Igewvithin their own control
(internal) or in the control of others (external).
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Figure 2: Locus of control

—

Internal External
My actions and behaviours The actions and behaviours
have an impact upon my of others have an impact
environment. upon my environment

Seligman and Maier (1967) have highlighted the tiegaeffect that an external
locus of control can have upon behaviour. Thegrretl to learned helplessness
whereby it is learnt over time that an individuadistions have no effect upon
their environment. This learned helplessness l¢adhem effectively ‘giving
up’ and making no attempt to change anything. &ligfhan and Maier’'s
example dogs did not attempt to stop themselvesivieg electric shocks.
Whilst it is true that this is an example usingnaalis and there are many reasons
why human responses are more complex, HirotoSeldyman (1975) found
that performance in a task where there was a lasitladting noise improved
when participants had a button to switch the nofé@ven though many did not
actually use the switch provided to turn the nae This suggests that a sense
of control, even if that control is not utilisedas a positive effect upon
performance. In this light it may be argued thapi[s who become disenchanted
with school and feel unable to change the envirarinmpt out despite the
negative consequences this may have. Their ledmeklessness behaviour is

simply to avoid the situation.

Perceived control is a term used by Connell (19883 in common with
Abramson, Seligman and Teasdale (1978) it refersatie reality of control in
any given situation but the perception of who icamtrol. Furthermore, as has
been explored by Kee (2001) and discussed by Almarasal (1978) sometimes
it is not an awareness of the reality of controlaihs important but perhaps the

impact of the perception upon the individual's bebar. For example
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sometimes with very negative events it is a morsitp@ and protective
psychological response to believe that that pdercavent was just bad luck.
This would mean that the event was not the faulttted individual and

furthermore as it was unstable it is less likelyhéppen again.

Positive illusions are described by Taylor and Bmo¢l994) as where an
individual perceives a situation more favourablgrtht may be in reality. Taylor
and Brown (1994) believe that positive illusions teve a positive impact upon
mental health. They described the way in which esandividuals viewed

themselves in unrealistically positive terms, batig they have greater control
over their environment than they do in reality amelving the future more rosily
than would be predicted from baseline data. Thescdbe most ‘normal’ adults
as optimistic and highlight the fact that theseealistic illusions make people
feel better, are associated with positive socildti@ships, high motivation to
engage in productive work as well as being assediaith an ability to recover
faster from health related stressors and cope maceessfully. They do point
out, however, that these only have a positive effiethe level of illusion is

moderate as at extreme levels unrealistic illusiccen be viewed as
maladjustment. Furthermore it is unclear as tothdreadults who suffer from
depression have a more negative perception of gwbanh adults who do not

suffer from depression or whether their percepisosimply more realistic.

Frazier (2003) found that increased perceived obiiad a positive effect upon
an individual’s ability to cope with a traumaticesx and Skinner (1996) reports
that high levels of perceived control are linkechtwariety of positive outcomes
including health, achievement, optimism, persistenuotivation, coping, self-
esteem, personal adjustment, and success ancefailarvariety of life domains.
Thompson, Sobolew-Shubin, Galbraith, Schwankovsid/@ruzen (1993) found
that patients suffering from cancer generally hatldo mental health if they had
a greater perception of control regardless of theesty of their illness.
Furthermore they found patients adopted what thefermred to as a
‘compensatory model of control’ whereby patientaantrated upon controlling
their daily emotional reactions to the disease @iedphysical symptoms of the

disease rather than controlling the disease itde#ithaps this is linked to Davies
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and Lee’s research whereby the pupils who did nxpeet to achieve
academically simply switched their control to aredsere they felt that they
could achieve (Davies and Lee 2006). For exanmdy tdentified skills and
relationships in school which could be useful tenthand they could be
successful in and concentrated upon these. Iltdveeeém from Skinner (1996)
that pupils who have an optimistic view of theirgaved control in school are
more likely to experience positive outcomes whictaymmean a better

engagement with school and higher levels of attecela

Heckhausen and Schulz (1995) describe primary acdnslary control. The
term primary control refers to an individual behlmyiin a particular way in
response to their environment with the aim of hgvian effect on that
environment in some way. Secondary control retersnternal processes,
behaviours which seek to minimise losses, maindéaid expand their primary
control. One of the main functions of secondarytad is to enable the
individual to cope with disappointment and failusilst supporting primary
control by channelling motivation and behavioursvdads appropriate goals.
Secondary control is used when primary control deesresult in a positive
outcome. In this situation Skinner (1996) hightgghwo possible responses.
Where an individual has been unable to reach aetatigey have set for
themselves they may extend the time scale theythemselves so that the target
may still be achievable in order to avoid expernegahis as failure and all the
negative connotations this has. Another optioniradividual may take in
response to a situation which is to relinquishcalhtrol whereby no attempt is
made to change a negative environment. This isdissimilar to the learned
helplessness described by Seligman and Maier (186d)typical behaviours

would include passivity and helplessness.

When considering non-attenders there needs tortieefuexploration as to which
of these three categories they may belong to. olildvseem that there are three

possible explanations of non-attendance from taisgective:

. Pupils are utilising primary control and changihgit environment by
‘voting with their feet’ and not attending school
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. Pupils are using secondary control and loweringetiel of esteem they
give to school and education, instead prioritisotger areas of their lives (for
example working at home) where they may receiveenpaisitive reinforcements
for their actions

. Pupils may be relinquishing control and avoidingiegative situation

due to a sense of helplessness when in school

Whether non-attenders would universally fit ong¢hafse explanations or whether
there are groups of non-attenders which would &the explanation seems
unclear. Le Riche’s findings seem to highlight aroidance of a negative
situation with pupils highlighting reasons for ratending such as dislike of
teacher, dislike of lessons and fear of being daliemes/ ridiculed. Whether not
attending school for these reasons is avoidanes anformed choice is unclear.
Furthermore reasons such as home problems, pessupeeand like appearing
‘tough’ or ‘big’ do seem to suggest that pupils mpgrhaps be utilising

secondary control and prioritising other areasheirtlives. Further exploration

of this would be beneficial in understanding whyngopupils choose not to

attend school and how schools can support thensed®eh into a link between
perceived control and achievement in school doggest a link though there is

limited research into perceived control and scladi@ndance.

Perceived Control and Achievement

Skinner, Wellborn and Connell (1990) studied thke raf perceived control in
engagement and achievement in school. Where davdioperceived as external
to the child this had a negative impact upon engege and achievement.
Skinner, Wellborn and Connell also found that theeze two factors that could
‘buffer’ this; increased autonomy and relatednesschool. Skinner, Wellborn
and Connell’s study took place with two hundredifsupged between nine and
twelve years. All of the pupils attended the sati@ool and were present on the
day they arrived to carry out the research. Cyealthough this is not a small
sample it is a very specific population. Skinnafiellborn and Connell describe

the pupils as being from upper-middle to lower saonomic classes from a
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large city in the United States of America. Aslstitis may not reflect the way
in which all pupils may have responded in the Uhif&tates or indeed in the
Western world. Also the age range of nine to wee$ quite large. Although it
only covers a three year period, this is a periodwhich much cognitive
development occurs and conceptual understandingdifif@y greatly for a nine

year old in comparison to a twelve year old.

Skinner, Zimmer-Gembeck and Connell (1998) desdhkeelationship between
perceived control and achievement as cyclic wherpbpils who perceived
control as being internal were more likely to ergyag classroom activities and
therefore develop positive relationships with asludind peers and generally
achieve. This would then further reinforce thaew of themselves as having
control over positive outcomes for themselves. kv if a pupil perceives
control as being external to themselves they a®llkely to engage in classroom
activities and therefore form positive relationshiwith adults and peers and
generally achieve. This would reinforce theirwithat they have no control
over positive outcomes for themselves. In theseatos it seems likely that the
pupils who perceive control to be internal are lijkéo stay motivated and
perhaps even put more effort into their work. Plils who perceive control to
be external are likely to become more de-motivated put less effort into their
work. Skinner et al (1998) report that pupils wierceive control to be internal
are more likely to cite effort as the most impotte@ctor in achievement whereas
pupils who perceive control to be external are niikaly to cite ability as the

most important factor in achievement.

Stevenson, Lee, Chen, Stigler, Hsu and Hatano §1980nd that across
American, Japanese and Chinese culture pupils whbuwed failure to lack of
effort (internal control) demonstrated the highashievements in maths and
reading. Dweck (2006) builds upon this furtherhe$elieves there to be two
mindsets, the fixed mindset whereby the indivicaglieves that intelligence and
ability are fixed, and, therefore, it is the rolé tbhe individual to constantly
succeed and prove their skills and abilities. dntcast to this there is the growth
mindset, whereby the individual sees challenges imd@ed failures as an

opportunity to grow and develop their skills. Suotividuals do not see their
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intelligence as fixed and rather than seeing failas a threat to their perceived
abilities, they see difficult challenges and fadlsiras an opportunity to grow. In
such a way they do not stay with tasks and aawivhich they see as ones they
can succeed at, they stretch themselves continudllyis may account for the
differences in attainment described by Skinner,Idéeh and Connell (1990).

Skinner (1996) reports that when individuals exgere high levels of control in
a situation this should result in uniformly posgtieffects as in this situation their
actions should show a direct relationship to outestherefore it would be hoped
that they would seek to act in a way which led tsifive outcomes. Self-
efficacy, described by Bandura as ‘the exerciseanitrol’ (Bandura 1997b) is
linked with the way in which an individual may oragn not choose to exert

control in a particular situation and this is dissed further below.

Self Efficacy

“People have always striven to control the evertiattaffect their lives”
(Bandura 1997b p. 1)

Bandura describes the need to control outcomes l@ssia human drive. He
describes the way in which prehistoric humans sbtmlzontrol their world by
appealing to supernatural beings and deities. ®andiews the growth of
knowledge and the development of technology asveldpment of this basic
need. He highlights the way in which our attentptgontrol our world change

as our knowledge, skills and resources develop.

Bandura (1977b) describes locus of control as afvitgiual's belief that a
particular behaviour would or would not result ipaticular outcome. Bandura
however believes the relationship to be more coxntiian this. He states that an
individual also has to believe that they themselescapable of executing this
behaviour to achieve the expected outcome. THaese well to theories of
perceived control in that individuals who percem@ntrol to be internal and
therefore believe that their behaviour can havesitipe effect upon outcomes

are likely to believe that they are capable of exieg this behaviour effectively
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to achieve the desired outcome. However indiM&ludno perceive control to be
external may realise that their behaviour can haveositive effects upon

outcomes but do not believe that they are capabkxecuting the behaviours
appropriately to achieve the desired outcome. dxample they may recognise
that if a pupil works hard in school generally, ythechieve more but may not
believe that they have the motivation or capaatgammit to this level of work.

In social relationships they may realise that engagthers in conversation and
using positive body language such as smiling wikréase positive social
interactions however they feel that they may ldekgersonal skills they need for
these types of behaviours and may feel a sensavkiva@dness and therefore

avoid using them.

Returning to the research by Stevenson et al. (1880 students who felt that
effort was a key factor presumably felt that thead the necessary skills to
achieve high scores whereas those pupils who faehability as a key factor in

achievement may not have. Therefore they fetteffart on their part would be

futile as they did not have the necessary skilladbieve high scores to begin
with.

Bandura describes a link between locus of contrul self efficacy. In the

diagram below he demonstrates how an individualets about how an action
can have an impact upon an outcome and theiryabaliperform that behaviour
adequately interact. It also describes the impédhese interactions upon the

individual:
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Figure 2: Locus of Control and Self-Efficacy (Bandwa 1997b)
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However Jernigan (2004) highlighted the fact th@nhstimes having low self-
efficacy in a particular area may motivate a puikry harder, whereas where
they feel they are good at a subject they may pehd as much time preparing
for an exam for example. However this was a stsigcifically of students
learning Portuguese and only rated their self-affycfor learning Portuguese as
low. It could be argued that there was an ovehiart factor here related to
perceived control whereby though the studentsthey lacked self-efficacy in
learning Portuguese they had an overall perceptan they had control over
outcomes and they were generally good learnereftrer if they put in extra
work they could eventually achieve their goals rdgss of their ability in this
area. Motivation to learn Portuguese may have la¢sm a factor in this study in
that the students who chose to learn it, desp&eing themselves as having low
self-efficacy, did so because they had a strongwaotg force to learn that

particular language for example for work or tranegsons.

Theories related to attributional style help to lakp the ways in which
individuals may interpret past events. As discdsiselow such theories may
help to explain why and how individuals developf-ediicacy beliefs and

perceptions of control.
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Attributional Style

Kee (2001) explored the relationship between attidmal style and school
truancy amongst pupils in Hong Kong.  His studgsvbased upon Abramson,
Seligman and Teasdale’s reformulated learned redpéss model (Abramson et
al 1978) which they developed further to explaiffedences in individual’s
attribution of control at different times. To thénd they added two further

dimensions, global-specific and stable-unstable.

Figure 3: Attributional Style

Internal External
Dimension| Event Stable Unstable Stable Unstable
Failing Lack of | Exhaustion| They Today is
student intelligence always Friday
give 13th
= unfair
o)
9 tests
Qo
Failing Lack of | Fed up with| They The maths
student mathematica| maths always test was
ability problems | give from
unfair number 13
£ maths
(&)
S tests
)

(Adapted from Abramson et al 1978)

This model allows for more options than simplyiaternal or external locus of
control. It also allows for individuals to attriteu different explanations for
different situations.  Furthermore as with locfi€ontrol each dimension is on
a continuum whereby, for example, an individuaiew of whether a difficulty
is specific or global could range from a generah“ho good at anything” to “I
find algebra difficult” with “I find sciences hardlm better at the arts”

somewhere between the two.
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Kee (2001) found a difference in scores for theilgupe worked with for good
and bad events. He found that pupils who truamtee more likely to explain
negative events (for example failure) as interst@ble and global (for example |
always fail tests because | am not clever enoudfer@as non-truants were more
likely to explain such events as external, unstainld specific (for example |
failed the test today because | was unlucky withrtfaths questions that came up
on that paper). Conversely when asked to rateipe®vents the truants were
likely to attribute their success to external, abt¢ and specific factors (for
example | passed that maths test because | way locket easy questions)
whereas the non-truant pupils were more likely twitate their success to
internal, stable and global factors (I do well est$ because | always work hard).
In identifying attributional style as a factor iritemdance Kee believes that
attributional retraining may be a key factor in gaging pupils to gain more
positive experiences of school and therefore irs@dhe likelihood that they will

attend.

Perceived Control and Attendance

Attribution style places emphasis upon reflectipgmu events which have already
happened and theories of self-efficacy are reladadecisions the individual may
make about their ability at the present time whengarceived control relates to
an individual's perception of their ability to cook events. As such perceived
control has an impact upon the individual's beharitn the future. Whilst
theories of attributional style and self-efficacse aof relevance to perceived
control due to the fact that it may be assumed suambe level of perceived
control is related to past experiences and howirttliwidual reflects upon such
experiences (attributional style) and there is alsme level of judgement of self-
efficacy in perceived control as surely the moststauctive exercise of control is
that where the individual is most likely to be aldework most effectively for a
positive outcome, it is felt that perceived conithe most pertinent theory for
this research. Davies and Lee (2006) found tltkt ¢k academic ability was not
always a barrier to school. As such this suggeat telf-efficacy is not a
determining factor, these pupils were aware thairthcademic achievement

would not meet the expected standard of five GC&kwe a C grade however
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they continued to attend school because theyfslilthat they were able to use
aspects of school to their advantage, they soughivays in which they could
take control of their experiences and ensure pasiutcomes for themselves.
The reasons pupils gave for not attending schodleirRiches study (Le Riche
1995) also link more closely to perceived conttwrt they do to attributional
style or self-efficacy as discussed earlier in ¢hapter. For these reasons the
research which follows will focus upon perceivedtrol in relation to school
attendance.

Though Kee (2001) claims that a handful of studiese explored the link
between perceived control and attendance in sghaguls he does not cite any
references for this and literature searches haveleaotified these studies either.
However Keller (1983) identifies health locus ohtrol as a factor in attendance
rates at work. In Keller's research health lootisontrol refers to whether or
not an individual believes that their health is sahtially under their control
through habits which promote good health. He fothat workers who had an
internal health locus of control and believed tthety were mostly in control of
staying healthy had a significantly lower absenat rthan their co-workers.
Dwyer and Ganster (1990) found an interesting ieiahip between control at
work and absenteeism. They found that workers Wwith control over their
work were more likely to be absent if their worldoaas low and less likely to
be absent if their workload was high whereas forkers with low control the
opposite was true. This would suggest that worlketis high control over their
work prefer to be stretched whereas those withdomtrol do not.
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Figure 4: Interaction between perceived workload ad control on absence
(Dwyer and Ganster 1991)
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How these findings relate to pupils in school inst known. Looking at the
relationship between perceived control and attecel@wyer and Ganster could
be interpreted as there potentially being two gsoofpnon-attenders. Those with
an internal perceived control who feel that theyeha low level of workload and
those who perceive control to be external and fieel have a high level of
workload. More importantly are the two in effebetsame thing? Do pupils
who do not feel that their workload matches themilable skills and resources
choose not to attend school? In their work on wfloMoneta and
Csikszentmihalyi (1996) believed that individualsuld only become fully
engaged and involved with a task and therefore rexpee flow, if the task was
at an appropriate level of challenge for the indiinl. The work by
Csikszentmihalyi (1997) may have particular releeanto the classroom and
some of the reasons as to why some pupils choosdtdnd regularly whilst

others do not.

‘Flow’

Csikszentmihalyi (1997) discusses the idea of flawereby an individual
becomes completely engrossed in an activity to sachextent that their
awareness of their surroundings and space andatieneomewhat diminished, he

describes the individual as being ‘absorbed’ byat#vity they are undertaking.
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Csikszentmihalyi describes this as an optimum stétere the individual is able
to perform to their full potential as their focupam an activity is complete and
all their energies are channelled towards it. sTikiviewed as a positive and
enjoyable experience for the individual and oneclvlihe individual will actively

seek out.

Figure 5: The Experience of Flow (Csikszentmihalyil997)
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Moneta and Csikszentmihalyi (1996) studied theti@ighip between level of
skill and level of challenge in flow. They beliewhat flow can only be
experienced if the individual has a level of skillich is stretched by the level of
challenge. In figure 5 (above) CsikszentmihalyiqZpillustrates the relationship
between level of skill and level of challenge. FHiustration corresponds well
with the findings of Dwyer and Ganster (1991) imguiie 4 (also above)
highlighting the need for the level of challengearask to correspond to the
individual’'s ability to deal with that level of clh@nge and that both low and high
levels of challenge can be experienced negativély. individual is unlikely to
become engaged in a task which is seen as toofeaslgem and is likely to
become bored, where a task is perceived as bengiticult the individual is

likely to become anxious or frustrated.
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Where the level of challenge and the individudésgel of skill are not well
matched, Moneta and Csikszentmihalyi (1996) desctite way in which an
individual will seek to increase their level of ko meet the level of challenge
or will seek out a more difficult challenge if thhallenge is not great enough for
them. They identify control as a key part of flostating that an individual
needs to be able to identify their own learningdseand develop new skills and
to be able to select a task of appropriate leveldifficulty. Moneta and
Csikszentmihalyi (1996) refer to an ‘autotelic’ penality whereby some
individuals will constantly seek out the experierafeflow by enhancing their
level of skill and selecting increasingly more dbagjing tasks. They believe

that such individuals are more likely to becomenéd and creative.

Hunter and Csikszentmihalyi (2003) report that tfidents are engaged in
activities in school and experience flow in thetrert they are likely to achieve
higher levels of attainment than if they are disayeyl. Hunter and
Csikszentmihalyi (2003) studied two groups of stideidentified to as
‘Interested’ and ‘Bored’ according to their respes®n an Experience Sample
Measure (ESM). They found that the ‘Bored’ grovgre more likely to identify
themselves as having little control whereas thos® were identified as
‘Interested’ were more likely to identify themsedvas having higher levels of
control. Shernoff, Csikszentmihalyi, Schneider &teernoff (2003) found that
perceived control was a key factor in student eagamnt but they found that
school classrooms in general offered very littipaunity for pupils to use and
develop their level of skill to meet an appropratEhallenging task. Indeed they
found that a significant proportion of the schoaldvas spent involved in more
passive activities such as listening to the teacBéernoff et al (2003) found that
pupils reported higher levels of engagement whieeelével of challenge of the
task was slightly greater than the level of ski# pupil had. They also described
engagement in co-operative group work activitiBsth of these findings fit well
with the idea of a Zone of Proximal Development gagtsky 1978). From this
study Shernoff et al highlighted the importancegnding pupils choice in their
activities if they are to become engaged in tas¥sccDonald and Marsh (2004)

found that pupils quickly became disengaged withirthchool curriculum if they
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perceived the tasks they were given as too easyandtretching their abilities

in any way or leading to an increase in skills noledge.

It may be suggested therefore that some pupilssghtm attend school as within
the school environment they are able to use tHalls g0 tackle appropriate
challenges in order to experience flow in theirlydésks. However for other
pupils it may be that they feel unable to do thi$ey do not feel that they have
sufficient control over the development of their rowkills or of the level of
challenge in the activities they complete. As silngy are unable to engage fully
with school activities and experience the posittate of ‘flow’ described by
Csikszentmihalyi (1997). For this reason it may that school becomes a
somewhat unrewarding experience and this may keyddctor in their decision
not to attend school regularly. For flow to be emgnced the task undertaken
has to be slightly greater than individual’'s lewélskill but achievable for them
with effort.  Quite clearly this would require thieask to be somewhat
personalised to the individual and may be diffictdt achieve in classrooms
where the same, somewhat rigid, task is givenmthe whole class. Shernoff et
al (2003) believe that giving pupil’'s greater cleim their tasks is the most
effective way of providing opportunities for flowo tbe experienced in a
classroom environment. Greater choice in class Inealynked to a pupil’s sense
of autonomy, which is quite separate from perceivedtrol which will now be

explored further.

Autonomy

Patrick, Skinner and Connell (1993) distinguishwestn autonomy and control
in the following way; perceived control refers tbleild’s perception of what is
required to succeed and whether or not they haa ishrequired. This refers to
their view of whether or not their actions and hebars are likely to have an
impact upon the situation. Autonomy on the othemdrefers to whether or not
the child feels that they had a choice in taking pa an activity, whether the
activity was initiated by them. Patrick et alrther highlight the difference
between perceived control and autonomy through ekperiences of the

individual as illustrated in figure 6 (below). Bhidiagram illustrates the way in
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which perceived control centres around the indialduperception of the effect
their actions will have upon outcomes whereas aurtonis related to the sense
the individual has of completing an activity of thewn volition. Interestingly

for low perceived control the outcome is learnedplessness whereas for
autonomy the individual has the option of eithenfooming to or disobeying the

instructions given to them. Patrick et al belighat the distinction between
perceived control and autonomy is an importantasé is possible to have high
autonomy and low perceived control, for example nergepupil is given a choice
of activities but perceives themselves as not ltadire necessary abilities to
succeed at any of them. They also believe it ssiide to have high perceived
control and low autonomy. They believe that malagsrooms can be described
in this way, with many pupils aware that if they bard and put in a lot of effort

they are likely to succeed at a task but beingrgive choice at all in the task that

they are then expected to complete.

Figure 6: Control and Autonomy (based upon Patricket al 1993)
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Shernoff et al (2003) clearly identified the im@orte of autonomy in enabling
pupils to engage with classroom activities. Pr@©00) also highlights a need

for autonomy for pupils in order for them to engagechool and indeed wider
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society. Patrick, Skinner and Connell (1993) fouhdt both high levels of
autonomy and perceived control were necessary ésitipe behaviours and
emotions in children aged between eight and temsyed hey felt that success at
an activity did not necessarily result in behavaduengagement or positive
emotions. If a child achieved a task and that t@ak perceived as too easy or
had no intrinsic motivation to them they may nohdee or feel positively
towards the task. Patrick et al. found that pupdsponded positively to
activities where they felt that the reasons for agmgg in the task were
autonomous and that success in the task relied tingoamount of effort they had
put into the activity. Reeve, Bolt and Cai (199@scribe how a teacher can be
‘autonomy-supportive’ and enable pupils to have entdoice in the activities in
which they participate. They describe in some itéhe specific behaviours

which such teachers engage in to support the punpileeir class.

Perceived control and a sense of autonomy may beewbat threatened by
significant changes in an individual's life circutaisces. For pupils in school
there are key points or milestones in their scteaoker where there are many
great changes in many spheres of school life femth In the following section
the impact of these transitions upon the pupils @moh their perceived control,
sense of autonomy and their willingness to attemdal will be considered.

2.3 Transition

Davis and Lee (2006) identified year seven and yearas the times when a
pupil was most likely to begin to be absent frorhasid. Both of these year
groups can be identified as times of transition sohool.  Blackwell,
Trzesniewski and Dweck (2007) view adolescence @®e of dramatic change
for pupils, a time when their behaviour can charey can become unsettled
and less engaged with school. As Davies and L&®6)2and Blackwell,
Trzesniewski and Dweck (2007) highlight this iscats time when many pupils
experience transition periods in their school caree

Robinson, Garber and Hilsman (1995) believed tratsition was a significant

stress in a pupil's life and a time when their peed resources would be
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challenged. They found that pupils with a nega#tteébutional style were more
likely to experience transition negatively. Sellm@006) identified fear of
bullying as a key factor in absence from schoalrtifermore he found that a fear
of bullying was most prevalent in pupils in yeaeven and eight at secondary

school, immediately after transition.

Fisher (1990) identifies the importance of contdblring transition. She
highlights the importance of identifying appropeiadomains for control as an
individual who perceives themselves as having levels of control over one
domain may perceive themselves as having high @oower another domain of
their lives and they may use this to compensateeamsdre their needs are met.
The example which Fisher cites is of a person wighysical disability who may
perceive themselves as having low levels of contrahe physical domain but
who perceives themselves as having high levelopfrol in the social domain.
As such they have the interpersonal skills to nthk& needs known and ensure
that their needs are met. Fisher suggests tisait individual's expectations of
their perceived control which will have the biggestpact upon how they
respond to transition. For example if a pupil pered themselves as having
high levels of internal control in the physical damas they generally succeeded
at sport in primary school they may expect thigaatinue at secondary school.
However if there was no opportunity to exercisetamnn this domain after a
move to secondary school this may have a negatipadt upon their perceived
control in this area.  Fisher highlights the imtpace of prior exposure to a new
environment so that pupils can develop realistigeetations for themselves and
identify areas where they can exercise high lesktontrol. She also highlights
the need for further research to identify whethtmw levels of control are the

cause or the consequence of distress caused Isjtivan
Nicholson (1990) identifies a transition cycle imieh he identifies four main

tasks and goals for the individual along with thtéafls and problems which may

occur at each step:
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Figure 7: The tasks and goals of transition (Nichalon 1990)
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Figure 8: The pitfalls and problems in transition (Nicholson 1990)
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Nicholson (1990) highlights the way in which a piv® approach to transition
and a belief that the individual will be able toaptito their new environment is
likely to have a positive impact upon their resgois transition as the changes
are viewed as a challenge with goals to achievewdser Nicholson suggests
that if an individual’'s experiences of transitiore anegative in the early stages
they are likely to develop coping mechanisms whicay be unhelpful. For
example a new secondary school pupil may choosgrply conform to systems
in school in order to conceal what they view asrisbhomings but may actually
reflect individual differences which are naturatlandeed useful. This is likely
to have a negative impact upon their motivatioadhool. Furthermore they may
experience feeling of fatalism (a loss of conteoid therefore not seek to change
their environment for the better in ways which wbillenefit themselves and
their performance in school.  This then leads tse#-fulfilling prophesy
whereby a pupil expects to fail and feels helpkesshange this. They do not
draw attention to this or try to change the envinent they are working in any
way as they view this as pointless and they theediad themselves stuck in an

environment which they do not excel in.

Vernberg and Field (1990) identify a range of tagksch may place demands
upon a pupil's personal resources during timegaofsttion. These occur in
three different areas of life. Psychological wigréhe pupil has to accept the
loss of a person, activity or object, social whigre pupil has to break old social
bonds and create new ones and behavioural whenelpuipil has to change their
behaviours in response to a change in their roleThey highlight also

developmental differences in children and youngppedn each of these areas.
Vernberg and Field believe that pupils rely upoeirtiamilies during times of

transition for stability and that those pupils waitt this support are more likely
to experience difficulties. They also identifigarisfer to a new school with a

close friend as being helpful during transition.

Thomson, Bell, Holland, Henderson, McGrellis ancatle (2002) identify the
choosing of optional subjects in year nine andshgifor General Certificates
in Secondary Education (GCSESs) as possible kegitrans in a pupil’s life at

school. Interestingly Riley et al (2006) found tthys aged between 13-14

58



years are the most likely group to be excluded fswhool. This age group
roughly corresponds with year nine in secondaryagishin England and Wales.
This is a year in which pupils are asked to chdbe& optional subjects for their
GCSE’s and the beginning of studying for acadenuialifications. MacDonald

and Marsh (2004) found that during their GCSE &ssdiome pupils began to
perceive education as increasingly irrelevant wnthespecially if they believe
their teachers to have low expectations of themntan (2005) identifies success
at GCSE as a key factor in whether or not pupitsosk to enter non-compulsory
education. Interestingly however it was the octiopaof the pupil's parents

which most clearly correlated with GCSE success m@otdthe pupil’s level of

ability.

Perhaps another important consideration for pupilgear nine is the fact that
they are also experiencing adolescence. Adolesc&n often viewed as a
challenging time for the individual. Piaget bebkevthat it was a time when the
individual entered the formal operational stageajnitive development (Piaget
and Inhelder 1969). During this stage of develominbe individual becomes
able to think in a more abstract manner and redkeoretically. Erikson
believed that this was also a time where the inldial begins to question their
identity and seek to form a strong identity forrtiselves, to discover where they
fit and decide upon their future directions in l{ferikson 1963). It would seem
that during this period of their lives adolescebégin to be able to think in a
more abstract way, which in turn may enable themeti@ct more critically upon
their lives. In light of Erikson’s theory it maysa be that they are also striving
to form an identity for themselves, to identifylaqe for themselves. This period
of life could be considered transitional in natafso, as the individual, through
the period of adolescence, develops from a chilol &am adult. It may also be a
time when they wish to exert more control over ithiges. Erikson highlighted
the importance of allowing the individual to ex@dheir identity at this time and
believed that putting pressure on them to conforay nead to identity crisis
(Erikson 1963).

