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Abstract 

 

School effectiveness research has traditionally focused on academic progress, rather 

than on pupils’ emotional wellbeing. The concept of inclusive education, which 

ensures all pupils have access to meaningful education, remains under-developed. 

Expectations placed on schools have increased, and with limited agency provisions, 

school personnel are required to work intensively with vulnerable pupils to remove 

barriers to learning. The Workforce Reform (2003) was developed to provide 

autonomy regarding how to run schools, and promoted innovative staffing options, 

potentially raising the profile of support staff, who do not hold teaching qualifications. 

This exploratory research is designed to highlight the role of support staff (who do not 

have teaching timetables, but carry out pastoral roles, traditionally deemed as 

teaching roles).The survey identifies however, that across seven southerly Local 

Education Authorities (LEAs) in England, the majority of schools (64%) continue to 

deploy traditional models of employing teachers as Heads of Year. A few schools 

utilise support staff as assistants, and less use a combination model, employing both 

teaching and support staff, and a minority (7%) employ support staff only, thus 

suggesting that limited changes have occurred since the reform. Despite this finding, 

over 75% of the schools state they employ support staff into a diverse range of roles, 

providing justification for innovative research to raise awareness of the role.   

 

A case study approach, combining diary analysis, observation, and interviews is 

adopted to consider the day-to-day tasks and experiences of six professionals, with 

differing pastoral roles. Daily working-practices are shown to differ for all participants, 

and are particularly different when comparing teaching and support staff. Support staff 

have more flexibility, with an ability to respond to matters reactively, as they are not 

limited by teaching timetables. However, a direct focus on the teaching and learning of 

pupils is not apparent for this staff cohort. The research findings highlight that pupils 

require extensive pastoral support and that support staff are often best placed to carry 

out these tasks. Further consideration is required into how support staff can be best 

utilised, and how they can work alongside their teaching colleagues to promote holistic 

support for all pupils.    
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Chapter 1: Introduction 

 

1:1 Research Aim 

 

The aim of this study is to carry out exploratory research to raise awareness of the 

role of support staff who do not have a teaching timetable, but carry out pastoral roles, 

traditionally deemed as teaching roles (for example Head of Year) in secondary 

schools on the south coast of England. I have set a definition of support staff to be 

non-teaching, non-classroom based staff excluding classroom helpers, such as 

Teaching Assistants (TAs), Learning Support Assistants (LSAs) and Cover 

Supervisors (employed to cover in teachers’ absence), but including staff who have 

direct pastoral contact with pupils. The term pastoral care within this study is intended 

to encompass supportive work to tackle barriers to learning, such as behaviour, 

attendance and safeguarding practices, which require communication with pupils, 

parents and a range of agencies. I do not promote the use of the term non-teaching 

staff and am not keen on the term support staff, as I feel both reflect negative 

discourses and highlight aspects lacking within the role, rather than highlighting 

essential duties. I believe it is more appropriate to define staff according to individual 

job titles, rather than making a distinction between teaching and non-teaching staff. 

For the purposes of this research, however, I will use the term support staff to ensure 

common understanding. The research is exploratory because it is seeking knowledge 

regarding the role of support staff, to share with the reader, thus enhancing 

awareness. I am a member of support staff myself, so am motivated to conduct this 

research.  

 

The research considers how many support staff are employed in schools across 

seven southerly LEAs in England and how they are deployed, including an account of 

the roles carried out on a daily basis.  Highlighting the role of support staff allows 

knowledge to be enhanced, which in turn potentially improves working-practice for 

staff and pupils. Merriam (2002) suggests research always starts with a mission 

statement, with the researcher’s curiosity surrounding a topic driving the research – for 
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this research, I strive to act as an advocate of behalf of support staff. I remain mindful 

of what I am trying to achieve – raising the profile of support staff, throughout the 

research process. The research is intended to be interesting to colleagues and a wider 

academic audience, where they can learn more regarding pastoral tasks and use 

experiences of specific cases to share effective working-practice and drive change 

accordingly. I am keen to give support staff a voice to share their experiences and 

make recommendations for future working-practices, promoting the cohort to feel 

empowered within their roles.  

 

I regard my role as a researcher with utmost importance and do not underestimate my 

responsibility to provide a clear and interesting account of the role of support staff, 

whilst maintaining integrity in presenting the findings. Harding (1991, p. 144) highlights 

‘values and interests are entrenched in the very statement of what problem is to be 

researched’. I am aware that my values and enthusiasm will influence the research, 

and rather than attempt to minimise subjectivity, I have chosen to harness and 

celebrate it. Ellingson (1998) demonstrated how her personal experiences helped to 

filter what she saw, with her subjectively positioned nature serving to enhance 

empathy for participants and create a shared understanding. She, however, warns of 

the responsibility that comes with empathy, where I need to use my enthusiasm to 

promote empathy, whilst ensuring I am not trying to make heroic attempts to change 

Government policies, or solve participants’ issues. It is important this research is in-

depth and detailed. I am mindful that it needs to hold strong validity to ensure it is 

fulfilling the function to share good practice and suggest recommendations for 

working-practices.  

 

I have chosen to adopt a case study approach to provide insight into a variety of 

examples regarding the delivery of pastoral care, highlighting contrasts in how schools 

support pupils. Bryman (2012) highlights the invaluable use of case study to generate 

intensive examination of the single case. It is integral to this research that participants 

remain at the heart, rather than viewed as detached subjects used to illustrate certain 

points. I pay attention to individual stories and am conscious not to categorise or 

minimise emotion, which is central to the rationale for case study research. Ragin 
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(1987, p. 50) supports the purpose of case study is to provide ‘ultimate familiarity of 

relevant cases’.  

 

1:2 Research Questions  

 

The research focuses on seven southerly LEAs in England, providing a regional 

picture, as it is not possible given time constraints to provide a national focus. The 

following questions are posed to meet the aim to raise awareness of the role of 

support staff: 

 

1. What is the current ‘state of play’ of the deployment of support staff in schools 

across seven southerly LEAs in England?  

 

2. Are there variations or ‘categories’ regarding the specific roles that support staff 

carry out in secondary schools? 

 

3. What are the specific day-to-day tasks carried out by members of staff from a 

range of ‘organisational structures’? 

 

4. What works well/ does not work well in the given ‘organisational structures’ for 

staff in schools? 

 

Hancke (2009) argues constructing research questions is the first and most important 

part of research. These questions are intended to serve as a reference point to 

organise my thinking, and are reflected upon to ensure they remain at the centre of 

the process, thus providing focus and intention. The questions are realistic given the 

time and word limits of the thesis and are worthy of being asked, in that they do not 

answer themselves, and I do not feel that I already know the answers. Essentially, the 

questions are specific enough to anchor the research and be used as a point of 

reference. Stake (1995, p. 50) concurs ‘what one does in the field, from gaining 
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access to triangulating data, needs to be guided by the research questions’. The 

questions promoting focus are particularly important throughout this research, as I am 

enthusiastic about the topic, and it is easy for it to snowball and for my attention to 

become side tracked.  

 

To answer the research questions I have chosen to conduct a survey of 148 schools 

across seven southerly LEAs in England, gathering basic data regarding how support 

staff are deployed and providing a preliminary view of what practices exist. I then turn 

to an in-depth case study approach, focusing on six case examples of how pastoral 

care is delivered in chosen schools, selected due to ease of access and the potentially 

interesting and rich data they will yield. Merriam (2002) highlights case studies are 

richly descriptive when there is a lack of previous understanding surrounding a topic, 

which is relevant within this study, where little previous research has been conducted. 

I am keen to raise awareness through thought provoking detailed case examples of 

how the role is undertaken across southerly LEAs in England. For each of the cases, I 

analyse diary evidence of daily tasks, observe a typical working day, and reflect on the 

findings through semi-structured interviews. Participants are given the opportunity to 

reflect on their thoughts and feelings and provide insight into how they feel working-

practice could be enhanced. I anticipate that individual stories will provide insightful 

demonstrations of working-practices and increase understanding of pastoral 

provisions and how to enhance working-practice. My emphasis is reflecting on 

individuals’ stories, rather than providing generalisable evidence. It is essential for me 

to ensure the thick-description of participants’ stories is verified by them, to enhance 

validity and ensure a shared understanding.  Bryman (2012) concludes that putting 

yourself in the shoes of the participant can be an invaluable tool to provide insight into 

a phenomenon.  

 

1:3 Political Context 

 

It is essential to consider the research topic within the wider context, and evaluate how 

initiatives and legislative focuses have impacted upon the delivery of pastoral care 
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throughout the UK. The Elementary Education Act (1880) insisted upon compulsory 

education for children from five to ten years and the 1918 Education Act increased the 

age to 14 – it gave responsibility for schooling to the state, providing free education to 

all children, which in 1972 was increased to 16. The 1980 Education Act stressed a 

mandatory accountability of parents to ensure their child’s education, which was 

enforced in 1996 when if a child of school-age failed to attend school their parent was 

guilty of an offence.  Political educational focuses dating back to the 1870s and 

gaining momentum in the late 1970s prioritised school effectiveness, emphasising the 

requirement of individual schools to maintain high academic standards. The 

introduction of The Office for Standards in Education (Ofsted) following The Education 

Act (1992), intended to improve school outcomes through formal inspection, and there 

have been increased levels of accountability on schools and teaching staff to ensure 

rigorous academic standards. The political prioritisation of school effectiveness must 

be a consideration when reviewing the surrounding literature throughout this thesis to 

begin the essential process of identifying how pastoral provisions can enhance the 

effectiveness demonstrated by individual schools.  

 

The political focus on school effectiveness and academic achievements of pupils has 

failed to explicitly embrace pastoral care, which although touched upon throughout 

Government legislation, remains in its infancy. Galloway (1985) highlights that in the 

1960-70s pastoral care grew, and was identified within educational roles, but then 

‘fizzled out’. Key Government legislation has considered elements of pastoral care, 

however, there is yet to be a definitive explanation regarding how individual schools 

should aspire to operate. The Warnock Report (Department for Education and Skills, 

DfES, 1987) changed the discourse of Special Educational Needs (SEN), abolishing 

negative terms and promoting the inclusion of all pupils regardless of need into 

mainstream education. Reid (2005) believes the Every Child Matters (ECM) agenda 

(2003) was integral in promoting a pastoral philosophy and developing supportive 

packages highlighting every child’s right to be healthy, stay safe, enjoy and achieve, 

make a positive contribution and achieve economic wellbeing. The Workforce Reform 

(2003) was a key piece of legislation regarding pastoral care, which initiated a cultural 

shift within schools by providing restructuring opportunities designed to raise 

standards and determine appropriate strategies of support for pupils. Schools were 
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empowered regarding the deployment of staff, intended to free teachers from 

‘humdrum’ tasks and allow them to focus on teaching, which created opportunities for 

support staff. Since the Plowden Report (1967) – which emphasised the need for 

stringent safeguarding protocols – Child Protection has become a priority across 

educational Government initiatives. In 2013 the Government launched ‘Working 

Together to Safeguard Children’, which details the responsibility of school personnel 

to adopt multi-disciplinary approaches to safeguard pupils.  

 

Political educational priorities have demonstrated a focus on school effectiveness and 

academic achievement, which is essential to ensure all pupils have access to effective 

educational provisions. There has, however, been a cultural shift throughout 

Government legislation regarding the attitudes and discourses associated with pupils 

requiring additional support. Government initiatives have started to recognise an ever-

increasing need to provide for the overall wellbeing of pupils and move away from 

traditional perceptions of schools as academic outlets. The complexity of ever-

changing policies regarding Child Protection and the appropriate deployment of 

support staff has been rapidly evolving and at times hard to follow, compounding the 

argument for additional research within the pastoral field. Understanding the critical 

changes and developments that have occurred over time throughout key educational 

legislation has provided deeper understanding of the emergence of the role of support 

staff. I look further into literature surrounding the developing role of support staff and 

changeable nature of pastoral provisions required in schools throughout the next 

chapter.  

 

1:4 Personal Context  

 

Bryman (2012) states the stimulus for research is often personal experiences. A 

number of personal experiences have led to my desire to conduct this research and 

raise awareness of the role of support staff. I provide vignettes (in italics to emphasise 

the personal nature) to describe the pivotal moments which have driven my 

motivation. I reflect on my feelings aroused during these moments, matching the 
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design of how I present participant data. Hughes (1998) defines vignettes as the 

stories that make reference to important factors regarding perceptions, beliefs and 

attitudes. Lofland et al (2006) promote the use of past situations as a springboard to 

research, where the researcher’s choice of topic will depend upon their past 

biography, with personal motivations providing the strongest of motivations. If the 

researcher is not emotionally engaged, inevitable boredom, confusion and frustration 

will endanger the completion and quality of research. 

 

Reflecting on my experiences allows me to share insight as to why I am enthusiastic 

about the role of support staff and driven to raise awareness. It highlights why I have 

chosen to design the research in a specific way, and reinforces my methodological 

choices. Being transparent regarding my motivations allows for a clear picture of my 

journey and subsequent decisions throughout the research, increasing authenticity, 

and acting as a point of reference to remind me of why I want to conduct it. I hope 

reflecting on my educational experiences and the choices I made within my career will 

provide meaning, and establish a sense of where I am coming from to justify the 

decisions I make. Pring (2004) concludes an educational enquiry must be related to 

the researcher’s educational practice for meaningful learning to occur. 

 

1:4:1 My Pursuit of a Pastoral Career  

 

I’ve made up my mind: I want to work with people, and focus on their mental 

wellbeing. I’ve enjoyed working with young people at the youth club, but don’t want to 

work evenings and weekends, and certainly wouldn’t have the patience to teach: there 

are no other options surely??? Off to University to buy time then! (Author) 

 

At college I studied for a General National Vocational Qualification (GNVQ) in Health 

and Social Care. I wanted to pursue a career in nursing, however, once I explored 

social care, and experienced roles carried out to support people with their mental 

health, I realised I wanted to work with people, and was interested in exploring how 
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individuals coped with life-experiences. After college, I completed an Undergraduate 

Degree in Psychology, which provided invaluable insight into the working functions of 

the human mind and the effect various situations can have for individuals, and how 

they progress. The Degree compounded my drive to work with people regarding their 

social wellbeing and my motivation to help individuals cope with negative life-

experiences, enabling them to reach their full potential.  

 

Alongside studying for my Degree, I secured a part-time role as a youth worker for 

young people aged 13-18. The youth club was popular and numbers grew as positive 

messages regarding youth activities were shared across the community. Young 

people were grateful for provisions and engaged with activities. As well as enjoying 

and offering affordable and dynamic activities, I relished the opportunity to develop 

positive working relationships with teenagers and taking time to discuss personal 

matters to enhance their self-esteem. The young people were open and honest with 

me, and felt comfortable sharing stories and taking advice to consider how to enhance 

the experiences they had.  

 

After my Degree, I hoped to pursue a full-time career working with young people due 

to the enjoyment I experienced at the youth club. However, stable full-time jobs within 

Youth Work were difficult to come by. After applying for a number of roles upon 

leaving University, I secured a job within the Connexions Service. I worked alongside 

pupils at a range of secondary schools to provide one-to-one mentoring, listening to 

their concerns and supporting them in overcoming barriers to learning. Working one 

day a week in each school, it became apparent there was a huge need for this type of 

work, but simply not enough hours in the day to support the volume of pupils referred 

to the service. I found it difficult to support pupils when I only had contact with them 

weekly, as many changes occurred, and what felt like a short time for me, often felt 

like a lifetime for pupils.  

 

My passion and drive to work with young people has spurred me to conduct this 

research into the role of support staff who, like me, have a desire to support young 
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people. I feel fortunate to carry out a full-time job working with young people, which is 

something I am passionate about. Prior to my role at Connexions, I had not been 

aware of pastoral roles, or the requirement for this type of supportive work. This lack 

of prior knowledge and the dedication I have for the role have acted as driving forces 

to conduct this research and raise awareness of support staff.  

 

1:4:2 My Love Affair with School A 

 

I love my two days at School A, the pupils are great and receptive to support, and staff 

are grateful for the work I carry out: they certainly have a long list of pupils to refer, but 

I wish I could be there full-time, as there aren’t enough hours. The staff told me about 

an internal vacancy, which sounds brilliant, but I can’t go for it if I’m not employed by 

the school can I?!? (Author) 

 

Whilst at Connexions, I worked with School A (where I remain after eight years), which 

serves a population of 596 pupils (January 2014 census figures) significantly below 

capacity of 900, so there is pressure from the LEA to enhance educational 

experiences and promote the school to increase numbers. The school serves ‘a mixed 

community area with pockets of considerable and deep-seated disadvantage and 

social exclusion, with students who are predominantly white working class with a 

significantly low experience of further education’ (School Improvement Plan, 2007). 

School A was allocated a pupil premium grant of £168,000 (£600 per pupil), totalling 

280 pupils in April 2012, accounting for 47% of pupils, reflecting the significant 

deprivation experienced. The pupils often require support and interventions for them to 

meet their academic and social potential. The school was subject to an Ofsted 

inspection in March 2013, and deemed a good school with room for improvement in 

becoming outstanding and increasing pupil numbers, whilst continuing to provide 

specialist interventions for vulnerable pupils.  
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During my time at School A, I enjoyed working with pupils and received positive 

feedback regarding the mentoring service provided. An internal vacancy for an 

Attendance Officer was advertised, and although I was not technically a member of 

staff, I was encouraged to apply and was subsequently successful in being appointed 

to the post. I enjoyed my role as Attendance Officer and embraced the opportunity and 

challenge to work with young people with low attendance and their families, 

conducting home visits and designing individualised packages of care to help 

overcome barriers and secure attendance ratings. As attendance figures increased, 

(90.6% in 2007/2008 to 92.9% in 2011/2012) due to robust attendance protocols 

becoming embedded within the school’s culture and effective working-practices being 

established, I was able to diversify my role to include specific wellbeing programmes 

and establish effective safeguarding protocols.  

 

The enjoyment and satisfaction I experienced from working with vulnerable pupils, 

with multiple needs, has prompted my desire to conduct research into the role of 

support staff and raise awareness of pastoral provisions to improve working-practices. 

Due to the changing nature of my own role over eight years at School A and the range 

of working-practices I have carried out, I feel it is essential to highlight these practices 

to a wider audience and demonstrate the invaluable work conducted.  

 

1:4:3 Opportunity to be Head of House  

 

I’m so excited the role of Head of House is being offered to support staff and I’m 

chomping at the bit to apply and show-case my skills. Can’t believe I did it: I got the 

job: I’m Head of House: wow: but the nerves and anxieties have kicked in: will pupils, 

parents and staff accept me, will I have professional credibility, not coming from a 

teaching background?? Here goes nothing…. I’ll give it my best!! (Author) 

 

The role of Head of House was advertised in February 2011 and support staff were 

encouraged to apply. This role was exclusively offered to non-teaching support staff 
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from September 2011. Previously the role had been carried out by teachers, with the 

main concern being the time they were able to allocate to the role, due to their 

significant and conflicting teaching commitments. There were often delays regarding 

when certain issues could be dealt with and at times a conflict of interest regarding the 

ability to develop effective working relationships with pupils and parents. For a while 

School A operated a system where each teaching Head of House was allocated a 

support staff assistant. I was an Assistant Head of House and witnessed how difficult it 

was for teaching Heads of House to allocate the required time to the role. Pupils and 

parents vocalised frustrations with not being able to make contact with the Head of 

House, and feedback was often distinctly lacking. The increasing need to meet pupils, 

families and agencies became an impossible strain on teachers, and assistants were 

often required to cover. The ever-increasing need for pastoral support and time 

constraints enforced on teachers gave rise to the Head of House role to being offered 

to support staff, who had increased time to allocate to pupils requiring support.  

 

School A changed from a house structure to year system in 2012. To this date, I carry 

out the role of Head of Year 7 and 8, whilst maintaining line management 

responsibility for attendance and safeguarding practices. The day-to-day role as 

pastoral Head of Year is fulfilling, yet at times all consuming. It is impossible to 

succinctly highlight the everyday tasks required in the role, as they vary according to 

pupil need. I am always busy and receive positive feedback from families and 

agencies regarding the immediate support I am able to offer. Although the change to 

using support staff in this role, traditionally viewed as a teaching role, was 

contemporary, it has been positively received by school personnel. Within weeks it 

was clear that pastoral support could be adequately provided, and teachers could be 

supported to focus on their primary objective of teaching. I have personally never 

experienced animosity from staff, pupils, or their families – only positive feedback 

regarding the high quality and speedy level of provision I have been able to offer.  

 

Witnessing the impossible and often conflicting challenge presented to teaching 

Heads of Year at School A, and seeing the positive impact of employing support staff 

has driven my desire to conduct this research into the role of support staff. My role as 
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a pastoral Head of Year keeps me busy and allows me to address pupils’ needs on an 

immediate and holistic level. For this reason I am keen to show-case the role of 

support staff and demonstrate how innovative working-practices may serve to 

enhance pastoral provisions.  

 

1:4:4 Line Management Responsibilities  

 

As my role at School A has developed: I now have line management responsibility, 

and want to take this seriously. How can I help colleagues feel empowered and 

enhance their self-esteem? They are talented and amazing at their jobs, but don’t 

always have the qualifications to support this: it’s nearly impossible to find appropriate 

training routes!!! (Author) 

 

Performance Management has been undervalued at School A, where I have 

experienced it feeling more of a ‘paperwork’ exercise than effective tool for 

professional development, and it is something as a line manager that I am keen to 

prioritise. Reviews of performance-related objectives are compulsory for teachers and 

may be challenging to enforce for support staff, however I do not feel they are 

impossible, and they should be considered to enhance consistency. As a line 

manager, I have set up regular meetings to offer support and supervision and 

determine future objectives, but this is not a formal requirement. I have witnessed the 

common frustrations support staff voice, namely a lack of acknowledgment of their 

wealth of experience, and lack of appropriate training routes for them to work towards 

qualifications.  Training courses are often unrelated to the job or deemed too 

expensive, and there is a need to standardise training opportunities. There is an 

absence of formal protocols for sharing good practice amongst support staff, where it 

is essential they have the opportunity to share effective working-practices and support 

each other in developing innovative working protocols.  
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Witnessing the frustrations of my colleagues has motivated me to act as an advocate 

on their behalf, and prompted my desire to conduct case study research to engage 

with participants and portray their views. I want support staff to have the confidence 

and self-belief they can develop within their professional lives, and for them to feel 

able to tackle challenges placed upon them. I believe there is a need to consider the 

nature of the work of support staff and develop standardised working-practices. 

Cohen, Manion and Morrison (2007) claim the fundamental purpose of educational 

research is for educators to understand what is going on around them. This research 

is intended to raise awareness of the role of support staff and consider how working-

practices can be enhanced. 

 

1:4:5 MA Requirement Misconception: My Biggest Driving Force   

 

I was so excited School A were offering a Masters in Education (MA:Ed), only to be 

disappointed that it was only being offered to teachers (typical, feels like I have missed 

the boat). When I questioned it, I was told the reason was that you needed to have a 

Degree to start an MA: how rude!! You should have seen their faces when I explained 

that I did! Felt pretty satisfying when I was the only one out of 15 to achieve it... 

(Author) 

 

The school offered a Masters qualification in 2008, however when advertised, it was 

stated that it was only open to teachers. When I questioned why support staff could 

not enrol, I was told it required a Degree-level qualification, which highlighted a 

common misconception that support staff do not hold these qualifications. After 

explaining I had a Degree, I was able to begin the MA course. I completed the MA in 

2010, and enjoyed the opportunity to take time to reflect on my professional practice 

and enhance my understanding of educational research. The course was challenging 

and fulfilling, and was of benefit to me as a practitioner, spurring my decision to enrol 

on the Doctorate of Education (EdD). Not coming from a teaching background did not 

hinder my progress, and I found I was able to bring a different perspective to group 

sessions.  
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The misconception regarding the qualifications held by support staff has acted as my 

biggest motivation for conducting this research and I am determined to raise the 

profile of support staff. This research allows me to act as an advocate on behalf of 

colleagues to increase awareness of pastoral provisions across seven southerly LEAs 

in England. I hope that this research will act as a catalyst for change, and increase 

awareness of the role, by demonstrating common working-practices, by sharing 

effective protocols to enlighten a wider population, and by providing recommendations 

for the future.  

 

1:5 Summary  

 

This research is both politically relevant and set within my own professional context 

working as a full-time member of support staff, which means that I am innately 

interested in it and can utilise my experiences to provide tacit knowledge. I have 

relished the opportunity to reflect on a role I am embedded within. Stake (1995, p. 6) 

highlights ‘we study something when it itself is of very special interest’. I am, however, 

mindful of my passion and the requirement to ‘step back’ from the research by 

adopting reflexive practice to ensure as honest an account of reality as possible is 

presented. Ainscow, Booth and Dyson (2006, p. 11) conclude ‘educationalists should 

observe their own practice and learn from it, in order to change it accordingly’. I use 

the voice of case study participants to inform of current working-practices and to act 

as a guide to improve practices. I hope my experience as a member of support staff 

will enhance my professional credibility, and networking opportunities, to ensure the 

quality of data obtained. Golby and Parrott (1999, p. 23) believe that ‘research ought 

to improve practice, where researchers must understand the nature of the problems 

set before them by the clients they serve’.    

 

The following chapter contains an in-depth literature review of the developments that 

have influenced the provision of pastoral care within schools in the UK and the 

emerging role of support staff. I focus on school effectiveness research, which 

highlights the importance of ensuring standards within schools, and considering what 
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makes for effective practice. I then look into the holistic needs of pupils, and the 

support they need to meet their full potential whilst at school, with a focus on the role 

of non-teaching support staff and the impact they can have to enhance overall school 

effectiveness.  
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Chapter 2: Literature Review 

 

2:1 Introduction 

 

Exploring the previous literature enables me to inform, challenge, and critically 

examine, key research and political developments surrounding my research topic to 

justify its purpose. Hart (2001, p. 19) states ‘the key purpose of the literature review is 

that it ensures the researchabililty of your topic before ‘proper’ research commences’. 

The intention of reviewing the literature is to establish what is already known in the 

researcher’s area of interest (Bryman, 2012). The fact that research into pastoral 

support staff specifically has never been conducted before makes the decision of what 

previous literature to focus on a particular challenge. Pastoral care in itself is a huge 

topic, which is subjective in terms that it can mean something different for every 

individual (Lang, 1995; Collins and McNiff, 1999), again leading to the review of the 

literature to be a challenge. Due to the challenges I am presented with, I need to 

ensure that the review of the literature is conducted in a systematic and rigorous 

manner, yet remains flexible, to ensure that I do not limit my focus to pre-determined 

aspects of pastoral care and consequently miss interesting literature. I will have a set 

focus on the overall aim of the study, which is to explore the role of support staff to 

raise awareness, with the intended hope that the findings will potentially highlight good 

practice and serve as a catalyst for change.  Remaining focused on the aim also 

allows me to harness this research, which I am innately enthusiastic about, and to 

ensure that the review of the literature is focused and doesn’t go off on an 

unnecessary tangent.  

 

I will initiate the literature review by focusing on the concept of school effectiveness, 

and the consideration of what makes for an effective school, as this thesis is ultimately 

guided by the overall aim to identify, and subsequently recommend, effective working-

practices. I will review existing literature surrounding school effectiveness, and the role 

of the teacher, which is prioritised throughout the existing research. I do, however, 

intend to link school effectiveness research with pastoral care specifically and to have 
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a consideration of pupils on a holistic level. As such I will turn my attention to the 

promotion of an inclusive educational philosophy, which is intended to ensure effective 

practice is implemented for all pupils regardless of individual need. I will then consider 

the existing literature surrounding pastoral provisions explicitly, which is the prominent 

focus of this thesis, including a consideration of what pastoral care entails and the 

ways in which pupils can be supported to overcome barriers to learning, including 

attendance, behaviour and safeguarding concerns, which require communication with 

pupils, parents and agencies.  The Workforce Reform (2003) holds high status 

throughout this literature review, as the key piece of Government legislation which 

focuses explicitly on the potential role of support staff in schools, and how best to 

deploy this staff cohort. The review of the literature identifies a significant gap 

surrounding research into the role of pastoral support staff, explicitly, with educational 

researchers unaware of what is happening within schools regarding this staff cohort. 

This exploratory research into the role of pastoral support staff is essential and 

innovative as part of the required drive to promote a holistic sense of school 

effectiveness, and ensure universal standards for all.  