Thomson et al. (2002) believe that the way in Whioung people can interpret

key transitions in their lives and the ways in whibtey can utilise their own
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personal resources during these transitions canrertbat their experiences of
these transitions are more positive.  Thomsonl.e{2802) refer to ‘critical

moments’ where the young person has to make aidecabout their future.

Choosing GCSEs is identified as one such momer# siting the GCSE exam.
Thomson et al (2002) believe that such transitfonsg/oung people are socially
structured and as such are an interaction betwe@ine; chance and opportunity,
with the young person’s assessment and managenieriskoat a ‘critical

moment’ being a key factor in the outcome of traosi It could be suggested
that pupils who feel that they have more contiokdd to the choice aspect, in
ensuring positive outcomes for themselves may éxpeg transition in a more

positive manner and more readily accept the regutthanges.

It would seem that transition places a great déatress upon perceived control
and an individual's ability to exercise control mpan appropriate area is a key

factor in their experience of transition.

2.4 Summary

Pupils who regularly do not attend school are atigher risk of negative
outcomes than their peers who do attend schooladgu Non-attendance has
an impact upon the individual and the wider schomhmunity and indeed if
schools wish to promote positive outcomes for tpeipils then supporting non-
attenders to attend school more regularly has tleaefits. The reasons for non-
attendance are varied and superficially there agpta be a wide range of
reasons as to why an individual pupil may not attsohool regularly. The
factors related to attendance are many and vatiedhe research which follows
the focus will be upon motivational factors in scho More specifically theories
of perceived control will be considered. As disme in earlier sections
perceived control looks at how an individual pevesia situation and has an
impact upon future behaviours. This seems padibulrelevant to school
attendance. Attribution theory is mostly concerneith events which have
happened in the past and this seems less relevanicburaging pupils to attend
school in the future, Self-efficacy is related toiadividual’'s perception of their

ability within a particular area. Whilst this islevant to school experience, self-
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efficacy can vary hugely between different subjentschool and in different

areas of pupils’ lives.

Perceived control was chosen for this research tuehe links between
perceived control and achievement which have ajréaen identified (Skinner,
Wellborn and Connell, 1990; Stevenson, Lee, Cheigle, Hsu and Hatano
1990; Skinner, Zimmer-Gembeck and Connell 1998 Skidner 1996) and also
because of the links which have been found betwmsnceived control and
attendance at work (Keller 1983 and Dwyer and Garif990). Furthermore the
work of Davies and Lee (1996) and Le Riche (199Bjctv highlighted reasons
pupils gave as to why they chose to attend or ni@nd school regularly
identified many reasons which could be interpressdperceived control. In
Davies and Lee’s study it may have been that daetethe low attenders chose
not to attend as they did not feel that they wdale o control any of the factors
in school in order to make it a worthwhile expeden However the higher
attenders, with similar levels of expected attainthenay have chosen to attend
school regularly because, even though they wereeathiat expectations of their
academic attainment were low they still felt tHayt could gain something from

school and use the school environment to their racge.

A review of the literature on school non-attendamdentified many factors

which may be linked to perceived control. Patri8kinner and Connell (1993)
did identify autonomy as a key factor in pupil eggaent and this fits well with

Csikszentmihalyi’s theory of flow (Csikszentmihalyi997). However if it is

assumed that pupils generally share similar expee of school then it seems
unlikely that autonomy is what differentiates tha#ieo choose to attend school
from those who do not and the pupils in Davies beels study (Davies and Lee
2006) seem to illustrate this. The literature upenceived control highlights the
role of perceived control upon outcomes for indints. Furthermore Davies
and Lee (2006) highlight transition as a key timbeew pupils do not attend
school. Transition itself has close links to pered control (Fisher 1990) which
seems to support the view that there may be ablatkween perceived control and

attendance. This literature search did not fing aesearch which looked
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specifically at perceived control and attendancedhnool pupils. This suggests

that this is currently a gap in the research.

This research suggests the hypothesis that pectewmarol has an impact upon
school attendance and it is suggested that pupils mgh levels of perceived
control will choose to attend school as they bdi¢hat it is their behaviour
which has an impact upon positive outcomes for gedwes, whereas pupils who
choose not to attend school regularly make thiscehbecause they believe that
they have limited control over outcomes for themseland, therefore, see little
purpose in attending school regularly. It may dlsothe case that such pupils
have lower levels of perceived control in the s¢heavironment but higher
levels of perceived control elsewhere. This magpmthat they choose to engage
more in places where they feel they are able tatexere control such as at
home or in social groupings outside of school. Wifitis hypothesis in mind the

research which follows seeks to explore the foltayviesearch questions:

Research Question 1is there a relationship between pupils’ perceigedtrol
and their level of attendance?

Research Question How can pupils’ perception of control be improvaedhe
school context?

Research Question 3s there a difference in the scores of low, midgeand
high attenders on the MMCPC?

Research Question 4s there an interaction between perceived conlegkl of
workload and attendance?

Research question four relates to the findings wiy& and Ganster (1991) and
the relationship they found between levels of aantvorkload and attendance
(see page 50) and seeks to explore whether amdtitan between a pupil’s level
of perceived control, their workload ,the difficplof the work they are given

and their level of attendance.
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CHAPTER 3: METHODOLOGY

3.1 Overview

The research described in this chapter is exploratonature and as such seeks
to explore the possibility of any links betweenugpifis level of perceived control
and their level of attendance in school. Thisptliawill begin with a rationale
for the research followed by the aims of this rededollowed by the research
questions and a description and discussion of #thods used for data gathering
and data analysis. Ethical good practice will besidered and the methodology

of this research will be critiqued.

In order to address the research questions statdgk iprevious chapter a mixed
measures design was used. The study utilised itatarg methods in the
measurement of pupils’ perceived control using héti-dimensional Measure
of Children’s Perceptions of Control (MMCPC, seepapdix 3) and in the
analysis of the data this generated. Qualitatie¢hods were also used through
the use of appreciative inquiry focus groups whike pupils and the thematic
analysis of the transcripts of these sessionswatt hoped that the use of both
methods would explain any links which were foundwaen perceived control

and attendance or the lack of them if this was fotanbe the case.

The research involved two high schools in the N¥vigst of England. Forty-one
pupils took part in the research altogether, wilhf@ty-one completing the
MMCPC (Connell 1985) and thirty-two of the originfrty-one pupils taking

part in appreciative inquiry focus groups.

During the negotiation phase of the research, détece emerged as a local
authority priority area. The researcher arrangemnfrthe outset to feed the
research findings back to the schools involvedtarttie Educational Psychology
Service in order to consider further the ways inclwhschools could support
attendance and the how Educational Psychologistisl snpport schools in doing
so. This chapter describes the rationale for tluelys the approaches and

methods used and the reasons such methods weenchos
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Figure 9, below, highlights the different stagestlod research and the way in
which they relate to each other, the research gureand how the data gathered

was analysed and recorded.

Figure 9: Research Overview

Appreciative Inquiry groups to
MMCPC identify ways in which schools
support pupils’ perceived control

completed by pupils (33 of the pupils who completed
in year 9 (41 pupils) the MMCPC)
(RQ 1,3 and4)

(RQ 2 and 4)

Analysis and interpretation
of quantitative and
qualitative dat

Feedback results to Educational
Psychology Service and schools
involved. Suggestions for Educational
Psychologists’ and schools’ practice
based upon research findings.

As figure 9 illustrates the research began withyfone pupils completing the
MMCPC. Thirty-two of the pupils who completed thiCPC were then asked
to participate in an appreciative inquiry focusugo An ANOVA was carried

out in order to identify differences in scores bie MMCPC between the three
attendance groups and descriptive statistics weceused. Transcripts from the
appreciative inquiry focus groups were analysethgishematic analysis. The
data from the MMCPC and the transcripts from thprepative inquiry focus

groups were analysed separately initially, howdwelings from the appreciative
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inquiry focus groups were considered in relationthe findings from the
MMCPC. The researcher reported the findings atr#erence for Educational
Psychologists in the authority and then to staffl ataff at the schools. The
findings are discussed further in the chapters wfotdow.

3.2 Rationale

This research was carried out by a Trainee EdutatiBsychologist on a two
year placement in a large local authority in thetNdVest during their second
and third year of doctoral training. The researcberrently works in two

secondary schools and nineteen primary schools.ilsi\dt planning meetings
with schools at the beginning of the two year ptaeet a few raised concerns
about the attendance of pupils and asked for éffecitrategies to support
attendance. Through discussions with colleagudgkerauthority the researcher

felt that this was an area where further work wesded.

When the research first began an attendance coeamiths being formed within
the local authority to explore attendance in thentpy and how it could be
improved. This committee included Educational Rsyagists. It was felt that
research into how schools could support pupils¢ratance was of particular

relevance to these particular schools and the attlgenerally at this time.

Through a review of the literature it was felt Ine tresearcher that many of the
reasons pupils who chose not attend school regudad the reasons pupils who
chose to attend regularly gave for their levelttdradance seemed to be linked to
their sense of control in school. Consideratios @&e to ways of measuring a
pupil’'s perceived control and from reviews of theerhture two measures of
control were commonly used with school aged pupilese were the Locus of
Control Scale for Children by Nowicki and Stricktar{1973) and Connells
Multi-dimensional Measure of Children’s Perceivezhitol (MMCPC, Connell
1985). The MMCPC was chosen for this research taedrationale for this
choice is discussed further in subsequent paragragh light of the findings by
Dwyer and Ganster (1991) two further questions veelged to the MMCPC on

level of difficulty and workload in order to ascarnt whether there was an
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interaction between perceived control, the worlupilpvas asked to do and their

level of attendance.

This research is exploratory in nature as the reeeawas unable to identify any
research currently which looked at the relationdbgween control, perceived
control or locus of control and attendance in sthooThe closest studies
available to these topic areas are discussed inlitdrature review. As no
research was found in this area it was decidedalsahall scale study using the
MMCPC would be appropriate to indicate if there vaay relationship between
perceived control and school attendance. The reseafelt that as this was an
exploratory study it would also be appropriatertdude focus groups to discuss
pupils’ experiences of school in the research. rBason for this was twofold. If
a relationship between perceived control and schttendance was identified,
focus groups would give further insight into whadrgeived control meant in
schools and enable pupils to describe their owremapces. Alternatively if
such a relationship was not identified these dsioms would still offer some
insight into pupils’ experiences of school and pgd highlight further areas for
study. In line with the suggestions of Riley dhcking (2004) it was felt that it
was important to give due consideration to pupid€ws and that the use of

appreciative inquiry focus groups was an opporyuiai this.

Using the MMCPC would give a measure of pupil'stqgeved control and the
average levels of perceived control for pupils vdtfferent levels of attendance
could be compared in order to ascertain whethemodrthere is indeed a link
between level of attendance and perceived conffble researcher felt that this
information in itself did not provide much scope smupporting pupils who chose
not to attend school. Indeed had the researcipstbihere this research may be
seen as adding to the ‘within child factors’ resbary suggesting that pupils did

not attend due to an internal cognitive state, hatheir perceived control.

Skinner, Wellborn and Connell (1990) believe thatréased autonomy and
relatedness to school could ‘buffer’ the effectsloiv perceived control in
relation to a pupil’s level of attainment. Thisesss to suggest that even if

perceived control is a within child concept (for iahh there is likely to be a
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significant experiential contribution) environmdnf@&ctors can modify the effect
these perceptions have upon the pupil’'s behaviolirwas felt that further
exploration of pupils’ experiences of school wasdexl and for this reason the
decision was taken to use focus groups in ordeutittse pupil voice in the
research. The researcher felt that appreciatigaiiy, with its’ focus upon the
positives and the emphasis upon the participantéetdde upon improvements
and how they could be implemented, would be anceffe approach for the
focus groups. In previous studies using appredainquiry such as Conklin
(2009) and Carter (2006) involvement in apprecetinquiry itself has been
described as a positive and empowering experierferenthe participants are
asked about what is going well and then given tppodunity to carefully
consider their ideal situation. It was felt thatstwould give all pupils the
opportunity to think about the positive aspectssofiool and enable them to

reflect upon these as well as allowing them to @dieir ideas for improvement.

Previous research has gathered data both quaditahd quantitative regarding
non-attendance from a social perspective, looking @upil's experiences of
school and their experiences at home and the inpechas upon their decision
to attend or not attend school (Davies and Lee 2B@6ternicki et al 1993 and
Southwell 2006). Apart from consideration of athun-child’ model of non-

attendance which places emphasis on school refushischool phobia (Evans,
2000 and Kearney and Bensaheb, 2006) the reseavelsarnable to identify any
research with a clear psychological basis whicH@®rg why pupils chose not to
attend school or perhaps more tellingly why theg dnoose to attend school.
This research attempts to draw together the curreseéarch about school
attendance from different disciplines and consither issue of non-attendance

using psychological perspectives.
Absence in the Authority
In recent years the DCSF has published attendatee for local authorities for

each academic year. The rates of absence fordbal lauthority compared to

national averages for autumn term 2008 and spemg 2009 are shown below
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Table 3: Absence rates in the Authority and Nationby

Percentage of sessiong Percentage of
missed due to overall | enrolments classed as
absence persistent absentees
England (secondary) 7.28 5.7
Local Authority 7.17 5.9
(secondary)
England (primary) 5.46 2.2
Local Authority 5.33 2.3
(primary)

(DCSF 2009)

These are the figures for the academic year poothe beginning of this
research. These figures highlight the fact thditoaigh the rate of absence in the
authority is lower than the national average ovetiaé number of children who
are persistently absent is higher than the natiamatage across both primary
and secondary school age. This suggests that iargroup of children in the
authority who are persistently absent which is darthan the national average.
When it is considered that attendance generalligher than the national
average it would be expected perhaps that the ipage of persistent absentees
would be lower also. It also brings into questiba level of attendance across
the authority if those pupils who are persisterathsent are removed from the
data. Average levels of attendance for the authari 2009 were 92% (DCSF
2009). Without the data for persistent non-ategadncluded in this average it is
assumed that the attendance rate would be highercydarly as the authority
has a higher than expected number of persistentitienders and lower overall
levels of absence than would be expected. Wighithmind it may be suggested
that the persistent low attenders are missing fsognitly more school sessions
that it may first appear as the average attendeates for students generally (i.e.
when persistent non-attenders data is removed, assumed, is much higher.
This data suggests that on average a persistenattender in the authority

(identified as having eighty percent attendancéejow) is missing at the very
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least twelve percent more sessions of school thain peers who attend school

more regularly.

In this authority the DCSF (DCSF 2009) aim of léssn five percent of pupils
persistently absent would mean a reduction of 0l88sed on last year's
attendance. This equates to nearly one in dwengred secondary aged pupils
in the authority having improved their attendaneeels so that their level of
attendance would be higher than eighty percent.

Aims of this research

This research aims to consider non-attendance &qgsychological perspective
and ascertain whether pupils’ levels of attendaareerelated to their perceived
control.  This research will also discuss witle fhupils their experiences of
school and explore with them the factors which dauhprove their perceived
level of control in school through appreciativeuny.

Whilst there is research into the link between emexd control and disaffection
in pupils and limited research into attributionfls and attendance it has not
been possible to identify any research which liskbool non-attendance to
perceived control. Research into pupils’ attendafecks a clear, coherent
psychological perspective and the reasons idedtifee pupils choosing not to
attend school highlight a range of different fastanany of which, the researcher
felt, could be attributed to perceived controllhis exploratory research seeks to
explore whether there is any link between a pupeiel of perceived control by

comparing the average scores for perceived cootrthe MMCPC.

Research Questions

The methodology described in the following chagtiens to explore further the

following research questions:

Research Question 1is there a relationship between pupils’ perceigedtrol

and their level of attendance?
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Research Question How can pupils’ perception of control be improvadhe
school context?

Research Question 3s there a difference in the scores of low, midgemand
high attenders on the MMCPC?

Research Question 4s there an interaction between perceived conliegkl of

workload and attendance?

Epistemological position

Quantitative methods will be used to gather a measd pupils’ perceived
control and qualitative methods will be used in then of thematic analysis of
appreciative inquiry interviews in order to gain arsight into the pupils’
perceptions of their own experiences of school.is Tesearch seeks to look at
non-attendance from a psychological perspectiveechivBeems to be lacking in
the current literature. It is hoped that the MMCRIT identify any relationship
between a pupil’s level of attendance and theicgged control whilst the use of
appreciative inquiry interviews will help to ideiytiwhich aspects of school
pupils find positive thus illuminating the findings Furthermore the use of
appreciative inquiry interviews may also bring tght further areas for
consideration in relation to pupils’ choices toeatt or not attend school
regularly. Teddlie and Tashakkori (2006) describs as sequential mixed
design whereby the qualitative and quantitativeadate collected and analysed
independently. Teddlie and Tashakkori (2006) belieghat comparing the
gualitative data to the quantitative data givesrdsearcher a clearer overview of
their findings. They identify a sequential mixedsajn as being particularly
useful in exploratory studies, particularly whenrigal out by researchers with

limited research experience.
Ontology
This research will take a critical realist appraad@ritical realism as described

by Parker (1999) refers to an acknowledgement weaican only know about

what works in any given situation. According tarler critical realism:
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‘exposes positivist psychology’s pretensions toehddelf on what it imagines
the natural sciences to be, and it grounds diseersiccounts of mentation in
social practices whose underlying logic and stroetwan, in principle, be
discovered’(Parker 1999, p. 69)

Parker (1999) sees critical realism as a balantvedes positivist approaches and
relativist approaches. The former he believesegfac too much emphasis upon
the scientific ‘facts’, highlighting the fact thatich ‘facts’ can often change over
time as further research is carried out and moien@vn about a specific area.
The latter he believes place far too much emphgsis the individual and upon
their experiences of the world. Parker believed #m overall view of the bigger
picture is important. Parker argues that critiegllism with the emphasis upon
studying the mechanisms which work in a given situmais an effective balance

of these issues.

A critical realist approach will be taken in expig pupils’ perceived control
and their experiences of school. In the researcitiwfollows the use of the
MMCPC will implement quantitative methods in exphy differences in
MMCPC scores for the different attendance groupdhis will give a very
general overview of any link between perceived arand attendance in school.
The use of appreciative inquiry with small groupdl wnable more in-depth
exploration of the pupils’ experiences in schoolAs described by Richards and
McEvoy and Richards (2003) both quantitative andlitative methods will be
used, however the data produced will be interpratsishg a critical realist
approach. In this way careful thought will be givie the relationship between
perceived control, pupils’ experiences and theieratance at school. This will
be explored within the context of the pupils’ cunrexperiences. In line with the
approach described by Richards and McEvoy the &ithi® research will be to
identify the specific factors which support pupiischoosing to attend school and

why they work in this context.

Clearly the use of the MMCPC does suggest a measmteof a within child
characteristic, furthermore the use of a measuggesis that such traits can

indeed be measured. This is seemingly in conflith the general approach of
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the research. It may be argued however that pusviesearch into school
attendance such as that carried out by Davies a®l (RO0O6) and Le Riche
(1995) which focused upon pupil views highlightecany issues which the
researcher believes to be linked to perceived cobntrClearly this is the
researcher’s interpretation and it is not posdiblelarify this interpretation with
those involved in the original research mentione@ihe researcher believes,
however, that when given self report questionnaideviduals are able to record
accurately their perceptions at that particularetimVhilst the MMCPC itself is
based upon Connell’s interpretation of perceivedtrod and the key domains of
importance (Connell 1985) it is argued that thisaiseliable measurement of
perceived control in the areas which it measuresth@r discussion of the
reliability and validity of the MMCPC is given laten the chapter). The
researcher feels that the use of the MMCPC woulddvaior the measurement of
perceived control of the individual pupils, the usfethe appreciative inquiry
focus groups would create the opportunity for farttexploration, with the
pupils, their experiences of school. This woulsba¢énable some consideration
of how school experiences may, in some ways, imppoh a pupil’s perceived

control.

The use of appreciative inquiry with the pupilsegwvan insight into the views of
the pupils and their perceptions of school. Angcdssions about perceived
control will help to clarify what the concept ofrpeived control means to the
pupils and how it manifests itself in daily schdié¢. The use of appreciative
inquiry and the development of ‘provocative statateeenables the researcher
to create a verbal statement which encapsulatésir@d understanding of what

the pupils have shared and discussed.

Axiology

In considering the values of the researcher, degar that the researcher’s own
experiences and perceptions of education have $@aeng upon the values of
the research. Having been previously employed &saeher and now as an
Educational Psychologist it is true to say that tesearcher places great

emphasis upon education, and furthermore as adeptdced further value upon
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attendance. As ateacher it is not possible whtpapils who are absent for large
periods of time. The researcher is aware of thesgs and where possible will
make a concerted effort to challenge these viewsnwiecessary. This will be

considered further in the discussion section.

This research is strongly influenced by a positipsychology approach
(Seligman and Csikszentmihalyi 2000). Here thelems(s is upon looking at the
individual’s skills and abilities and seeking tceutiose for better outcomes. In
this research it is assumed that the pupils theresehave a great deal to
contribute to any understanding of why pupils cleotmscome to school regularly
or why they do not. This research seeks to disctreen the pupils what their
personal experiences of school are. Where theperiexces are positive
experiences this research seeks to explore whypéctss make these positive and
perhaps more pertinently how we can make them iposéive and increase the
incidences of positive experiences in school fopapils. The researcher also
sought to use the appreciative inquiry groups ao@portunity to teach the
pupils ways to reflect upon their experiences ihost in the hope of them
benefitting from their participation as describgd@onklin (2009).

3.3 Procedure

The research took place in two secondary schodiseiNorth West of England.
One was a small school and the other was a mughrlachool. This research
used a mixed methods approach. The research&edvdirectly with the pupils
involved in the research and explained their rode aatrainee Educational
Psychologist who was completing a doctorate as pfartheir training. The
researcher also explained to the pupils their previbackground as a teacher
before starting this training. A questionnaire wadministered to forty-one
pupils and follow up appreciative inquiry intervigw exploring pupils
experiences of school, were then held with thiwg-tof the pupils who
completed the completed the questionnaire (seeefigQ below). The research
began with the MMCPC (Connell 1985). This was adstered to pupils in

three categories of attendance:

73



. High (99-100%)
. Mid-range (90-94%)
. Low (below 80%)

These categories of attendance relate to the DQSEO)] whereby pupils with
attendance of less than eighty percent are defasepersistent absentees. The
average level of attendance in the authority is@pmately ninety-two percent
for all pupils so the range of ninety to ninety#fqaercent absence rate for the
average attendance group should reflect this. ti@rhigh attendance rates of
ninety-nine to one hundred percent attendance wsed to include pupils who

had not been absent this academic year or whose@bsvas very rare.

Pupils were identified from each attendance grdupo¢h schools. The numbers
of pupils involved from each attendance group &heschool are illustrated in
Figure 10 below:

Figure 10: Research Design

Completing MMCPC Participating in focus groups
using appreciative inquiry

9 high attenders > 6 high attenders

School A 10 average attenders———> 7 average attenders

v

8 low attenders 6 low attenders

v

5 high attenders 5 high attenders

v

School 4 average attenders 4 average attenders

5 low attenders —> 4 |low attenders
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The MMCPC was administered by the researcher (ppendix 3). The pupils
completed the questionnaires in their respectitendance groups (high, mid-
range and low attenders) in each of the schoolse NIMCPC questionnaires
were colour coded for each group of attenders tadasonfusion (orange for low
attenders, yellow for mid-range attenders and gfeemigh attenders so there
was no need for the pupils to identify themselvastiee questionnaires). The
researcher introduced the questionnaire and exgulaihat it was of American
origin and as such some of the phrasing of thetouemire reflected this. The
likert scale and the four options within it wergpkained to the pupils along with
the format of the questionnaire which was a sesfetatements which the pupils

then had to rate. The first question on the MMG&Gxample is as follows:

When | win at sport, a lot of times | can’t figurat why | won.

The pupils were then asked to rate the statemetiteofollowing scale:

1 2 3 4

Not at all true Not very true Sort of true Very true
Each statement was read twice to the pupils andwieee given time to answer.
The pupils were asked not to record their nameangrother form of personal
data on the form in order to maintain anonymity. Two further statements
about workload and difficulty of the work were aladded which used the same
likert scale as illustrated below:

School work

The work | am given at school is far too difficult:

1 2 3 4
Not at all true Not very true Sort of true Very true

| am given far too much work to complete at school:
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1 2 3 4

Not at all true Not very true Sort of true Very true

Appreciative inquiry in the form of an appreciativegerview was used in this
research to explore times when the pupils felt thay may have had a positive
effect upon outcomes in school, this will be ddsedi further later in this chapter.
For this stage pupils were given the opportunityltaw or write about a good
lesson, day or event in school and to considefabtirs which may have made
this a positive experience. They were then askeghare their descriptions with
the group. For the ‘discovery’ stage pupils weskeal to consider an ideal
situation in school and describe it. They were theked to discuss their ideas
and from that discussion the researcher soughtaw dut the main aspects of
their vision through the use of ‘provocative stageis’. Once a provocative
statement had been agreed upon with the groupweey then asked to move
towards the design stage. In this part of theigesbe pupils were asked what
could be done to help them move closer to the prawee statement that was
agreed upon. From this discussion strategies wex@rdup to be shared with
school staff. The ‘destiny’ part of this reseamhs quite limited though it is
hoped that the feedback to staff in school from ttesign’ stagewould
encourage the development of systems to sustaindédwelopment of the

strategies the pupils have shared.

In school A the MMCPC was completed by all threleradance groups on one
day and the appreciative inquiry interviews wergied out two weeks later. It
was intended that pupils in school B would compldéte MMCPC and the

appreciative inquiry interviews on different dat@éiso but due to unforeseen
circumstances the first date arranged had to beetlad. This meant that the
MMCPC was completed by all three attendance grampghe morning and the

appreciative inquiry interviews took place in tfeemoon of the same day. As
the research was carried out near the end of timengn term it was not possible
to arrange the research on two different days dubd commitments the school
and the researcher already had.
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Pupil scores on the MMCPCs were analysed to cdkulzeir perceptions of
control. The scores for each of the three groupeweompared. Two groups of
six and one group of seven pupils from each oftlinee groups were asked to
attend an appreciative inquiry focus group in stho All of the pupils who
completed the MMCPC were asked to attend an agreeiinquiry focus group
in school B, this comprised of thirteen pupils atal five pupils from the high
attendance group, and four from the mid-range and from the low attending

group.

In line with the research of Le Riche (1995) thgseups explored the voice of
the child through appreciative inquiry. It was bdphat this would give insight
into the experiences pupils have of school andgimeschool when they feel that
they are able to have a positive impact upon ouésom It was felt that only the
pupils could truly explain their own experiencessohool and more importantly
their perceptions of control therefore these sessigere used to explore, with
the pupils, times when they have felt that thepuinhas had a positive effect
upon an outcome and ways in which they may feekenmocontrol of their school

life and their education.

3.5 Sampling and participant recruitment

The researcher began by contacting the lead profedsfor attendance in the
authority in order to identify suitable schools foesearch. From these
discussions ten schools were identified and theareber contacted all ten
schools with information about the research andamdetails if they wished
their schools to take part. The researcher higted the fact that the research
findings would be shared with schools in both pdpem and as a face to face
feedback session to the staff if appropriate. &lofethe ten schools responded to
this request but only two of them were able toipgdte during the time scales

involved.

The MMCPCs was administered in one medium sizedoaedarge high school.
The large high school had levels of attendancevbéie average for the local

authority, the medium sized school had higher thnaerage levels of attendance.
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They were completed by year nine pupils at theadride summer term just prior
to beginning year ten. Davies and Lee (2006) ifledtyear ten pupils as one of
two age groups most likely to truant from schoang with year seven. Year
nine pupils were chosen due to the transition ssoeolved in moving up to
year ten where the curriculum is based around ac&degualifications and
preparations for future employment. In both schdbk attendance officers felt
that attendance dropped most dramatically betweam gine and year ten and
through negotiation with both schools it was féltt further exploration of this
would be useful. In both schools there was a Jamyted sample of low
attenders in year seven and both schools felt dtiahdance was not a major

issue for this year group.

The end of year nine is likely to be a time whepifs’ perceptions of control
are placed under stress as the link between schodl future employment
becomes very clear. Riley, Ellis, Weinstock, Tatrand Hallmond (1995)
identified the thirteen to fourteen age group whichschools in England and
Wales, translates to year nine pupils, as beirgghier risk of disaffection. The
professionals involved in supporting attendancéath school identified year

nine as group with whom they felt input would bestioeneficial.

The MMCPC is intended for pupils in the age ran§eight to fourteen years
and year nine pupils fall neatly into this categorynterestingly Harter and
Connell (1984) found that perceived control wasa@erconsistent and negative
predictor of perceived competence, motivation antbraomous judgement in
older pupils and year nine pupils are at the enith®fage range for this measure.
Follow up appreciative inquiry interviews (Cartéd0®) were then held with the

three different groupings of attendees at eachacho

In the high range the highest attenders were soagtitin the low range the
lowest attenders were sought (if this was feasith® to their levels of
attendance). Pupils with low attendance who halem@ term medical condition
were excluded from this study. Pupils with loweatlance were included
whether their absence was authorised or unautlabiiise was due to the fact that

as Reid (2006) noted many schools authorise absembhgeh may have been
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unnecessary due to a reluctance to challenge #some they have been given
and pressure to lower unauthorised absence ratsshiool. Furthermore as
Southwell (2006) comments many parents also takegative view of schools
and may condone their children’s absence and threreirite letters which offer

legitimate reasons for their absence.

The research was carried out with the supportefittendance officers in school
A and school B. In school A the attendance offwsas able to identify thirty
suitable participants for the research and gairseonfrom their parents for them
to take part in the research. Unfortunately on dhg when the questionnaires
were completed one of the pupils in the group adrage attenders was absent
and therefore did not take part. In school B ttier@ance officer was able to
identify thirty suitable participants for the resgahowever she was only able to
gain consent from fifteen pupils and their pareotsthem to take part in the

research.

3.6 The Multi-dimensional Measure of Children’s Peceptions of Control
(MMCPC)

For the purpose of this research the emphasis wass perceived control with
the aim being to identify who pupils feel is in ¢ah of outcomes for them. As
perceived control is identified as a factor in fet@utcomes this information will

be considered in relation to pupils’ attendancesat

The MMCPC was introduced by Connell (1985). Isiandardised on children
from eight to fourteen years of age. The MMCPCsdaet simply measure
whether the child perceives control as being irgkon external; it also identifies
two aspects of external control. One of theseowauful others, which in this

study may be parents or teachers, or unknown domttoch may refer to ideas
such as luck or fate. The MMCPC also identifiege¢hareas in which pupils may
perceive control, these are physical (for examplsport), social (for example
reasons why people may or may not choose to beftiend) and cognitive (for

example performing well at exams). A general séorgerceived control is also

given under the heading of general domain. Thabkss the consideration of
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attendance in relation to perceived control in eaicthese domains as well as a
more general overall view of perceived control. hisTmay help to pinpoint
specific areas of a pupil’s life where levels ofrqge@ved control may have a
positive or negative impact upon attendance.

Frederickson and Cameron (1999) highlight two nsrengths of the MMCPC.
Firstly it is domain specific and, as such, enabitesexploration of specific areas
where a child or young person may feel that theternal control is higher or
lower. Secondly the MMCPC was developed througbnegnded interviews
with children, from age groups where developmeuliffierences may be of
particular relevance. Connell (1985) used one shnd and three hundred
children between the ages of eight and fourteemsyafaage from New York and
Chicago in the construction, standardisation aneeld@ment of the MMCPC.
Connell describes the MMCPC as being useful in Ilggting developmental
differences in the way which children perceive thiewvel of control in the
different domains. Frederickson and Cameron (196pprt that the MMCPC
compares favourably to other existing measureshiddren’s locus of control in
terms of internal consistency. Connell (1985)répthat the MMCPC is a more
reliable measure of perceived control in the eigheéleven years group than in
the twelve to fourteen years group, however evehertwelve to fourteen group
reliability estimates were greater than 0.55 foe thajority of the four item
subscales. Muldoon, Lowry, Prentice and Trew (2Q@65ted the reliability and
validity of the MMCPC with six hundred and eightigiet primary school aged
children in Northern Ireland. They concluded thiagir findings supported
Connell's  three sources of control and the donsgacific nature of these

perceptions.

In line with the findings of Dwyer and Ganster (19%fter completing the
MMCPC pupils were then asked about their level airkboad. This was to
ascertain whether there were indeed two groupopfattenders, those who do
not attend as they perceive themselves as havimgdmtrol and high workload
(overwhelmed) and those who perceive themselvdsaamg high control and

low workload (unchallenged).
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The MMCPC scale was created over twenty years ag@a such may not be as
valid as it was. However it is still used in madestudies as a measure of
perceptions of control and was reviewed in 2009vinjydoon, Lowry, Prentice
and Trew who found it on the whole to be reliableasure of perceived control.
As a multi-dimensional model it gives insight irtwvariety of areas within which

a pupil may or may not feel that they have contrdheir lives.

3.7 Focus Groups

The use of focus groups is gaining in popularitypatata collection technique in
qualitative research. A focus group involves augrof individuals who share a
common interest meeting to discuss an issue inllactive interview. This

information is used to gain participants’ viewsaparticular area of interest.

In a focus group the researcher takes the rolecafemator and ‘steers’ the group
towards areas of discussion the researcher isesttt in. Participants may be
given a stimulus to introduce the focus of the graiscussion. The questions
put to the participants are open and the aim of ghestions is to provoke
discussion within the group. Interaction betweemtipipants is important as
participants explore their own views and the viefishe other group members.
The focus group aims to make this interaction agrahas possible to encourage
the flow of discussion. In order to do this the researcher must give céarefu
thought to creating questions and stimuli which wibvoke discussion and lead
to good interaction between participants and eragmipersonal involvement in
the discussion. The data created from the focospyis usually transcribed.
When the researcher studies the transcriptions itlteraction between
participants is as important as what is actualig.sal'he researcher must also
decide upon the most appropriate method of datlysiedor their data.

Focus groups were developed early in the ninetesstitury. In the late 1930’s
social scientists investigated different ways toduect interviews. During the
second world war Robert Merton began to exploreuse of focus groups. He
worked for the United States military’s War Depagtthand during this time he

discovered that people disclosed more sensitivernmdition in a comfortable
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group situation with people like themselves. In @9 published The Focused
Interview (Merton, Fiske and Kendall, 1956) desicigomany techniques which

are used in focus groups today.

Merton’s techniques were not widely used in theiaosciences when he
developed them but in the 1950s the industrial amsnmercial sector
increasingly began to use focus groups and investgdeat deal of time and
money into creating effective focus groups for hasses. More recently the
focus group has grown in popularity as a qualiatikesearch method.
Researchers have begun to use this method mormaredutilising many of the
practices developed by market researchBmus groups have been used in
education in order to gain the views of groups opi[s. Osborne and Collins
(2001) found focus groups to be a useful and effedbol in the study of pupils’

views on the science curriculum.

Hoppe, Wells, Morrison, Gillmore and Wilsdon (1995ave highlighted the

usefulness of using focus groups to discuss seadibipic areas with children.
They argue that the use of a focus group can eageuliscussion to flow more
freely than it otherwise might. They highlight timeportance of building rapport
with those involved in the group and of ensuringt tthere are firm ground rules
and that everyone in the group feels ‘safe’. Inmkiay with school aged pupils it
can be a far more productive way of gathering mi@tion as it may be easier for
them to discuss sensitive topics with peers whabs@ joining in the discussions
rather than simply having to discuss such issuea one to one basis with an
adult. Hoppe, Wells, Morrison, Gillmore and Wilsd@1995) highlight the

importance of considering carefully the demograptat the pupils involved in

such groups. For some situations (such as sexaadthhdiscussions which they
conducted) they suggest single gender groupingsiast appropriate. They also
highlight the importance of grouping pupils of amsar age together as
conceptual understanding develops over time angupés responses may differ
greatly, and as they found, in unexpected waystzikger (1995) believes that
focus groups are of most use when discussing stigedhor taboo subjects,
particularly if the participants feel that theiews are likely to differ greatly from

the views of the person facilitating the researdBy participating in a focus
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group with others with similar beliefs and expedes participants can feel
empowered and less marginalised. They may feel gakexpressing their views
openly amongst like minded people. Furthermor&ig@nger also points out

even the most reticent participants can feel colegdb engage in discussions
where other group members are voicing views andemaapces which they

themselves share. As attendance can be a sersifdject at school, with those
who do not attend regularly perhaps being seereasuat and those who attend
regularly being seen as overly compliant or ‘swatateful consideration has
been given to the groupings. For this reasonfathe focus groups in this study
will be with pupils in the same year group and tel be grouped with peers

with similar levels of school attendance.

Focus groups are not always the most effective odgetbf data collection.
Participants may not wish to discuss sensitive ensgnal issues in a group
situation and may be more likely to make disclosudaring a one to one semi-
structured interview. A group situation may ndowal all participants to become
involved as some group members may be more donmgeand others more
passive. The researcher should consider the dffese factors may have upon
the data which is gathered. Ultimately a grougmiew with six participants is
different to six individual interviews. When usifacus groups it is important to
consider the aim of the analysis data createdthdfaim is to gain valid and
reliable information about the participants’ vietiren it is necessary to employ
analysis techniques that will remove distortinguahces such as the influence of
domineering group members. If the aim is to considev social constructions

are made then it is necessary to carefully consitieontributions.

As mentioned previously a focus group with multigdarticipants is very
different to carrying out multiple individual intdews. However it was felt by
the researcher that though the subject of why pugdilend school may not be
something they feel able to express freely withrtteachers and school staff, it
is hoped that pupils would generally be comfortabszussing most issues with
their peers and sharing their experiences. Agtipmls were split in attendance
groups it was hoped that to some extent the ptjpitssome shared experiences

of attending or not attending school regularly. sdeh the pupils in the group
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would not be judgemental about other pupils’ cdmittions. Furthermore very
clear ground rules were set for the focus groupupils were told that the
discussions in the focus group were within the $ogroup only and it was made
clear that everyone’s contribution was valued ahdukl not at any time be
ridiculed or belittled. Clearly, though pupils \eemade aware that they were
discussing issues in a group situation and thatlismussions were being used for
research, being in a group situation may have itegacpon their level of

contribution particularly around sensitive issues.

3.8 Appreciative Inquiry

Appreciative Inquiry was first introduced by Coopp#er and Srivastva
(Coopperrider and Srivastva 1987) as an ethnograpkthod for gathering data
about an organisation.  Appreciative Inquiry isetatively new approach in
Educational Psychology however, it has often bessdun medicine to ascertain
positive aspects of patient treatment and builchup{Carter 2006). Furthermore
this approach also allows for consideration of helat is being done well can
be done even better. This seemed particularlyrngert for this research in order
to draw out from pupils which aspects of schood Nere viewed positively.

Ryan, Soven, Smither, Sullivan and VanBuskirk ()99€lieve their study to be
the first example of appreciative inquiry being dise schools. They described
the way in which appreciative inquiry can be usieotively and believe that the
positive experience of being involved in appreemtinquiry can be a positive
force for change within schools, which are ultinhgtdor better or worse,

organisational in nature. Doveston and Keenagh&®96R used appreciative
inquiry to evaluate a programme in school with fst@afid pupils, whereas
Calabrese, Goodvin and Niles (2005) used appreeiatiquiry in order to

identify attributes of ‘effective’ teachers workingith ‘at risk’ students.

Doveston and Keenaghan (2006) highlight the roleambreciative inquiry in

educational research, particularly since it invelveo fully, those for whom the

research is most pertinent.

Appreciative inquiry is based upon positive psyolggl it is an approach which

looks at what is currently going well and empowesse involved to consider
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the possibilities for development and the resoutbey have to achieve these
possibilities. Seligman, Steen, Park and Pete(8005) describe the positive
impact of positive psychology as it is used andiadpn everyday life. Conklin
(2009)suggests that the use of appreciative inquiry sftlilents in particular is
a clear example of this. Conklin feels that apiatec inquiry is particularly
useful when used with groups of people who are llyseapected to be quite
passive. He cites students as an example ofghisey are generally expected to
adhere to the structure and aims imposed by tlahéea The teacher plans the
syllabus of work and organises the classroom aritbiithe teacher may consult
the students on certain aspects it is clear thattite teacher who is ultimately in
control of where, when and how the syllabus is ug Conklin believes that
giving students the opportunity to consider whatg@ng well is not only
empowering to the students but is positive in priegathem for decision making
in their future careers. Conklin highlights thderof appreciative inquiry in
creating a sense of partnership in organisaticasicplarly as it aims to build on
the positives rather than highlighting the negatiwéich may be present.

Appreciative Inquiry involves looking carefully athat an organisation, in this
case a school, is currently doing well. Preskiltl &Catsambas (2006) describe
this as looking at ‘what is’. As such appreciatimguiry focuses upon the
strengths of an organisation rather than upon afigits it may have. Preskill
and Catsambas believe that in this way appreciatiopairy is often able to elicit
more detailed and in-depth responses than othemagpes. In asking the
participant about their positive experiences they asking the individual to
reflect upon what was good (and also what may be) laad about their
experiences. During this process the participdr@mselves may become
increasingly aware of the main factors which wempartant for them, factors
which they may not have been fully aware of or hawieed previously. Preskill
and Catsambas believe that appreciative inquifjeisble enough to facilitate
this firstly through the very open and positiveuratof the questions but also in
the follow-up questions the researcher may usepréciative inquiry is applied
using a four phase model (see figure 11 below).

85



Phase one of the model ‘discovery’ involves consigethe best of what is
currently happening and identifying what is beirane well. The second phase
is ‘dreaming’ whereby an ideal future is consideredHere ‘provocative
statements’ are made to evoke an image of whaddoellwith a strong focus
upon the strengths of the current situation. Thithen followed up with phase
three which is the ‘design’ phase whereby the sgécpimase of dreaming is
combined with the realities of the current situatiddere a decision is made as to
what aspects of the ‘dream’ phase are most impoaad these aspects are then
focused upon. During this phase plans are madwmiitd upon what is already
working in order to move closer towards the ide@he final phase is ‘destiny’
which is linked to the implementation of plans. his'is where structures and
networks need to be in place to enable the chatmgbs sustained in this case

during the day-to-day practicalities of school.life

Figure 11: The Appreciative Inquiry Cycle (from Carter 2006)
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At the beginning of the appreciative inquiry intew the researcher began by
explaining the purpose of the research and hows#ssion fitted in with the
guestionnaire the pupils had already completede fHsearcher explained that
that the purpose of this session was to exploregim school where they felt that
their input led to a positive outcome. The stinuged in the appreciative inquiry
groups were developed following the structure ginmn Carter (2006) and
Conklin (2009). It was decided that the focus wlodde upon positive
experiences of school in order to draw out the @spef school life and the use
of an ‘ideal’ experience used in the dream phagdoexd this further. The
questions posed were as open as possible to etiebleupils to describe any

positive experience within school, not specificddigsons.

The ‘discovery’ phase was introduced to the pupdi;ig the following stimulus

which was read out and also presented as texthéopupils:

Describe a really good day/ lesson/ event in school

What did you do which was important?

What do you think others (your classmates, teacbersher adults) did which

was important?

How did it feel to be part of this day/ lesson/ré®e

The pupils were encouraged to record their resmorsther by drawing or

writing.  They were given five minutes to compleéhe task after which they
were then given the opportunity to discuss thesaglin turn with the researcher
prompting the questions about what they did, wihérs did and how they felt

during this experience where necessary.

After the pupils had discussed all of their iddas dreaming phase of the session

was introduced to them using the following stimulus

Imagine a perfect day/ lesson/ event in school.

87



What would it be like?
What would you do?

How would it feel to be at school?

The researcher highlighted that the fact thatdhisstion involved thinking about
an ‘ideal situation’ where all things could happas the pupils wished. The
pupils were again given the opportunity to drawwaoite their responses. The
pupils were given five minutes to complete the\aigtiafter which they were
asked to share their responses with the group. rébearcher then drew the
responses of the pupils together in each of thapg@and created a ‘provocative
statement’ which would summarise what the groupdiadussed. In each of the
groups this provocative statement was discussectlaadges made if necessary
until the whole group agreed that it reflected thaews. The provocative
statement drew upon the positive descriptions theilp gave about their
experiences in school alongside their ideal deedrib the ‘dream’ phase. The
researcher created a provocative statement whgitliginted key themes which

seemed to occur in both descriptions for the pupils

In the design phase of the appreciative inquiryusogroup the researcher
explained to the pupils that their ideas were gadiogbe shared with their

teachers. The pupils were asked what steps @mutdken in order for school to
move closer towards their ‘dream’/ideal situatiomfe pupils were then given a
short time to discuss this with their peers aftéich they were asked to agree
upon three action points to share with the teachérish the researcher noted
down for them. The action points from all threeups were shared with staff at

both schools when feedback about the research mes.g

Unfortunately the researcher had very little inpub the destiny stage of the
appreciative inquiry cycle. The researcher gaweslback about the research to
both schools and also shared with them the puihits’e action points. In school
A in particular school staff seemed very keen 1% up these suggestions and
engage in further discussions with the pupils imedl and other pupils in the
school. Whilst it would have been more effeetto have ‘all systems in the

room’ as described by Conklin (2009) from the fetdige of appreciative inquiry
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it is hoped that the pupils and staff coming togetio discuss further the points

raised will also be of real value to the school.

Preskill and Catsambas (2006) believe that appreeianquiry does not have to
be used as a complete process and that indeedsthefua few appreciative
inquiry questions can offer valuable insight inteystem or organisation. They
highlight the effectiveness of appreciative inquiuestions within focus groups.
Preskill and Catsambas believe that appreciatigeiip offers the opportunity

for the researcher to gain a deeper understandingnat is meaningful about an
experience for the participants involved. A wnttquestionnaire, particularly

one with a likert scale would not produce this degitinformation.

The use of appreciative inquiry as a researchisoalatively new particularly in
educational psychology. As such it has not bedéjestito rigorous peer review
which may bring into question its robustness. Hasvehe benefits of using this
tool in this research are likely to outweigh thawlbacks as appreciative inquiry
provides a method for drawing out the positive wiaysvhich schools currently
support pupils and how this can be built upon. isltfelt that this positive
approach may be more effective with groups of pughhn simply asking them
directly about how schools could support them.rtli@rmore it is felt that this is
a positive approach which enables participantsotwsicler what they already do
well and what they should do more of. Such a pasi&nd empowering model
sits well with the overall theme of perceived cohtand supporting pupils to

view themselves as having some control over thasl|

Conklin (2009) highlights the importance of havifparts of the system in the
room together for appreciative inquiry. In thistance this would have meant
having teachers in the room and preferably some beesmof the senior
management teams in both schools. In this way saahd of the organisation
would be discovering together what was going wdikaming of a shared ideal
together and then design an action plan that thengall involved in and could
support. However the main aim of this research teagain the views of the
pupils without the pupils self censoring their vgewlue to the presence of

teachers. Whilst this limits the ability of thehsol, to then work together to act
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upon the sessions it was felt by the researchéthigawas a useful introduction.
When feeding back to the schools the researchegested the further use of

appreciative inquiry with staff and pupils to deyelsome of these ideas further.

3.9 Data gathering methods

Data was gathered through MMCPC surveys and agthesinquiry interviews
generating both quantitative (MMCPC) and quali@atilata (appreciative enquiry
interviews). The MMCPC was administered to thepilsuin six groups
(according to their levels of attendance) by theeaecher, one group of high
attenders, one group of average attenders androng gf low attenders in each
of the two schools. The questions were read ouhéogroup who were then
given the opportunity to select their answers. WHdCPC generated scores in
four domains with control attributed to three diéfet areas (see below):
Table 4: The Four Domains of the MMCPC

Unknown Control | Powerful Others Internal Contro|

Cognitive Domain

Social Domain

Physical Domain

General Domain

The appreciative inquiry interviews took placehe six attendance groups (three
groups at each school) and were audio recorded thighpermission of the

participants. These recordings were fully trarisemtito facilitate analysis.

3.10 Data analysis methods

Both qualitative and quantitative data were gatther€he quantitative data was
analysed using a one way ANOVA. Descriptive stiagsvere also used. Whilst
it was recognised that a correlational analysithefrelationship between level of
attendance and responses on the MMCPC would haga pesferable the
anonymous way in which the MMCPC was completed byilp meant that it

was not possible to correlate attendance data mggponses on the MMCPC.
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The qualitative data was transcribed and then aedlysing thematic analysis.
The processes involved in each of these analyseedsribed further in the

paragraphs below.

Analysis of MMCPC

Individual responses on the MMCPC and scores focgned control were
calculated. Each of the questions on the MMCPQapexd to either the
cognitive, social, physical or general domain. Mviteach domain there were
further questions to ascertain whether the indiaicaerceived control over that
domain to be held by themselves, powerful othersvioether there was some
unknown control (for example luck or fate). Indimwith the directions given in
the MMCPC responses from 1 (not at all true) thiotg 4 (very true) were
grouped together according to the domain to whindy tpertained. An average
score was calculated for each domain for interoatrol, powerful others control
and unknown control. Each completed questioenaas assigned a number for

ease of recording data.

The average score for each group of attenders ,(hmghk-range and low
attenders) was then calculated for unknown conpolyerful others control and
internal control for each of the domain areas, dogn social, and physical and a
general domain score. Average scores for workimad difficulty were also
calculated for each group of attenders. For plaig of the research there was
one categorical independent variable where thelpuygre placed into groups
according to their level of attendance (high, madge or low attendance). The
three categorical groups contained different pipditts with no participant
belonging to more than one group. There werevevelependent variables.
These were the scores upon each of the four dondensified by the MMCPC
(the social, cognitive, physical and general domaiith each domain scored for
control by powerful others, unknown control ancemtal control. Mean scores

for level of difficulty and workload were also calated.
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A one way ANOVA was used to identify any differeaée mean scores between
each of the attendance groups. Unfortunately & m@ possible to carry out a
correlational analysis as the anonymous way in kwhice MMCPC was

completed meant that the researcher did not hasesado precise attendance
data for each pupil. As a result of this and alse to the small sample size
involved in the research descriptive statisticsenaliso used. This enabled the
researcher to present the responses accordingetodanhce group and explore
any patterns in the data. The results were repted graphically to highlight

the average scores for each group.

Thematic Analysis of Appreciative Inquiry Interveew

Responses given in the appreciative inquiry ineawgi were fully transcribed and
analysed using thematic analysis (Braun and Cla@k) as shown in the table
below:

Table 5: Phases of thematic analysis (Braun and Glee 2006)

Phase Description of the process

1. Familiarising Transcribing data, reading and re-reading the data,

yourself with the data noting down initial ideas.

2. Generating initial | Coding interesting features of the data in a syatem
codes fashion across the entire data set, collating deevant

to each code.

3. Searching for Collating codes into potential themes gatheringdalia

themes relevant to each potential theme.

4. Reviewing themes| Checking if themes work in trefa to the coded
extracts (level 1) and the entire data set (levgl| 2

generating a thematic ‘map’ of the analysis.

5. Defining and Ongoing analysis to refine the specifics of eaamnté,
naming themes and the overall story the analysis tells, genegatiear

definitions and names for each theme.

6. Producing the The final opportunity for analysis. Selection atid,
report compelling extract examples, final analysis of cild

extracts, relating back of the analysis to the aesde
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guestion and literature, producing a scholarly repd

the analysis.

Thematic analysis was chosen as it was felt thatpitocess of appreciative
inquiry lent itself well to this method. Duringahfocus groups a provocative
statement was made and this statement was devetbpaagh the researcher
drawing together themes form the groups’ discussidn this way a preliminary
and very rudimentary thematic analysis had beenechoput and these themes
were considered during the process of thematicyaisabs they had already
received participants’ feedback as described byngea (1994). Thematic
analysis is a flexible tool for analysing transtgipnd as such can be applied to a
variety of data, it does not align itself to a gpecesearch approach (Braun and
Clarke 2006).

After the appreciative inquiry interviews were ¢adrout the audio recording of
the sessions was then fully transcribed by theareber as recommended by
Braun and Clarke (2006). The transcriptions when shared with the pupils
involved who were asked to indicate and any chamgesh they wished to be
made, extracts they wished to be deleted or angcuracies they identified.

The pupils did not ask for any changes of this reato be made to the transcript.

After each appreciative inquiry interview was tremised and checked by the
pupils the transcriptions were then initially codedlividually as indicted in
phase two of Braun and Clarke’s guidelines. [ $tage each transcript was
read, reread and then pertinent comments wereifgiigat. These pertinent
comments were the returned to and coded by thandssr. Inductive thematic
analysis was used, that is to say the researclghsto identify themes within
the data rather than matching the data to a cddamge which had already been
developed. The coding process was carried outiatgnwith the use of post-it
notes, it was felt by the researcher that this @ggr allowed for more flexibility

than the use of a computer package.

The transcripts for low attenders from both scho@ismid-range attenders from

both schools and high attenders from both schoadsevihen collated and
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common themes identified as indicated in phaseethrieor phase four careful

consideration was given to the codes given ancethvese reviewed and changed
where necessary. At this point some extracts weoged to different codes,

some codes were grouped together and some codedlisearded due to lack of
data. It was at this point that the coded extrastse then assigned to the
relevant themes (see appendix 4) and an initiahéttie map was developed. In
phase five of the thematic analysis careful thowgds given to the headings and
subheadings for each ‘theme’ identified.

During the process of thematic analysis of eaclthefattendance groupings it
became apparent to the researcher that there wamg common themes across
all pupils, in both schools across all three atseleeé groups. For this reason
phase one to five was repeated using all of tha @at all of the attendance
groups. Interestingly when this was carried o ohthe main themes ‘Control’
which was identified across all the attendance ggsohecame a sub-heading
under the theme of curriculum. This will be disadsurther in the discussion

chapter of this research.

At this point the themes were shared with the puipivolved in the research and
discussed with them. The researcher discussethémes identified with the
pupils involved in the research. They were askiedut the themes identified
firstly for their specific appreciative inquiry fas group and also for the themes
identified from all of the appreciative inquiry fa€ groups. After having had the
opportunity to check the written transcripts thegrevgiven time to consider the
themes and discuss them with the other pupils wadin their group. Aronson
(1994) believes that it important for the researdmeverify the themes they
decide upon with the participants in order to eastliat the researcher’s
interpretation of the themes is in agreement witt of the participants involved
in the research. The pupils generally agreed thighthemes identified for their
specific attendance group and for all pupils oterahdeed many commented
that some of the themes identified were not as prem in their sessions as their
peers but that they agreed with the points made.
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Coolican (2004) highlights the importance that 8pecific responses of the
group of participants taking part in studies holdy@alitative value. Such
responses add a depth of meaning to any rese#@siCoolican points out it is
not the fact that the views of the participants ndéfer from the view of the
researcher or of others in society, in the cadtisfresearch the pupils’ teachers,
but the ways in which they differ. Simply identifg that the perceptions of the
pupils differ, as may be demonstrated through e af the MMCPC, gives a
very limited insight into what these differencesuatly mean in real terms. For
this reason thematic analysis of the transcripts wsed. Braun and Clarke
(2006) argue that thematic analysis is an appraadis’ own right. It is a
relatively flexible method of analysis and is niedtto any particular theoretical
framework. Boyatzis (1998) refers to thematic gsial as ‘seeing as...” whereby

the researcher interprets patterns in the dat@aocddes them as themes.

Braun and Clarke see the researcher as playingtase @ole in determining the
themes in the data. They do not believe that dseemerge from the data but
that the researcher themselves constructs the thdmased upon their own
interpretation of the transcripts and the linksytheake between what the

participants have said and their understanding®idsues.

Thematic analysis of the data can be somewhat ciuge It is hoped however
that through the sharing of the transcripts wite pupils who participated and
through sharing the themes decided upon as a m&stie thematic analysis that
themes are a more accurate reflection of the viefvthe pupils rather than
simply the researcher’s subjective interpretatibthe data set. Due to the limits
of doctoral research the coding of the data setthednterpretation of the data
set into themes was carried out by and then chelokélde researcher. The only
other check of how accurately the themes matchedd#éta was made through

discussion with the pupils.
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3.11 The Research Cycle

The diagram below illustrates the way in which tesearch proposal was
developed, how the research was carried out and ihdis within current

research and practice.
Figure 12: The Research Cycle
Identify non-attendance
as aresearch area a
/ investigate current
practice

Consider the implications of Review the literature on

the research findings upon attgr?gt;ln o
current practice and identify
any further research needed.
Perceived Control
and Non- Develop methodology
attendance for researching non-

attendance based upon
research questions and
literature

Share research findings
with colleagues in the
EPS and schools

Gather information
about perceived contr
and attendance using
MMCPC and
appreciative inquiry

Analyse data gathered
and develop conclusions
with reference to
relevant research

Research questions and research design

Research question Data gathering methog Informatiomgathered

Research Question 1is | Analysis of MMCPC Identification of
there a relationshipresponses according to | relationship (or non
between pupils| attendance group relationship) between

perceived control and scores for perceived
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efocus group transcripts

Thematic analysis of
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identify steps to improve
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nd
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Identification of
difference (or no
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workload and
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Analysis of MMCPC
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don workload and
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3.12 Critique of method

Clearly each of the methods described here have lih@tations, however,

through the use of triangulation to gain a more glete picture of perceived

control and attendance it is hoped that these dimits will not restrict the

validity of the research.

The use of both qualitative and quantitative

methodologies should highlight any inconsistendi€slle 2001) in the data

gathered, and, it is hoped that these will be corsgied for as a result.
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It is hoped that the use of the MMCPC for thesedahgroups of attenders will
show if there is a difference in perceived conimogach of the groups. The use
of Appreciative Inquiry interviews should providarther information about what
perceived control means in school and how it casupported. The quantitative
data from the MMCPC was used to identify whethenatrthere is a relationship
between perceived control and attendance. Theraaélysis of the Appreciative
Inquiry interviews was used to highlight what sclsoare currently doing well to
support a sense of control and furthermore whatentbey could be doing
according to their pupils. Whilst the MMCPC wased to highlight whether
there is a relationship between perceived contnol attendance, Appreciative
Inquiry was used in order to clarify and deepeneusthnding of what this
relationship is and what this means in practicagl dife terms for pupils and

schools.

A total sample size of forty-one pupils was used aocording to G*power the

power analysis progranikfdfelder, Faul and Buchner 1996) a sample size/of

hundred and fifty two pupils would be required fomedium effect size with a
significance level of .05. Due to the limitedrgae size there is a risk of a type
Il error, whereby the null hypothesis, i.e. tha thifferences in mean scores for
the attendance groups are due to chance when tinthiacsample size was too
small for the ANOVA to detect any significant diffaices and indeed with a
larger sample size the differences may be sigmficaThe lack of access to
specific attendance due to the pupils MMCPC questoes being anonymous
meant that it was not possible to carry out a ¢atimmal analysis. Such an
analysis may have identified a correlation betweerteived control and level of
attendance, however this would also have beenddtty the small sample size

involved in this research.

Putting together the attendance groups from botloas for thematic analysis
may have masked any differences between the twapgro However this
research was exploring common themes between pleilsaspects of school
life which had an impact upon positive experiencess such it was not felt

necessary to draw out individual differences betwid® schools. Furthermore,
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as discussed there were great similarities betvedlesix groups as a result of
which the researcher decided to combine the daten fall groups. When
combining both the data from two schools for eaténalance group and the data
from all groups the researcher was aware of thgiroof comments made by
each group and did seek to ensure that any therhieh were identified were

based upon a balance of input form the groups.

3.13 Operational risk analysis

The following risks to the research were identified

. Drop out due to other commitments in school

. Low response rate

. Unable to reach enough participants for MMCPC augdor attendance
. Parents may be unwilling to allow pupils to taketparesearch

Student drop out due to other commitments in scivea$ identified as the
highest risk factor. In order to minimise thiskribere was some flexibility about
dates and times and reminders were given to stsigertt staff where necessary
beforehand. A low response rate was identified asedium level of risk. The
schools who took part in the research already haalséive working relationship
with the researcher or a colleague of the resenme the staff involved were
very supportive. The purpose of the research dissussed beforehand and
times, dates and feedback were negotiated with. #&ing unable to reach
enough participants for MMCPC due to poor attendamas identified as a
medium risk factor. It was hoped that at leasertty children could be
identified for each group in school (ten were regd) to allow for absences on
the day. The possibility of returning to school amother day if necessary or
another school if necessary was also an optiomena unwillingness to allow

pupils to take part in research was identified dswarisk. It was ensured that
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clear explanation of the study and what it involvess given to parents or carers
of participants. School staff also contacted pare give them a verbal

explanation of the research and discuss any cositeey had. The researchers’
contact details were also given if parents or can@d any concerns or queries or

just wanted further information.