 

2:2 School Effectiveness 

 

School effectiveness research is dominant throughout educational research and is 

conducted to assess the value of education and performance-levels of individual 

schools, with a drive to promote high standards across all schools. It is a common 

focus across Government legislation throughout the UK, which began to gain 

momentum in the late 1970s, with research commissioned to consider factors that 

cause or contribute to effectiveness across all schools. Individual schools must have 

an idea of what an effective school looks like in order to have a benchmark to 

compare and aspire to, and an understanding of how their own working-practices can 

be improved, to ensure high standards of education are delivered (Reynolds, 1985; 

Bollen, 1996). This thesis is intended to build a body of knowledge of the pastoral 

practices happening within schools across seven southerly LEAs and potentially 

identify what effective practice looks like, so to make recommendations for future 

working-practices and ensure high standards of pastoral care are delivered across all 
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schools. School effectiveness research will remain at the heart of this thesis, which 

aims to identify and share effective pastoral practice, with an overall desire to provide 

recommendations to improve and standardise working-practices across schools in line 

with a wider definition of effectiveness, encompassing both academic and pastoral 

provisions. 

 

The literal meaning of effectiveness is goal attainment, where opinions regarding what 

this should encompass will differ, causing a requirement for additional school 

effectiveness research which is not solely focussed on academic achievement alone 

(Creemers et al, 1998; Scheerens, 2000). Educational goal measurements will not 

only involve academic achievement, but encompass a range of pupil outcomes, 

including intellectual, social and emotional factors which will impact all pupils (Rea and 

Weiner, 1998; Kelly, 2001). Although good steps are being made, this type of school 

effectiveness research remains in its infancy and requires additional focus to consider 

non-cognitive outcomes alongside the prominent focus of academic achievements 

(Van Landeghem et al, 2002; Konu and Lintonen, 2006). This study focuses on 

pastoral care and, in particular, supporting pupils to overcome barriers to learning 

which arise both within school and in the pupils’ own home environments. It is 

designed to consider support staff and the pastoral role they play, which has been 

limited throughout school effectiveness research, but is integral in considering a wider 

definition of effectiveness for the holistic wellbeing of all pupils; including both their 

academic and pastoral needs. Reynolds et al (2014) add that school effectiveness 

research tends to use predominantly quantitative methods to demonstrate school 

effects on pupil outcomes, where qualitative research could serve to flesh-out data 

and consider relationships more fully. This research adopts a predominantly 

qualitative case study approach, which is an innovative design regarding how to 

conduct school effectiveness research, with the intended hope that increased 

knowledge from a unique viewpoint will be achieved regarding a wider definition of 

school effectiveness.  

 

Ofsted was introduced following The Education Act (1992) and aimed to achieve 

overall educational excellence by improving school outcomes through formal, 
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independent and impartial inspection, reporting directly into Parliament. By the end of 

1998 all schools in Britain had been inspected at least once. Ofsted provides seven 

classifications grading schools from excellent (1) to very poor (7) which are designed 

as benchmark measurements to inform and improve working-practices. Schools 

across the UK consider the benchmark Ofsted measurements to hold high value, as 

all reports regarding individual school outcomes are made available to the general 

public, which can affect subsequent school choices. The introduction of strict Ofsted 

regulations has, however, had a small but well-determined negative effect for school 

based staff, leaving schools fearful of developing innovative strategies in case they 

are held to blame and fail to meet the harsh criteria, which can be an issue when 

trying to implement effective working-practices (Jeffrey and Wood, 1996; Rosenthal, 

2004; Pritchard 2009). Jeffrey and Wood (1996) add that a technicist approach to 

Ofsted inspections has impacted upon the holistic and humanistic values of 

educational staff, leading to high levels of trauma, both socially and politically, and 

increasing levels of professional uncertainty. Educational reform can be intimidating 

and is by no means simple, as each school has its own culture, which is complex and 

difficult to change, due to commonly agreed, deeply embedded and taken-for-granted 

goals (Prosser, 1999; Stoll, 1999). Although change is challenging, it should not be 

avoided, but rather reflective practice and consultation with a sense of team ethos 

used to drive holistic school effectiveness (Jeffrey and Wood, 1996; Wallace, 2001). 

Reynolds (1985) warns it is unrealistic to provide a definitive blueprint of a high 

achieving school, as what works in one school, will not always in another. The aim of 

this research is to identify effective pastoral practice and make recommendations for 

future working protocols, however, I will maintain an awareness of the challenge that 

recommending changes can bring for educational professionals, and thus will attempt 

to promote a sense of team work, rather than being solely focused on any one staff 

cohort, so to reduce levels of stress for individual practitioners. I will maintain an 

awareness of the culture within each individual educational setting, and thus develop 

recommendations which can be utilised in a flexible manner to suit the unique needs 

of each school.  

 

Law and Glover (2000) claim that although all schools are unique, there are 11 

generic key factors which make for overall effective schools, these being: effective 
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leadership; shared vision and goals; an environment conducive to learning; 

prioritisation of teaching and learning; purposeful and challenging teaching; high 

expectations of pupils; positive reinforcement; effective monitoring processes; pupils’ 

rights and responsibilities being clearly established; home-school partnerships 

developed; and, a learning environment prioritising the learning of staff and pupils. 

This thesis will consider whether support staff have a part to play regarding the 

generic factors that contribute to school effectiveness, and how they can serve to 

ensure best practice is achieved across individual schools. Covey (1992) suggests the 

seven habits an effective educational professional must have are: being proactive 

(self-aware and independent); beginning with an end in mind (clear destination); first 

things first (small and achievable targets); think win-win (positive philosophy); seeking 

to understand then be understood (empathic listening skills); synergy (realising the 

power of teamwork and communication); and ‘sharpening the saw’ (being reflective 

and pro-active). Support staff are educational professionals, and for this reason this 

thesis will focus on the day-to-day tasks of this cohort and how they can adopt 

effective professional habits and contribute to an overall sense of school 

effectiveness, alongside their teaching colleagues. Next, I have chosen to consider the 

complexity of the role of the teacher, which has been the dominant focus across 

school effectiveness research and involves an inevitable degree of pastoral care, and 

how, in order to consider a holistic sense of school effectiveness, an inclusive vision to 

cater for all pupils, regardless of individual need, must be held by all school based 

staff. 

 

2:3 An Inclusive Educational Philosophy 

 

The Coleman Report (1996) entitled ‘Equality of Educational Opportunity’ presents the 

first large-scale study into school effectiveness and highlights the importance of pupil 

background and socio-economic status as a factor in pupil variation. Schools have a 

relatively small effect on pupil outcome, in comparison with family background, 

however, pupils who attend highly effective schools (determined by test scores, drop-

out rates, and transfer rates) can expect to learn twice as much as those who attend 

highly ineffective schools – demonstrating how important effective teaching is 
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(Rumberger and Palardy, 2005; Muijs et al, 2014). Muijs and Reynolds (2000) add that 

the most significant school factor correlated to pupil achievement is pedagogy, which 

involves a sense of ‘guiding the child’, highlighting that teaching is more than the 

delivery of learning, which is a consideration that school effectiveness research has 

failed to fully embrace. Teaching is considered an art, whilst pedagogy is considered a 

complex act and discourse, beyond a technical exercise, including a deeply emotional 

experience for teachers, highlighting that a wider definition of teaching, which 

encompasses pastoral care, is required (Hargreaves, Earl, Moore and Manning, 2001; 

Alexander, 2001). Blatchford, Kutnick, Baines and Galton (2003) highlight the concept 

of social pedagogy (which has been explored across Europe, but remains largely 

underdeveloped throughout the Anglo Saxon world), promoting a consideration of the 

pupil as a whole person, rather than merely as a learner, and thus requiring 

educational professionals to work with pupils in a holistic manner, above a 

commitment to impart academic knowledge alone. Social pedagogy recognises that 

education should be viewed in a broad manner, beyond the provision of academic 

knowledge alone, which inevitably requires the teacher to actively assist pupils to 

confront social problems, which act as barriers to their ability to thrive within schools 

(Cameron and Moss, 2011). It is considered to be the pastoral approach where 

education and care meet, which involves taking into account the context in which an 

instance arises, highlighting the need for school based professionals to be mindful of 

the societal situation pupils find themselves in, alongside the emotional consequences 

this may involve (Blatchford et al, 2003; Cameron and Moss, 2011). Kyriacou (2009) 

adds that the five dimensions to viewing the child as a whole, integral to social 

pedagogy, include care and welfare; inclusion; socialisation; academic support; and 

social education. Pedagogy must embrace both the cognitive and emotional 

development of pupils, rather than being viewed as purely an academic discipline, 

which fails to consider the childhood challenges that pupils face (Haberman, 1991; 

Van Manen, 1999). This research prioritises the role of support staff, however, given 

the important factor of teaching required for a sense of overall positive pupil outcome, 

it is essential to consider the delivery of pastoral care inclusively, and not in isolation 

from any staff cohort. It is clear that pupils require support both in an academic and 

pastoral sense to achieve holistic wellbeing, and as such this thesis will strive not to 

separate the two, but rather consider the impact that any educational professional 
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(regardless of job title) can have on both the academic and pastoral progress of pupils 

and how teachers and support staff can work together to promote this.  

 

For schools to achieve overall effective practice they must promote an inclusive 

philosophy, which involves the challenge to raise achievement levels for all pupils, 

whilst safeguarding the inclusion of those pupils who are vulnerable to experiencing 

barriers which may impact upon their ability to access education in a full and 

meaningful way (Ainscow, 2005; Black-Hawkins, Florian and Rouse, 2007). Raymond 

(1985, p. 1) highlights ‘most schools would like to think that they are concerned about 

all aspects of their pupils’ lives’. There is widespread confusion, however, regarding 

what it truly means to embrace an inclusive educational philosophy (Ainscow, 2005). 

Ainscow (2005) defines inclusion as an on-going process which ultimately involves the 

identification and removal of barriers to learning so that all pupils (especially those 

who are deemed vulnerable) can achieve presence, participation and achievement. 

Culham and Nind (2003, p. 73) believe ‘at the heart of inclusion is the right not to be 

excluded and for individuals, whatever their difference, to be treated with respect and 

given opportunities’. It is a statutory requirement that all schools have an inclusion 

policy to explicitly demonstrate their commitment to providing a meaningful curriculum 

to all pupils regardless of need. The inclusion policy at the school I am based in states 

‘we are committed to giving all of our children every opportunity to achieve the highest 

of standards’, and goes on to add that ‘we do this by taking into account pupils’ varied 

life-experiences and needs’ (School Inclusion Policy, 2011). The prioritisation of an 

inclusive vision, which strives to cater for a diverse cohort of pupils, with a broad range 

of needs, requires schools to consider the role of all staff in schools and who is best 

placed to carry out a range of academic and pastoral provisions, with a consideration 

of expertise and skill-sets and how to ensure staff work collaboratively to meet pupils 

needs in a holistic manner (Lee, 2002; Milbourne, Macrae and Maguire, 2003). This 

thesis is concerned with the pastoral support that is provided to enable pupils to 

overcome potential barriers to learning, be it academic or social, and will consider how 

staff can work together to promote an inclusive philosophy so that all pupils can have 

meaningful access to the curriculum. 
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The ECM agenda (2003) is a UK Government-led initiative, which has been integral in 

promoting an inclusive philosophy across educational establishments (Reid, 2005; 

Parton, 2006). It identifies every child’s right to achieve a holistic sense of wellbeing – 

specifically to be healthy, stay safe, enjoy and achieve, make a positive contribution, 

and achieve economic wellbeing. It promotes a whole-school approach, identifying the 

responsibility of all school based staff to ensure the rights of children are met, both in 

terms of academic and pastoral support. Reid (2005) highlights that the ECM agenda 

is committed to providing an improved philosophy to enhance pupil support, utilising 

early intervention, multi-disciplinary strategies, and providing effective training for all 

staff regarding pastoral care. The agenda is concerned with identifying potential 

barriers to learning for all pupils, and removing these, so to avoid negative effects in 

later life (Parton, 2006). It is essential to consider the voice of pupils and what support 

they feel they require in order to achieve the five set outcomes of the ECM agenda, 

which inevitably involves a requirement to work alongside pupils, parents and 

agencies to ensure these needs are met accordingly (Parton, 2006; Hopkins, 2008). I 

will consider the prioritisation of pastoral care across individual schools and reflect 

upon the implementation of pastoral practices, with a consideration of what is 

highlighted to be effective pastoral practice, so to make recommendations for how 

best to support all pupils regardless of the individual needs they present with in 

schools. The next section is intended to demonstrate the historical context of the role 

of support staff, in terms of how it came about, and the Government-led Workforce 

Reform implemented to promote the effective deployment of this staff cohort.  

   

2:4 The Workforce Reform 

 

A report commissioned by the Department for Children, Schools and Families (DCSF) 

(2009) identifies that according to Government figures from January 1997 to January 

2008, numbers of full-time support staff employed in schools across England 

increased from 133,500 to 322,500, with the number of TAs trebling, and 23% of the 

school workforce categorised as support staff. This dramatic increase in support staff 

is as a direct response to the drive for an inclusive philosophy, with a requirement to 

provide for pupils with a wide range of diverse needs (Lee, 2001; Webster et al, 2011). 
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The ‘New Labour’ Government’s vision for educational practices between 1994-2010 

included a sense of equality of opportunity for pupils, rather than equality of outcome, 

and as such made a commitment to increase the number of TAs in schools to ensure 

that pupils had full and meaningful access to inclusive educational programmes, with 

support staff helping to overcome barriers to learning including attendance, behaviour 

and safeguarding issues. Although TAs are increasing in number and responsibility, 

research into the role of support staff remains in its infancy and requires additional 

focus for meaningful learning to occur regarding the impact of this staff cohort and for 

recommendations for future working-practices to be made (Blatchford et al, 2009; 

Rubie-Davis et al 2010). Blatchford et al (2009) conducted an innovative large-scale 

project entitled ‘The Deployment and Impact of Support Staff’ (DISS) between 2003-

2008, which confirms that there continues to be debate surrounding the effective 

deployment of support staff and how this differs from the role of teachers. This 

research into the role of support staff is designed to address the concern regarding a 

lack of research and, although it does not consider classroom based support staff, it is 

concerned with raising awareness of an upcoming type of support staff - those who 

are employed to specifically address barriers to learning, such as attendance, 

behaviour and safeguarding issues, in line with an inclusive philosophy throughout 

schools. 