Interestingly accessing the low attenders was sadifficult as expected. The
professionals at the school who organised the graupde great efforts to
encourage the low attending pupils to attend ondidne of the research which
they did. The mid-range attenders were the mditwli to access and in school
B one of the high attenders was absent on the fitheaesearch. Only three of
the ten schools initially contacted registeredrdarest in participating. Of those
three schools only two were able to participaténimithe time scales specified.
However the two schools who registered their irsieshowed a high level of
commitment to the research and committed time aadurces to ensuring that it

was completed successfully with their pupils.

Some flexibility was needed in the dates and tirtess researcher offered to
schools particularly as one of the sessions atddhdad to be cancelled due to
unforeseen circumstances which did result in tisé part of the research being
carried out in the last days of the summer termbdth schools parents did not
initially respond to the letters sent to them agkior permission for their
children to take part in the research. However .wk&aff at both schools
contacted parents to discuss the research with thednthe purpose of the
research they were happy to give their conserdff 8t both schools felt that the
information sent out to parents was somewhat lgngtid many parents were
unwilling or unable to engage with it and therefdid not reply initially to the
request.

3.14 Statement of ethical good practice

In line with the guidance from the British Psychptal Society (BPS 2006) and
Health Professions Council guidelines (HPC 2008kfch consideration was

given to the impact of the research upon partidgarDisruption to the pupils’
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school timetable was kept to minimum and everyreffcas be made to ensure
that pupils who were involved in both parts of 8tedy did not miss the same
lesson on both occasions. The research was cametbwards the end of the
school term and in the second school it was canigdn the last day of school.
At this time of year the curriculum was less forrttan it had been earlier in the
year, which in some ways would perhaps minimisediass time lost through

participation.

Children and young people are a vulnerable growgetbre fully informed
consent was obtained from both the parents or £akthe pupils and pupils
involved in the research. The researcher sougimatce clear and transparent the
aims and the implications of the research to theigg@ants and their parents
from the outset. It was made very clear to théthe@beginning of each session
that their participation was entirely voluntary ahdt the research was in no way
part of their compulsory curriculum. School stafére also dissuaded from
coercing pupils to take part. It was made cleavdth the parents and the pupils
that they were able to cease participation at arigtpeven after data had been
gathered at which point any data would then berdgstl. All data was
anonymised, kept confidential, used only for theppses of this research and
will be destroyed once the research is fully cortgale All participants and their
parents/ carers were given contact details if tledtythat they needed or would

like more information if they had any concerns altbe research.

The researcher was aware that in the focus growatsin pupils may feel
uncomfortable expressing their views on school tedr experiences of school
life. At the outset it was made clear that anyghiliscussed should not be shared
with others outside of the group. All data was moised and no individual
pupil's comments were identifiable. In the cousethe focus groups the
researcher was aware that issues may have be skscughich were linked to
child protection. It was made clear at the begigrof each session that although
all data would be confidential if an issue was dssed which suggests a child or
young person may be in danger of harm that infaonawill be passed on to the
appropriate adult/ professional due to child prisdecregulations. Pupils were

told that they could withdraw from the researchreaéier they had taken part in
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the research and their data, if they wished, cbeldemoved from the data used
and any records of their involvement could be dgsn. Two pupils withdrew
from the research. Both had completed the MMCP&Lveere happy for the data
from this to be included in the research. One Ipdipi not want to take part in
the appreciative inquiry focus group, at which pdfrey were thanked for their
participation and made aware that they could ask for their data from the
MMCPC to be destroyed, however the pupil in questi@s happy for their data
to be included but was simply reluctant to paratgin the appreciative inquiry
focus group. This pupil was in the low attendimgup at school. The second
pupil asked to leave the appreciative inquiry fogusup part way through the
session. The pupil was concerned about some vinak had to complete and
was anxious to return to the lesson they were ngssiThis was respected and
the pupil was thanked for their participation attpoint. The researcher also
asked this participant if they were happy for theata from both the MMCPC
and from the beginning of the session to be indudethe research. The pupil
was happy for this to take place. It was thena&reld that if they changed their
mind at any point that they could ask for any of thata gathered from their
participation to be destroyed. This pupil wadghlattending pupil at school A.
Both of these pupils were also invited to the sghsat feedback sessions in
their schools which they both attended.

After the research was completed all participandsewdebriefed as to their role
in the research. All findings were shared with gagticipants in an accessible
manner. The research findings were used to infmamtice in schools and in the
Educational Psychology Service in order to suppmupils with attendance
difficulties. The research findings were presenstda regional Continuing
Professional Development conference and discus#bdcalleagues there. The
research was also shared with staff in school aedfindings discussed along
with the pupils’ suggestions as to how their exgaces of school could be more
positive. The research was planned with the aiploging any link between
perceived control and attendance. It was hopediisaresearch would look into
pupils’ experiences of school life and offer soraggestions for strategies which
could be used to support pupils with low attendancechool. In line with the

work of (Conklin 2009) it was felt that involvemeint the appreciative inquiry
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focus groups would be a positive experience forpgils involved and would
present them with an opportunity to reflect upogirtischool experiences as well
as enabling them to voice these experiences imstreactive manneit is hoped
that the benefits of this research would outweigli eaconvenience caused to
participants.
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CHAPTER 4: RESULTS

The data gathered for this research is both qtigbtaand quantitative. In the
chapter which follows the data will be described analysed separately. Firstly
the results of pupils’ responses on the MMCPC hallconsidered in relation to
each of the attendance groups and then the trptsdrom the appreciative
inquiry focus groups will be analysed using thematalysis (see methodology
for further explanation). This data will then besalissed in relation to the

research questions in the final chapter.

4.1 Findings from the Multi-dimensional Measure of Children’s
Perceptions of Control (MMCPC)

A one way ANOVA was carried out in order to idewtiny significant
differences between the scores of each of thedstee groups on the MMCPC.
Each of the twelve domains and the two questiondifiiculty and workload
were analysed and no differences were found tagmefisant at the 0.05 level.
However differences for scores for difficulty f@list outside of this (f (2,38) =
3.125, p= .055). The results for the twelve domeaand the question on
workload are as follows: workload (f (2,38) =X517p= .128), cognitive
unknown (f (2,38) = .758, p= .476), cognitive pofueothers (f (2,38) = .258,
p= .774), Cognitive internal (f (2,38) = .930, pt03), social unknown (f (2,38)
=1.519, p= .232), social powerful others (f (2,38).576, p= .220), social
internal (f (2,38) = 1.394, p=.260), physical uatum (f (2,38) = 1.621, p=.211),
physical powerful others (f (2,38) = .100, p= .90&hysical internal (f (2,38) =
1.295, p= .286) general domain unknown (f (2,38).228, p= .304), general
domain powerful others (f (2,38) = .063, p= .9383 @eneral domain internal (f
(2,38) =.169, p=.845).

Acknowledging that the limited sample size in tt@search reduces the power of
the one way ANOVA to detect differences in percdivantrol between the
different attendance groups calculated levels ofniBcance, further
consideration will be given to such differencesotiyh descriptive statistical

analysis. The pupils' scores for each of the domawere calculated by
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calculating an average score for each of the se&smrelating to a particular
domain. These scores were then used alongsides’ psmres in the same
attendance group to give an average score for attehdance group. The

average scores for each attendance group are shdthatable below:

Table 6: Mean scores for each domain by attendanggoup

Mid-range High
Low attenders  attenders attenders
mean mean mean

Difficulty

2.230763 1.857143 2
Workload

2.769231 2.142857 2.5
Cognitive unknown
control

2.230769 2.017857 1.928571
Cognitive powerful others

2.038462 2.142857 2.196429
Cognitive internal control

3.211538 3.285714 3.517857
Social unknown others

2.480769 2.071429 2.214286
Social powerful others

2.019231 1.803571 1.589286
Social internal control

2.557692 2.785714 2.910714
Physical unknown

2.134615 1.892857 1.714286
Physical powerful others

2.365385 2.482143 2.410714
Physical Internal control

2.365385 2.410714 2.625
General domain unknown

2.634615 2.303571 2.232143
General domain powerful
others 2.25 2.160714 2.214286
General domain internal
control 2.884615 2.982143 2.910714

Descriptive Statistics

Below are a series of graphs which illustrate tlemmscores for each attendance

group in each of the domains and for the questietsted to workload and
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difficulty. The graphs highlight the direction tife differences in each area (for

example high attendance, low scores or high atteselhigh scores).

Difficulty and workload

The graph below shows the average scores for @égmidance group when asked
to rate the statements ‘The work | am given at stietoo difficult’ and ‘1 am

given far too much work to complete at schoolAs with all of the statements a
likert scale was given where by a score of 1 indiddhat the statement was ‘not
at all true’ a score of 2 indicated that a statemes ‘not very true’, a score of 3
indicated that the statement was ‘sort of true’ anscore of 4 indicated that a

statement was ‘very true’.

A high score for difficulty would suggest that thepil found the work that they
were given at school difficult. If the pupils wiadhose not to attend school
regularly did so because they found the work tdbcdit it would be expected

that low attenders would have the highest meanescdrigh attenders would
have the lowest mean scores and the mean scorée ohid-range attenders
would be somewhere in between. Conversely iflelaeattending group chose
not to attend school regularly because the work tiere given at school was too
easy and did not challenge them enough it wouldekgected that the low
attenders would have the lowest mean scores, giediienders would have the
highest scores and the scores for mid-range attenetsuld be somewhere in the
middle.

A high score for workload would suggest that theilsufelt that they were given
too much work to complete at school. If the pupiso chose not to attend
school regularly did so because they felt they wgiken too much work to
complete it would be expected that low attenderslavdhave the highest mean
scores, high attenders would have the lowest meanes and the mean scores of
the mid-range attenders would be somewhere in-lggtweConversely if the low
attending group chose not to attend school regukstause they were not given

enough work to complete at school it would be eigubthat the low attenders
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would have the lowest mean scores, the high attensleuld have the highest

scores and the mid-range attenders would be sormewhthe middle.

Figure 13: Mean scores for each attendance grouprfdifficulty and

workload
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Mid-range attenders’ mean scores for level of difiy were lowest followed by
the high attenders’ mean scores. Low attendersinnsgores were the highest.
Mid-range attenders’ mean scores for workload vileeelowest followed by the

high attenders’ mean scores. Low attenders’ meares were the highest.

Cognitive Domain

The graph below shows the average scores for @égmidance group when asked
to rate a series of statements which suggestedstatess in the cognitive
domain was controlled by an unknown source (cogmitinknown), for example
if success was the result of luck or an inbornigbhistatements which suggested
that success in the cognitive domain was controbgdpowerful others, for
example teachers and statements which suggesteduteess in the cognitive
domain was controlled internally, by the individubemselves and the actions
they chose.
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A high score for cognitive unknown (above threejygasts a strong belief that
success in the cognitive domain is controlled byuaknown source. If low

attenders choose not to attend as they feel tlegtlthve a lack of control over
their success in the cognitive domain it would kpeeted that they would score
more highly in this area, with the high attendersrig the lowest and the mid-

range attenders scoring somewhere in-between.

A high score for cognitive powerful others (abokiese) suggests a strong belief
that success in the social domain is controlled poyverful others. If low

attenders choose not to attend as they feel tlnrothave control over their
success in the social domain it would be expedtedl they would score more
highly in this area, with the high attenders saoprine lowest and the mid-range

attenders scoring somewhere in between.

A high score for cognitive internal control (aba¥eee) suggests a strong belief
that success in the cognitive domain is controllad themselves and their
actions. If low attenders choose not to attentheg feel that they have a lack of
control over their success in the cognitive donmiamould be expected that they
would score lower in this area, with the high adiens scoring the highest and the

mid-range attenders scoring somewhere in between.

Figure 14: Mean scores for each attendance grouprfeaognitive domains
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High attenders’ mean scores for cognitive unknoamtiol were lowest followed
by the mid-range attenders’ mean scores. Low attshdnean scores were the
highest. High attenders’ mean scores for cognpiowerful others were highest
followed by the mid-range attenders’ mean scorésw attenders’ mean scores
were the lowest. High attenders’ mean scoresdgnitive internal control were
highest followed by the mid-range attenders’ mezoress. Low attenders’ mean

scores were the lowest.

Social domain

The graph below shows the average scores for ¢@idance group when asked
to rate a series of statements which suggestedstitaess in the social domain
was controlled by an unknown source (social unknofar example if success
was the result of luck or an inborn ability, stagmns which suggested that
success in the social domain was controlled by powethers, for example

teachers and statements which suggested that suiccdse social domain was

controlled internally, by the individual themsehasd the actions they chose.
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A high score for social unknown (above three) sstgy@ strong belief that
success in the social domain is controlled by aknawn source. If low
attenders choose not to attend as they feel tlegtlthve a lack of control over
their success in the social domain it would be etquk that they would score
more highly in this area, with the high attendersrig the lowest and the mid-

range attenders scoring somewhere in-between.

A high score for social powerful others (above é)reuggests a strong belief that
success in the social domain is controlled by pawerthers. If low attenders
choose not to attend as they feel that others bantol over their success in the
social domain it would be expected that they wasddre more highly in this
area, with the high attenders scoring the lowest i@ mid-range attenders

scoring somewhere in between.

A high score for social internal control (aboveetlr suggests a strong belief that
success in the social domain is controlled by tledwes and their actions. If low
attenders choose not to attend as they feel tegtlthve a lack of control over
their success in the social domain it would be etquk that they would score
lower in this area, with the high attenders scotimg highest and the mid-range

attenders scoring somewhere in between.

Figure 15: Mean scores for each attendance grouprfthe social domain
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Mid-range attenders’ mean scores for social unknaentrol were lowest
followed by high attenders’ mean scores. Low alées’ mean scores were the
highest. High attenders’ mean scores for socialgoful others were lowest
followed by the mid-range attenders’ mean scolflesw attenders’ mean scores
were the highest. Low attenders’ mean scores dorakinternal control were
lowest followed by the mid-range attenders’ measrex High attenders’ mean
scores were the highest.

Physical domain

The graph below shows the average scores for d@idance group when asked
to rate a series of statements which suggesteduticaess in the physical domain
was controlled by an unknown source (physical umkmo for example if

success was the result of luck or an inborn abifitgtements which suggested
that success in the physical domain was controlgdpowerful others, for

example teachers and statements which suggestedubeess in the physical
domain was controlled internally, by the individuaemselves and the actions

they chose.

A high score for physical unknown (above three)gasgs a strong belief that
success in the physical domain is controlled byuaknown source. If low

attenders choose not to attend as they feel tlegtlthve a lack of control over
their success in the physical domain it would bpeeked that they would score
more highly in this area, with the high attendersrimg the lowest and the mid-

range attenders scoring somewhere in-between.

A high score for physical powerful others (abovee#f) suggests a strong belief
that success in the physical domain is controllgdpbwerful others. If low

attenders choose not to attend as they feel tlnrothave control over their
success in the physical domain it would be expetttatithey would score more
highly in this area, with the high attenders sogrine lowest and the mid-range

attenders scoring somewhere in between.
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A high score for physical internal control (aboweee) suggests a strong belief
that success in the physical domain is controlie¢themselves and their actions.
If low attenders choose not to attend as theytfesl they have a lack of control
over their success in the physical domain it wduddexpected that they would
score lower in this area, with the high attendemiag the highest and the mid-

range attenders scoring somewhere in between.

Figure 16: Mean scores for each attendance grouprfthe physical domain
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High attenders’ mean scores for physical unknowmtrob were lowest followed
by the mid-range attenders’ mean scores. Low @éish mean scores were the
highest. Mid-range attenders mean scores for palygiowerful others were

highest followed by high attenders. Low attendewsan scores were lowest.
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Low attenders’ mean scores for physical internaki were lowest followed by
the mid-range attenders’ mean scores. High attehdeean scores were the

highest.

General domain

The graph below shows the average scores for d@idance group when asked
to rate a series of statements which suggestedticaess in the general domain
was controlled by an unknown source (general unknpfer example if success
was the result of luck or an inborn ability, stagns which suggested that
success in the general domain was controlled byepowothers, for example
teachers and statements which suggested that suocdse general domain was

controlled internally, by the individual themsehasd the actions they chose.

A high score for general unknown (above three) satgga strong belief that
success in the general domain is controlled by @known source. If low

attenders choose not to attend as they feel tegtlthve a lack of control over
their success in the general domain it would besetgul that they would score
more highly in this area, with the high attendersrmg the lowest and the mid-

range attenders scoring somewhere in-between.

A high score for general powerful others (abovedéhrsuggests a strong belief
that success in the general domain is controlledpbyerful others. If low

attenders choose not to attend as they feel tlmrothave control over their
success in the general domain it would be expedtigidthey would score more
highly in this area, with the high attenders soprine lowest and the mid-range

attenders scoring somewhere in between.

A high score for general internal control (abovee#f) suggests a strong belief
that success in the general domain is controllethbynselves and their actions.
If low attenders choose not to attend as theytfesl they have a lack of control
over their success in the general domain it woddekpected that they would
score lower in this area, with the high attendemiag the highest and the mid-

range attenders scoring somewhere in between.
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Figure 17: Mean scores for each attendance grouprfthe general domain
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High attenders’ mean scores for general domain amkncontrol were lowest
followed by mid-range attenders’ mean scores. httenders’ mean scores were
the highest. Mid-range attenders’ mean scoresg@reral domain powerful
others were lowest followed by high attenders’ meaares. Low attenders’
mean scores were the highest. High attenders’ reeares for general domain
internal control were highest followed by mid-rangtenders’ mean scores.

Low attenders’ mean scores were the highest.

4.2 Summary of MMCPC findings

The ANOVA did not yield any significant differencesetween the three
attendance groups. However, the due to the limnatof the use of an ANOVA
with the small sample in this research a descepstatistical analysis was also

made.
The graphs above do not seem to illustrate clearlpositive or negative
relationship between mean scores and attendanae.giodeed for mean scores

on workload, difficulty and social unknown othetsvas the mid-range attenders
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whose mean scores were lowest. However mean séaresach attendance
group for cognitive unknown control, social powérftontrol, social internal
control, physical unknown control, physical intdroantrol and general domain
unknown control seem to suggest both positive agahtive relationships.

The descriptive statistics seem to suggest thadiffierences in scores between
the mid-range and high attenders is very smallibumore marked between the
low and mid-range attenders and between the lowhajidattenders. The largest
difference in mean scores between these two graagsfor workload and this
difference was less than 0.4. This may suggestttegapupils in this study who
attended school between 90 and 94% of the time alohave significantly
different perceptions of their own level of conttolthose pupils who attended
school for over 99% percent of the time. This seémsuggest therefore that
that perceived control is not a significant factorpupils’ rates of attendance
when their attendance reaches a level of 90%. s Pbint perhaps warrants
further exploration in order to ascertain at whichnt perceived control becomes
less connected with levels of attendance. Perlempyersely it could be
suggested that improving a pupil's level of peredivcontrol would only

encourage them to attend school at the rate oflaramge attender.

The smallest differences in scores seem to be letveeores for cognitive
powerful others, physical powerful others, genetamain powerful others or
general domain internal control. The differencesdores are also small between
scores for low and mid-range attenders for physingrnal control. This
suggests that for the pupils involved in this resiedheir perception of control in
each of these areas was not linked to their levehttendance in school.
Differences in scores for ‘powerful others’ onlypaar to be of note in the social
domain suggesting that the perception of the cofmawerful others’ had over
the other domains was not a key factor for thespilpun their level of
attendance. Internal control in the general donsperhaps, also less of a factor
for these pupils as there were only small diffeesnion perceived internal control
in the physical domain between low and mid-rangenalers.
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Differences in scores for perceived control in Hoeial domain seemed to be
most closely linked to attendance. For sociariml control, where the pupils
were asked to rate statements which indicatedithvaas their own behaviours
which impacted upon their success in the social alomthere appear to be
greater differences between the low and high attlendnd between the low and
mid-range attenders. This suggests that the purpitse low attender group may
perceive themselves as having less control over thven success in the social
domain. The relevance of the social domain will diecussed further when

exploring the data in relation to the research tioles in the next chapter.

The low attenders mean scores on the social dowaie 2.48 for social

unknown others, 2.02 for social powerful others @86 for social internal

control. This seems to indicate that the low atézs agreed more strongly with
statements suggesting that success in the soamhidocould be attributed to
powerful others or an unknown control their scanedocial internal control was
the highest. Suggesting that they do, in factcgige success in this domain to
be more of a direct result of their own actionstlize actions of others or luck.
However it seems that perhaps they do not beligigeas strongly as their higher

attending peers.

Differences were noted between low and high attenéte physical unknown
control and low and mid-range attenders for physic&known control and for
physical internal control. This may suggest thapils’ perceptions of their
control over their success in the physical domaay iime related to their level of
attendance. The statements on the MMCPC relateskitts and abilities in
sporting activities and games. It may be the ¢hatethe physical domain and
the social domain may be linked in some ways. Gaam sport generally
involve social interaction through being part deam and often have supporters
from the school to encourage a good performanagilwho achieve well in
sports and games activities may firstly be mordadde with their peers as a
result of being part of a team and may also hakmglaer social status if they are
seen as being part of a sports team which is vabyettheir peers. In this way

social and physical success may be linked for pupil
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The low attenders mean scores on the physical domeare 2.13 for unknown
control, 2.37 for powerful others and 2.37 for mad control. This seems to
indicate that low attenders agree equally stronghp statements that suggest
success in the physical domain is related to pawethers or internal control.
Although the low attenders agreed more stronglyhveitatements relating to
success in the physical domain being related tmowk controls than their mid-
range and high attending peers they did not ageeestangly with these
statements as they did the statements which sugbesiccess was related to

powerful others and internal control.

Whilst it may have been expected that perceivedrabim the cognitive domain
may have been linked closely to attendance thisndidseem to be as strong a
link as perceived control in the social and phylsitamain.  Small differences
were noted between the mean scores of low and digimders for cognitive
unknown control and cognitive internal control. &lhdifferences were also
noted in scores for cognitive unknown control betwdow and mid-range
attenders. The scores indicated that the higmadts were more likely to
indicate on the likert scale that they agreed rstrsingly with statements which
suggested that their actions impacted upon theress in the cognitive domain.
The low attenders however were more likely to iathcthat that they agreed
more strongly than the high attenders with statémevhich suggested that

success in the cognitive domain was the resulick br inborn ability.

However whilst there is a difference in the scaresach group of attenders it is
also true to say that on the whole all attendamoeps indicated more strongly
that success in the cognitive domain was a re$utiear own actions rather than
due to an unknown factor such as luck. The lownakers' average score for
cognitive unknown control was 2.23 and for cogmitimternal control it was
3.21. As responses on the likert scale ranged fooa to four with one
indicating that the statement was not at all trod #our indicating that it was
very true this indicates that even the low attesmdeerceived control in the
cognitive domain as being within them themselvesentban they perceived it to

be controlled by an unknown factor such as lucétmlity.
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The mean scores for powerful others on the cogndiemain are also of interest.
It may have been expected that the low attendersldvbave agreed more
strongly than the high attenders with statementghvbBuggested that powerful
others had most control over success in the cogndomain with mid-range

attenders mean scores falling somewhere betweetwthéhis was not the case.
On this scale the high attenders agreed most $yravith statements with the

low attenders agreeing least strongly with thesg¢estents. It is somewhat
interesting that the high attenders rated morelhigtatements suggesting that
powerful others such as teachers have control suecess in the cognitive
domain than did their low or mid-range attendingrge This difference in score
cannot be attributed to a very high score fromrahvidual pupil; the standard

deviation for these scores is 0.5, just below therage standard deviation for all
scores. Perhaps more significant is the facttthatdid not happen on any of the

other domains.

For mean scores on the general domain differenexs woted between scores
for low and mid-range attenders and low and higénalers for unknown control.
The differences between mean scores for powerfidrstand internal control
was very small suggesting that differences in tleamscores of the pupils in
each attendance group for perceived control monergdy were small. Indeed
for statements relating to powerful others the mgeore for the low attenders
was 2.25, for medium attenders 2.16 and for higbnders 2.21. These mean
scores would seem to indicate that all three groapsd statements relating to
powerful others at around two on average, a scdriehnindicates that they felt
the statement was ‘not very true’. When askedte statements which indicated
that success in the general domain was relatesteéonial control the mean score
for low attenders was 2.88, for mid-range attendemsas 2.98 and for high
attenders it was 2.91. Again there is not muckeihce between these mean
scores and the scores for each group are very thodeee which on the likert

scale for the MMCPC is worded as ‘somewhat true’.

Interestingly mean scores for the groups did notags follow the expected
pattern. If it is assumed that low attenders chawst to attend school because

they perceive themselves as having a lack of cbotrer positive outcomes for
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themselves in the school environment then it wdnddexpected perhaps that the
low attenders would rate statements relating terir@l control lower than their
high attending peers with the mid-range attendatsng them somewhere
between the two groups. Conversely it would alsoekpected that the high
attenders would rate statements relating to powethers and unknown control
lower than their low attending peers again withngg for mid-range attenders
falling somewhere between the low and high attend&vhilst the low attenders
rated the internal control consistently higher tktf@a high attenders and the high
attenders rated the powerful others and unknowtra@oconsistently lower than
the low attenders the mid-range attenders did matys follow this pattern. For
social unknown control the mid-range attendersresavere lower than either
the high or the low attenders’ scores. This suiggist the mid-range attenders
rated the effect of luck or ability as having legsan impact upon success in the

social domain than both their high and low atteggieers.

The differences in mean scores between low anddtiginders and low and mid-
range attenders for all three areas in which comald be attributed for the
social domain (social unknown control, social powdrers and social internal
control) are of interest. Indeed the largesteddhces were for noted between
low and high attenders for social unknown contnadl @ocial powerful others.
This was not the case for any of the other domaits.the appreciative inquiry

focus groups social factors were mentioned condigtby all of the groups.

Responses to the question on workload were algdast. For this question the
pupils were asked to respond to the statement ‘faen far too much work to
complete at school’. The high and low attendemext 2.5 and 2.8 respectively,
which would mean that their response for this stet®@ would be closest to a
rating of 3, which corresponds to ‘somewhat tru€he mean score for the mid-
range attenders however was 2.14 which would bseclto a rating of 2 which
corresponds to a response of ‘not very true’ festhpupils. This was one of the
statements, as mentioned earlier whereby the migerattenders' responses did
not follow the expected pattern. For example fois tstatement it may be
expected perhaps that the low attenders would Mk the highest ratings

suggesting that they felt that they did receivetéar much work whereas it may
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perhaps be expected that the high attenders woeld their workload as more
manageable with the mid-range attenders somewhdsetween but this did not

seem to be the case.

Looking carefully at the data perhaps it is thehhagtenders whose scores do not
fit this pattern. Their mean scores are closésdamewhat true’ than they are to
‘not very true’.  Could it be perhaps that bdtle tow and high attenders view
their workload as being quite high but respondhis tworkload in a different
manner? Do the high attenders perhaps attendexs as possible in order to get
through this great workload and ensure that theyhdiomiss any sessions in
school for fear of missing work and adding to thvearkload through the need to
catch up any work that they may have missed? ®Wweaktenders on the other
hand may take a very different view and feel thaytget far too much work and
simply attend school less in order to avoid havimgomplete the volumes of
work expected of them. The responses of the nmmdeaattenders are very
interesting. On average the mid-range attenders)atoseem to view their
workload as being too great. The mid-range attencksponses on many areas
of the MMCPC were very interesting, particularlyr fthis statement. There
appear to be very small differences between th@oreses the mid-range
attenders gave to each area of the MMCPC and tloe statements about
workload and difficulty of work and the responsée thigh attenders gave.
However there appear to be greater differencesanes between the low and
mid-range attenders in a number of areas. Thigesig perhaps that the mid-
range attenders respond more like the high attenthan the low attenders for

each of the statements.

Mean scores for the statement related to the dlfficof the work pupils were
asked to do mirrored this pattern. The mid-rantenders mean score for the
statement ‘the work | am given at school is far thificult’ were lower than
either their lower or higher attending peers. Wsild seem to suggest that the
low and high attenders generally perceive the wibak they are given in school
as more difficult than do the mid-range attenders.
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As discussed in chapter three, appreciative indoicys groups were carried out
to further illuminate the responses given by pupilthe MMCPC. With this in
mind the findings from these groups are consideredlation to the quantitative
data generated by the MMCPC.

4.3 Findings from appreciative inquiry focus groups

Transcriptions for each of the focus groups werstl§i analysed according to
attendance group using thematic analysis. Tha ftam both schools was
combined for each attendance group as it was Ffelt tdentifying themes
common themes across both schools would ensurettipathemes identified
were more likely to be linked to more general s¢h®@eriences rather than
specific to one school. At this stage it was rettidchat there were many
similarities in the pupils’ discussions regardlegsthe attendance group they
belonged to and thematic analysis was the carngdipon all of the transcripts
together to find common themes across all grougelow are the thematic
analyses of discussions for each group of attergbgrarately and also of all six
groups combined. Also included are illustrativenooents and quotes made by

the pupils in order to demonstrate the points thage.

Themes identified for low attenders

Figure 18: Thematic analysis of appreciative inquiy focus groups for low
attenders in school A and school B
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Curriculum

The first major theme identified through thematialgsis of the low attending
groups’ appreciative inquiry focus group was theiculum. Within this theme
four further subthemes were identified. These veer¢éask behaviour, relevance

and working with peers.

Relevance

Pupils discussed working on a range of activitidsctv they viewed as more
relevant to them. These included art lessons,anadctivities and sports. Pupils
discussed having an end product when they hadhédisan activity and how
worthwhile this felt. They referred to some of subjects they did currently as
‘pointless’ and some of the work they produced assallt as ‘rubbish’. These

points are illustrated in the selected commentsvizel

I'd learn more, I'd pay attention and | wouldn't $seabout as much. I'd feel
more relaxed and I'd do more posters and work thaanted to do for my work
instead of writing loads of pointless stuff. (Maehool A)

To let us create things more in our own way. (Feansthool A)

I'd do stuff | was good at so that the work | didwd be good and | wouldn't be
doing rubbish stuff. (Female, school B)

We'd get to watch more films about stuff, it's moadre interesting than when
someone tells us stuff. Then after we'd be ablerite or draw what we'd learnt
about instead of just answering loads of questi@visle, school B)

On task behaviour

Pupils described positive experiences of schoolrevbeth themselves and their

peers were engaged in a task and displaying onbisaviour. ‘Joining in” and
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‘getting on with it" were referred to as positiveHaviours of themselves and

their peers. This is illustrated in the quoteoiel

We just get on with our work and we get a treatiwive do it. Our teacher tells
us what do and we get on with it. She trusts wdotour work. (Female, school
A)

I'd be working; I'd be getting on with it and noessing about. (Male, school A)

I'm sensible and | follow the instructions carefuliFemale, school B)

I just draw; | get on with my work. | work hard ahdo my best. (Male, school
B)

Working with peers

Pupils discussed being able to work with their peen activities. They
described having little opportunity for this duritrgditional subjects but felt that
where the opportunity for this was given activitiere more enjoyable and
beneficial.

Everyone is joining in and they're all playing godsliale, school A)

Pupil: Would it be group work?

Researcher: It could be, would you prefer that?

Pupil: Yes. (Female, school A)

I'd show everyone what | could do and I'd enjoyrggdifferent people. (Female,
school B)
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Good, I like dancing and everyone is joining ineiale, school B)

Control

Control was the second major theme identified fos tgroup using thematic
analysis. Within this theme there were three frrtbubthemes; using skills
responsibility and choice.

Using skills

Pupils in both schools seemed to value opportunitoe use their skills when
describing positive experiences in school. Indee@ pupil in school B
highlighted this as a point which should be shaweth teachers. This is

illustrated in the comments reproduced below:

Art. | like drawing. | can choose what | wantdiaw and how | want to draw it.

It's my work. (Male, school A)

I'd do stuff I liked more and stuff that | was gaadl think I'd do more. (Female,
school A)

I'd do stuff | was good at so that the work | didwd be good and | wouldn't be
doing rubbish stuff. (Male, school B)

More chances to use our skills in school (Male oetiB)

Responsibility

When asked to describe positive experiences inaddiowv attenders at both
schools described situations where they were gsaene level of responsibility

suggesting that this was an important factor fenth This is illustrated in the

comments below:
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We just get on with our work and we get a treatwdve do it. Our teacher tells
us what do and we get on with it. She trusts wdotour work. (Female, school
A)

We'd be more like adults. (Female, school A)

I'm sensible and I follow the instructions carefullFemale, school B)

They were just having fun too. No one was falbnogand we all made sure we

were on time to check in. (Female, school B)

Choice

Having an element of choice in the activities tthaty were asked to complete
was referred to in discussions by low attenderbathh schools,. Interestingly
both groups highlighted having more choice as dnine three key points they
wanted to feed back to their teachers. The selemdenments below illustrate
this:

A lesson where | choose what | want to do. [I'chdalthy stuff like sports. I'd

have more freedom and I'd be able to do what | edmbore. We do too much
different stuff at the moment. (Female, school A)

Give us more choice. (Male, school B)

More lessons where we could choose what we wergggdoi do like in dance

we're given some music and then we decide whatedamire going to do.

(Female, school B)

More choices in what we do. (Male, school B)

Themes identified for mid-range attenders
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Figure 19: Thematic analysis of appreciative inquiy focus groups for mid-

range attenders in school A and school B
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Social aspects of school and learning

The first major theme identified through thematimalgsis of the mid-range
attending groups appreciative inquiry focus grougswhe social aspects of
school and learning. Within this theme three fertaubthemes were identified.
These were on-task behaviour of peers, positivatiogiships with adults and

working with peers.
On-task behaviour of peers

When mid-range attenders at both schools were asikedescribe positive
experiences in school their discussions includextrmigtions of their peers and
themselves being involved in the activity and beamgtask. Interestingly this
was the case for descriptions of positive expegsrwhich had already occurred
in school and for their ideal lesson/ event or d&his is demonstrated in the

selected comments below:
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Well the teachers just watch us really and helff wse need it. They don't really
have to tell us what to do. We have a sheet angisteget on with it. Everyone

kind of does what they should be doing. (Male, schAp

The teachers are kind there and they help us ardtwe work together and we

don't fall out. (Female, school A)

Everyone else was just doing what they were suppmske doing. Even when
they were waiting round and it was a bit boring were being sensible. (Male,
school B)

Everyone was joining in and cheering. (Male, sct®pl

Positive relationships with adults

Relationships with adults in school were discusBgdmid-range attenders in
both schools when discussing their positive expegs in school. Pupils made
comments about being listened to, and feeling suegdoy adults in school.

This is illustrated in the quotes reproduced below:

The teacher listened to them and they had morarsahat they did. (Female,
school A)

The teachers are kind there and they help us andtwe work together and we

don't fall out. (Female, school A)

Everyone was more relaxed including the teach&fsl€, school B)

They enjoyed it and the other teachers were eveeraig everyone on. (Male,
school B)

Working with peers.
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Working with peers was mentioned by mid-range aitepdpupils at both
schools.  Their descriptions of positive experienda school included
descriptions of times when they had worked or fgstould work with their
peers. This is illustrated in the quotes reprodumsow:

When | go into A group on a Wednesday and we gatte things. It's a group
of people and all my friends are there. We alphedch other. (Female, school
A)

My friends helped me and we worked together. d Vilkorking with my friends.
(Female, school A)

| took part and | enjoyed it. | joined in with adreng everyone. (Male, school B)

If you were doing it you could help out the othearygroups too. (Male, school
B)

Control

The second major theme identified through themaialysis of the mid-range
attending group’s appreciative inquiry focus gromwps control. Within this

theme four further subthemes were identified. €hegre time management,
responsibility, using skills and choice/ flexibylit

Time management

The pupils in the mid-range attenders groups &b Bohools described positive
learning experiences where they had more oppoiggnio manage their time
better. The pupils’ discussions highlighted a sewislearning too much content
in school whereby everything was squeezed intoeqaitsmall space of time.
The selected comments below illustrate this:

128



I'd get all my work done and I'd feel less stressieolut everything. I'd have more

time. (Male, school A)

Having a free period like at college. I'd be abtecatch up with my work and do

my homework. (Male, school A)

More time so that we can get things finished. \Wenget enough time really.
You have to rush stuff and if you make a mistakehave to start again. You

don't really get to do your best work. (Female,cxB)

Yeah | think we should say something about likenigaa choice whether or not
you do RE, citizenship, functional skills and stiké that. Some people don't

like doing that, like I'd rather do some extra Hegland stuff. (Male, school B)

Responsibility

Pupils with mid-range attendance rates at both @shdiscussed having more
responsibility when asked about positive experisnoeschool. Pupils discussed
times in school when they were given or would litee be given more

responsibility for themselves. This is illustratedthe selected quotes included

below:

I have more responsibility, | can choose what | im@ndo and if | want to do
well in an activity | have to be there and | hagébe ready. (male, school A)

Trust us more, don't assume that we won't do wiey tell us to do. On trips
and at sports day they just tell us at the begigrohthe day and we do it. We

need more responsibility. (Male, school A)

The teachers were more relaxed and just let uogetith it. They left us to it.
Everyone else was just doing what they were suppmske doing. Even when
they were waiting round and it was a bit boring were being sensible. (Male,
school B)
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We got chance to just do what we wanted, | enjdyetihere was more freedom.
(Male, school B)

Using skills

In the mid-range attending groups’ pupils at batha®l commented upon being
able to use their skills when describing positivepeziences in school.
Conversely having to complete activities which thely they did not have the
necessary skills for was viewed negatively. Thieded quotes reproduced

below illustrate these comments:

I'd get chance to do stuff | enjoyed, stuff that ¢ood at. And I'd be able to do
things that I'm not doing anymore that | liked. eféid be drawing competitions

and we'd make things. (Male, school A)

I'd like us to have our options sooner so that welad choose what lessons we
wanted to do instead of spending so much time diimgs we don't want to do

or that we're not good at. (Male, school A)

| take part more, | get to do things | am good atren (male, school B)

Like the subjects we've just picked I'd like toehaliance to move if we realise
it's difficult. (Male, school B)

Choice/ flexibility

Pupils with mid-range attendance in school A anklost B seemed to value
opportunities to make choices in their descriptiools positive learning
experiences. Having a less rigid curriculum seeteeteature prominently in

discussions. This is illustrated in the commemris\:

I'd get chance to do stuff | enjoyed, stuff that ¢ood at. And I'd be able to do
things that I'm not doing anymore that | liked. eféid be drawing competitions

and we'd make things. (Male, school A)
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I'd like us to have our options sooner so that welad choose what lessons we
wanted to do instead of spending so much time dimmgs we don't want to do

or that we're not good at. (Male, school A)

We'd get to choose our lessons and we'd get towdiegh ones we wanted to do.

(Female, school B)

Like the subjects we've just picked I'd like toehaliance to move if we realise
it's difficult. (Male, school B)

Themes identified for high attenders

Figure 20: Thematic analysis of appreciative inquiy focus groups for high

attenders in school A and school B
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Curriculum

The first major theme identified through thematmalgsis of the high attending
group’s appreciative inquiry focus group was theiculum. Within this theme
four further subthemes were identified. These wametask behaviour, more

variety and practical subjects.
On task behaviour

On task behaviour was described when discussinitjy@experiences in school.
Pupils referred to times when they were particngaand involved in an activity
and displaying positive learning behaviours. Exk®mmf this are given in the

quotes below:

It's easier to listen, everyone is listening. (Maehool A)
Interested, taking more notice. (Male, school A)

| got involved and | really enjoyed it. (Femalehsol B)
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| put more effort in, concentrated more and maderttost of the opportunities |
had. (Male, school B)

More variety

During discussions about positive experiences imoakthe pupils described
opportunities to do activities which differed tans® extent from their usual daily
timetable in school. They described activities chhwvere somewhat novel or
involved a variety of choices. This is illustratedthe selected quotes given

below:

Just let us do more exciting activities and likketais outside if the weather is

good. (Female, school A)

Yeah and it'd be interesting. We'd use the lessoi® proper stuff like asking
for food in French and that. (Male, school A)

Good, it'd feel different. I'd be learning lot®ifn them. (Female, school B)

Last year’s sport's day. There were loads of & and lots of interesting stuff

to do. | liked playing dodgeball. (male, school B)

Practical subjects.

When asked about positive experiences in schogbulpés often described more
practical, hands on activities, many of which hadaagible outcome (for

example making food or jewellery). This is higlhligd in the quotes below:

We'd use the lessons to do proper stuff like askindgood in French and that.

(male school A)

Happy and I'd have something to show for it. Yauidteat it and if it was good
you'd know you'd cooked something good and if omotdyknow you hadn't.

(Female, school B)
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When | got to make jewellery, making bracelets @arlings. (Female, school B)

Being with the army on sport's day. We did loafifun activities like archery
and paintball and that. (Male, school B)

Control

The second major theme identified through themaimalysis of the high
attending group’s appreciative inquiry focus gromwps control. Within this
theme three further subthemes were identified. s&tvweere responsibility, using
skills and choice.

Responsibility

When discussing positive experiences in schoohile attending pupils referred
to taking responsibility for themselves and desatibopportunities for this
positively. Being ‘treated like adults’ as one pugescribed it seemed an
important part of any positive experience. Thishighlighted in the selected
guotes below:

They help you if you're stuck but they will justie you to get on with it if you're
okay. We have an instruction sheet that we cdowolve don't need someone

telling us all the time. (Female, school A)

Have a meeting and decide what they want us tondondhether we can change
stuff. (Male, school A)

| did what | wanted but | made sure | was sensifiemale, school B)

| felt like we were treated like adults (Femald)eal B)

Using skills
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Pupils across both groups of high attenders (schAoahd school B) identified
opportunities to use and develop their skills asimportant part of positive

experiences in school. The selected quotes bdllastrate these discussions.

Yes and | get to use my skills (male, school A)

I'm good at acting, | practise my acting skillsgdt to use my acting skills. (male,
school A)

Jewellery making but we'd get to design it ourselwed not just follow someone
else's design. We'd be able to choose what métesi@ used and not just use
what's there. (Female, school B)

I'd be able to do stuff that I'm good at. I'd H#eato make computers and I'd be
able to fix computers if they were not workingd lbe able to use my skills.
(Male, school B)

Choice

High attending pupils in both school A and schoabBntified having choice in
activities as a factor in positive experiencesupil® discussed having more say
in what they did and described having to do lotsadtvities in school which
were not of their choosing and they felt had littldlue for them as negative
experiences. This is illustrated in the quotesWwel

She does like a circle time where we can choosd wkawant to do. (Male,
school A)

Give us more input. (Male, school A)

Having more choices to do lessons. | could spemc time on things | enjoy or
things I'm not good at so | could spend more timé&.aMale, school B)

More choices. We'd get to choose more of thewwiffo. (Female, school B)
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Social aspects of school and learning

The third major theme identified through thematalgsis of the high attending
groups appreciative inquiry focus group was theiasagspects of school and
learning. Within this theme two further subthemese identified. These were

positive relationships with adults and more intéoacwith peers.

Positive relationships with adults

High attending pupils in both schools describeditp@s relationships with

teachers in their descriptions of positive exper@n in school. These
descriptions seemed to suggest that the traditivieal of the pupil-teacher
relationship whereby the teacher ‘instructed’ thipipwas not viewed positively
by the pupils. As is illustrated in the quotes dvelthe pupils viewed

relationships more positively where the teachestetied to them and took on
board their views and where the relationship baarfqower was not as heavily

in the teachers favour.

Well the teachers really cool. She's not just hgrshe doesn't just sit there, she

like will walk round and help you with stuff. (Felmaschool A)

Yes, it's better when the teachers listen and.gtdtle, school A)

They were all shouting for each other and the teeshvere shouting for them

too. It was good being in our house teams. (Mstapol B)

Happy because teachers wouldn't like be tellingwhat to do so I'd enjoy it

more. (Female, school B)

More interaction with peers

High attending pupils in school A and school B diésd opportunities to

interact with their peers when describing positiearning experiences. They
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described activities where they were able to wagether and described the
outcome as positive. One pupil felt that workinghwnore able peers would be
of great benefit. These views are illustratechm quotes below:

PE because we just have fun. We play with loteople. (Male, school A)

Yes, they're allowed to help in cookery but nobtimer lessons. (Female, school
A)

| would get people who were good at something hdoliard to help me to tell

me how | could be better at something. (Male, stB)

They were putting lots of effort in to get poimdstheir teams.(Male, school B)

Themes across all attendance groups

As discussed in chapter three, the data from edetlattendance groups was also

analysed together using thematic analysis.

Figure 21: Thematic analysis of appreciative inquiy focus groups for pupils
in all three attendance groups
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Social relationships

The first major theme identified through thematitalgsis of all appreciative
inquiry focus groups was social relationships. Nitthis theme three further
subthemes were identified. These were opportsnitee work with peers,

responsibility and trust and positive relationshiph adults.
Opportunities to work with peers

Pupils in all six focus groups expressed a desiteetgiven more opportunities to
work with their peers. They described positiveezignces in school where they
had been given the opportunity to work with thesegs. Many felt that there was
a lack of opportunity for this within lessons as\ttcurrently were. The pupils
seemed to identify a real value in working alongditkir peers and working with

them as is illustrated in the quotes below:

You don't really get to use teamwork in class §tradt properly.(Male high,
attender, group 1)

| would get people who were good at something hdoliard to help me to tell

me how | could be better at somethirfiylale, high attender group 6)
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My friends helped me and we worked together. d Vilkorking with my friends.

(Female, mid-range attender, group 2)

We could choose what we did and who we wanted tk with. (Female, low

attender group 2)

Responsibility and trust

Pupils across all groups commented that they fedt they were not given
enough responsibility in school and that their kess did not trust them fully to
‘do the right thing’. The pupils described posttilearning experiences where
they felt that the teachers trusted them rather thgoervising them closely. The

quotes below illustrate such views:

We just get on with our work and we get a treatiwive do it. Our teacher tells
us what do and we get on with it. She trusts udatawur work.(Female low

attender, group 2)

They[the teachersvill just leave you to get on with it if you're gkaWe have an
instruction sheet that we can follow we don't neesheone telling us all the time.

(Female, high attender, group 1)

They|[the teachersireat us differently, more like and adult. | tdl a rota so
no-one tells me what to do | just follow the rofgemale mid range attender
group 3)

Trust us more, don't assume that we won't do wiet tell us to do. On trips
and at sports day they just tell us at the begigrohthe day and we do it. We

need more responsibility. (Male, mid-range attendeoup 3)

Positive relationships with adults
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Pupils across all groups discussed having a mowel gglationship with their
teachers. They described positive learning expee® where teachers listened to
them and acted upon what they had to say. Thepgrdascribed teachers who
supported rather than ‘instructed’ pupils in schodhe quotes below illustrate

these views:

Yes she does, she helps us but she doesn't likes i®hat to do. She doesn't just
sit there like some of the other teachers, shethdoed about whether your

cooking turns out okay or not. (Female, high atemdroup 1)

Listen to us more. (Male, low attender, group 2)

They put ideas across to the teacher and made stigge about the dance. The
teacher listened to them and they had more sayhiat Whey did. (Female, mid

range attender, group 3)

They could listen to us more because sometimedishery more to those who are

misbehaving. (Male, mid-range attender, group 3)

Curriculum

The second major theme identified through thematialysis of all appreciative
inquiry focus groups was the curriculum. Withinisttheme four further
subthemes were identified. These were practicdl r@tevant tasks, on task

behaviour, using skills and control.

Practical and relevant tasks

Pupils in all attendance groups commented that ditn did work which they
viewed as irrelevant to them describing such waKpmintless’. When they

described positive experiences in school they dsed work which had a

purpose or a relevance for them. This is illustldah the quotes below:
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I'd be happy and not bored. There'd be a point.tolti wouldn't be rubbish like
some of the other lessons where the teachers lmaveaging stupid stuff. (Male,

low attender, group 2)

Well I'd actually want to wake up in the morningdanome into school.
Sometimes | get to school and think | shouldn'enasthered. (Male, mid-range

attender, group 3)

I'd do stuff | was good at so that the work | didwd be good and | wouldn't be
doing rubbish stuff. (Male, low attender, group 4)

Yeah | think we should say something about likenigaa choice whether or not
you do RE, citizenship, functional skills and stiké that. Some people don't
like doing that, like I'd rather do some extra Begland stuff. (Male, mid-range

attender, group 5)

| would get people who were good at something hdoliard to help me to tell

me how | could be better at something. (Male, laitjtender, group 6)

On task behaviour

Interestingly when asked to describe positive erpees in school the pupils
across all groups of attendance discussed bothstlees and their peers
engaging in on-task behaviour. They described/ities where they and other
pupils were actively involved in learning and desphg positive learning

behaviours. This is demonstrated in the seleatedeg below:

It's easier to listen, everyone is listening (Femaligh attender, group 1)

Everyone does their work, they don't mess aboute t€acher just leaves us

alone and doesn't like nag at us (Female, low aéengroup 2)

| just draw, | get on with my work. | work hard ahdlo my best. (Male, low

attender, group 4)
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I'd get more involved, | don't like it when peofg# me what to do. I'd do much

more. (Male, low attender, school A)

| take part more, | get to do things | am good airen (Female, mid-range

attender, group 5)

| put more effort in, concentrated more and madertiost of the opportunities |

had. (Male, high attender, group 6)

Using skills

The pupils across all groups discussed the way Mhiclwtasks were often
assigned to them by their teachers. They seemdeetahat they were often
given activities which did not give them the oppoity to demonstrate or
develop their skills. Interestingly when desardpositive learning experiences
they highlighted opportunities to use their exigtskills to their full potential and
to develop their skills further, not only in acties they were already good at or
enjoyed but also in areas where they felt they egddrther development. The

guotes below illustrate this:

To let us create things more in our own way (Ferlale attender, group 2)

I'd like us to have our options sooner so that welad choose what lessons we
wanted to do instead of spending so much time dbiimgs we don't want to do

or that we're not good at. (Male, mid-range attendagoup 3)

I'd do a lot more science and technology stuff bheeahat's what | want to do
when I'm older. Some of the stuff | study nowoistfess for me. (Male, mid-

range attender, group 3)

More chances to use our skills in school (Female, &ttender, group 4)
| take part more, | get to do things | am good atren (Male, mid-range

attender, group 5)
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| would get people who were good at something hdoliard to help me to tell

me how | could be better at something. (Male, latjender, group 6)

Control

The pupils across all groups made many commentsraeg wishing for a
greater sense of control. There were many comntergaggest that pupils felt
that they were unable to exert the level of contr@y would like over the
activities they were asked to complete in schoburthermore when asked to
describe positive experiences in school there wesiay discussions regarding
having more control over the work they were askedida. The quotes below

highlight the range of ways in which the pupils edgor more control in school.

Give us more input. (Male, high attender, group 1)

It'd feel more like me instead of just doing whatial said | had to do all the

time. (Female, mid-range attender, group 3)

Yeah | think we should say something about likenigaa choice whether or not
you do RE, citizenship, functional skills and stiké that. Some people don't
like doing that, like I'd rather do some extra Bagland stuff. (Male, mid-range

attender, group 5)
More time so that we can get things finished. \&enget enough time really.
You have to rush stuff and if you make a mistakehave to start again. You

don't really get to do your best work. (Male, maiige attender, group 5)

I'd feel like I was making much better use of myetinstead of doing things

which are pointless. (Male, high attender, group 6)

Provocative statements

The provocative statements made to each of thepgrare recorded below:
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We need more opportunities to do things which vet d&e worthwhile. School is

better when things are worthwhile. (High attendscéiool A)

We would like more opportunities to be creative éamdbe given more freedom.

(Low attenders, school A)

We would like to have more choice in what we do tmbde given more

responsibility. (Mid-range attenders, school A)

We like more choice about what we do so that wedmthings we are good at
and have more opportunities to use our skills.w(ladtenders, school B)

We would like to havemore choice and to be given more chances to do the
things that we are good at. (Mid-range attendetsyal B)

We'd like to be able to do things we're good at aiseé our skills and more

opportunities to develop our skills. (High attergjeschool B)

Each of the provocative statements for all of theugs refers to the lesson
content. Three of the provocative statements esipbad a desire for more
choice whilst the provocative statement low attesde school A emphasises a
wish for more creativity and freedom. Two of theovocative statements

referred to a need for work in school be relevaat @orthwhile.

Next steps

In the appreciative inquiry focus groups pupils evasked for three or four steps
they felt could be taken in school to make schoolaae positive experience for
them. Below are the suggestions the pupils madmeth of the schools and in

each of the attendance groups.

School A, high attenders:
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. More input

. More space
. Teachers to have a meeting and then let pupils knwhat they can
change

School A, mid-range attenders:

. More non-uniform days

. Listen to us more (not just those who misbehave)
. Trust us more

. More group work

School A, low attenders

. Group work

. Let us create things in our own way
. Give us more choice

. Listen to us

School B, high attenders:

. More chances to develop our skills
. More visitors, (experts) to tell us about thingsl &each us
. More choices

School B, mid-range attenders:

. More choice.

. More time to get things finished.

. A range of activities in lessons

. More flexibility to do subjects which are more nedat (e.g. extra literacy

instead of functional skills)

145



School B, low attenders

. More choices
. More chances to use our skills in school
. More visuals

Four of the six focus groups asked for more chaiod three groups wanted
school staff to listen to them more. One of the-nainge attenders at school A
commented that often it was the pupils who misbetlawho were listened to
most whilst those pupils who behaved well were lisiened to. All of the

attendance groups at school B felt that they neetm@ opportunities to engage
in work which they felt to be relevant to them ohnigh enabled them to use or

develop their skills.

4.4 Summary of thematic analysis findings

Several of the themes were shared by the diffegemips. Indeed similar points
were made by different pupils, in different groupfien phrased in a very similar
way. Further discussion of these themes and thie between the themes
identified and the pupils’ scores on the MMCPC wik explored in the
discussion which follows.

The appreciative inquiry focus groups offered samseght into the differences in
the way in which the different attendance groupsgiged school. Perhaps most
noticeably the transcripts for both the mid-ran¢feralance groups are longer
than the transcripts for the other attendance grolerhaps most noticeable was
that fact that the theme of time management walligiged for the mid-range
attenders but not for their peers. In both midgeattendance groups the pupils
discussed managing their workload (see resultscdoresponding comments).
They explained why they did not get enough timedmplete tasks in school and
suggested strategies which would help to overcdnsedifficulty. Furthermore
three pupils suggested changes which could be toatheir timetable in order to
accommodate their heavy workload. Could it be geshthat these pupils
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manage their workload more carefully? They attgritbol enough to ensure that
they do not get into trouble for not attending ahgb to ensure they attend what
they may perceive to be an appropriate number lmbdcsessions every week.
As such they are not avoiding school to an extehichv gets noticed by an
attendance officer, as the low attenders are, aitler are they coming to school
every single day and feeling over burdened with wloek that is expected of
them. The mid-range attenders may, in fact, bethmls who have most control
over their attendance and choose not to attendokchibere they feel it is
irrelevant or that they are feeling overstretchddmay indeed be these pupils
who take time off school in order to complete horagwtasks which have been
set for them. In such ways these pupils may beemabte to manage and take
control of their workload more effectively than ithewer or higher attending

peers.

These findings may also be closely related to theammratings for each
attendance group for cognitive powerful others. reHihe high attenders rated
statements which suggested that powerful othersadbted upon success in the
cognitive domain more highly, on average, than ttheir low and mid-range
attending peers. It may be suggested perhapshthdigh attenders’ perception
of control in the cognitive domain is linked to itheeemingly stronger view that
their workload is too great and the work can bedificult. However this does
not explain the low attenders’ mean scores whigms® suggest that they agree
less strongly with statements which suggest thetess in the cognitive domain
is the result of powerful others. Perhaps thrs loe attributed to the fact that the
low attenders attribute success in the cognitiveaa more to unknown control.
As mentioned earlier all three attendance group®esy most strongly with
statements which suggested success in the cogmituein was the result of
their own actions and behaviours. For the mid-eaagd high attenders their
next highest average score was for statements wduggested success was
controlled by powerful others with statements sstjgg success was the result
of an unknown factors being rated the lowest. Rerlow attenders’ statements
which suggested that control over success in tigaitee domain was unknown
had the second highest mean ratings followed biersents which suggested

powerful other controlled success.
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Further consideration of these findings and thesides implications for schools
and the way in which Educational Psychologists supgchools with attendance
will be considered further in the chapter whicHduls.

CHAPTER 5: DISCUSSION
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This section will begin by considering the datahgaéd in relation to the three
research questions. The findings and researc$tiqne will then be considered
with reference to the relevant literature. A suanyrof the findings will then be
discussed along with any conclusions drawn. Thaiaations of this research
for the role of the Educational Psychologist widl bonsidered and suggestions
will be made for further research in this area.e Timitations of this research

will also be explored.

5.1 Relating the findings to the research questions

In the following paragraphs the results of thisesgsh will be considered with
regard to the research question they relate toan@ative data from pupils’

responses on the MMCPC will be used to explorearebequestion one; ‘is there
a relationship between pupils’ perceived contral &émeir level of attendance?’
For this question some consideration will also beery to the qualitative

information from the appreciative inquiry focus gps, where necessary, in
order to explain the findings. Both the quantiatdata from the MMCPC and
the qualitative data from the appreciative inquimgus groups will be used to
explore research question two; ‘how can a pupikstcpption of control be

improved in the school context?’ For the thirdeash question; ‘is there a
difference in the scores of low, mid-range and hatfenders on the MMCPC?’
the results of the one-way ANOVA will be consideralbngside descriptive

statistics. For the fourth research question Heré an interaction between
perceived control, level of workload and attend&dmth the quantitative data
from pupils’ responses on the MMCPC and qualitatia&a from the appreciative

inquiry focus groups will be considered in orderéspond to this question.

Research Question 1is there a relationship between pupils’ perceigedtrol

and their level of attendance?

As attendance data for each pupil was not availaeas not possible to carry
out a correlational analysis so descriptive siatstwvere used. From the

descriptive statistics it seems that there maydoeesrelationship between scores

149



in the social domain and level of attendande is interesting that the social
domain seemed to be the domain most linked to @dtese in school. This sits
well with the findings of Skinner, Wellborn and Guall (1990) who found that
two factors that could ‘buffer’ a pupil’s low levef perceived control; increased
autonomy and relatedness to school. Relatedoesshbol is closely linked to
social factors, perhaps as discussed further ar [@ragraphs, this may also be
linked to the relationship pupils perceive themsslas having with their peers
and with adults in school. Davies and Lee (2006) éound that the pupils who
chose to attend school regularly despite having ésywectations for academic
attainment cited the importance of forming socgéétionships in school both for
school life but also in their community outside sahool. Social relationships
will be discussed further in reference to reseguastion two.

The results for the cognitive domain are also d@érest. It may have been
expected perhaps that the pupils’ perception af teeel of control over success
in the cognitive domain would have been relatethtr attendance. However
the differences for mean scores for each of theethttendance groups were quite
small. The clearly unexpected difference in scéoesognitive powerful others
will also be considered further in relation to @®d question two. Interestingly
Skinner, Wellborn and Connell (1990) did describe éffect social factors can
have upon perceived control in the cognitive domatkinner, Wellborn and
Connell (1990) believed that social relationshighvadults in school were a key
factor in how pupils developed their sense of peeckcontrol. According to
Skinner, Wellborn and Connell where adults used ha&yels of contingency,
responding regularly and consistently to pupilsawetur and work and where
this response or ‘involvement’ was positive thepifguwere more likely to have
higher levels of perceived control. Conversely rghthe response was regular
and consistent but negative or if the responseim@msistent the opposite was
true and this had a negative effect upon the pugolstrol beliefs. Skinner,
Wellborn and Connell (1990) found, in line with tfkedings here, that the sense
of relatedness (a sense of connection to teachas) key factor in whether or
not pupils felt that they were able to achieveahal. Interestingly the results
here seem to suggest that this is also the cagaufols’ positive experiences in

school and whether or not they choose to attendadgy.
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Muldoon, Lowry, Prentice and Trew (2005) supportednnell’s finding that
control was domain specific and that scores on daahain could, and often, did
vary. Furthermore they found that attributions e social, cognitive or
physical domain could often be very different tores on the general domain.
Connell (1985) believed a child or young persorécpption of control was
developmental and through the development of seglesh measure perceived
control in different domains the development ofgaéred control can be seen. It
could be, perhaps, that the emphasis upon thel stmi@ain seen in mean scores
for each group on the MMCPC here reflects such ldpweent. Furthermore, as
will be discussed further in subsequent paragra@tsnner, Wellborn and
Connell (1990) highlight the role of those in aldts life in supporting them to

develop a sense of perceived control.