 

Rubie-Davies et al (2010) conducted research which indicates that TAs tend to 

support pupils on an individual level providing focus, but decrease the interaction 

between teachers and pupils. They found that although they held similarities in the 

way they speak regarding motivation, responses and behaviour-management, TAs are 

more informal and do not encourage pupils to be as independent as teachers do, 

generally being more reactive than proactive. Rubie-Davies et al (2010, p. 445) 

conclude that teachers require more training on how to work with TAs, and ‘the 

models of teacher and school effectiveness need to be updated so they now include 

the changed reality of schools today, which involves large numbers of TAs with 

models of effectiveness needing to be applied to TAs and a move away from the old-

fashioned notion that TAs only ‘support’ pupils’. This previous research has influenced 

how I have chosen to conduct this thesis, as I desire to pay particular attention to the 

relationship that pastoral staff have with pupils in regard to motivation and behaviour-
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management, and to consider whether they have a proactive or reactive role with 

pupils to assist them in overcoming potential barriers to learning. Blatchford, Bassett, 

Brown and Webster (2009) carried out research in 49 primary and secondary schools 

and found support staff provided individualised attention and classroom control, 

however, their presence creates a decrease in pupil-teacher interaction. There is a 

clear concern surrounding the deployment of TAs, where they appear to be working in 

isolation from teachers, and their contribution to pupil progress is questionable 

(Blatchford et al, 2009; Rubie-Davis, 2010). This is something I will pay particular 

attention to throughout this research, where I will have a focus on the one-to-one 

support pastoral staff offer, and how they deal with behavioural concerns and 

implementing school rules, alongside a consideration as to whether interventions 

affect relationships with teaching members of staff. There are also concerns regarding 

the lack of involvement TAs have in lesson-planning, where they require further 

training if roles are to be extended, highlighting the importance of teaching and 

support staff working together to ensure effective strategies (Butt and Lance, 2005; 

Blatchford, 2009; Rubie-Davis, 2010). I am keen to pay particular attention to the 

working relationship between teaching and support staff to identify aspects of effective 

working-practice and to highlight when collaborative working-practice could be 

implemented so to ensure holistic support for all pupils, with the intended hope that 

future pastoral care across individual schools will be enhanced for both the benefit of 

staff and pupils alike.  

 

Despite the negative portrayal of TAs regarding their isolated support of pupils (which 

is yet to be formally associated with pupil progress), Blatchford (2003) found that 

teachers tend to see TAs as beneficial and making a positive contribution. He 

comments on the increased number of pupils who are provided with one-to-one 

support and general increases in teacher effectiveness, as they are able to focus on 

lesson delivery and curriculum coverage, whilst being supported to manage classroom 

dynamics. Throughout the DISS project, Blatchford et al (2009) found that following 

the increase of support staff, teachers report increased job-satisfaction with a 

decrease in workload, and more time for teaching. I desire to pay attention to 

relationships between members of staff, as well as the overall sense of morale for 

particular members of staff, to consider what would make for improved working 
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conditions. The trade union for support staff (UNISON) conducted an online survey in 

2012 generating 210 replies from Senior Managers in schools – and found all but a 

few report they would not be able to run their schools without TAs. Over 95% state 

that TAs add value, particularly as advocates and mentors to pupils, and they are 

valued for not being part of a regulated profession, so can be utilised in flexible ways. 

A range of joint working and training schemes are reported, but funding, training, 

appropriate deployment, and pay are cited as barriers to practice. I will pay attention to 

the notion of flexibility that can be potentially offered by pastoral support staff, and 

evaluate whether issues such as pay and training are viewed as barriers to effective 

practice by this staff cohort. A review carried out by Her Majesty’s Inspectorate (HMI, 

1992) shows non-teachers enable Head Teachers and teachers to fulfil their roles 

more effectively, although there is scope for improvement, as the potential of this staff 

cohort is not fully met. Previous research into the role of support staff has focused 

narrowly on the role of classroom based TAs (requiring further detail), and has failed 

to consider the role of non-classroom based support staff (HMI, 1992; Blatchford et al, 

2009; Rubie-Davis, 2010; UNISON, 2012), promoting the requirement for research, 

such as this, to raise awareness regarding this under-researched staff cohort and to 

provide a unified response regarding how best to deploy pastoral support staff for the 

benefit of all staff members and for the holistic wellbeing of all pupils. 

 

The Workforce Reform (2003) is a key piece of Government legislation which was 

developed to consider new ways of managing schools, having a direct focus on the 

deployment of support staff, and claiming to have the potential to change the lives of 

all who work and study within education, in line with the ECM agenda. It is intended to 

raise standards and improve outcomes, and preserve the role, status and 

responsibility of teachers. The reform provides the opportunity and challenge for 

schools to set their own agenda, which impacts on the whole school community with 

the principles underpinning the drive for change being greater personalisation and 

choice, opening-up services, freedom and independence, commitment to staff 

development, and partnerships with parents, employees and agencies (Blatchford, 

2003; Galton and MacBeath, 2008). Blatchford (2003, p. 10) concludes that the 

intention is for ‘education, trained and retrained professions to work together’. The 

reform is committed to reduce teacher stress in terms of reduced workload, increased 
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work/life balance, less administrative tasks, reduced burden for cover, planning, 

preparation and assessment time, and leadership opportunities (Blatchford, 2003; 

Galton and MacBeath, 2008). Galton and MacBeath (2008, p. 84) highlight it is 

designed not to change the what and how of pedagogy, but the who, and intended to 

empower support staff and raise their profile, where ‘previously they were badly paid, 

largely untrained, insecure in job tenure, and often treated dismissively’. Butt and 

Lance (2005, p. 142) agree ‘many support staff have the talent and drive to ramp-up 

their contribution to learning, but are prevented from doing so by old fashioned 

demarcations and working-practices’. The reform has contributed to how I want to 

conduct this research, in that it has highlighted the potential desires of introducing 

pastoral support staff in schools, such as a unified approach to reduce pressure on 

teachers and to raise the previously low profile of support staff, where I would like to 

see if this is the case, and if the implementation of pastoral support staff is in fact 

being done so effectively within schools. I will consider the working relationships 

between teaching and support staff, and will pay particular attention to the perceived 

wellbeing of individual members of staff, to highlight aspects of effective practice and 

raise concerns regarding when issues have arisen, so to make recommendations for 

future working-practices, which prioritises the wellbeing of all staff regardless of job 

title.   

 

The Workforce Reform has led to a cultural shift in the division of teaching and 

pastoral provisions, where there is a need to ensure teachers do not feel divorced 

from the personalised, caring side of teaching (Galton and MacBeath, 2008). Although 

the introduction of more support staff allows teachers to focus on the core task of 

teaching, it is essential to avoid a sense of de-professionalisation through the process 

of de-skilling, work-intensification, and labour-substitution as without a clear 

understanding of roles, confusion and conflict will arise (Stevenson, 2007). Howes 

(2003) warns that support staff should not just be viewed as tools for releasing 

teachers from the shackles of excessive and inappropriate workload, but how they are 

fully able to contribute to raising standards. I will pay particular attention to the 

emotional presentation of the case study participants and their colleagues throughout 

this research, with a focus on their sense of self-worth and job-satisfaction. Critically, 

the Workforce Reform highlights positive potential regarding the deployment of 
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support staff, however, it is essential that teamwork is promoted for effective working-

practices to be established and that no member of staff is left to feel isolated or 

undervalued (Stevenson, 200; Galton and MacBeath, 2008). This research is 

designed to reflect on the varied role of pastoral support staff, using case studies to 

consider effective working-practices, and to make recommendations for the benefit of 

all school personnel, with a focus on their emotional wellbeing and self-esteem. The 

next section will embody the essence of this thesis, in that it will consider the specific 

pastoral support that support staff can offer in terms of assisting pupils in overcoming 

barriers to learning such as attendance, behaviour and safeguarding issues, involving 

an inevitable requirement to communicate with pupils, parents and a range of 

agencies.  

 

2:5 Pastoral Roles of Support Staff 

 

The review of the background literature into school effectiveness highlights that a 

wider definition of ‘effectiveness’ is required, so that pupils are considered in a holistic 

manner, with both their academic and pastoral needs prioritised. The range of 

challenges that pupils face, additional to the pressure to achieve their potential 

academically, has given rise to a broadening of pastoral roles. Pastoral care is hard to 

define and there is controversy surrounding a need to establish a set definition, due to 

the complexity of what it is to be human and the wide range of needs that pupils may 

present with, additional to the pressure to achieve academically (Lang, 1995; Collins 

and McNiff, 1999; Grove, 2004). Calvert (2009) attempts to define pastoral care as the 

structures, practices and approaches used to support the welfare, wellbeing and 

development of all children and young people, which inevitably requires expertise from 

a range of professionals. Grove (2015) adds that pastoral care encompasses the 

relationships, respect and responsibility required to promote a proactive and 

collaborative approach, in which all members of staff within schools have a crucial role 

to play in supporting pupils to overcome barriers to learning. Pastoral care is required 

to reflect the diversity of modern society, which means consequently, that it will involve 

a slightly different approach for individual schools, dependent upon the needs of the 

associated pupil cohort (Hopkins et al, 2014). McIntyre and O’Hair (1996, p. 91) argue 
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that whereas schools have remained essentially the same, pupils have changed, with 

‘increases in single-parent families, majority-minority communities, teenage crime, 

poverty and child abuse’. It is not possible for me to exhaustively consider all aspects 

of pastoral care, so I have chosen for this thesis to focus on the support provided to 

tackle the key issues of attendance, behaviour and safeguarding, which act as barriers 

to learning for pupils, and inevitably requires direct work with pupils, parents, and a 

number of specialist agencies. I will predominantly focus on the role of pastoral 

support staff throughout this research, however, due to the innate requirement for 

pastoral care to be implemented by all school based professionals, I will maintain a 

focus on the joint working protocols of teaching and support staff and how these can 

be developed further to enhance the overall delivery of pastoral provisions across 

individual schools. It is argued that pastoral care should be proactive, rather than 

reactive, and not viewed as additional to academic focuses, but built into the structure 

of a school (Bell and Best, 1986; Marland, 1995). Collins and McNiff (1999) 

alternatively believe that pastoral care needs to be both reactive and proactive, in the 

sense that it can be adapted to meet pupil need dependent upon the specific barriers 

to learning they are faced with. This study will explore the day-to-day pastoral 

provisions offered within individual schools, with a focus on whether support is offered 

to pupils in a proactive or reactive manner, and what is highlighted to be effective 

practice when considering how best to successfully support pupils in overcoming the 

issues of attendance, behaviour and safeguarding, which will hinder their overall 

progress and wellbeing whilst at school.  

 

Hallam and Rogers (2008) highlight that in developed countries, rather than the 

provision of education being an issue – it is disaffection that needs addressing. Since 

the 1980s there has been an increase in exclusion rates. In 2003/2004 1.3 million 

pupil days were spent out of the classroom (DfES, 2005) with exclusion utilised as the 

ultimate sanction for challenging behaviour. Truancy, delinquency, and school 

exclusion pose major challenges in the drive for an inclusive philosophy to provide 

meaningful education to all pupils, as they impede a pupil’s development, and act as a 

barrier which hinder a pupil’s ability learn within school, so as such, schools must 

monitor attendance and provide early intervention to follow up instances of non-

attendance (Williams and Pritchard, 2006; Hallam and Rogers, 2008). This thesis is 
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concerned with the implementation of pastoral care in line with an inclusive philosophy 

to cater for all pupils, and as such will pay attention to the role of pastoral support staff 

to ensure high attendance rates for all pupils, as without pupils being present in 

school, it is impossible for educational professionals to ensure their needs are being 

adequately met. Baker and Bishop (2015) claim that non-attendance is more serious 

than truancy and involves a fear of school with pupils who avoid attending, however, 

the causes behind both truancy and non-attendance are the same – involving a pupil 

perception of being disbelieved, being provided with fragmented support and feeling 

blamed, where school based staff are required to consider each pupil as an individual 

and provide early intervention to help address this significant barrier to learning.  

Williams and Prichard (2006) developed the term ‘educational alienation’ to define an 

inherited negative view of education, which can only be countered through effective 

communication with families and a sense of community alliance, to ensure the 

educational, social and emotional wellbeing of all pupils. They believe that a multi-

disciplinary approach in line with the ECM agenda is necessary to reduce truancy, 

delinquency and exclusion, as disaffection is not purely a school failure. This thesis 

will consider the issue of non-attendance (which occurs due to a range of reasons) 

and will focus on the day-to-day working-practices of all school based staff, 

predominantly pastoral support staff (who are not limited teaching timetables), with a 

focus on the necessary exploration and skills required to develop interventions tailored 

according to individual pupil need. Reid (1999, p.140), highlights that ‘many teachers 

are too busy to give pupils the attention they require’, so the use of support staff is 

beneficial in combating non-attendance and perceived inequality, and is why this 

thesis will predominantly focus on the role of pastoral support staff. 

 

Anti-social behaviour and delinquency are negatively associated with academic 

achievement, with teachers highlighting that the biggest obstacle to teaching is poor 

pupil behaviour, which subsequently has a negative effect on pupil outcome (Hinshaw, 

1992; MacBeath et al, 2004). Behaviour is a form of communication, which will require 

exploration through restorative practices, and a consistent approach to help ensure 

relationships between pupils and staff are built on trust (Boxall, 2010; Bevington, 

2015). A restorative approach to dealing with behavioural issues within schools, 

involves victim and offender dialogue to allow for personal change and growth, and 
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requires a dedication and commitment from all school based staff to promote a climate 

for encouraging all pupils to master life skills and emotional literacy (Toews, 2013; 

Bevington, 2015) This thesis will pay particular attention to behaviour strategies, such 

as restorative approaches, and the implementation of school sanctions, alongside the 

requirement to monitor and support pupil behaviour both inside and outside of the 

school environment, with a consideration of who is best placed to carry out this 

necessary and often time consuming work. Fontana (1987, p. 3) states ‘a classroom is 

a place in which children can be initiated into the process of assuming responsibility 

for their own behaviour’, highlighting the need for all school based staff to teach 

standards of behaviour, whilst promoting independence, which takes time and 

consideration. This thesis is concerned with the role of pastoral support staff, and as 

such I desire to have a focus on the relationships that are developed between this 

staff cohort and pupils. I will attempt to identify which working-relationships appear to 

be effective in terms of helping pupils to overcome barriers to learning, including 

behavioural issues, and to consider how support staff and teaching staff can work 

together to promote positive behaviour whilst reducing incidents of negative 

behaviour, which have a negative impact upon pupil outcome. It is essential that the 

deployment of pastoral support staff is carefully considered, so as to benefit all school 

personnel and pupils alike. Behaviour is a key concern within schools, and for 

behaviour policies to be efficiently implemented, considerable time must be taken, 

lending an opportunity for support staff (who do not have teaching restrictions) to 

provide an invaluable contribution. This thesis will essentially consider best practice, in 

terms of who is best placed to carry out certain pastoral roles in schools, including 

behaviour interventions, and focus on how school professionals can work together as 

a team to enforce effective pastoral protocols consistently for all pupils.  