Pupils’ responses on the MMCPC do seem to sugbesttihere may be some
relationship between perceived control and schtiehdance, particularly within
certain domains. However the limitations of thésearch in ascertaining the

extent of this relationship will be discussed fertin the subsequent paragraphs.

Research Question How can pupils’ perception of control be improvaedhe

school context?

Control was a key theme in each of the attendarmepg. Much emphasis was
placed upon having more choice. With this in mpethaps one clear strategy
for schools would be to enable their pupils to hengge input into the work that
they do and give them perhaps more opportunitigsat@ some input into how

their workload is balanced.

The pupils in the focus groups had some very isterg suggestions as to how
their workload could be managed for them with sstjgas ranging from having
free study sessions to complete work (as is the easfurther and higher
education) to being given the option to opt ouhoh-compulsory subjects such
as citizenship in order to enable them to devehgpr toasic skills in literacy and

numeracy if necessary. One pupil specifically shat they wished not to take
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part in RE, citizenship or a lesson called funatioskills. They felt that their
time would be much better spent if they had opputies to further develop their
literacy skills instead. This comment does peshaighlight some underlying
frustration and perhaps the beginnings of a sehé®melessness. Other pupils
made further comments about having to do “pointlessrubbish” work. Work
which they did not feel had any relevance to thirair future aspirations or their
needs and abilities. Perhaps from this perspecthiere is a role for schools in
identifying subjects and activities which are raet/ to pupils or conversely
demonstrating to pupils how and why a particuldrject is relevant for them.
The relevance of the curriculum seems to be a keg #or disaffection and if
non-attendance is considered as a form, perhapsntst extreme form, of
disaffection then these issues are relevant here adliustler, Callaghan, Cockett
and McNeill (1998) define disaffected pupils thosto do not perceive school
as being relevant’. Keys (2006) identifies arourd percent of the school
population as disaffected and perhaps it could dsiraed that some of these
pupils regularly choose not to attend school. erkedtingly Riley, Ellis,
Weinstock, Tarrant and Hallmond (2006) identify b@aged between 13-14 years
as most vulnerable to exclusion, this correlatgsutails in year nine at secondary
school, the cohort of pupils involved in this reskadue to the increased levels
of non-attendance. As Reid (1999) highlights, ¢herperhaps a role for schools
in highlighting for pupils the relevance of theirokk for their future careers,

whatever those careers may be.

Social relationships and the curriculum were thenntleemes identified from all

of the focus groups. It is interesting that soogétionships were highlighted as
the social domain was also highlighted in the MMCRQearly schools are very
social organisations and indeed the learning psogeschools involves a great
deal of social interaction. Furthermore pupilssithools generally spend the
school day in close proximity to large numbershafiit peer group. As such there
is a great deal of social interaction within schodh the appreciative inquiry

focus groups all attendance groups discussed wgprlaith their peers and

expressed a wish for more opportunities for thisghool. Pupils felt that they
could gain a great deal from working with their rgee They indicated that their

learning experiences were more positive when thesevable to work with their
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peers and when they were involved in a team taSkrthermore some pupils
commented upon how they felt that they could leaame if they learnt with their
peers, with one pupil stating that they would like opportunity to work with a
more able peer who would be able to teach themnmesof the areas which they
find more difficult. This pupil felt that workingne to one with a peer who was

more able in that particular area would be of maieie to them.

All of the focus groups discussed a need to bengimere responsibility and a
need to be trusted more by the adults in schodle gupils cited examples of
times when they were not heavily supervised bulo¥e#d instructions and
perceived themselves as being more responsiblagitivese occasions. Perhaps
linked to this the sub-theme of positive relatiapshwith adults was identified
for both the low and high attending groups. Thg®eips discussed teachers and
adults in school whom they felt interacted welltwihem. They felt that such
adults listened to them and gave them opportunibeske responsibilities for
themselves and their work. This is reflected in $bkected quotes in the results
section. These discussions do appear to sit guetewith Skinner, Wellborn

and Connell’s descriptions of a sense of relatezines

Perhaps linked to the need for more responsikalitgt trust was the finding that
the curriculum seemed to be a key factor for pupilhey described positive
learning experiences where the activities they detad enabled them to use the
skills they had and where there was a clear retsvaihthe curriculum. Perhaps
if student voice was more central to decision mgkmschools then pupils could
share their views regarding what they felt to beappropriate curriculum for
them. The pupils in the research did not simpétesthat they wished to only
have opportunities to do their favourite subjestindeed the subjects they were
best at or found easy. Instead they asked fpormpnities to access support for
key subjects that they felt they needed to devétep skills in such as literacy.
Skinner, Wellborn and Connell (1990) highlightece thole of autonomy is
supporting a pupil in school. They described tregyw which a high sense of
autonomy could ‘buffer’ the effects of low perceaiveontrol.  Pupils asked for

more choice, the opportunity for more input andb® listened too. Pupils
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themselves seem very aware of their need for antgramd were able to identify

ways in which they could work more autonomouslgahool.

All of the groups involved in the appreciative imgufocus groups discussed on
task behaviour. Interestingly they described thedwes and their peers being
absorbed in their work, doing their best and gdhefacussing upon the task at
hand and applying themselves. These were descabeibsitive experiences in
school; furthermore they described their ideal elgmee in school as being one
where they were fully absorbed in an activity. Tdescriptions given by the
pupils echoed Moneta and Csikszentmihalyi’'s detonpof flow (Moneta and

Csikszentmihalyi, 1996). The pupils referred aagrdeal to being given the
opportunity to be able to use their existing skaligo develop the skills they had.
The pupils took a very negative view of work whiclid not enable this

describing it as ‘rubbish’ and ‘pointless’. As Maa and Csikszentmihalyi
describe a true experience of flow involves hauimg opportunity to participate
fully in a task which is appropriately challengindn order for an appropriate
task to be matched to the individual the individwaluld generally choose a task
which they felt met their skills or if they werevgn a task which was beyond
their skills take opportunities to develop theilllsko an appropriate level so that

the activity becomes challenging in a positive way.

The pupils in schools A and B highlighted the laélopportunities they felt that
they had for this. They felt that they did not ajw get to use the skills that they
had and furthermore they were not always givendppgortunities they might
need to develop these skills. The pupils’ suggastias to how they could have
more positive experiences in school were very tyobeked to flow theory.
Firstly they made a number of suggestions which lavagive them more
opportunities to choose appropriate activities tttemselves, in particular they
wanted more choice in the subjects and activihey tompleted and more say in
how they completed and presented their work. Tdeaiof having more
opportunities to work creatively was also discusse&tults generally choose
occupations to which they feel their skills anditibs are best suited, where they
do not feel their skills and abilities match an wzation they will generally

choose to develop the appropriate skills accorglinglor adults this is generally
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an individual decision and adults generally undertany training which meets
their specific needs. Moneta and Csikszentmihalgéscription of flow sits well
with Skinner, Wellborn and Connell’s sense of aotag for pupils. In reaching
a sense of flow the individual would need the opgaty to either choose or
alter a task or the outcome of the task in ordenéet their own skills or abilities
or to take opportunities to develop and practis@rthxisting skills in order to
meet the challenge presented to them. Being abtio teither would involve a
certain level of autonomy. A level of autonomy wahiis, perhaps, sometimes
absent from a pupil’'s usual experience of schamierestingly a member of staff
from school A described a small group of year efesteidents who had finished
school the previous year, who had not been willmgttend school but who had
completed work set for them to complete at home. réported that these pupils
achieved far more than they were expected to. h&sattendance officer had
visited these pupils at home he was able to desdhb way in which these
pupils organised their own learning and respondusitigely to the opportunity
to do so. He felt that this was a key factor iaittachievement. Whilst this is
simply anecdotal evidence, when considered aloegtié research presented

here it does, perhaps, warrant further investigatio

Group work was another key theme identified by popils. They clearly felt
that their learning experiences would be enhantéukei were able to learn co-
operatively. Indeed one pupil believed that wogkimith a more able peer in a
subject that they struggled with would be extremsbtyrthwhile. Furthermore
other pupils also described the value they plaqgezhibeing able to share their
own skills and knowledge with their peers. Thisk# well to the work of
Vygotsky (Vygotsky 1978) and his zone of proximalvdlopment. The pupils
felt that having a more able pupil to support thenwuld help them to learn.
Vygostsky would agree that this is indeed the caseé that optimal learning
occurs when an individual is supported to compketéask just beyond their
capabilities by someone who is more able. Thislevalso fit quite neatly with
Moneta and Csikszentmihalyi's description of flowMdneta and
Csikszentmihalyi, 1996) as it may be assumed thrathie less able partner they
would be pushing themselves just beyond their dépeb and it is here,

according to Moneta and Csikszentmihalyi that flevusually experienced.
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Furthermore the more able peer, though more abdg, also experience flow
because although they are engaging in a task dwiehvit is presumed they have
some level of mastery the challenge involved inpsuing a peer to complete the
activity means that they are being stretched also.

All of the pupils involved in the focus groups werery keen to share their
experiences of school. They had clear views abhout they could have more
positive experiences of school and offered constreicuggestions for strategies
which could support this. The pupils were ableatticulate their views in an
appropriate manner and the comments made werelellant to the topic. One
member of staff | approached regarding carrying thet research felt that the
focus groups would give the pupils an opportunity simply voice their
grievances and may lead to facetious or inapprgpsaggestions and comments
being made. However it is clear from the trangsripat this was not the case.
The pupils welcomed the opportunity to discussa ipositive and constructive

manner, their views and experiences.

As Harding and Atkinson (2009) highlight pupils effa valuable insight into

their own experiences, insights which others, paldrly adults, do not always
have. The voice of the child gave a clear insigtd what a positive experience
of school was really like for these pupils and whetements made this positive
experience possible. For example a number oflpulscussed sports’ day as
their positive experience. Superficially it may &gsumed that this was simply
because they were able to take part in sports’ lwhay have been something
they particularly enjoyed. However when the pupitre given the opportunity
to reflect upon these experiences and discuss th&anspired that there were
many elements which made these days enjoyable aonditive experience. The
pupils referred to the opportunity to choose whachvities they took part in and
being able to take part in the activities they felbst able to participate in.
Furthermore there was much discussion of the saotataction involved in

sports’ day either through working together as ameof through cheering on
their peers. The pupils also described the waypingil-teacher relationship

differed on sports’ day, stating that they feltytlveere trusted more, given more

156



responsibility. One pupil described the way in ethhe was much more sensible

and arrived at the activities on time throughoet day.

In summary it would seem that perceived control rbayincreased by giving
pupils a voice within school and when appropriaténg upon their suggestions.
Pupils would also like more choice in lessons andrempositive social

interactions with adults and peers.

Research Question 3s there a difference in the scores of low, midgeand
high attenders on the MMCPC?

The one-way ANOVA did not identify any significadifferences between the
scores of each of the attendance groups on eatheoflomains of perceived
control or on the questions related to difficultydaworkload.  Differences in
mean scores for the question related to difficaftyvork had a significance level
of .55, just outside the accepted range. As meetioin chapter 3 the small
sample size involved in this research reduces theepof the ANOVA was able

to identify any differences, therefore due to thmitation it is not seem

appropriate to accept the null hypothesis which ldioauggest that any
differences in mean scores were due to chanceuatitef research in relation to

this research question is needed.

The descriptive statistics show differences in esdretween different groups of
attendance on some of the domains. However th#fredces were more
apparent between low and mid-range attenders amémal high attenders. This
seems to suggest that level of perceived contral pexhaps less of a factor in
whether pupils were mid-range or high attenders thavas in whether or not
pupils were low attenders. Further research witlarger sample size would

enable this research question to be answered raltably.

Research Question 4s there an interaction between perceived conlegkl of

workload and attendance?
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It was interesting that the mid-range attendersdratatements which suggested
that the level of difficulty and workload that theyere given in school was far
too much, much lower than either their low or hgtending peers. Indeed for
these statements it could be suggested that theange attenders responded in a
way that reflected more accurately the expecteporeses of the high attenders
than did the high attenders themselves. The fgeliof Dwyer and Ganster
(1991) would suggest that pupils with high contaold high workload would
attend regularly and the pupils with low workloagddow control would also
attend regularly (see figure 4 reproduced belo@gnerally the high attenders
rated statements which suggested high levels afepaxd control for each of the
domains higher than their low attending peers wita mid-range attenders
scoring somewhere in between. The high attendmrsecsely rated statements
which suggested that control over success wabuatid to powerful others or an
unknown control lower than their low attending geagain with the mid-range
attenders mean scores somewhere in between. Thexaeption to this was for
social unknown others control where the mid-rantenders’ mean scores were

lowest followed by high attenders with low attereienean scores the highest.

Figure 4: Level of control and workload and the img@act upon attendance at
work (Dwyer and Ganster 1991)

Low Control

Absence
I
T

High Clomtral

Low High

Woorrk epail

These findings do not, on the surface, seem tohmaweyer and Ganster’s clear

correlation as illustrated above. However it maycbnsidered perhaps that the
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mid-range attenders have mid-range attendance anckipe themselves as
having lower levels of difficulty and workload irctsool than their higher and
lower attending peers. The mid-range attenderel le¥ perceived control
derived from the MMCPC is generally midway betweleir higher and lower
attending peers. The high attending pupils’ meames suggested higher levels
of perceived control than their lower attending rpegboth the low attending
group and the mid-range attending groups). Thedrthe level of workload and
level of difficulty as higher than their mid-rangétending peers but lower than
their low attending peers. The low attending ipnean scores on each of the
other domains generally suggested lower levelsentgved control than their
peers, whilst their scores for level of difficuind workload are higher than their
higher attending peers. In this way it could bie $saat these results do, to some
extent, follow the pattern Dwyer and Ganster fourithe high attending pupils
perceive themselves as having higher control aredagively high workload and
a high level of difficulty in the work they are @, hence their higher
attendance. The low attenders perceive themsak/@aving less control than do
their peers and having a high level of workload kvel of difficulty, hence their
lower attendance. The mid-range attenders, wheapp be the anomally in the
data, have mean scores which suggest a level akiped control which is
somewhere between their low and high attendingspdewever they do not
perceive their level of workload or the level offidulty of the work they are
asked to do to be as high as either their low gh lattending peers. As discussed
earlier choosing when to attend and when not endttmay be the way in which
these pupils manage their workload, indeed it wath lgroups of mid-range
attenders who discussed having opportunities ttebetanage their time and

workload.

The views of the mid-range attenders did challethgeviews of the researcher.
As discussed in the methodology section, the rekearwas aware that as an
Educational Psychologist who had been previouslpleyed as a teacher the
researcher did place great value upon educatiortrenanportance of attending
school regularly in order to access education fulldjowever the mid-range
attenders seemed to suggest that by attendingarfgehough not to miss large

amounts of work, or to evoke any sanctions thay there able to balance their
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school workload better than either their low orthagtending peers. Furthermore
it was the mid-range attenders whose views on dckere, the researcher felt,
most insightful. Indeed the group of high atteisdatr school A were somewhat
disaffected with one pupil describing having beeevusly excluded and now
having to come in every day and being watched ulyef He said he that he
could not wait to leave. Perhaps the motivafmmhigh attenders in attending
regularly needs to be studied further as it mayr b&@me similarities to
presenteeism in the workplace which as John (2Bid)Jights is generally not a
positive way of working. Indeed perhaps there se&ul be some further
questioning of what compels higher attending pujlattend so regularly, as in
some cases it may mean attending school when ikhwmay have negative
consequences not just for the individual pupilsdisio for their peers.

It would seem therefore that there is a relatignsbi some form between
perceived control, difficulty of work and worklodmwever it is not possible to
identify how significant this relationship is frorthis research and further
research would be needed in order to clarify thid ta explore in more detail the

nature of this relationship.

Summary

It does seem from the information gathered thatethe some relationship
between a pupil’'s perceived control and their ledfehttendance in school. The
small sample size in this research however meaats tinfortunately, the one-
way ANOVA may not have accurately calculated theele of significance for

the differences in scores between the attendarmeogr The prominence of the
scores in the social domain on the MMCPC and them#s which were

interpreted from the appreciative inquiry focusugye around social relationships
in school highlight the significance of the sodrdkractions pupils experience in
school upon both their perceived control as desdriby Skinner Wellborn and

Connell (1990) and the pupils descriptions of pesiexperiences of school.

Pupils’ descriptions within the appreciative inquifocus groups of being

listened to, having an input into their work, beigigen responsibility all link
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quite closely with Skinner, Wellborn and Conneltlescription of a sense of
autonomy. It would seem, therefore, that the pigents in the research would
agree with Skinner, Wellborn and Connell’s findirigat autonomy played a key
role in pupil engagement. Pupil descriptions o$ipve experiences in school
seem to be closely linked with the work of Moneta &£sikszentmihalyi (1996)

and their descriptions of flow. Pupils describled heed for the appropriate level
of challenge and the opportunity to use and dev#iep skills and knowledge.

The pupils involved in the research described pasiexperiences in school
where both they and their peers were fully absorbed focussed upon a

particular task.

Social factors seemed to be very important to gumbth from their responses
on the MMCPC and from their discussions in the agpiative inquiry focus
groups. Connell (1985) highlighted the fact thebres on the social domain
differed for this age group. Connell describes thiay in which pupils
increasingly see themselves as responsible for &dckuccess in the social
domain however he also describes the way in which gupils will also believe
that their teacher contributes to their lack ofegtance. Connell refer to this as
‘self-derogation’, suggesting that adolescencaigself, a time of transition for
young people as their perceptions of themselves thadworld around them
develops and matures. This sits well with the tiesoof Erikson (Erikson 1963)
who highlights the importance of allowing the indwal the opportunity to
develop a strong identity. It may be suggested tie pupils involved in this
research sought to assert their identity througir 8ocial interactions.

Bandura (2004) describes the way in which behavoaur be shaped by social
interactions and indeed it seems to be the cas@disétive experiences of school
are indeed shaped by positive social interactioitis &dults and peers. Bandura
(2004) refers to a ‘psychosocial model for soctzrege’. He believes that the
emphasis should not be upon the individual to cbhahgir behaviour but upon a
change in the culture of the social group. Perhhissbears some consideration
in relation to Davies and Lee’s study (Davies arek 12006). It may be

suggested perhaps that the attitudes and viewseoptpils unlikely to obtain

high levels of academic attainment but who stibwed school positively and
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attended regularly are views and attitudes whiatukhbe encouraged. In line
with the findings of Skinner, Wellborn and Conngdrhaps emphasis should be
placed upon the things which are within a pupibstcol, the level of effort they
put in, the amount of responsibility they take tioeir own actions in particularly
in terms of coming to school regularly. Would thisange pupils’ perceptions of
school and make them more likely to attend? Dbesturrent system of placing
emphasis upon obtaining higher level GCSE passasa#d a significant number
of the school population who, for a variety of m@as do not consider

themselves to be in that mould?

Skinner, Wellborn and Connell (1990) offer somegasgions as to how social
aspects of learning relate to perceived contrdieyThighlight the way in which
consistent rewards and sanctions for behaviourseamghasis upon the areas a
pupil can control have an impact upon will supgbg pupil in taking control of
their actions and, in this case, attaining moreayke and Latham (1987) showed
how social learning theory could be applied to suppg adults to attend work
more regularly. In this study adults were giveairting which encouraged them
to consider a range of barriers to them attendimgkwand then to consider
possible ways to overcome such barriers. Theydahat this training (along
with consistent rewards and sanctions) led to amed levels of attendance when
compared to a control group. This does seem tgesighat social interaction

can help to change an individual’s views about @esxd control.

5.2 Implications of the research and the role of Eatcational Psychologists

For the researcher the biggest implication forrtpersonal practice was the use
of student voice. It is clear from the literatuhat student voice is a powerful
tool and whilst the researcher was aware of thissaw it's purpose this research
has demonstrated the importance of pupils’ insightgsoni 2006, Gunter and
Thomson 2007 and Prout 2000). School staff weng wirprised by the
comments which the pupils made and the articulaag w which they made
them. The pupils’ insight into their lives at sch@and their ability to make
constructive suggestions about how school couldirbproved was quite

staggering. In feeding back the research the reflseafelt that simply sharing
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the comments the pupils made helped the staff #t bohools to view their
pupils differently, perhaps going some way in emaging staff to listen more
closely to what their pupils had to say and consildeir suggestions. One of the
main implications of this research for Educatiofdychologists, therefore,
would be that this is yet another piece of resedhneth highlights the real and
powerful value of pupil voice. As Harding and Atkon (2009) highlight pupil
voice is not simply the ‘icing on the cake’ in aogopiece of work for an
Educational Psychologist, it should be at the he&rivhat the Educational
Psychologist does. In the role of EducationalcRejogist it can be all too easy
to fall into the role of serving a schools’ needswbver if the Educational
Psychologist is to be an advocate of the child, asdhighlighted in HPC
guidelines (HPC 2009), ensure that the interestseothild are paramount then it
is essential that the voice of the child is listérie. After all how can it be
possible to work in the best interests of any cbildsoung person if very little
consideration has been given to that particulaidshiview of their own

individual needs?

In supporting attendance student voice is also wepol tool. The pupils
involved in the research highlighted a desire toliseened to and described
positive experiences where they felt that they bhadactive role in making
decisions. Prout (2000) highlights the positivdeef involving pupils in
decision-making can have. He believes that puails more likely to be
enthusiastic about school when they are takingciinea genuine and practical
role in improving their school. According to Praghools can often be an anti-
democratic place for children. He believes tharehis a delicate balance in
today’s society between controlling and protectaigdren whilst at the same
time enabling self-realisation and supporting afeitld and young people to
develop a sense of autonomy. According to Prouingipupils the opportunity
to participate more in decisions made about théawalthem to negotiate what
will happen and how, he believes this to be a waywhich happy balance
between complete control and complete freedom eafobond. Smyth (2006)
supports these findings, in his own research heddhat pupils were more likely
to become disengaged and alienated from schodiey tid not feel that the

adults around them were willing to listen to thaews. It would seem that the
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views the pupils expressed in this research doomitne views of pupils in
previous research by other authors. Being giveapuortunity to play an active
role in school is an important factor for pupil®teast perhaps, because this
may be linked to their perceived control in scho®erhaps a conclusion to be
drawn from this is that staff in schools need topeeceived by the pupils as
listening to their concerns and where appropriating@ upon these concerns.
There is perhaps a role for Educational Psychadiegnmsreiterating this message
and supporting schools to develop systems whichdaraocratic and utilise

student voice where possible.

The pupils involved in the research seemed to respeell to a positive
psychology approach as discussed in the axiologyapfer two). The
researcher’s initial assumption that pupils hadeagdeal to contribute to the
understanding of non-attendance, was, it is fediitiqularly valuable in this
research. It was the pupils’ contributions in #8pgreciative inquiry focus groups
which illuminated their responses on the MMCPC. thdut their input,
interpretation of some of the unexpected scoresldvbave been based purely
upon the researcher’'s assertions however the puipitit informed this
interpretation. Feedback from the pupils whenrésearch was fed back to them
suggests that they did find taking part in appteeanquiry focus groups to be a
positive experience, they felt that the researtdwald them to reflect upon their

experiences of school and discuss them in a catsteumanner.

Participating in an appropriate and relevant culum was a key theme in
discussions with pupils. Interestingly pupils diok simply ask to be allowed to
be able to complete their favourite subjects oiviiets which came easily to
them. In this way it may seem that perhaps soma@gds could be made to the
way in which the curriculum is decided upon or gagticular learning outcomes
the pupils are given for each lesson, perhapsjggested by some pupils, with a
menu of activities for them to complete. A senkauionomy also seemed to be
of importance and as such there may be a role doc&ional Psychologists in
highlighting this to schools and supporting thensupporting pupils’ autonomy
in school in a practical and manageable way. Greagk was mentioned often

and perhaps giving pupils more opportunities tokmeith and learn from their
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peers may ensure that they are more engaged wtbuthiculum. It was felt by
the researcher that many of the descriptions thpilgpwgave of positive
experiences in school fitted very well with Monetad Csikszentmihalyi's
description of flow (Moneta and CsikszentmihalyP6® Perhaps there is a role
for Educational Psychologists in sharing some dspafcthis work with schools
and explaining the ways in which pupils can enjog intrinsic reward which
comes from being involved in a sufficiently chaljgmg task. Educational
Psychologist's may wish to consider supporting sthan using pupil led
research as described by Burton, Smith and Woao@ik0j2as a way to explore
further these issues with their pupils. The uspedr mentoring may also have
benefits upon engagement in school and upon atteed@§Parsons, Maras,
Knowles, Bradshaw, Hollingworth and Monteir 2008nda Educational

Psychologists could support schools in developigy pentoring in school.

5.3 Research Limitations

The biggest limitation of this research was the @amsize involved.
Unfortunately the small sample size used limite@ thower of inferential
statistics such that true differences in scorethenMMCPC may not have been
detected by the one way ANOVA which was used. &henymity of the
MMCPC questionnaires the pupils completed meant tha researcher was
unable to carry out a correlational analysis ineortd explore whether there was
a relationship between level of perceived contrad attendance. As a result
analysis of the quantitative data was somewhatéini

Furthermore, as is the case with all qualitativeligts, the pupils’ discussions in
the appreciative inquiry focus groups only invohedmall proportion of pupils
from each school. As such the views expressednotlge an accurate reflection
of the views of pupils in the school more generalBome parents were reluctant
to give permission for their children to take parthe research and others did not
respond to the request. As such those pupils wédre selected to take part in the
research may have been an accurate reflection pispgenerally and were
perhaps the children of parents who were morenilto allow their children to

engage in such research. Indeed the children wngawho either did not
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respond or who did not wish their children to talket may, as a harder to reach
group, had a different perspective and their vievay have been quite different
and of at least equal if not greater value tharvtees already gathered. Pupils
who participated in this research required a realsierlievel of literacy in order to
complete the MMCPC. For this reason pupils witbrécy difficulties or pupils
who were not fluent in English were not involvedtiie research. This means
that the participants who took part shared quitenged set of characteristics.
As with the hard to reach pupils the views of psipilith literacy difficulties or
pupils who were not fluent in English are of atskeaf not greater interest, to
such research on attendance. The impact of laegimagconjunction with
perceived control upon attendance would have bdegreat value to study,
however it would have required a very different moetology which enabled the
pupils to communicate their views effectively deésphe difficulties they may

experience with language.

The schools involved in the research were schodlsrevthe headteacher was
initially approached and it was the headteacher adgreed to participation. Of
the schools approached only two were willing toetgdart and able to do so
within the time constraints of the research. Qletlre sample of schools was
highly self-selective from the start of the reskarand, as mentioned in the
previous paragraph, the pupils from the two schowtse also self-selected.
Their participation relied upon the agreement dirttparents and their own
agreement to take part. In considering the puplle took part it is clear that
they firstly had to belong to the minority of sch®avere felt able to participate
and then their parents had to respond to the requesagree to them taking part
in the research. The pupils themselves had to digege to taking part and they
had to be in school on the days when the reseaathplace. Clearly through
this process a great number of pupils, perhaps @athmon characteristics were
missed from the research. One common charaatensty have been their
parents’ levels of literacy or willingness to resdoto such research requests.
The attendance office at school A highlighted thet that he had mentioned the
research to parents who had received the informatiomut participating and that
many of them had said that they had not actualbkdéd at the letter. When he
explained the research to them they were genenalbypy for their child to take
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part. Perhaps another interesting point was tmatntajority of consent forms
which were returned within the first week in botthsols A and B were from

pupils who would fit within the high attendance gpo

This research used only two high schools which waerelose geographical
proximity to each other therefore though the resafteach attendance group on
the MMCPC from both schools and their discussionthe appreciative inquiry
focus groups may have shared some similaritiesishi®t to say that this is an
accurate reflection of all pupils in all schools,adl levels of attendance in the
United Kingdom. Indeed, schools do vary a lotheit approaches to their pupils
and their curriculum. Pupils with very differentxperiences may have
highlighted some very different points. This meatherefore, that there is a
limit to how far these findings can be generalisegupils of this age in other
schools.  This research also concentrated upgilspim year nine, a time of
transition for the pupils, it may be that theirpesses are a result not only of the
changes in their curriculum they experience but als a result of developmental
changes at this stage of adolescence may meanthbat responses were
somewhat different to the responses which may teen gathered from their
younger or older peers. As such further resear@stertain whether there were
indeed differences in perceptions of younger arerofwlpils would clarify this

further.

Due to time restrictions and unforeseen circumssartbe pupils at school B
completed the MMCPC and the appreciative inquigusogroup on the same day
with the first in the morning and the latter in @kernoon. The pupils at school
A however completed the two a week apart. This imaye had a positive or
negative impact upon pupils at either school, f@mneple pupils at school B may
have been less enthusiastic about the task afiandhbaeen asked to return to the
group later the same day, however pupils at scAopéerhaps may have had a
different approach to each task on the two diffedays for example for they
may have had a limited recollection of the activiigy were asked to complete
the previous week and the explanation they werergifor the research. For
group A the pupils were given a full explanationté research on both days

however pupils at school B were given a full explaon for the first part of the
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research however in the afternoon they were sirgplgn a quick summary as a
reminder. This may have had an impact upon tlesponses, however as they
had only completed the first task a few hours pmesty and were given the
opportunity to ask questions in order to clarifyawkhey were being asked to do
and the reasons for this and may have become ienpatad another full
explanation been given. The pupils at school Athva week between the
activities, may have had the opportunity to reflapbn their experiences of
school before the second activity in the week aftex research had been
explained to them. The pupils at school B howewere only told in the
morning and only had the later part of the morrang lunchtime to reflect. This
could have had two different consequences, on tieehand the pupils at school
B, with limited time for reflection may have answdrmore honestly giving their
instinctive responses with little time for self nepdtion, however conversely it
could also mean that the pupils at school A gaveenconsidered answers and
perhaps their responses showed a little more alvarview of their experiences
of school rather than a response based upon erpesd¢hat day. It is however
difficult to judge whether any of these scenarigs actually the case, however in
order to prevent this becoming a factor in the aege it would have been better
had all pupils had the same time difference betwherfirst and second part of
the study, circumstances beyond the researchensotqrevented this on this
occasion but perhaps for further research a cawefatingency plan should be

put into place to allow for this where possible.