 

In 2013 the DfES published statistics showing the number of children subject to Child 

Protection Planning in England had increased to 52,700, an increase of 1.1% from the 

previous year, and the number of children classified as ‘Children in Need’ had 

increased by 2.5% to 378,600. There is a rise of pupils experiencing emotional 

distress, which has a knock-on effect for attendance and academic achievement, 

which can be challenging to recognise and can require courage from school based 
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staff to take action (Hendry and Baginsky, 2008; McGinnis, 2008). Pupils need to 

develop protective behaviours, meaning that educational professionals require the 

skills and tools to take action when necessary to support the most vulnerable of pupils 

(McKee and Mason, 2015). This thesis will consider the safeguarding role that 

pastoral support staff hold and the daily Child Protection interventions implemented to 

ensure pupil safety. The National Society for the Prevention of Cruelty to Children 

(NSPCC) commissioned a report in 2014 which states that Social Services are so 

stretched they are struggling to do more than respond to emergencies, leading to 

significant gaps in provision, and many school based staff having to fill these. Many 

services, such as youth counselling and specialist drug and bereavement services, as 

well as community based clubs, have been cut due to funding issues, putting pressure 

on schools to provide support. School based staff have had to provide services 

beyond the provision of education, requiring a wider focus and increased skill set to 

safeguard pupils and meet their needs holistically, and potentially leading to a role for 

support staff who are not limited by a teaching timetable. As well as an increase in the 

amount of children requiring Child Protection, there has been a significant increase in 

accountability regarding safeguarding in schools. In 2013, the Government released a 

document entitled ‘Working Together to Safeguard Children’, which explicitly 

recognises that everyone who comes into contact with children has a role to ensure 

their safety. Although this thesis is concerned with the role of support staff, I am 

determined not to conduct it in isolation from any staff cohort, and as such will 

consider the safeguarding role of all staff. Serious Case Reviews – conducted when a 

young person has come to serious harm to ascertain if lessons can be learnt – often 

lead to schools being questioned regarding their awareness and communication of 

concerns. Following the death of Maria Colwell in 1974 – killed by her step-father, 

despite concerns being raised by neighbours and teachers regarding her presentation, 

the Department of Health and Social Security (DHSS) highlighted that the greatest 

failure is lack of effective communication. Following this, the profile of information 

sharing has been raised. Following the death of Victoria Climbie – tortured and 

murdered by her guardians despite many agencies having contact with her – Lord 

Laming (2003) directed a re-shape of how services are delivered, with training and 

accountability prioritised. The Bichard Report (2004) was established following the 

deaths of Holly Wells and Jessica Chapman – murdered by their school caretaker, 

and formalised vetting and barring procedures for those working with young people. 
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Lindon (2008, p. 12) highlights the impact of high profile cases is everyone becomes 

unsettled, where ‘the experience of tragedy or discovery of professional misconduct 

shakes general morale and confidence’. This thesis will consider the role of 

safeguarding for all staff, in particular pastoral support staff, and will strive to pay 

attention to staff members’ perceived Child Protection role and consequent wellbeing 

when making recommendations for future working-practices.  

 

For pupils needs to be adequately addressed in a holistic sense, and barriers to 

learning, such as attendance, behaviour and safeguarding issues removed, school 

based staff must work alongside parents, who act as the audience to education. 

Parent-school partnerships are essential to support children and assist them in 

overcoming specific barriers to learning (Delamont and Galton, 1986; MacBeath et al, 

2004). Parental involvement in their child’s schooling is both directly and indirectly (via 

school engagement) related to academic outcomes for pupils, with active parental 

engagement being positively associated with behaviour and cognitive achievement 

(Anderson and Minke, 2007; Wilder, 2013). Broomhead (2013) further identifies that 

perceived parenting inequalities are often associated with severe behaviour and 

emotional difficulties for pupils, where school based staff can be required to 

compensate for parenting issues and to address the socio-emotional wellbeing of 

pupils. The requirement to work inclusively with parents can be time consuming and 

challenging, so best conducted by support staff, who are not restricted by a teaching 

timetable.  This thesis will pay particular attention to home-school communication, with 

a desire to make recommendations for effective working-practice, concerning who is 

best placed to carry out this essential task. Vulliamy and Webster (2003) conducted 

interviews with pupils, teachers and parents, to consider the role of non-teaching 

home-school support workers. They found they were valued for their independence, 

accessibility and availability, as well as skills in developing trusting relationships and 

providing sympathetic advice. The workers facilitated joint parent-teacher interaction 

and saved teachers time by providing counselling, completing home-school liaison 

tasks, preventing confrontational situations and bullying, helping with personal 

problems, improving relationships between pupils and home, assisting with school 

work, and reducing truanting. Staff valued the workers’ ability to provide one-to-one 
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support and their ‘fire-fighting’ role to alleviate pressure. The workers supported 

parents and saw things from ‘both sides’, and were confident in implementing school 

rules and challenging parents, alongside acting as information brokers and making 

referrals to agencies. The promotion of parent partnerships and the positive findings of 

Vulliamy and Webster (2003) regarding home-school support workers, gives evidence 

of the potential of pastoral support staff in promoting positive relationships and 

assisting staff in developing home-school links, and is something I have since chosen 

to pay particular attention to in this research. This study will strive to make 

recommendations for effective home-school communication techniques for the benefit 

of enhancing overall pupil outcomes, through schools and parents working together to 

remove potential barriers to learning.  

 

There are a range of agencies required to be involved in welfare networks for pupils, 

which can be school based, school attached, and community based. Schools are 

required to develop effective relationships between themselves and a range of 

external agencies to ensure that effective communication and a sense of ‘joining-up’ of 

services is achieved, and that all pupils are fully safeguarded to protect them against 

harm and reduce potential barriers to learning (Atkinson et al, 2002; Segrott, Rothwell 

and Thomas, 2013). The Plowden Report (1967) (unofficial name for the Central 

Advisory Council for Education), is the first document to reference the use of support 

staff, promoting parent-school partnerships and stressing the importance of agencies 

working together to safeguard pupils. In modern-day schools, Multi-Agency 

Safeguarding Hubs (MASH) have been established since 2014 in an attempt to 

reduce miscommunication, where professionals from a range of backgrounds 

(including education, health and social care) act as ‘navigators’ to build a holistic 

picture of the issues that young people present with and essentially increase 

coordination between agencies. Edwards et al (2009) conducted research surrounding 

the skills and understanding required of school based practitioners for multi-agency 

work to be effective. They discovered ‘Welfare Manager’ type roles within schools who 

were well regarded for their ability to provide time and expertise to reveal the needs of 

vulnerable pupils, so tailored care could be implemented, and relationships with 

agencies established. The prime benefits of multi-agency approaches are improved 

access to services, direct outcomes, and preventative action for pupils and families, 



 
 

37 

however, each agency will have its own culture, structure, discourses and priorities, 

which need to be considered and respected (Atkinson, Doherty and Kinder, 2005). 

Although it is essential for agencies to work together, it is time consuming and 

complex, and often falls to support staff, who have the time and potential to develop 

the necessary skills required in the absence of a teaching timetable. I will endeavour 

to pay attention to the working-relationships between pastoral support staff and 

agencies in order to make recommendations for effective collaborative working-

practices for the benefit of both staff and pupils alike. Any organisation working with 

young people is required to have a designated professional with responsibility for 

safeguarding, known as a Child Protection Liaison Officer (CPLO), who must enforce 

policies and procedures, and ensure adequate training for themselves and others, 

whilst working closely with parents and agencies. The contributory factors to being an 

effective CPLO are commitment, dedication and time, where CPLOs need to refer, 

offer support, liaise, identify the vulnerable, train staff, maintain records, access 

resources, raise awareness, communicate effectively, review policy, and provide 

information on request, which can prove onerous and time consuming (Bandele, 

2009). In schools where Child Protection concerns are prevalent, pastoral support 

staff are often best placed to carry out the CPLO role, due to the time consuming and 

complex requirement to meet with and establish effective relationships with a large 

number of specialist agencies, which can prove impossible when restricted by a 

teaching timetable. This research strives to identify best practice and make 

recommendations for effective working-practices, including a consideration of who is 

best placed to carry out specific roles to safeguard pupils in schools.  

 

2:6 Summary 

 

Although this literature review has proved a challenge due to the limited previous 

research into the role of pastoral support staff and the subjective nature of pastoral 

care, I feel satisfied that I have been able to systematically consider previous research 

into school effectiveness, which is integral to the aim of this research to identify best 

practice and make recommendations for effective pastoral practices. I have also been 

able to consider the specific pastoral practices required to help pupils to overcome 
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specific barriers to learning, such as attendance, behaviour and safeguarding issues, 

requiring contact with pupils, parents and agencies, which is the essence of this 

thesis. The review of the literature has opened my eyes to the essential value of 

school effectiveness research to observe schools and identify good practice, so to 

ensure high quality educational provisions. It has shown, however, that previous 

research is based on the academic achievement of pupils and the role of the teacher, 

with pastoral provisions and the role of support staff remaining in its infancy, with 

further detailed research required to consider a holistic sense of school effectiveness, 

which will entail more than academic achievement alone. This research will endeavour 

to begin the essential process of exploring the role of pastoral support staff (which is 

shown to be limited throughout school effectiveness research) to enable an initial 

consideration of what best practice actually looks like, and to subsequently strive to 

make recommendations for future effective working-practices, for the benefit of both 

pupils and staff within schools. It is essential that school effectiveness research moves 

with the current educational climate (which includes increased numbers of support 

staff and a pupil cohort with a diverse range of needs) to ensure that a holistic sense 

of positive pupil outcome is prioritised, in line with an inclusive philosophy, which 

considers all pupils regardless of individual need.  

 

School effectiveness research has been highlighted to be traditionally quantitative in 

design, where this qualitative case study research will serve to enhance 

understanding of pastoral provisions from a micro level – delving deeper into the role 

of pastoral support staff to ensure that it is effective and that staff wellbeing is 

achieved. Although this research is concerned with the role of pastoral support staff 

the review of the literature has impacted upon the desired focus, where I am 

determined not to conduct this research in isolation from any staff cohort (as has 

previously been the case, with support staff neglected throughout school effectiveness 

research), and as such will pay particular attention to the working-relationships 

between teaching and support staff, with a consideration of both the mutual and 

exclusive roles they have to play in the effective delivery of pastoral care. The review 

of the existing literature surrounding the pastoral requirement to support pupils in 

overcoming barriers to learning including attendance, behaviour and safeguarding 

concerns highlights a potential role for pastoral support staff, which requires further 



 
 

39 

exploration in order for recommendations for effective working-practices to be made. 

Andrews (2006) highlights that the Workforce Reform provides the opportunity for 

individual schools to look afresh at who is best placed to fulfil which roles in schools - 

this Government-led initiative will remain at the heart of this thesis, which is designed 

to explore the role of pastoral support staff and make recommendations for the 

delivery of effective pastoral practices, in order to achieve a holistic sense of pupil 

outcome and to ensure the wellbeing of all school based professionals. The identified 

gap regarding research into the role of pastoral support staff has served to act as a 

‘hook’ for this research, which will ultimately consider who is best placed to carry out 

specific pastoral roles in schools including attendance, behaviour and safeguarding 

interventions, involving an inevitable degree of contact with pupils, parents and 

agencies to make recommendations for effective working-practices.  

 

The innovative nature of this research means I am presented with no benchmark to 

follow, as only limited research into the role of pastoral support staff has previously 

been conducted. I have chosen to start with a macro overview of the current situation 

regarding the deployment of support staff, and move to a micro view of the day-to-day 

activities conducted. This will enable evaluation of what works well and does not work 

well given the current organisational structures across seven southerly LEAs in 

England. Taking into account my learning from the literature review, the following 

questions are posed to assist me in meeting the aim of the research to raise 

awareness of the role of support staff: 
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1. What is the current ‘state of play’ of the deployment of support staff in schools 

across seven southerly LEAs in England?  

 

2. Are there variations or ‘categories’ regarding the specific roles that support staff 

carry out in secondary schools? 

 

3. What are the specific day-to-day tasks carried out by members of staff from a 

range of ‘organisational structures’? 

 

4. What works well/does not work well in the given ‘organisational structures’ for 

staff in schools? 

 

The following chapter contains a review of the research methodology, how the 

research is carried out, and why I have chosen to use particular methods. I have paid 

interest to my philosophical stance, and subsequent priorities of how I believe 

educational research should be conducted to ensure I am transparent as to my 

perspectives, and the effect this had on the research findings.  
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Chapter 3: Methodology 

 

3:1 Introduction 

 

Having placed the research within the context of the literature, this chapter describes 

how the research is conducted and the rationale behind my selected approach. The 

literature exposes a range of views regarding the role of support staff, which allows my 

understanding to grow, and shapes the research questions I have chosen to set. 

Morris (2006) highlights that the literature will influence the research objectives and 

the perceived quality of the research will be based on its credibility. This methodology 

needs to be thoughtfully considered, and well planned, to ensure appropriate 

questions are posed and the final written piece is well received given its intention to 

raise awareness of support staff. Bell (2010) recommends the researcher should 

prepare well to save time later, and methods should enable the researcher to answer 

the questions set. Johnson (1984) concurs that research always requires planning and 

structure, with the design matching the research requirements. Coleman and Briggs 

(2002) add that research must be systematic, with the design requiring integrity to 

ensure the researcher is carrying out research as intended.  

 

Due to the dominant focus on academic achievement and role of the teacher 

highlighted throughout the literature review, which identifies a lack of research into the 

role of support staff – the aim of this study is to carry out exploratory research and 

raise awareness of this developing role. I aim to achieve an overview of the current 

‘state of play’ regarding the deployment of support staff by carrying out a cross-

sectional survey of 148 schools across seven southerly LEAs in England, and then 

turn to an in-depth case study, focusing on six examples. The research is intended to 

capture participants’ stories of how pastoral care is delivered, using diary analysis, 

observation and interview techniques. The research questions will keep me focused 

throughout. Pring (2004, p. 33) states ‘different sorts of questions require different 

sorts of research’, indicating that I need to utilise a range of methods from survey and 

diary analysis, to observations and interviews, to ensure I can answer the questions. 
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Bell (2010) suggests questions should start more generic and become focused as 

research progresses. The questions I have set initially consider the overview of the 

current deployment of support staff through a basic cross-sectional survey and move 

to specific case examples of existing working-practices using a combination of diary 

analysis, observation and interview. Cohen et al (2007, p. 78) conclude ‘there is no 

single blueprint for planning research’ – research design should be governed by 

fitness for purpose, and tailored to research requirements. I have chosen to utilise a 

combination of methods, which meet the question requirements and are in keeping 

with my personal strengths and preferences, to ensure the methodology is achievable 

and remains true to the research aim.  