The transcripts from the appreciative inquiry fogueups were only coded by
the researcher and as such there may be biasaa Withinterpretation and the
development of themes. However it is hoped thatudph the original process of
appreciative inquiry where the use of a provocatstatement enabled the
researcher to clarify the groups views, along witbhecking of the themes with
the pupils involved ensured that these biases lareed. Furthermore had the
transcripts been coded by another person it is Mezgly that the person doing so
would have had a very similar professional backgdoas the researcher and as
such held some similar views upon education arghd#nce. Such a process
may not have guarded against all bias in interpoeta It is hoped therefore that

clarifying the themes with the pupils themselvesynraleed have been more
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productive. Firstly because the pupils would hawed a very different
perspective to the researcher or their colleagndsacondly because the data, in
a way, ‘belongs’ to the pupils and as such it isutrhost importance that any
interpretation of what the pupils says is seertrag”to them.

The MMCPC was used as the measure of perceivedotdnot this research.
This is a measurement from 1985 and is not perlagpsecent as would be
desirable for such a measure. However it was weadein 2005 by Muldoon,
Lowry, Prentice and Trew who found it to still bppéicable to children and
young people. They also found that the MMCPC was@propriate measure of
perceived control, the three sources of control f@tnidentified (powerful
others, unknown and internal) were appropriatethatthere were differences in
perceived control which were domain specific. Tiasearch seems to suggest
that the MMCPC is still a relevant and reliable swea of perceived control.
Another consideration to be taken into account wibeking at the data from the
MMCPC is that the pupils who took part in this i@sft were fourteen years of
age or very nearly fourteen years of age as it emspleted at the end of the
academic year. The MMCPC covers quite a wide ragge from eight to
fourteen years and the pupils in this research aetke top of this age range, as
such their responses at this age may have beenwd@mneifferent than at an
earlier age, particularly if, as Skinner, Wellboamd Connell (1990) and
Muldoon, Lowry, Prentice and Trew (2005) believergeéved control is
developmental and changes in attributions in edcth® domains is likely to
develop and change over time.

The MMCPC is American in origin and as such is veardiccordingly. This

meant that when the statements on the MMCPC weakaat they may not have
been immediately clear to the pupils taking parthi@ research. As such it was
necessary on occasion to give alternative phrasgaipils where they did not
fully understand the question, one example of thithe phrase ‘I can’t figure

out’ which was used for each of the domains. Appete alternatives such as ‘I
can’t work out’ were offered to the pupils. Thepps were told to ask about any
phrases they were unsure of and the researchesiegglthat the MMCPC was

American in origin and that some of the phrasesveelittle different. This may
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however have had an impact upon the way the pugsisonded, perhaps pupils
in the United Kingdom may respond differently takswquestions than pupils in
America due to slight nuances in the use of langua@n the whole pupils did

not appear to be confused by the phrases usedyvbeowey were distracted by
some phrases which they found humourous. Theareser did consider

rephrasing some of the statements on the MMCPGnastconcerned that this
may have an impact upon what was actually beingsared and so the wording
developed by Connell was used. The researcheexgthin any phrases pupils
were unsure of but most were acquainted with Arnaerjgatterns of language and

after a brief explanation were able to understledstatements.

5.4 Further research

Clearly the sample size used for this researchta@small for any significant
differences in scores for perceived control betwées different attendance
groups to be found. Further research on a mugeilascale with a far bigger
sample would allow for inferential statistics to lieed more accurately in order
that the statistical significance of any differesmcleetween scores could be
detected and any relationship between level ofgdeed control and attendance
could be explored further.  The use of a rangdiféérent schools and pupils
from different year groups may help to gather datisich may be more
appropriate to make generalisations from for thdewischool populations. As
mentioned previously this research was limited upils with a reasonable level
of literacy who would be able to understand fuly tstatements made on the
MMCPC and the way in which they were expected spoad. This means that
this research did not gather the views of pupilsowéxperienced literacy
difficulties or those who were not fluent in Englis Further research for these
groups of pupils, with appropriate methodology &ihgr their view effectively

would help to give a clearer picture of their exgeces also.

Further exploration to ascertain at which pointcpered control becomes less
connected with levels of attendance may help tdagxgurther why differences
in mean scores for low and mid-range attenderd@amdnd high range attenders

were appear greater than differences in scores eleetwnid-range and high
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attenders on any of the domains. The cut off tpfwn mid-range attenders in
this research was ninety percent (linked to avetagels of attendance in the
authority) however it would be interesting to idgnat what point differences in
mean scores become less apparent and if therggarcant differences in mean
scores for different attendance groups at what tpdims becomes most

significant. This would, however, require a viasge sample size.

‘Sense of relatedness’ as referred to by Skinnezllddrn and Connell (1990)
seems particularly relevant to the research. Hew@évis not clear whether or
not pupils who choose to attend school more rebuldo so because they
experience a greater sense of relatedness to tiis adschool. Perhaps further
research which seeks to explore a pupil’s sengelafedness and their level of

attendance could illuminate this further.

Many suggestions have been made as to how pupiErences of school can
be improved along with their perceived control aedse of autonomy. However
these are simply suggestions and further researeBdertain whether providing
more opportunities for student voice, giving mamput into the curriculum and
providing more opportunities for group work had ampact upon school
attendance, not just within the immediate timesdale also within the longer

term.

This research looked at the role of perceived obntr whether or not a pupil
chose to attend school regularly. Further resepsshaps into the role of the
Educational Psychologist in supporting schoolsujepsrt pupils to attend school
and perhaps, more specifically, to support pupilth whe lowest levels of

attendance in particular would be a useful additthis field of research.
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CHAPTER 7: APPENDICES

Appendix 1: Letter to Headteachers

Further to our discussion | would like to invitewoschool to take part in a
research study as part of a research project iémdance in school and the
reasons why pupils choose to attend or not attenthe title of this research is
‘Perceived control and Attendance’ and it will exy@ pupil’'s experiences of
school and their level of attendance. The aimhefresearch is to explore why

some pupils attend school regularly and othersado n

Pupils in Year nine will be selected to take parthe study if their attendance falls
into one of the following categories: above 99%emttance, between 90 — 94 %
attendance or below 80% attendance. Around sixyilp are expected to be
involved in the research in total with approximgtealf of that number from your

school. Pupils will be asked to complete a questire which contains forty

questions. They may then also be asked to dighegsexperiences of school with
a group on six to eight other pupils in school.npteting the questionnaire should
take between thirty minutes to an hour. If pu@le asked to take part in a

discussion about their experiences of school tiligake a maximum of an hour.

All information given in the questionnaire will m®nfidential and pupils will not
be asked to write their name on the questionnaiiinterviews will be recorded
and transcribed but all information will be anonged. All data will used for the
purposes of this research only and once the rdsé&@s been assessed the original

data (questionnaires and audio recording) will éstyed. No names of pupils or
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the schools they attend will be used. All resedintings will be shared with

yourself and, if you wish, your staff.

With this letter | have enclosed the questionnairgend to use with pupils along
with a copy of the questions they will be askedtlwe focus groups and an
information letter which will be sent to parentshave also included a form for you

to indicate if you wish your school to take parthis research.

If you have any further queries about this researctvould like more information
please contact me by e-mailVicki.Meredew@XXX.gov.uk or telephone
07789927994.

Many thanks for your time.

Yours Sincerely,

Vicki Meredew
Trainee Educational Psychologist

University of Manchester

XXXXX Educational Psychology Service
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Appendix 2: Participant Information Sheet and consat form

Perceived Control and Attendance

Participant Information Sheet

Your child is being invited to take part in a resbastudy as part of a research
project into attendance in school and the reasdrnspaupils choose to attend or not
attend. Before you decide whether or not yourdchiiould take part it is important
for you and your child to understand why the rese# being done and what it will
involve. Please take time to read the followinfpimation carefully and discuss it
with others if you wish. Please ask if there igthimg you are not clear of or if you
would like more information. Take time to considdnether or not you and your

child wish your child to take part. Thank you feading this.

Who will conduct the research?

The research will be carried out by Vicki Meredaan, Educational Psychologist in

Doctoral training as part of the research for hesis.

What is the research about?

Perceived control and Attendance is the title a$ tiesearch. The research will
look at pupil’'s experiences of school and theielexf attendance.

What is the aim of the research?

The aim of the research is to try to explore whyne@upils attend school regularly

and others do not.

Why has my child been chosen?

Pupils at your child’s school have been selectethke part in the study if their

attendance falls into one of the following categsri above 92% attendance,
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between 77 — 83 % attendance or below 70% atteeda@wer sixty pupils will be

involved in the research in total with differertdds of attendance in school.

What would my child be asked to do if he/she tookart?

Your child would be asked to complete a questiaenavhich contains forty
guestions. They may then also be asked to dighegsexperiences of school in a
group on 6-8 other pupils at their school.

What happens to the data collected?

All information given in the questionnaire will ®nfidential and your child will
not be asked to write their name on the questioanarhe information from their
responses will be analysed along with answers father pupils filling in the

guestionnaire.

If your child takes part in discussions they wobkl recorded and transcribed but
all information will be anonymised. All data willsed for the purposes of this
research only and once the research has been exbdbgsoriginal data (audio
recording) will be destroyed. The anonymised deithbe used with interviews

from other pupils to draw out any common experisrmetween them.

How is confidentiality maintained?

All data used in the research will be anonymisédidio recordings of interviews
will be stored securely on a computer which is pasd protected. No names of

pupils or the schools they attend will be usedharesearch.

What happens if | do not want my child to take partto take part or change my

mind?

It is up to you and your child whether or not yatild takes part. If you do decide

they will take part you will be given this informan sheet to keep and asked to
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complete a consent form. If your child does ta&g fhey are still free to withdraw

at any time without giving a reason and withoutidegnt to themselves.

What is the duration of the research?

Completing the questionnaire should take betweenirdto 1hr. If your child is
asked to take part in a discussion about theirrexpees of school this will take a

maximum of an hour.

Where will the research take place?

In your child’s school.

Criminal records Check

As an Educational Psychologist in Doctoral Trainthg researcher has full CRB

clearance to work with children and can provideuwtoentary evidence of this.

Contact for further information

Vicki Meredew

Area Education Office

XXXX

XXXX

XXXX

Tel: XXXXX XXXXXXX
vicki.meredew@XXXX.gov.uk

What if something goes wrong?

If you would like any help or advice contact:
Vicki Meredew

Area Education Office

XXXX
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XXXX

XXXX

Tel: XXXXX XXXXXXX
vicki.meredew@XXXX.gov.uk

If you have any further concerns or wish to makemplaint contact:

Head of the Research Office
Christie Building

University of Manchester
Oxford Road

Manchester

M13 9PL
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Perceived control and attendance

CONSENT FORM

If you are happy to participate please completesagua the consent form below:

Please
Initial Box

1. | confirm that | have read the attached informatstieet on the above
project and have had the opportunity to consideritifiormation and ask

guestions and had these answered satisfactorily.

2. | understand that my participation in the studyasuntary and that
am free to withdraw at any time without giving aasen and without

detriment to any treatment/service

3. lunderstand that the interviews will be audio-releal

4. | agree to the use of anonymous quotes

| agree to take part in the above project

Name of participant Date Signature

Name of person taking consent Date Signature
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Appendix 3: The Multi-Dimensional Measure of Children’s Perceptions of
Control (MMCPC)

194



-

MUTILDIMENSIONAL MEASURE OoF CHILDREN’S

PERCEPTIONS OF CONTROL {pMMcCPC) .
NFER-NELSON
R=ECOorRD Foraa rroamine voos ectaons

Instructions: This is not 2 test. It is just 2 way of rying to find out why you think you do well at some
things and not so well ar others. There are no right or wrong answers, but it is important that you
complete all the items zs honestly as you can.

Please read the following starements {or listen to them being read to you). Decide how far each state-
ment is true of you or not. If it’s not a2t all true, please pur a dck in the box under the answer NOT
AT ATYL TRUE. If it’s not very true, please put a tick in the box under the answer NOT VERY TRUE.
If it’s sort of true, pur z tick in the box under SORT OF TRUE. If it’s very true, put a tick in the box
under VERY TRUE.

i. When I win at spozt, 2 lot of tdmes I can’t figure our why L
won.

2. When I am unsuccessful, it°s usually my own fauin

3. The best way for me to get good marks is to get the
teacher to like me.

4, If somebody doesn’t like me, I usually can’ fgure ocut
why

5. Ican be good at any sport if I wy hard encugh.

6. If an adult doesp’t want me to do something I want 1o do,
I probably won’t be able 1o do it

7. Then I do well in school, I usually can’ fgure cur whw

8. If somebody doesn’t like me, s usuaily because of
something I did. :

9. When I win at sport, it’s ususlly because the person I was
playing agzinst played badin
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17.

18.

£

23.
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When something goes wrong for me, [ usually can’t figure
out why it happened.

If 1 want to do well in school, i’s up to me to do it

1f my teacher doesn’t like me, I probably won’t be very
popular with my classmates.

Many times I can’t figure out why good things happen to
me.

1f I don’t do well in school, it’s my own fault.

1f I want to be an important member of my class, I have to
get the popular pupils 1o like me.

Most of the rime when I lose a game ar sport, I can’t
out why I lost.

1 can pretty much control what will happen in my life.
P : E Y

If 1 have a bad teacher, I wor’t do well in school.

A lot of times, I don’t know why people like s

if I try to catch a hall and I don™t, it’s usuzily because I
didn’t try hard enough.

If there is something thar 1 want to ger, I usually have to
please people in charge to ger it

If 1 ger a bad mark at school, T usually don’t understand
why I got it.

If somebody likes me, it is usually because of the way I
treat them.

When I lose at an ourdoor game, it is usually because the
pupil I played against was much betrer at thar game to
begin with.

When I win an outdoor game, z lot of times I don’t know
why I worn.




14

26.

27.

29,

30.

31.

36.

38.

3.

When I den’t do well ar something, it is usually my fanit
When I do well in school, it’s beczuse the teacher likss me.

When enother pupil doesn’t like me, I usnally don’t know
why.

I cen be good at any sport if I work hard enough.

1 dow’t have much chance of doing what I want if an adule
doesn’t want me o do it

When I ger a good mark in school, I usually don’t know
why I did so well.

If someone is nasty to me, s nsually because of
something I did.

When I play an outdoor game against ancther pupil, and I
win, it’s probably because the other pupil didn’t play well.

A lot of times I don’t know why somerhing goes wrong for
me.

If T want to get good marks in school, it’s up o me to do
5 '

If the teacher doesn’t lilke me, I probably won’t have many
friends in the class.

When good things happen to me, many tmes there
doesn’t seem: to be any rezson whi

if I get bad marks, it’s all my own fauir.

If T want my classmates to think I am an important person,

. 1 have 1o be friends with the really popular pupils.

When I don’t win 2t an outdoor game, most of the time [
can’t figure out why.

1 can pretry much decide what will happen in my life.




Appendix 4: Thematic analysis of transcripts

SOCIAL RELATIONSHIPS

Work with peers

We play with lots of peopl

that gets everyone involved.

they help you to cook and they cook themselveseds w

It's teamwork, I'm good at teamwork.

You don't really get to use teamwork in class atalt properly.

yes, they're allowed to help in cookery but nodiimer lessons.

yes because everyone is joining in and they'rplajling good.

| pass the ball and help the team.

They pass the ball and help the team, everyons join

Breaktime because | get to see my friends and we aahat, they make me laugh.

Breaktime. 1 like to talk to my friends.

I'd work with my friends.

1% pupil: Would it be group work?
It could be, would you prefer thHat
1% pupil: Yes.

we could choose what we did and who we wanted tdx with.

My friends helped me and we worked together. @ idkorking with my friends.

Everyone did something with music and dance andyewe did something.

All my friends | like are there so | don't arguieget on with people there.

| like being in that group, | can do things in ta@nd everyone is nice.

I'm much more sociable, | socialise more. | talkpeople more. I'm down to earth in {

library and more responsible, | can act like anltadu

he

maybe letting us do more group work with our friend

It's a group of people and all my friends are thaiée all help each other.

| was louder and I joined in more. | enjoyed itldrhad fun. We could go on what rides

wanted and we got to choose. | spent the daymitliriends. It was like a day off but all m

friends were there.

we

Iy

| felt happy, it was good, | got to spend the dayihg fun with my friends
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I'd show everyone what | could do and I'd enjoy sediffgrent people.

More lessons where we could choose what we wergygoido like in dance we're given some

music and then we decide what dance we're goidg to

A day where we could choose our lessons but welddmd have to stay in our year grouj

Like if someone in year 10 wanted to do drama bey thadn't chosen it as one of their optipns

they could do it on that day. If you were doingau could help out the other year groups tpo.

Everyone else met up at the checkpoints on tifiteey all got on no-one fell out. They we

really protective and we made sure everyone wag.okhe teachers just let us get on with

They were all shouting for each other and the teckvere shouting for them too. It w

good being in our house teams.

Everyone else met up at the checkpoints on timeeyll got on no-one fell out. They weg

really protective and we made sure everyone wag.okhe teachers just let us get on with

I would get people who were good at something htbbard to help me to tell me how I coyld

be better at something.

They were putting lots of effort in to get points their teams.
Good, | felt good about myself because | made #orteparticipated and helped my team

win.

Positive relationships with adults

They[teachersjust let you get on with it.

They[teacherslhelp you if you're stuck but they will just leayeu to get on with it if you're

okay. We have an instruction sheet that we cdoviolve don't need someone telling us

the time.

She[teacher]does like lots of French games with us and she dke a circle time where w

can choose what we want to do.

There's just stuff to do and the teacher doese$leais. The teacher is easy to get on with

well the teachers really cool. She's not justrigpshe doesn't just sit there, she like will w

round and help you with stuff.

Yes she does, she helps us but she doesn't likestelhat to do.. She doesn't just sit there

some of the other teachers, she's bothered abaih@rhyour cooking turns out okay or not.

all

alk

like

yes, it's better when the teachers listen and. stuff

Our teacher tells us what do and we get on wittshe trusts us to do our work.
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The teacher just leaves us alone and doesn'téigeahus

Happy, and not like a kid, she just lets us geivdh it.

The teacher just lets me draw what | like and fugkes sure | have everything | need.

It wouldn't be rubbish like some of the other lesswhere the teachers have you doing st
stulff.

Lpid

Listen to us more.

and they don't really do anything it'd be bettehdy did stuff about what we said

They put ideas across to the teacher and made stigge about the dance. The teag

listened to them and they had more say in what dicky

her

The teachers are kind there and they help usantbive work together and we don't fall out,.

they treat differently, more like and adult. [l a rota so no-one tells me what to do | j

follow the rota.

ust

Well the teachers just watch us really and helg ue need it. They don't really have to t
us what to do. We have a sheet and we just getittnit. Everyone kind does what thg

should be doing.

The teachers just leave you to it. They tell ydwatwto do at the beginning of the day and t
that's it really they leave you to it. They letuyget on with it. All they do is watch th
activities and referee them. Everyone else jussground doing the activities they want
do.

hen
e

to

I'd like the teachers to give us more choices.

More like college. You'd have a place where yould@ahill out and listen to music and yq
could call the teachers by their first names likeca@llege because they call us by our f

names.

U

rst

They could listen to us more because sometimes tis¢égn more to those who &

misbehaving. They don't really listen to what goele else has to say.

Trust us more, don't assume that we won't do wiegt tell us to do. On trips an at sports (

they just tell us at the beginning of the day amdde it. We need more responsibility

I'd get more involved , | don't like it when peopéd me what to do. I'd do much more.

Everyone else just enjoyed making everything amy fleined in more. The teachers |\

helped they didn't really tell us what to do.

ISt

Everyone else met up at the checkpoints on timeeyll got on no-one fell out. They weg

really protective and we made sure everyone wag.okhe teachers just let us get on with

—

Good, it was fun. | felt like we were treated likeults.
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They were all shouting for each other and the telclwere shouting for them too. It was

good being in our house teams.

The army instructor helped with the activities. eyhhelped instead of telling you but th

were more strict. But that's what they're likehapeople in the army.

ey

A famous dancer coming to school to show us all maance. We'd like make up a dan

It'd be really fun. We wouldn't know the instrucso it'd be fun.

happy because teachers wouldn't like be tellingvima&t to do so I'd enjoy it more.

Responsibility and trust

they just let you get on with it.

they will just leave you to get on with it if yoa'okay. We have an instruction sheet that

can follow we don't need someone telling us alltime.

we

There's more freedom and things like that.

Teachers aren't usually there. Everyone elsensildle because if they don't want to play tf

can just go away they don't have to join in.

she does like a circle time where we can choosé whavant to do.

There's just stuff to do and the teacher doese$lbais. The teacher is easy to get on with

Yes she does, she helps us but she doesn't likestelhat to do.

Give us more input.

Have a meeting and decide what they want us taxdonvoether we can change stuff.
yes and then we can tell them what we want to ohamgcause we could come up with lo

of stuff and they'd just say no you're no doing.tha

We just get on with our work and we get a treatwihe do it. Our teacher tells us what

and we get on with it. She trusts us to do ourkwor

| get on with my work and | get it done becausetl@treat at the end.

Happy, and not like a kid, she just lets us geivih it.

| can choose what | want to draw and how | wardraw it. It's my work.

Everyone else just does their own drawing and tegtyon with it, they don't mess about

much.

Getting to choose. Having a free lesson and wesdhavhat we're going to do..

I'd like to have a free lesson where | could chambkat to do.

free lesson and | choose what | wanted to learmitabld enjoy it and I'd do stuff | was gogd

ey

ads

do

as
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at.

A lesson where | choose what | want to do. I'dhéalthy stuff like sports. I'd have mg
freedom and I'd be able to do what | wanted moée do too much different stuff at th

moment.

I'd have a room where we could do what we wantetleat and drink like the adults do.
could bring in a bottle of pepsi if | wanted andnérit like | wanted. It'd be comfy and we|
do our work and not mess about. We'd be morealikéts.

I'd learn more, I'd pay attention and | wouldn'tss\@bout as much. I'd feel more relaxed
I'd do more posters and work that | wanted to donfiy work instead of writing loads (

pointless stuff.

I'd be able to express myself more, I'd be more dik adult.

We were given topics to choose from and we couttbsh what we did and who we wanted

work with.

To let us create things more in our own way.

Give us more choice

Everyone does their work

They put ideas across to the teacher and made siggge about the dance. The teag

listened to them and they had more say in what diky

Being a librarian in the library.

they treat differently, more like and adult. [l a rota so no-one tells me what to do | |

follow the rota.

| feel proud because I'm doing a job.

| have more responsibility, | can choose what | tmando and if | want to do well in an

activity | have to be there and | have to be ready.

ne

'd

and

to

her

ust

We have a sheet and we just get on with it. Evezyond does what they should be doing.

| choose what | like doing and then | make sure klean join in those activities.

The teachers just leave you to it. They tell ydwatrto do at the beginning of the day and t
that's it really they leave you to it. They letuyget on with it. All they do is watch th
activities and referee them. Everyone else jussground doing the activities they want
do.

hen
e

to

We could finish earlier on a Friday and wear ounaslothes on a Friday like people do

work. We could come in earlier or finish later aher days like people at work do.

at

It's just be better because I'd work hard and theid have a reward at the end of the w

eek
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where we could just relax.

It'd feel good, I'd enjoy it and | wouldn't mind vkang hard so much. | would feel like | was

being treated like an adult.

To be able to choose what we want to do in lesgoae, tnot to have to wear uniform and

have a free period. I'd like the teachers to genore choices.

I'd like us to have our options sooner so that wald choose what lessons we wanted td

instead of spending so much time doing things wetaeant to do or that we're not good at.

Kind of like the options, you get to choose whaitjsats you don't want to do, the ones whi

aren't important and you're not going to use. Tyaun can just concentrate on the important

stuff.

More like college. You'd have a place where youldahill out and listen to music and you

could call the teachers by their first names likeca@llege because they call us by our f

names. You don't have to go to lessons which yanit dhink are important and you can

concentrate on what you want to do instead of lgatindo loads of lessons which you

never going to use like Drama.

More days when we can wear our own clothes.

They could listen to us more because sometimes tis¢égn more to those who are

misbehaving. They don't really listen to what goee else has to say.

Trust us more, don't assume that we won't do wiegt tell us to do. On trips an at sports glay

they just tell us at the beginning of the day amdde it. We need more responsibility..

Having a free period like at college. I'd be abdecatch up with my work and do my

homework.

I'd get all my work done and I'd feel less stressgolut everything. I'd have more time.

I'd feel like | could cope better with all my woakd that | could get all my work done. I'd

happier and less stressed.

We'd get to choose form lots of different actistend we'd decide what we wanted to do €

day. Perhaps just for one day a week or something.

I'm sensible and | follow the instructions carefull

They are just enjoying it, getting on with it.

Our school trip. We were allowed to wander round do what we liked

They were just having fun too. No one was fallowg and we all made sure we were on ti

to check in.

They get on their own work but they do talk morewbwhat they're doing and stuff.

be

ach

me
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More lessons where we could choose what we wergggoido like in dance we're given some

music and then we decide what dance we're goidg.to

We'd be able to choose what we wanted to do. Wediféerent things to choose from.
lessons we'd be able to choose what activities amed to do.

More choices in what we do.

The teachers were more relaxed and just let usrgetith it. The left us to it. Everyone el
was just doing what they were supposed to be doingven when they were waiting rou

and it was a bit boring we were being sensible.

| did more. We had a piece of paper and we werenga choice of what to do on the shee
did the 100 metres and football and some othersratenjoyed it. | was at the races on ti

and stuff.

Sport's day. | enjoyed it. We got to do whateverwanted.

Like activities or sport's day together. So thiad lon activities day we can choose what
want to do but there's football and stuff. Thare more sports choices. There was dodgge
on sport's day but I'd have more games that theause people had to wait a lot. T
activities would be for people who didn't want to sport's for example watching films a

playing games.

We'd get to choose our lessons and we'd get towdogh ones we wanted to do.

A day where we could choose our lessons but welddmd have to stay in our year grouj
Like if someone in year 10 wanted to do drama bey thadn't chosen it as one of their opti

they could do it on that day. If you were doingou could help out the other year groups t

Yeah | think we should say something about likeimgna choice whether or not you do R
citizenship, functional skills and stuff like thatSome people don't like doing that, like

rather do some extra English and stuff.

Everyone else just enjoyed making everything ar&y floined in more. The teachers |\

helped they didn't really tell us what to do.

Going to the pleasure beach on a school trip. W#dcdo whatever we wanted it was reg

good.

In

me

we
bball
he
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| did what | wanted but | made sure | was sensible.

Everyone else met up at the checkpoints on timeeyll got on no-one fell out. They weg

really protective and we made sure everyone wag. okhe teachers just let us get on with

—

Good, it was fun. | felt like we were treated likeults.

Jewellery making but we'd get to design it oursglaed not just follow someone else's des
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We'd be able to choose what materials we used ainjdst use what's there.

I'd be more enthusiastic. I'd do more, It'd bedagign so I'd put more time in and more eftort

so it'd look right. I'd concentrate more and kthave better. It'd be mine, I'd have designe(d it.

Having more choices to do lessons. | could speatertime on things | enjoy or things I'm

not good at so | could spend more time on it.

More choices. We'd get to choose more of the staftlo.

CURRICULUM

Control

| get to use my skills

We have an instruction sheet that we can followdae't need someone telling us all the time.

There's more freedom and things like that.

where we can choose what we want to do.

Well I'd just be able to stay and do one thingaastof doing loads of boring stuff. I'd get|to
finish stuff.

she doesn't like tell us what to do..

No there's no space at break and | get more sttesséve not relaxed when | come back to
class.

yes, it's better when the teachers listen and. stuff

Give us more input.

Have a meeting and decide what they want us tandandnether we can change stuff.

We just get on with our work and we get a treatnvive do it. Our teacher tells us what|do

and we get on with it. She trusts us to do ourkwor

| get on with my work and | get it done becausetl@treat at the end.

Everyone does their work, they don't mess abotie t€acher just leaves us alone and doesn't

like nag at us

Happy, and not like a kid, she just lets us geivih it.

| can do what | want and choose what | want to do

There's no one on at me to do something.

| like being with my friends and | don't have torar people who annoy me.

| can choose what | want to draw and how | wardraw it. It's my work.
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The teacher just lets me draw what | likedgost makes sure | have everything | ng
Everyone else just does their own drawing and tjetyon with it, they don't mess about

much.

as

it [art] goes really quick and | don't get bored.

Getting to choose. Having a free lesson and wesshavhat we're going to do.

I'd do stuff | liked more and stuff that | was goaid | think 1'd do more.

I'd be happy | wouldn't get bored and I'd enjoycstimore.

I'd like to have a free lesson where | could chambkat to do.

I'd do P.E. and stuff, things I'm good at.

I'd be happy, I'd be getting on with it and | wautde bored.

free lesson and | choose what | wanted to learmitabld enjoy it and I'd do stuff | was gog
about. I'd do lots of different things like usitite internet and looking things up. I'd wg

with my friends.

I'd be happy and not bored. There'd be a point. tdtiwouldn't be rubbish like some of t

other lessons where the teachers have you doipgstuff.

A lesson where | choose what | want to do. I'dhéalthy stuff like sports. I'd have mg
freedom and I'd be able to do what | wanted movée do too much different stuff at tf

moment.

e

I'd be happy and I'd come to school more becadsedht to do the lessons.

I'd enjoy school, | wouldn't have to do stuff | didlike or that | wasn't good at. I'd like schq

more.

DOl

I'd have a room where we could do what we wantebleat and drink like the adults do.
could bring in a bottle of pepsi if | wanted andnérit like | wanted. It'd be comfy and we|

do our work and not mess about. We'd be morealikéts.