 

3:2 Social Research 

 

Bryman (2012, p. 7) defines social research as academic research within the social 

scientific fields, motivated by developments in society, where ‘social research 

operates within a wider political context’. This research is motivated by the rising 

number of support staff, and is intended to raise awareness regarding the role, to 

illuminate participants’ experiences and provide recommendations for working-

practices. Mittler (2000) highlights that there is a need to establish social justice 

through educational research and ensure the ECM agenda is promoted – ensuring 

every child’s right to be healthy, stay safe, enjoy and achieve, make a positive 

contribution and achieve economic wellbeing. Bryman (2012) warns there is a sense 

of messiness with social research, which requires careful planning, highlighting the 

importance of a well considered methodology. Williams and May (1996) claim social 

researchers should seek to investigate everyday phenomena in a clearly defined and 

robust manner, beyond an innate desire for understanding. Lofland et al (2006) 

highlight that naturalistic research design cannot be completely set in stone, as there 

needs to be flexibility regarding how the research is conducted, following what is 

discovered. Although this methodology requires prior consideration, I have allowed for 

a degree of flexibility, in terms of an open focus throughout observations and allowing 

participants to digress with a semi-structured approach to interviews.  
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May (2011) highlights that objectivity is a fundamental characteristic of scientific 

enquiry and it is often wrongly assumed that social science ought to be objective, 

when it is impossible to study the social world independently from interpretation. 

Habermas (1971) argues that because it is so embedded within the researcher’s 

social context and interests, it is not possible for social research to be value-free, nor 

should it attempt to be, as all knowledge is soaked with researcher interest. As a 

researcher and member of support staff, this research is something I have an innate 

interest in, so I am unable to remove subjectivity. I have chosen to harness and 

celebrate my subjectivity, by being explicit regarding my position and reflective 

throughout the research process, as I feel it is small-minded to fall into the trap that 

unachievable objective data is the only valid data. Williams and May (1996, p. 192) 

conclude that ‘social science is not, nor ought it be, a value-free endeavour’. 

Denscombe (1998, p. 240) adds ‘reflexivity suggests that there is no prospect of the 

social researcher achieving an entirely objective position from which to study the 

social world’. It is essential I am explicit regarding subjectivity to ensure the research 

findings are trustworthy.  

 

3:3 Philosophical Stance  

 

Brady (2002) argues that basic ontological (what we study) and epistemological (how 

we know and research things) questions will shape how social research is conducted. 

Williams and May (1996) add that philosophical questioning should be at the centre of 

social research, to ensure the researcher is transparent regarding their 

epistemological beliefs, and the effect this has on research findings. Within social 

research there are two philosophical perspectives of positivism and interpretivism. 

Positivism encapsulates a view that the world exists independently from our 

knowledge of it, where the researcher should be independent and conduct systematic 

research, favouring quantitative methodology, concerned with laws and causal 

generalisations. Interpretivism, conversely, believes the world is socially constructed, 

and the researcher and subject are interlinked, favouring qualitative methodology, 

focusing on meanings and interpretations. Moses and Knutsen (2012, p. 202) highlight 

‘the constructivist’s [interpretivist’s] priority is to protect (historical, social, ideational 
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and language-based) contexts, as these provide insight and meaning’. This research 

is concerned with how people make sense of their experiences and thus utilises 

predominantly qualitative methodology. Flick (2009, p. 5) highlights that for qualitative 

methods ‘the fields of study are not artificial situations in the laboratory but the 

practices and interactions of the subjects in everyday life’, where the researcher 

strives for rich, contextual and detailed data. 

 

I believe that, although distinct, the separate positions of positivism and interpretivism 

are fluid and interchangeable, and when social researchers draw on the benefits of 

both research findings are enhanced. Moses and Knutsen (2012, p. 5) state ‘we would 

rather liken ontological and epistemological positions to jackets that you can put on 

and take off, depending on where you want to go and what you want to do’. My 

methodological predisposition is more of an interpretivist approach, where my 

strengths lie with qualitative methods. The research requirements for this study are to 

explore the role of support staff and their feelings surrounding their day-to-day tasks, 

giving way to qualitative research methodology, supported by basic descriptive 

statistics. The research is exploratory and concerned with the complexities of human 

beings, where basic statistics generated by the cross-sectional survey and diary task 

allow me to consider a macro overview, but alone would not have been in-depth 

enough, so I utilise predominantly qualitative methodology. Although I believe that I 

have an overall interpretivist stance regarding educational research desiring an in-

depth review, I attempt to embrace a positivist view, as I am concerned with 

presenting an authentic picture regarding the presentation of the role of support staff. I 

remain convinced there is no one singular truth in terms of the presentation of a case 

study, and as such have ensured I am reflective regarding the data I have chosen to 

present.  

 

Teddlie and Tashakkori (2009) advocate that a range of methodological tools should 

be utilised to study complex issues, which are selected in accordance with research 

goals. Martens and Hesse-Biber (2013) add it is essential the researcher remains 

grounded by their philosophical stance, whilst selecting appropriate methods 

according to the research questions to yield rich data. I have chosen to adopt a 
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combination of research methods, as I desire a macro overview of the current situation 

of the deployment of support staff, and will move to qualitative in-depth analysis of the 

daily working-practices. In accordance with my philosophical stance and the research 

question requirements, I have chosen to adopt a predominantly qualitative approach, 

with basic descriptive statistics used to provide some context for my chosen case 

study approach.  

 

Anderson and Arsenault (1998) liken the process of conducting qualitative research 

with a fisherman on unchartered water, with an idea of what may lie beneath, but not 

being sure, suggesting there should be a degree of emergence. Mason (2002, p. 4) 

argues ‘it is a great strength of qualitative research that it cannot be neatly 

pigeonholed’, allowing for a degree of flexibility, which is essential when dealing with 

human beings. Stake (1995) highlights that within qualitative research; the researcher 

is an integral part of the process, which is important throughout this research, where I 

desire to have a presence as a researcher and colleague. I prioritise my role as an 

advocate, so ensure I adopt an interpretivist stance throughout the case study 

research, meaning I am not detached from the research process. Bryman (2012, p. 

339) adds that qualitative research is a means of ‘seeing through the eyes of the 

people being researched’. Flick (2009, p. 6) concurs that ‘qualitative methods take 

their researcher’s communication with the field and its members as an explicit part of 

knowledge production’. It is essential I work alongside participants to ensure I have 

shared knowledge to present an accurate presentation of their feelings. As an 

advocate, I want to tell the participants’ stories, so have chosen to present direct 

quotations through vignettes to present the participants’ voices. Qualitative research 

promotes the voice of marginalised groups (which I believe to include support staff, 

due to the lack of previous research), by positioning participants at the heart of the 

research. Denzin and Lincoln (2008) conclude prioritisation within qualitative research 

assists in making the participant’s world visible. 

 

Esterberg (2002) states qualitative research attempts to challenge the positivist 

tradition, which claims research should test a hypothesis, where rather the intention is 

to immerse oneself in the social world of participants. The goal of qualitative research 
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is thorough, in-depth, detailed stories of a small number of cases, rather than 

statistical generalisations. Morris (2006) highlights that constructivists believe human 

experience can only be understood as a subjective reality, where research is unique to 

a time and place, however, this does not mean it is not valid. Merriam (2002) adds that 

qualitative researchers are concerned with the unique nature of the meaning 

participants attribute to their lives and the interpretation of this data at a set time, 

rather than attempting to reach general conclusions regarding surface opinions. 

Johnson (1984, p. 22) concludes that qualitative research ‘gives oneself the chance to 

be enlightened and to avoid the research situation which rules out exploration and 

open-mindedness’, which is key to this research concerned with exploring the complex 

role of support staff.  

 

3:4 Case Study 

 

I have chosen to adopt a case study approach backed up by a cross-sectional survey 

for this research. King, Keohane and Verba (1994, p. 44) argue ‘case studies are 

essential for description, and are, therefore fundamental to social sciences’. Case 

study can be utilised as a method and/or methodology. Adleman, Kemmis and Jenkins 

(1980, p. 48) state that ‘case study is the umbrella term for a family of research 

methods having in common the decision to focus an enquiry around an instance’. 

Stake (1995) argues that case study should be viewed as an art, as it is concerned 

with painting a picture of real life and expected to capture the complexity of a single 

case. Adleman et al (1980, p. 59) highlight ‘case studies recognise the complexity and 

embeddeness of social truths’. The participants within this research are under-

researched and complex with varied roles. By using a case study approach, it is 

anticipated I will be able to delve into the complexities of the role and feelings of case 

study participants. By adopting case study, I am able to utilise a number of different 

methods including diary analysis, observation and interviews, so to present a picture 

of the participants’ day-to-day tasks from a number of perspectives, rather than 

naively relying on one singular method. Case study provides thick description within a 

set context. Gerring (2007, p. 1) states ‘researchers may choose to observe lots of 

cases superficially, or a few cases more intensely’, highlighting the in-depth, detailed 
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nature of case study research. This research is intended to raise awareness of the 

role of support staff, and the rich nature of case study research allows for the 

presentation of a potentially interesting narrative from which to engage the research 

audience.  

 

Yin (2003) claims there are three types of case study: explanatory, exploratory and 

descriptive. I have chosen a descriptive case study design, backed up by a cross-

sectional survey, as I am not attempting to seek or test a theory, but explore the role 

of support staff in an in-depth manner. Thomas (2009) highlights that case studies can 

be ethnographic in character, differing from classic ethnography, where in case 

studies that are ethnographic in nature the researcher enters a familiar situation, and 

does not conduct deep immersion as they would in traditional ethnography. However, 

the rationale of participation, engagement, thick description, and understanding 

remains. There is an ethnographic element to this case study, as it is intended to be of 

benefit to support staff, through my advocacy to raise awareness of working-practice. 

Ethnography studies social life as it unfolds and considers how people feel within their 

community. This research is conducted within the participants’ working environment 

and focuses on day-to-day practices and considers recommendations for working-

practices. Ethnographic research respects the complexity of everyday life and is 

intended to tell rich, credible and interesting stories. It is important for me to remain 

open-minded and allow the research to take shape. O’Reilly (2012, p. 32) highlights 

the importance of the researcher achieving a ‘fusion of what is interesting, relevant 

and doable’, as ethnographic research does not proceed in a linear fashion and 

requires constant reflection.  

 

Stake (1995, p. 49) highlights that within case study ‘there is no particular moment 

when data gathering begins’, with data requiring ongoing analysis and constant 

thinking. Yin (2009) adds that few case studies end up as planned. It is essential I 

allow this research to unfold and develop as, although it is paramount to establish 

robust methodology, I will allow for flexibility to achieve the data I require. It is 

imperative the researcher spends time to consider the selection of cases. Lofland et al 

(2006) highlight it is important to evaluate data-sites and ensure access and 
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appropriateness of cases. It is not just physical access that needs consideration, but 

also the complex relationships required to act as driving forces to achieve rich and 

meaningful data. Roberts (2002) adds that the researcher requires empathic 

understanding of participants and needs to self-regulate their multiple roles as an 

academic, advisor and advocate. I have spent time considering the selection of cases 

and am conscious of the distance I will need to travel and the existing relationships 

established during my work within the field. I have selected six case study participants 

who operate in schools which require no more than one hour travelling time and have 

prioritised participants in schools where I have a named person to approach regarding 

my research. The cases themselves were initially intended to be solely the 

professional participant alone, however, having spent time with the participants and 

having come to realise how integral their workplaces are, I have chosen to take the 

participant, and their educational establishment, to constitute the six set cases. For 

example, case study A will strive to encompass the participant and also provide the 

context of the individual school they work in.  

 

There is widespread criticism of case study in that it is commonly criticised for being 

subjective. Simons (1980, p. 6) warns that ‘a major issue facing responsive evaluation 

or case study is the interpersonal, interactive nature of the exercise where the ‘self’ is 

the primary instrument of the data gathering and interpretation’. Merriam (2002) adds 

that the researcher is the primary instrument, and rather than trying to eliminate 

subjectivity, the researcher should identify and monitor it. Nisbet and Watt (1984) add 

there is a luxury and dilemma within case study of the researcher as the research 

instrument. The researcher being the primary instrument means they are closer to 

reality than if utilising research instruments. Stake (1995) argues the subjectivity of 

case study should not be criticised, but rather celebrated. I will celebrate the fact I am 

a member of support staff, which I anticipate will assist me in displaying empathy and 

maintaining effective working relationships to achieve trustworthy data. It is not 

possible for me as a member of the staff cohort to have an entirely objective view. I 

have chosen to be explicit regarding subjectivity and celebrate my tacit knowledge, 

rather than naively try and eliminate it. Ragin (1987, p. 49) warns ‘case-orientated 

methods require that investigators suspend assumptions about the equivalence of 

cases and conditions’, which is challenging, when, in this research, working within the 
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staff cohort, I have an expectation of the results. It is impossible for researchers to 

fully suspend their values or previous experience, however, it is essential they are 

transparent regarding how these may affect the research. Stake (1995, p. 15) 

concludes ‘open minds and sharp eyes are important, but good case study depends 

on discipline’. Case study can only provide a snap-shot of a specific instance, leading 

to issues with generalisation. This can be minimised, by utilising a range of methods to 

consider a case from a number of angles. King et al (1994) confirm it can be hard to 

compare cases when sample size is small. Ragin (1987, p. 1) claims there is an ability 

to use case examples to compare others, where ‘virtually all empirical social research 

involves comparison of some sorts’. Thomas (2009, p. 115) adds ‘case study aims to 

gather rich, detailed understanding of the case by examining aspects of it in detail’, 

with no intimation of generalisation. Lincoln and Guba (2000) conclude generalisation 

is not everything, and argue it is possible to make naturalistic generalisations, where 

what occurs in one instance may also in a similar instance. I am fully aware of the 

potential criticisms of focusing on a small number of cases within this research, and 

for this reason I have initiated the research process by conducting a cross-sectional 

survey to generate basic descriptive statistics and provide a macro overview in which 

to place the subsequent case study research. I believe the overall aim of this 

innovative research to raise awareness of the role of support staff lends itself to a 

small, but detailed number of case examples which are intended to capture the 

reader’s interest and promote additional research of its kind in the future. Case study 

carries heavy commitment from the researcher. Yin (2003, p. 9) claims ‘using case 

study for research purposes remains one of the most challenging of all social science 

endeavours’, however, the fruition of this hard work can be invaluable in illustrating a 

detailed case.  Gomm, Hammersley and Foster (2000) conclude case study 

researchers have a commitment to authenticity and presenting a true representation of 

a case, which entails responsibility, and is why I have chosen to utilise a range of 

methods within case study research. 
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3:5 Method Selection and Triangulation 

 

The literature review highlighted the potential opportunities of a variety of research 

methods so, in an attempt to utilise benefits and avoid limitations of a single method, I 

have chosen to use a combination of methods, known as triangulation. Esterberg 

(2002) defines triangulation as using more than one strategy, because different 

methods have different strengths and weaknesses, and to combine methods allows 

the researcher to ensure they include many strengths. Brady (2002, p. 50) states 

‘there is no need to enshrine one approach above another’. Cohen et al (2007) believe 

the advantages of a multi-method approach are manifold and serve to increase the 

reliability of research. It is, however, essential that methods are selected according to 

‘fitness for purpose’, with the research questions at the forefront of methodological 

decision making. Thomas (2009) adds that triangulation allows the researcher to see 

things from different angles. Denzin and Lincoln (2008) concur that triangulation can 

be used to enhance sources of evidence and secure in-depth understanding. Devine 

and Heath (1999) encourage the use of triangulation to promote a holistic approach, 

which can highlight the whole story, particularly relevant within this research, designed 

to raise awareness and present an authentic picture of the under-researched role of 

support staff. 

 

I have chosen to utilise a cross-sectional survey to gather basic descriptive statistics 

on a macro level, and move to a qualitative case study approach, utilising diary data, 

observations and interviewing to provide a micro example of specific cases. Pring 

(2004, p. 57) claims ‘understanding human beings, and thus researching into what 

they do and how they behave, calls upon many different methods’. Leech, Dellinger, 

Brannagan and Tanaka (2010, p. 18) concur that ‘a pragmatic researcher is one who 

is flexible in his or her research techniques’. Due to the focus on individual 

experiences and complexity of the role of support staff, as well as my interpretivist 

predisposition, I have chosen to adopt a predominantly qualitative methodology 

centred around case study, supported by a cross-sectional survey to generate basic 

descriptive statistics and provide a wider picture. The case study approach utilises a 

range of research methods to highlight the daily working-practices for six case 
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examples, which begins with diary analysis, then intensive qualitative observation, 

followed by semi-structured face-to-face interviews.  

 

3:5:1 Survey 

 

In response to the first research question of what is the current state of play of the 

deployment of support staff across seven southerly LEAs in England, and the second 

question of whether there are variations regarding roles, I have chosen to conduct a 

cross-sectional survey to generate basic descriptive statistics and provide a snap-shot 

of society. Groves et al (2009, p.2) define survey as ‘a systematic method for 

gathering information’, intended to draw a large amount of information in a cheap and 

efficient manner. I have selected the seven southerly LEAs closest in proximity to my 

own in England by cross-checking the LEA website and removing closed or 

independent schools. Each LEA is allocated a number to promote the confidentiality of 

individual schools. I have created a spreadsheet (Appendix 1), including 12 secondary 

schools in LEA1, 10 in LEA2, 31 in LEA3, 70 in LEA4, six in LEA5, nine in LEA6, and 

10 in LEA7, totalling 148. I have chosen to utilise telephone survey, as I have access 

to phone numbers from the website, and due to the vast volume of the intended 

audience. The telephone survey has yielded a fast turnaround time and has meant no 

travelling, as well as allowing me to demonstrate an informal nature to my questioning, 

and elaborate on questions if required. I intended to follow up telephone surveys with 

emails if required, however, I did not need to do this, as I managed to secure a 100% 

response rate. There was one occasion when a school requested email contact, and 

data was sent within 24 hours of my request. I have been granted permission to use 

the school phone during working hours, to fit in with the working commitments of the 

intended audience, which meant no personal cost. I have chosen to introduce myself 

as a colleague first and researcher secondly, to promote a sense of collaboration and 

increase participants’ levels of trust. I have decided to target reception staff, as I feel 

they are easiest to make contact with, and I am confident they will hold the knowledge 

for the two basic questions: 
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1. Are your Heads of Year/House teaching or non-teaching? (Requiring one word 

responses). 

 

2. Does your school employ support staff who are not classroom based but who 

work directly with young people? (With an opportunity to elaborate, and provide 

examples to avoid ambiguity, which could not have been achieved through 

written surveys).  

 

Questions are intended to be straightforward and quick to answer to limit the 

perceived burden on participants and simplify data coding. It is imperative I make it 

clear that data requested is not confidential nor of a sensitive nature; I do not require 

names or details, to ensure reception staff feel at ease to provide responses.  

 

After data are collected, the information is coded as to whether Heads of Year/House 

are teaching or non-teaching, with a T to indicate teaching staff, and an S to indicate 

support staff. Later, two additional codes are created, where C indicates a 

combination of teaching and support staff, and an A when support staff are used as 

assistants. This meets the requirement of the second research question to establish 

whether there are any categories of how support staff are deployed. Additional codes 

for other support staff are provided to detail other roles carried out. I have allowed for 

one week to develop the spreadsheet of contact details, and one month for making 

calls. However, due to the support provided by my school and the considered design 

of the survey yielding a 100% response rate, I have been able to complete data 

collection within two weeks.  

 

The primary threat to survey is non-response, which can lead to bias, and less 

confidence in the data set. It is essential I am honest regarding non-response, as it 

would reduce the precision of the data, and ability to make predictions outside of the 

data set. I had opted to delete cases of non-response, but have not needed to do this, 

as I have achieved a 100% response rate. Czaja and Blair (2005, p. 21) state that 

‘often the difference between a good study and a poor one is that in the former, 
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researchers look for or anticipate problems’, highlighting the importance of the 

reflective researcher who takes time to evaluate and modify methodology. Jowell 

(1998) warns the researcher should not interpret survey data they know little about, 

whereas I feel comfortable in requesting data from participants and analysing 

responses, as I myself, am a member of support staff.  

 

3:5:2 Diaries 

 

After conducting the survey and meeting the second research question of categorising 

pastoral practices into four models: teaching Heads of Year (T); support staff Heads of 

Year (S); combinations of teaching and support staff (C) and support staff as Assistant 

Heads of Year (A), I have chosen to select one case (comprising the professional 

participant and the educational establishment they operate in) from each category. I 

have included a member of support staff employed as Head of Year (S) at the school I 

work in (case A) for ease of access; a support staff assistant (A) in a local school in 

the same LEA (case B), who I have met at networking events; a member of support 

staff who works in a school in a different LEA that use both teaching and support staff 

as Heads of Year (C) who I visited last year (case C); and, lastly, a member of 

teaching staff (T) in the same LEA as the previous case, at a school that my own 

school have started to initiate joint working with (case D). I have chosen to select two 

further ‘interesting’ cases from a different (but local) LEA, after considering the 

information provided from the survey regarding additional support staff. I have chosen 

two cases where schools report they employ a number of support staff, and where I 

have a named contact to allow for ease of access (case E and F). The six cases span 

three LEAs and are conducted within schools I have a named contact person for, 

intended to give a flavour of the range of working-practices across seven southerly 

LEAs in England. I have allowed one week for selecting the cases to ensure it is a 

thoughtful and reasoned process.  

 

The initial task for each case study participant is to complete a weekly diary of their 

working tasks to assist me in meeting the third research question concerning the 
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specific day-to-day tasks carried out by members of staff from a range of 

organisational structures. Morrison (2002) highlights that diaries can be used 

quantitatively or qualitatively, and it is essential the diary format assists in answering 

research questions. I have chosen to adopt a basic quantitative format to provide an 

overview of day-to-day practices by measuring the frequency of daily tasks. 

Participants are provided diary proformas (Appendix 2) with hourly timeslots to record 

tasks and a brief explanation if desired. Using a structured format allows me to meet 

the requirements of the research questions and provides a controlled data collection 

environment, creating a uniform approach for completion and analysis.  Bell (2010) 

highlights the importance of participants being clear regarding how to complete diaries 

and that they are not perceived as a heavy burden. I am aware of the busy schedules 

of this workforce, so have chosen to meet participants to explain task requirements 

and to ensure they feel confident in completing diaries. The research is dependent 

upon the diarist and accuracy of recording, which promotes the need to ensure 

common understanding. I have allowed for one month for each of the case study 

participants to complete the diary task to ensure they have necessary time for the 

process and that I have the time to fully consider the data.  

 

Morrison (2002) believes diaries are best utilised alongside a combination of methods. 

I have chosen to adopt a basic quantitative diary format to generate basic descriptive 

statistics and provide a macro overview of tasks, and have utilised qualitative 

observation and semi-structured interviews to expand upon these findings. Plummer 

(1983) concurs that diaries should not be undervalued, and data provided can affect 

focus in subsequent observations and interviews. Alaszewski (2006) highlights that 

diaries can be useful to extract taken-for-granted factors, or information which is 

challenging to recall. This is particularly poignant in this instance regarding day-to-day 

activities, which can be difficult to recall, as they happen so frequently, leading to them 

going unnoticed. Diaries do not involve intrusion, and leaving diaries with participants 

allows them to progress without my presence affecting the subsequent content. 

Thomas (2009) concurs that diaries can provide invaluable data, because the 

participant is able to be open as there is no face-to-face contact with the researcher. 
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3:5:3 Observation  

 

To expand on the findings from the diary task, and further meet the third research 

question concerning the specific day-to-day tasks carried out by members of staff from 

a range of organisational structures, I have chosen to adopt qualitative observation. I 

will spend one working day observing each participant, with a focus on day-to-day 

tasks conducted.  Pring (2004, p. 33) states ‘if one wants to know something one goes 

out and has a look’. Robson (2002, as cited in Cohen et al, 2007, p. 411) adds, ‘what 

people do may differ from what they actually say’, which is why it is important to 

observe working-practices and see for myself what is happening. Flick (2009) 

highlights that observation is a visual method that allows the researcher to see how 

something occurs in an attempt to capture what is interesting. Moyles (2002) 

concludes that observation allows the researcher to be part of a natural setting and 

get to know what is happening, however, she warns it requires effort and creates a 

time demand. I have been taken aback by how draining I have found observations, 

and have been quite worn out from spending a day intensely observing participants.  

 

I have chosen to complete field notes (Appendix 3) during observations to promote 

clear recall. Bryman (2012) concurs it is essential to keep field notes due to the frailty 

of human memory. Moyles (2002) believes themes will emerge as observation are 

conducted and cannot be pre-determined; field notes should be unstructured, and not 

obvious to participants, so as not to distract them from going about their everyday 

business. I have chosen not to use formal observation proformas and instead have 

selected an open-ended qualitative approach to note taking. Burgess (1984) highlights 

it is impossible to observe all activities that occur and, therefore, observation will 

contain subjectivity as the researcher inevitably chooses to record information they 

feel is interesting. As subjectivity cannot be eliminated I have chosen to celebrate and 

harness it by making explicit why I have focused on certain aspects of the data and 

not others.  I have allowed one week per case study to conduct the day of observation 

and begin the process of thoroughly reviewing the field notes taken during 

observations. 
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The influence of the researcher is critical within observation, as they are central to the 

process and must remain mindful of how their interpretations will affect the research. 

Pring (2004, p. 33) states that ‘observations do not come independent of concepts 

and theories’. Cohen et al (2007, p. 396) add ‘what counts as evidence becomes 

cloudy immediately in observation’, and the researcher must attempt to suspend 

assumptions and make their interpretations explicit. Working in the support staff field, I 

inevitably hold expectations regarding what I expect to see, so need to ensure I am 

open-minded. Cohen et al (2007, p. 189) add that ‘the presence of the researcher 

alters the situation as participants may wish to avoid, impress, direct, deny or 

influence the researcher’, known as ‘observer effect’. Golby and Parrot (1999, p. 100) 

state ‘rather than attempt to minimise ‘observer effect’, it is better to take it fully into 

account because it is ineradicable’. It is important I consider the role I will adopt as an 

observer, and whether to have dialogue with participants. I have chosen to present 

myself foremost as a colleague, rather than researcher and have informal dialogue 

with participants to enhance positive working relationships and allow participants to 

feel comfortable.  

 

3:5:4 Interviews  

 

To enhance the diary and observation data for the third research question regarding 

day-to-day tasks conducted by participants, and meet the last question, of what works 

well and does not work well in the given organisational structures, I have chosen to 

carry out face-to-face, semi-structured, interviews. Wragg (1984) states that interview 

is the oldest form of research method, utilising the fact that human beings validate 

experiences by talking and answering questions in a natural way, encapsulating the 

heart of qualitative research. Seidman (1991, p. 2) adds that ‘at the heart of what it 

means to be human is the ability of people to symbolize their experience through 

language’. Bryman (2012) promotes the use of semi-structured interviews to provide a 

degree of leeway for participants. Wragg (2002) argues that the use of probes in semi-

structured interviews allows participants to express themselves, but offers shape to 

avoid rambling. It is essential I use the research questions as prompts to my 
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questioning, to ensure the interview remains relevant, and thus have chosen to design 

a topic guide (Appendix 4) to focus it with open questions. 

 

Although I have designed an interview schedule, I will allow participants to digress. 

The questions are intended to be simple to understand, avoiding ambiguity. Interviews 

will be conducted at a convenient time, and take place in an uninterrupted 

environment, where participants feel comfortable. Wragg (2002, p. 147) highlights that 

memory-fade can be an issue, and it is important to remain mindful that ‘teaching is a 

busy job and many thousands of incidents occur every day’. I will carry out interviews 

shortly after observations, so that observations are fresh in participants’, and my, 

mind, and so that the relationship I have built remains. There will be no formal time 

constraints for interviews, and the process will be conducted until saturation.  Fontana 

and Frey (2008) highlight that it is important to consider how, as an interviewer, we 

present ourselves to build rapport with participants. I will reinforce the informal nature 

of the research and present myself primarily as a colleague, and secondly as a 

researcher, to put participants at ease, prompting honest responses. Anderson and 

Arsenault (1998, p. 194) conclude that ‘effective communication requires a degree of 

trust between the interviewer and interviewee’. I will be mindful to allow participants to 

take the lead and not interrupt during interviews, to ensure opinions and experiences 

are captured. 