'd

I'd learn more, I'd pay attention and | wouldn'tssi@bout as much. I'd feel more relaxed
I'd do more posters and work that | wanted to donfiy work instead of writing loads (¢

pointless stuff.

and
nf

I'd be able to express myself more, I'd be more dik adult.

We were given topics to choose from and we couttbsk what we did and who we wanted

work with.

to

School work, but more interesting stuff, thingsdsagood at.

Happy, there'd be more point in coming to school.

To let us create things more in our own way.
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Give us more choice.

Listen to us more.

they don't really do anything it'd be better ifylid stuff about what we said

| listened and | designed the maze.

They put ideas across to the teacher and made stigyge about the dance. The teacher

listened to them and they had more say in what dieky

| like being in that group, | can do things in ta@nd everyone is nice.

I'm much more sociable, | socialise more. | talkpeople more. I'm down to earth in the

library and more responsible, | can act like anltadu

they treat differently, more like and adult. Il a rota so no-one tells me what to do | just

follow the rota.

Sport's day. We get play different sports and atet@ choose what we want to do.

Trust us more, don't assume that we won't do wiet tell us to do. On trips an at sports gay

they just tell us at the beginning of the day amddwe it. We need more responsibility.

They could listen to us more because sometimes tis#gn more to those who are

misbehaving. They don't really listen to what goee else has to say.

More days when we can wear our own clothes.

Well I'd actually want to wake up in the morningdatome into school. Sometimes | get to

school and think | shouldn't have bothered.

I'd do more PE and subjects | was good at.

More like college. You'd have a place where youldahill out and listen to music and you
could call the teachers by their first names likec@alege because they call us by our first
names. You don't have to go to lessons which yanitdhink are important and you can
concentrate on what you want to do instead of lgatindo loads of lessons which you're

never going to use like Drama.

I'd want to work harder because I'd be doing stdt was worth doing. I'd feel better about

doing it.

It'd feel more like me instead of just doing whett@ol said | had to do all the time.

I'd do stuff I like, stuff I'm good at not stuffi’ rubbish at.

I'd feel much better because it would be up to rhatw wanted to do, | wouldn't have to gdo

anything | didn't want to do or that | wasn't gad

I'd get to be me more and I'd have more freedom.

| have more responsibility, | can choose what | tmando and if | want to do well in a‘n
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activity | have to be there and | have to be ready.

Kind of like the options, you get to choose whatjsats you don't want to do, the ones which

aren't important and you're not going to use. Tyauncan just concentrate on the important

stuff.

I'd do a lot more science and technology stuff beeahat's what | want to do when I'm old

Some of the stuff | study now is pointless for me.

I'd like us to have our options sooner so that wald choose what lessons we wanted tq do

instead of spending so much time doing things wetaeant to do or that we're not good at.

Sport's day, | like playing football and dodgebalNe do have set sports but you get to chgose

which ones you want to do.

| choose what I like doing and then | make sure klean join in those activities.

The teachers just leave you to it. They tell ydatrto do at the beginning of the day and t

that's it really they leave you to it. They letuyget on with it. All they do is watch the

hen

activities and referee them. Everyone else jussgmround doing the activities they want to

do.

We could finish earlier on a Friday and wear ounasiothes on a Friday like people do

work. We could come in earlier or finish later dher days like people at work do.

at

It'd feel good, I'd enjoy it and | wouldn't mind vkang hard so much. | would feel like | w

being treated like an adult.

Having a free period like at college. I'd be abdecatch up with my work and do my

homework.

get all my work done and I'd feel less stressediabweerything. I'd have more time.

I'd feel like | could cope better with all my woakd that | could get all my work done. I'd

happier and less stressed.

be

We'd get to choose form lots of different actistend we'd decide what we wanted to do gach

day. Perhaps just for one day a week or something.

I'd get chance to do stuff | enjoyed, stuff that §ood at. And I'd be able to do things that

not doing anymore that I liked.

To be able to choose what we want to do in lesgoa, tnot to have to wear uniform and

have a free period. I'd like the teachers to gwenore choices.

Happy, | get to do something | enjoy something timatgood at.

Our school trip. We were allowed to wander round do what we liked.

| was louder and I joined in more. | enjoyed itldrhad fun. We could go on what rides
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wanted and we got to choose. | spent the daymitliriends. It was like a day off but all m

friends were there.

Iy

They were just having fun too. No one was falllmg and we all made sure we were on ti

to check in.

me

Art lessons. | like drawing, just getting on witty work.

| just draw, | get on with my work. | work hard ahdo my best.

They get on their own work but they do talk morewhwhat they're doing and stuff.

| was really interested and | was listening catfgfaind following what the instructor wg

telling us to do. | was watching everyone else fatidwing what they were doing.

AS

They weren't bored like in lessons. They wergoatling in and they were happier.

I'd show everyone what | could do and I'd enjoyirsgdifferent people.

More lessons where we could choose what we wergggoido like in dance we're given sol
music and then we decide what dance we're goidg.to

me

I'd get more involved , | don't like it when peopéd me what to do. I'd do much more.

A lot better, I'd be doing things that I'm goodaatl things that | enjoy.

We'd get to watch more films about stuff, it's muwbre interesting than when someone t
us stuff. Then after we'd be able to write or dnatvat we'd learnt about instead of |t

answering loads of questions.

ells

Ust

I'd be able to draw pictures to show what I'd leamd put all the information in it.

More relaxed because I'd know what work | was gaondo and that no one would ask me

do stuff | couldn't do or didn't want to do.

We'd be able to choose what we wanted to do. Vdediféerent things to choose from.
lessons we'd be able to choose what activities arged to do.

I'd do stuff | was good at so that the work | diduM be good and | wouldn't be doing rubb
stuff.

Good, | wouldn't have to do stupid stuff.

More choices in what we do.

More chances to use our skills in school

Activities day. We got a chance to choose an #gtive wanted to do. It was good beca

that day we could choose to do stuff we wouldnfomadly get to do.

We got chance to just do what we wanted, | enjalye@here was more freedom.

It was better than every other day. We could rel@hout being told what to do. It's bettf

than normal school. | enjoyed it much more antHappier.

to

In

sh

use

er
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It was sport's day. We got to choose what sped'svanted to do.

| take part more, | get to do things | am good aten

The teachers were more relaxed and just let usrgetith it. The left us to it. Everyone else
was just doing what they were supposed to be doingven when they were waiting roupd

and it was a bit boring we were being sensible.

Sport's day. We got to choose what we wanted tandiodid lots of football games and stuff.

| did more. We had a piece of paper and we werenga choice of what to do on the sheef. |
did the 100 metres and football and some otheisratenjoyed it. | was at the races on time

and stuff.

Sport's day. | enjoyed it. We got to do whateverwanted.

Like activities or sport's day together. SO thia lon activities day we can choose what|we
want to do but there's football and stuff. Thare more sport's choices. There was dodgéeball
on sport's day but I'd have more games that theause people had to wait a lot. The
activities would be for people who didn't want to sbort's for example watching films and

playing games.

I'd get involved in more things. There'd be mangfshat | wanted to do

We'd get to choose our lessons and we'd get towdogh ones we wanted to do.

Sport's day but we'd be in non-uniform and we cqldy football, basketball and stuff and ye

could have water fights.

I'd be excited to come in everyone would want tdvéee. I'd join in and do loads of stuff.

A day where we could choose our lessons but welddmd have to stay in our year grouj
Like if someone in year 10 wanted to do drama bey thadn't chosen it as one of their optipns

they could do it on that day. If you were doingou could help out the other year groups tpo

We'd enjoy it. We'd like having a choice.

More choice

More time so that we can get things finished. \Ween get enough time really. You have to
rush stuff and if you make a mistake you have #ot stgain. You don't really get to do yqur

best work.

Yeah we should do different stuff in lessons lile just reading all the time like in Englis

So we don't just do the same thing, and maybe wkld@ve a choice of what to do?

Yeah | think we should say something about likeitigna choice whether or not you do RE,
citizenship, functional skills and stuff like thatSome people don't like doing that, like |I'd

rather do some extra English and stuff.
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Like the subjects we've just picked I'd like to @ahance to move if we realise it's difficult

| enjoyed doing it and I'm quite good at it. | aicbre than | do in class

Everyone else just enjoyed making everything ar&y fleined in more. The teachers just

helped they didn't really tell us what to do.

Going to the pleasure beach on a school trip. W#dcdo whatever we wanted it was really

good.

| did what | wanted but | made sure | was sensible.

Everyone else met up at the checkpoints on timeey&ll got on no-one fell out. They wegre

really protective and we made sure everyone wag. okhe teachers just let us get on with

—

Good, it was fun. | felt like we were treated likeults.

| put more effort in, concentrated more and maeéentiost of the opportunities | had

They were putting lots of effort in to get points their teams.

Good, | felt good about myself because | made &rteparticipated and helped my team

win.

| was really interested. | behaved well and | gegit. | listened to what the instructor asked

me to do

The army instructor helped with the activities. eyhelped instead of telling you but th

were more strict. But that's what they're likehapeople in the army.

ey

A famous dancer coming to school to show us all hmwance.We'd like make up a danc

It'd be really fun. We wouldn't know the instrucso it'd be fun.

Jewellery making but we'd get to design it oursglaed not just follow someone else's des

We'd be able to choose what materials we used ainjdst use what's there.

I'd be more enthusiastic. I'd do more, It'd bedagign so I'd put more time in and more eftort

so it'd look right. I'd concentrate more and kdhave better. It'd be mine, I'd have designe

happy because teachers wouldn't like be tellinguim& to do so I'd enjoy it more.

d it.

I'd be able to do stuff that I'm good at. I'd lideato make computers and I'd be able to

computers if they were not working. I'd be ableise my skills.

fix

Having more choices to do lessons. | could speantertime on things | enjoy or things I

not good at so | could spend more time on it.

m

I would get people who were good at something htbbard to help me to tell me how I coy

be better at something.

d

I'd feel like 1 was making much better use of myadiinstead of doing things which 3

pointless.

=

e
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An all day sport's day where someone could comanth help us. Like a sport expert

or

something and there'd be sport's activities all. ddere'd be loads of activities to choose

from. You could do what you are good at.

Happy, I'd help set it up so I'd feel happy abbut i

Like you said more chances to develop our skills.

More choices. We'd get to choose more of the staftlo.

Skills

| get to use my skills

I'm good at teamwork.

I'm good at acting, | practise my acting skillsgelt to use my acting skills.

I'm good in drama and | like being in that lesson.

P.E., | scored 12 goals and | celebrated.

| felt good, | was playing football, | got loads gdals.

Art. | like drawing. | can choose what | wantdoaw and how | want to draw it. It's my

work.

good, it goes really quick and | don't get bored.

I'd do stuff I liked more and stuff that | was goaid | think 1'd do more.

I'd do P.E. and stuff, things I'm good at.

free lesson and | choose what | wanted to learmitabld enjoy it and I'd do stuff | was good

about.

A lesson where | choose what | want to do. I'dhéalthy stuff like sports. I'd have mqgre

freedom and I'd be able to do what | wanted mo¥ée do too much different stuff at the

moment.

I'd enjoy school, | wouldn't have to do stuff | didlike or that | wasn't good at. I'd like school

more.

I'd do more posters and work that | wanted to donfiy work instead of writing loads of

pointless stuff.

School work, but more interesting stuff, thingsdsagood at.

To let us create things more in our own way

Well | really enjoy singing and dancing so | pubainto it.

Excited, | really enjoyed it and | was pleased withat we did..
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| like being in that group, | can do things in ta@nd everyone is nice.

| enjoy it, it's good. I'm quite good at sports.

I'd feel much better because it would be up to rhatw wanted to do, | wouldn't have to gdo

anything | didn't want to do or that | wasn't gad

I'd like us to have our options sooner so that ma@d choose what lessons we wanted td

instead of spending so much time doing things wetaeant to do or that we're not good at.

I'd do stuff I like, stuff I'm good at not stuffi' rubbish at.

I'd doa lot more science and technology stuff becaudéstwaat | want to do when I'm oldq

Some of the stuff | study now is pointless for me.

I'd do more PE and subjects | was good at

Drawing. Artlessons. | like drawing, just getfion with my work.

| just draw, | get on with my work. | work hard ahdo my best.

| was really interested and | was listening cafgfaind following what the instructor wg

telling us to do. | was watching everyone else fatidwing what they were doing.

Good, | like dancing and everyone is joining in.

I'd show everyone what | could do and I'd enjoyirsgdifferent people.

Good, I'd be doing something I'm good at.

A lot better, I'd be doing things that I'm goodaatl things that | enjoy.

More relaxed because I'd know what work | was gamdo and that no one would ask me

do stuff | couldn't do or didn't want to do.

I'd do stuff | was good at so that the work | diduM be good and | wouldn't be doing rubb
Stuff.

Good, | wouldn't have to do stupid stuff.

More chances to use our skills in school

| take part more, | get to do things | am good aten

| did more. We had a piece of paper and we werenga choice of what to do on the shee
did the 100 metres and football and some othessratenjoyed it. | was at the races on ti

and stuff.

Like activities or sport's day together. SO thiat lon activities day we can choose what
want to do but there's football and stuff. Thare more sport's choices. There was dodgg
on sport's day but I'd have more games that theause people had to wait a lot. T

activities would be for people who didn't want to sport's for example watching films a

do

AS

to

sh

[ |

me

we
eball
he
nd

playing games.

213



I'd try and relax more and do dodgeball and stiitf.get involved in more things. There'd

more stuff that | wanted to do.

We'd get to choose our lessons and we'd get towdogh ones we wanted to do.

Happy it'd be good, I'd enjoy it.

I'd do more drama. I'd be happier and I'd do more.

More time so that we can get things finished. \Ween get enough time really. You have to

rush stuff and if you make a mistake you have aot stgain. You don't really get to do yq

best work.

Like the subjects we've just picked I'd like to Bahance to move if we realise it's difficult.

| enjoyed doing it and I'm quite good at it. | aicbre than | do in class.

| put more effort in, concentrated more and maeéentlost of the opportunities | had.

They were putting lots of effort in to get points their teams.

Good, | felt good about myself because | made &rteparticipated and helped my team

win.

| was really interested. | behaved well and | gegbit. | listened to what the instructor ask

me to do.

Jewellery making but we'd get to design it ourselaednot just follow someone else's desi

We'd be able to choose what materials we used ainjdst use what's there.

I'd be more enthusiastic. I'd do more, It'd bedagign so I'd put more time in and more eff
so it'd look right. I'd concentrate more and kthave better. It'd be mine, I'd have designe

I'd be able to do stuff that I'm good at. I'd lieato make computers and I'd be able to

computers if they were not working. I'd be ableise my skills.

I'd be happier. | could do more technical stuffl be more useful.

Having more choices to do lessons. | could speantertime on things | enjoy or things I

not good at so | could spend more time on it.

| would get people who were good at something htbbard to help me to tell me how I coy
be better at something.

I'd feel like 1 was making much better use of mwdiinstead of doing things which g

pointless.

An all day sport's day where someone could comanth help us. Like a sport expert
something and there'd be sport's activities all. ddere'd be loads of activities to chog

from. You could do what you are good at.

Like you said more chances to develop our skills.
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On task behaviour

It's easier to listen, everyone is listening

Interested, taking more notice.

Everyone behaves better and they do more in Pal.ttiey do in class.

Everyone else is sensible because if they don't weaplay they can just go away they ddg

have to join in.

n't

now we're just watching French films and readingnéh books and having to try and wq

out what it's all about.

Drk

like when we're reading the book we all take tumsead a paragraph or a passage and

gets everyone involved.

that

| feel like I'm involved in it.

Well some of them do the work and some of themtdeally. Most of them do the wor

The others watch mostly but that's good too.

I'd enjoy it more than usual. I'd do more. I'diagpy.

I'd work more. It wouldn't be boring so I'd waatdo it and I'd have some food at the end.

yes because everyone is joining in and they'rplajling good.

They pass the ball and help the team, everyons jnin

Everyone does their work, they don't mess abotie t€acher just leaves us alone and do

like nag at us

psn't

The teacher just lets me draw what Keliand just makes sure | have everything | n
Everyone else just does their own drawing and tetyon with it, they don't mess about

much.

as

good, it goes really quick and | don't get bored.

I'd do stuff I liked more and stuff that | was goaid | think I'd do more.

I'd be happy | wouldn't get bored and I'd enjoycstimore.

I'd be happy, I'd be getting on with it and | waultcbe bored.

I'd be working, I'd be getting on with it and noéssing about.

I'd be happy and not bored. There'd be a point. tdtiwouldn't be rubbish like some of t

other lessons where the teachers have you doipglstuff.

be happy and I'd come to school more because hd walo the lessons.

I'd learn more, I'd pay attention and | wouldn'tssi@bout as much. I'd feel more relaxed

and
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I'd do more posters and work that | wanted to donfiy work instead of writing loads of

pointless stuff.

| listened and | designed the maze.

Trust us more, don't assume that we won't do wigt tell us to do. On trips and at spqrts

day they just tell us at the beginning of the dag @ae do it. We need more responsibility.

Well I'd actually want to wake up in the morningdatome into school. Sometimes | getf to

school and think | shouldn't have bothered.

I'd want to work harder because I'd be doing sttt was worth doing. I'd feel better abgut

doing it.

I'd feel good about myself and I'd enjoy beingchtaol.

I'd feel like | could cope better with all my woakd that | could get all my work done. I'd pe

happier and less stressed.

The teachers just leave you to it. They tell ydhwatwto do at the beginning of the day and then
that's it really they leave you to it. They letuyget on with it. All they do is watch the
activities and referee them. Everyone else jussground doing the activities they want to
do.

Well the teachers just watch us really and helg ue need it. They don't really have to tgll
us what to do. We have a sheet and we just getittnit. Everyone kind does what they

should be doing.

I have more responsibility, | can choose what | tMando and if | want to do well in a an

activity |1 have to be there and | have to be ready

they treat differently, more like and adult. Il a rota so no-one tells me what to do | just

follow the rota.

My friends helped me and we worked together. @ idkorking with my friends.

Everyone did something with music and dance andyewe did something.

When | go into A group on a Wednesday and we gatdke things. It's a group of people and

all my friends are there. We all help each other.

Well | really enjoying singing and dancing so | jaubt into it.

The teachers are kind there and they help usantbive work together and we don't fall out,.

I’'m much more sociable, | socialise more. | tadkpeople more. I'm down to earth in the

library and more responsible, | can act like anltadu

I'm sensible and | follow the instructions carefull

They are just enjoying it, getting on with it.
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They were just having fun too. No one was falllug and we all made sure we were on time

to check in.

Drawing. Artlessons. | like drawing, just getfion with my work.

| just draw, | get on with my work. I work hard ahdo my best.

They get on their own work but they do talk morewhwhat they're doing and stuff.

| was really interested and | was listening catgfaind following what the instructor was

telling us to do. | was watching everyone else fatidwing what they were doing.

They weren't bored like in lessons. They wergoatling in and they were happier.

I'd show everyone what | could do and I'd enjoyirsgdifferent people.

I'd get more involved , | don't like it when peopéd me what to do. I'd do much more.

| take part more, | get to do things | am good aten

The teachers were more relaxed and just let usrgetith it. The left us to it. Everyone el
was just doing what they were supposed to be doingven when they were waiting rou

and it was a bit boring we were being sensible.

| did more. We had a piece of paper and we werenga choice of what to do on the shee
did the 100 metres and football and some othersratenjoyed it. | was at the races on ti

and stuff.

me

The adults were alright and if people were messiroynd they had to go straight inside
there wasn't anyone messing about, they made thdmhave. Everyone was joining in a

cheering.

SO

| took part and | enjoyed it. | joined in with areng everyone

I'd try and relax more and do dodgeball and stiitf.get involved in more things. There'd

more stuff that | wanted to do.

I'd be excited to come in everyone would want tdvéee. I'd join in and do loads of stuff.

I'd do more drama. I'd be happier and I'd do more

.More time so that we can get things finished. M#eer get enough time really. You haveg to

rush stuff and if you make a mistake you have &t stgain. You don't really get to do yqur

best work.

| enjoyed doing it and I'm quite good at it. | aiebre than | do in class.

Everyone else just enjoyed making everything ar&y fleined in more. The teachers just

helped they didn't really tell us what to do.

| did what | wanted but | made sure | was sensible.

Everyone else met up at the checkpoints on timeey&ll got on no-one fell out. They we
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really protective and we made sure everyone wag.okhe teachers just let us get on with

| got involved and | really enjoyed it.

They were all shouting for each other and the teckvere shouting for them too. It w

good being in our house teams.

| put more effort in, concentrated more and maeéentlost of the opportunities | had.

They were putting lots of effort in to get points their teams.

Good, | felt good about myself because | made #orteparticipated and helped my team

win

| was really interested. | behaved well and | gagit. | listened to what the instructor ask

me to do

I'd enjoy it. I'd be joining in and taking part.

Good, it'd feel different. I'd be learning lotsiin them.

I'd be more enthusiastic. I'd do more, It'd bedagign so I'd put more time in and more efi

—

as

ed

ort

so it'd look right. I'd concentrate more and &thave better. It'd be mine, I'd have designed it.

I'd be able to do stuff that I'm good at. I'd lieato make computers and I'd be able to

computers if they were not working. I'd be ableise my skills.

| would get people who were good at something htbbard to help me to tell me how I coy

be better at something.

I'd be joining in, taking part in all the activisie

Practical and relevant

It would be English, when we get to watch filmsyalty we take notes and sometimes wi

we go somewhere else it's hard work.

Yeah, it's better than sitting in class all day.

3" pupil: Cook and make stuff and find out what gimgs food and stuff. Then we get to take

it home and eat it.

Happy and it's useful because | make something.

learning a new language.

We'd do cooking and stuff but it'd be related terfeh and that, we'd cook French food.

fix

ild

nen

it'd be interesting. We'd use the lessons to dper stuff like asking for food in French a
that.

Well I'd just be able to stay and do one thingaastof doing loads of boring stuff. 1'd get
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finish stuff.

It'd be cooking. We'd cook different things allyda=rom different ranges, different recipes

Happy and I'd have something to show for it. Youldaeat it and if it was good you'd kng

you'd cooked something good and if not you'd know lgadn't.

W

They'd let us on the field. It wouldn't be so cdad outside there'd be more space. |Ic
relax more and chill out. | would be able to re$d be able to learn more because I'd
relaxed.

buld
be

I'd be cooking. Making lots of food that | enjoyed

It's much better than being in class.

science, we get to eat and do interesting stuff.

Art. 1 like drawing. | can choose what | wantdeaw and how | want to draw it. It's n

work.

Yy

Getting to choose. Having a free lesson and wesdhahat we're going to do.

do stuff I liked more and stuff that | was goodlahink I'd do more.

I'd do P.E. and stuff, things I'm good at.

be happy, I'd be getting on with it and | would€tbored.

free lesson and | choose what | wanted to learmitabld enjoy it and I'd do stuff | was gog
about. I'd do lots of different things like usitige internet and looking things up. I'd wq
with my friends.

I'd be happy and not bored. There'd be a point. tdtiwouldn't be rubbish like some of t

other lessons where the teachers have you doipglsttuff.

A lesson where | choose what | want to do. I'dhéalthy stuff like sports. I'd have mg
freedom and I'd be able to do what | wanted moée do too much different stuff at th

moment.

ne

I'd enjoy school, | wouldn't have to do stuff | didlike or that | wasn't good at. 1'd like schq

more.

Dol

I'd learn more, I'd pay attention and | wouldn'tssi@bout as much. I'd feel more relaxed
I'd do more posters and work that | wanted to donfiy work instead of writing loads (

pointless stuff.

and

We were given topics to choose from and we couttbsh what we did and who we wanted

work with.

to

School work, but more interesting stuff, thingsdsagood at.

Happy, there'd be more point in coming to school.
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To let us create things more in our own way.

Happy, and | liked my maze at the end when weighed.

Well I'd actually want to wake up in the morningdatome into school. Sometimes | get

school and think | shouldn't have bothered.

I'd do more PE and subjects | was good at.

More like college. You'd have a place where youldahill out and listen to music and ygu

could call the teachers by their first names likeca@llege because they call us by our f

names. You don't have to go to lessons which yanitdhink are important and you can

concentrate on what you want to do instead of lgatindo loads of lessons which you

never going to use like Drama.

to

I'd want to work harder because I'd be doing stdt was worth doing. I'd feel better abgut

doing it.

I'd do a lot more science anethnology stuff because that's what | want to derwifm older.

Some of the stuff | study now is pointless for me.

They put ideas across to the teacher and made stigge about the dance. The teag

listened to them and they had more say in what diky

Excited, | really enjoyed it and | was pleased withat we did.

her

When | go into A group on a Wednesday and we gatdke things. It's a group of people and

all my friends are there. We all help each other.

Being a librarian in the library.

| feel proud because I'm doing a job.

Sport's day. We get play different sports and etetg choose what we want to do.

Sport's day, | like playing football and dodgebalNe do have set sports but you get to chq

which ones you want to do.

Having a free period like at college. I'd be atdecatch up with my work and do n

homework.

I'd get chance to do stuff | enjoyed, stuff that §ood at. And I'd be able to do things that

not doing anymore that | liked. There'd be drawgngpetitions and we'd make things.

I'd feel much better because it would be up to rhatw wanted to do, | wouldn't have to

anything | didn't want to do or that | wasn't gaid

I'd like us to have our options sooner so that wald choose what lessons we wanted td

instead of spending so much time doing things wetaeant to do or that we're not good at.

ose

'y

m

do

do

I'd do stuff I like, stuff I'm good at not stuff' rubbish at.
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Kind of like the options, you get to choose whdtjsats you don't want to do, the ones wh

ch

aren't important and you're not going to use. Tyauncan just concentrate on the important

stuff.

Doing nail art. | get do it sometimes in the aifteon. | get to decorate people's nails.

something | enjoy doing.

Happy, | get to do something | enjoy something timatgood at.

Our school trip. We were allowed to wander round do what we liked.

Drawing. Artlessons. | like drawing, just getfion with my work.

Someone came in and gave us a dance class. Iteathg good because they knew lots

things about dancing.

I'd do nail art stuff more, I'd be able to do itrmore people.

Good, I'd be doing something I'm good at.

It's

of

More lessons where we could choose what we wergygoido like in dance we're given some

music and then we decide what dance we're goidg.to

A lot better, I'd be doing things that I'm goodaatl things that | enjoy.

We'd get to watch more films about stuff, it's mucbre interesting than when someone tells

us stuff. Then after we'd be able to write or dnathvat we'd learnt about instead of just

answering loads of questions.

I'd be able to draw pictures to show what I'd leamd put all the information in it.

More relaxed because I'd know what work | was gaordo and that no one would ask me

do stuff | couldn't do or didn't want to do.

We'd be able to choose what we wanted to do. Wate different things to choose from.

lessons we'd be able to choose what activities arged to do

I'd do stuff | was good at so that the work | diduld be good and | wouldn't be doing rubb
stuff.

Good, | wouldn't have to do stupid stuff.

More chances to use our skills in school

We got a chance to choose an activity we wantedoto It was good because that day

could choose to do stuff we wouldn't normally geto.

Like the subjects we've just picked I'd like to Bahance to move if we realise it's difficult.

Yeah | think we should say something about likeimgna choice whether or not you do R
citizenship, functional skills and stuff like thatSome people don't like doing that, like

rather do some extra English and stuff.
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Yeah we should do different stuff in lessons lile just reading all the time like in Englis

So we don't just do the same thing, and maybe wil ¢@ve a choice of what to do

I'd do more drama. I'd be happier and I'd do more.

A day where we could choose our lessons but welddmd have to stay in our year grouj
Like if someone in year 10 wanted to do drama bey thadn't chosen it as one of their opti

they could do it on that day. If you were doingou could help out the other year groups t

DNS

Sport's day but we'd be in non-uniform and we cqléy football, basketball and stuff and

could have water fights.

e

We'd get to choose our lessons and we'd get towdogh ones we wanted to do.

Like activities or sport's day together. So thiad lon activities day we can choose what
want to do but there's football and stuff. Thare more sport's choices. There was dodgg¢
on sport's day but I'd have more games that theause people had to wait a lot. T
activities would be for people who didn't want to spbort's for example watching films a

playing games.

we
chall
he

They enjoyed it and the other teachers were eveartig everyone on.

Sport's day. | enjoyed it. We got to do whateverwanted.

Sport's day. We got to choose what we wanted tandiodid lots of football games and stuff.

| take part more, | get to do things | am good aten

It was sport's day. We got to choose what sped'svanted to do.

When | got to make jewellery, making bracelets aadings.

| enjoyed doing it and I'm quite good at it. | aiebre than | do in class.

Going to the pleasure beach on a school trip. Wedcdo whatever we wanted it was reg

good.

iy

Football at sport's day.

Being with the army on sport's day. We did loatifua activities like archery and paintbg
and that.
I'd feel like 1 was making much better use of mwdiinstead of doing things which g

pointless.

=

=

e

A famous daner coming to school to show us all how to dancee'dMke make up a danc

It'd be really fun. We wouldn't know the instrucso it'd be fun.

Good, it'd feel different. I'd be learning lotsiin them.

Jewellery making but we'd get to design it @lwes and not just follow someone else's deg

We'd be able to choose what materials we used ainjdst use what's there.
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I'd be more enthusiastic. I'd do more, It'd bedagign so I'd put more time in and more eff

ort

so it'd look right. I'd concentrate more and K&thave better. It'd be mine, I'd have designed it.

Building computers. Making computers, it'd be lotdessons. It'd be really interesting.

I'd be able to do stuff that I'm good at. I'd lieato make computers and I'd be able to

computers if they were not working. I'd be ableise my skills.

I'd be happier. | could do more technical stuff, be more useful.

Having more choices to do lessons. | could speatertime on things | enjoy or things I'm

not good at so | could spend more time on it.

I would get people who were good at something htbbard to help me to tell me how I coy

be better at something.

An all day sport's day where someone could comanth help us. Like a sport expert

fix

d

or

something and there'd be sport's activities all. ddere'd be loads of activities to choose

from. You could do what you are good at.

Like you said more chances to develop our skills.

More visitors, like experts to tell us about stafid teach us

Key:

Group 1 (high attenders school A)
Group 2 (low attenders school A)
Group 3 (Mid-range attenders school A)
Group 4 (Low attenders school B)
Group 5 (mid-range attenders school B)

Group 6 (high attenders school B)
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