 

Interviews will be audio-taped using a microphone plugged into a laptop to reduce 

distractions and to allow it to feel like a natural conversation, and assist with 

transcription. Kvale and Brinkmann (2009) concur audio-taping can aid the researcher 

in focusing on the process and dynamics, rather than being distracted by note taking. 

Bell (1993) adds that audio-taping allows the interviewer to consider non-verbal 

communication, and is the best way to ensure accuracy, as tapes can be replayed to 

ensure correct analysis. I have chosen to transcribe interviews (Appendix 5) 

personally, rather than tasking this to someone else or using computer-assisted 

programmes, as I feel it makes transcription more personal and brings an increased 

sense of meaning. Lofland et al (2006) concur that interviews should be transcribed by 

the researcher, as it is them who will truly hear what participants said, increasing 
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validity. I have allowed for one week per case study to conduct the interview and 

transcribe the audio-taped material. 

 

3:6 Research Credibility 

 

Flick (2009) claims the problem of how to assess qualitative research is yet to be 

resolved, where criteria used to judge scientific research of reliability and validity 

cannot be directly transferred. I agree it is not wholly appropriate to define the 

credibility of this research using reliability and validity, however, it is useful to have a 

consideration of them in order to remain focused on the research aim and how best to 

achieve the data set desired. Gomm (2008) defines reliability as the means to ensure 

an instrument is collecting data consistently over time. I need to ensure that if I were to 

repeat any stage of the research, I would continue to obtain similar results, and that I 

am explicit regarding my subjective interpretations. Gomm (2008) defines validity as 

judging whether research accurately describes the phenomenon intended, which in 

this research is to explore the role of support staff. Internal validity is concerned with 

the representation of the community, so for this research the case participants and 

external validity considering the wider audience, so support staff generally, as the 

findings from the case studies could be used to reach general conclusions for support 

staff. Flick (2009) adds that validity in qualitative research will involve the 

consideration of whether what the researcher believes they are seeing, is actually the 

case, promoting reflective consideration. Thomas (2009) warns it is important the 

researcher does not allow the concepts of reliability or validity to distract from the 

purpose of the research, becoming transfixed with the methodology to the detriment of 

data collection. I believe the credibility of this research is enhanced by considering 

reliability in terms of adopting reflective practice, and validity by ensuring the research 

is measuring what I intend, but am aware this should not be my sole focus as an 

interpretivist researcher.  

 

Lincoln and Guba (2000) believe qualitative research should be assessed for its 

trustworthiness, which relates to credibility, dependability, transferability, and 
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confirmability. Flick (2009) adds that what will serve to ensure that qualitative research 

is trustworthy is that interpretations are transparent. Yin (2009) highlights case studies 

are generally considered trustworthy, as they are designed to provide an authentic 

picture, and intended to collect, present and analyse data fairly to produce a 

compelling report. I need to ensure this methodology is well-considered and robust, 

with findings showing a true reflection of the current situation for support staff. The 

case study approach requires me to present an authentic picture, achieved by 

developing a trusting relationship with case study participants to allow for a sense of 

truth to be presented, rather than being transfixed with attempts to enhance reliability 

and validity. Flick (2009) believes that qualitative research will be deemed trustworthy 

when there is prolonged engagement with participants, triangulation of methods, peer-

debriefing, analytic analysis, appropriateness of interpretations, and a high level of 

communication between the researcher and participants, and researcher and reader. 

It is essential I attempt to ensure data is trustworthy, which is why I have selected to 

use a range of methods and present findings from a number of viewpoints. Remaining 

mindful of reliability and validity allows me to focus on presenting a thorough and 

balanced argument, as well as ensuring I present myself throughout the research.  

 

I have encouraged case study participants to take an active role in the research, 

through data collection and by providing feedback, to ensure a shared sense of 

understanding. Cohen et al (2007, p. 301) believe ‘those experiencing the issue 

should be involved in the decision-making’, to help them feel valued and ensure 

common understanding. This is paramount within this research concerned with raising 

awareness of support staff. It is not possible to strive for perfection in research, as 

findings cannot ever be 100% credible, however, it is important I reflect upon the 

methodology, and am transparent regarding its limitations. Beed and Beed (2000) 

highlight that just because something is not completely fault-proof, doesn’t mean we 

cannot learn from it, or it has no value. All research contains shortcomings, and it is 

essential the researcher is the expert of these and explicit regarding them. Pring 

(2004, p. 137) concludes that ‘research is as much about conceptualizing the problem 

as it is about collecting the data’.   

 



 
 

61 

To enhance the credibility of the research, it is essential I carry out a pilot of each 

method to ensure they are suitable given the research questions. Oppenheim (1992) 

states that piloting does not have to be lengthy, however, it should not be 

underestimated. As a part of the piloting process, I have decided to hold an informal 

meeting with the receptionist at the school in which I work and run the survey 

questions past her. I have asked her advice regarding times to contact reception staff, 

and phoned to ask her the intended questions. Following the informal pilot, the survey 

remains the same, however, her advice to be quick and concise, and explicitly 

mention the straightforward nature of questions, will be adhered to. I have started the 

survey with LEA1, as it is most familiar, and then moved to more unknown schools as 

my confidence has grown. I used case A as an informal pilot, where I began the diary 

task, observation and interview with the participant to gain her perspective and check 

the practicalities of each method and to anticipate issues. I have asked case 

participant A to provide feedback, allowing me to alter and adapt methods accordingly. 

After piloting, I chose to maintain the original diary proforma, but ensured I met with all 

case study participants to explain requirements and show-case the example from case 

participant  A. For the observation, I chose an open and informal format. I was able to 

see which interview questions worked and which were surplus to requirement. I have 

removed questions regarding job description, career background and qualifications, 

and changes to professional role, as they are not directly linked to the research 

questions, and placed training and skills requirements, and work/life balance into a 

prompts section, as they are deemed additional questions. I have decided to be more 

explicit regarding the question of what the participant’s opinion is regarding the best 

way to deliver pastoral care, as I found case participant A to be knowledgeable and at 

ease with this question. 

 

3:7 Ethics 

 

Ethics are required to be considered for all research submitted by the University of 

Southampton which involves human participants, in line with the Economic and Social 

Research Council (ESRC). Clearance needs to be obtained prior to formal data 

collection with approval from the Ethics and Research Governance Online (ERGO). 
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Thomas (2009, p. 147) defines ethics as ‘principles of conduct about what is right and 

wrong’. I have conducted a risk assessment to ensure my safety and that of the 

participants, and have issued case study participants with participant information 

sheets and standardised consent forms (as approved by ERGO: Appendix 6 and 7). I 

have chosen to meet with case study participants to elaborate on what agreeing to 

take part in the research would entail, and to make sure they are clear regarding what 

will be done with data, whilst assuring them that they can opt out of the research 

without fear of repercussion. Mauthner, Birch, Jessop and Miller (2002) warn that 

consent is ongoing and cannot simply be obtained at the beginning of research, as 

participants have the right to withdraw consent at any stage. All data is stored on a 

password-protected computer and data-coded, as well as interview data being wiped 

immediately after transcription. To ensure confidentiality, all participants are made 

anonymous. Confidentiality can be difficult to achieve in case study research, as 

through the nature of thick description, participants often become identifiable, so it is 

essential I am respectful and make participants as anonymous as possible by not 

using real names. Mauthner et al (2002, p. 53) warn that ‘satisfactorily completing 

ethics approval does not mean that ethical issues can be forgotten, rather ethical 

considerations should form an ongoing part of the research’. Delamont (1992, p. 67) 

concludes that ‘moral dilemmas may be found where expected, but subsequently crop 

up elsewhere’. I have been subject to a Disclosure and Barring Service check (DBS) 

but as this research does not require direct contact with pupils this is not an issue. I 

remain mindful of the complex relationships which exist within schools and 

acknowledge that access can be retracted at any stage. O’Reilly (2012, p. 114) 

concludes that access will need to be negotiated and renegotiated, as it is an 

‘embodied activity that involves building, maintaining and managing relationships’.  

 

Ethics are an essential consideration throughout social research, however, within case 

study they are particularly relevant as there is direct and lasting contact with 

participants. Plummer (1983, p. 146) concurs ‘social science is shot through with 

personal and ethical dilemmas’. O’Reilly (2012) adds that ethical dilemmas must be 

resolved on a case-by-case basis, and should be ongoing. Busher (2002) concludes 

that researchers must maintain a commitment to honesty, and respect the dignity and 

privacy of participants. I am mindful that telling one’s story can be emotive and so 
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have ensured participants feel comfortable to share information with me as a 

colleague, as well as researcher, attempting to minimise a sense of power. It is 

important to consider whose interests are being served and participants must be 

prioritised, and time taken to listen to them, so they feel valued. I have ensured 

participants are aware of my position as a colleague, and why I care about this topic, 

to demonstrate empathy. Brewer (2000, p. 85) concludes that ‘trust is rarely 

instantaneous and is usually like any friendship in being a slow, steady process’. I am 

dedicated to establishing effective working relationships with participants to enable the 

collection of the rich data required. 

 

3:8 Beneficiaries  

 

The research is primarily intended to be beneficial to support staff, as I desire to 

enhance understanding of the everyday tasks conducted by this staff cohort. The 

potential research opportunities, however, extend across the school community; if 

support staff are empowered to conduct specific roles, teachers will be able to focus 

on pedagogy. By raising awareness of the day-to-day practices of support staff this 

research is intended to ensure the previously neglected role is highlighted and 

consideration for effective practice prioritised. I am keen to act as an advocate for 

support staff and to give them a voice. The research may be of value economically, 

where there is potential to reduce costs, if effective working-practices are implemented 

and school budgets are allocated effectively. The research findings are intended to be 

useful given the introduction of the Workforce Reform (2003), which strives to 

preserve the role of teachers and increase responsibility of support staff. Golby and 

Parrot (1999) conclude that research needs to be of benefit, not only to the 

researcher, but also to those being researched. I believe with all educational research, 

the primary beneficiaries should be pupils. Consideration of the appropriate allocation 

of staff should enhance educational experiences for both staff and pupils. The 

research is also intended to be of value outside of the educational environment. 

Baginsky (2008) highlights that effective multi-agency work is key to ensuring effective 

outcomes for pupils and their families with increased awareness, I hope agencies can 

be enlightened as to how best utilise pastoral care and enhance communication. It is 
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intended the research will be of added value to society as there is an identified gap in 

the literature surrounding this topic. Bermant (1982) argues that social research 

should be of benefit to society, and I hope this research will encourage future 

publications, and considerations regarding policies as a bi-product. 

 

To ensure the research findings can be accessed by all, regardless of professional 

status, I remain mindful of technical jargon, and present data in a user-friendly 

manner. Hancke (2009, p. 108) concludes ‘in social sciences our pen is by and large 

the only tool we have for telling others about what we do’. Dissemination of case study 

data is crucial, and I have an active role as a ‘navigator’ to greater knowledge through 

the final written document to ensure it is accessible to the intended audience and 

beyond. The aim of the research to raise awareness of the role of support staff in itself 

is designed to empower participants by ensuring they have a voice, and to promote 

consideration into their effective deployment. I have provided all participating schools 

with briefing statements, and detailed summary reports have been offered to case 

study participants. A digest summary of findings has been sent to Head Teachers of 

case study schools to ensure they are aware of the research, and can use the data as 

a tool for reflection. I have chosen to meet with my Head Teacher and Business 

Manager to highlight the findings so that practices and protocols can be evaluated 

according to the research recommendations. 

 

3:9 Data Analysis 

 

Yin (2009) defines analysis as the process of combining evidence to draw empirically 

based conclusions. Gibbs (2007) adds that the idea of analysis implies transformation, 

where the researcher is tasked with starting with a large volume of data and 

processing it into clear, understandable, insightful and trustworthy analysis. Merriam 

(2002, p. 15) highlights that there is no standard format for reporting data, as the 

consideration should lie with the needs of the anticipated audience, where ‘it is the 

rich, thick, descriptions, the words (not numbers) that persuade the reader of the 

trustworthiness of the findings’. Yin (2009) claims the four principles underlying good 
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research analysis are ensuring it attends to all the evidence, seeks to address rival 

interpretations, remains focused to address the research aim, and uses prior 

knowledge of current thinking to inform conclusions. It is essential I remain focused on 

the research aim and research questions and am open-minded regarding my 

interpretations of the data. I will need to be explicit as to why I have come to certain 

conclusions, and celebrate my subjectivity and tacit knowledge of the role of support 

staff, rather than naively try to claim objectivity throughout analysis. Clough and 

Nutbrown (2007) conclude that research is not complete until it finds the public, and 

reports need to be persuasive, purposive and represent a clearly articulated position 

with an element of political impact. I am dedicated in my role as an advocate to raise 

awareness of the role of support staff and, therefore, attempt to provide a vicarious 

experience. I have given the analysis process time and commitment, whilst adopting a 

reflective stance, to consider how and why certain conclusions have been reached.  

 

Yin (2009, p. 168) states the final written case study must identify with the target 

audience, as ‘the case study report itself can be a significant communication device’. 

This exploration into the role of pastoral support staff needs to be captivating and of 

interest to as wide an audience as possible, to meet its aim to raise awareness. I have 

chosen to adopt a flexible and informal approach to the analysis of data, rather than 

structured pre-determined design, meaning it is straightforward and reader-friendly to 

both an academic and non-academic audience. I have used pie chart representation, 

to demonstrate survey findings, which highlight the allocation of support staff across 

seven southerly LEAs in England. I have then analysed basic diary data from case 

study participants to demonstrate the dominance of certain tasks in a ‘typical’ day in a 

graphical format. I have decided to maintain an open approach to conducting 

observation field notes, and to transcribe interviews personally, rather than utilising 

computer-assisted programmes. Yin (2009) highlights that computer-assisted 

programmes can be used to code data, however, they are only tools and will not 

complete analysis on behalf of the researcher. I am determined to give case study 

participants a voice throughout the written piece and use vignettes in the form of direct 

quotations to capture attention and summarise experiences in a user-friendly manner. 

Gibbs (2007) highlights that the use of stories allows us to reveal people’s 
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understanding of their world, encouraging the reader to take seriously, the way in 

which people construct their identities. 

 

Due to the predominantly qualitative nature of this research, it is essential that 

significant time and consideration is allocated to the analysis process and that I 

remain dedicated to its intended aim to raise awareness of the role of support staff. 

Yin (2009) concludes case study data should have a ‘story’ to tell, which differs from a 

fictional account as it embraces the essence of the data itself. Clough and Nutbrown 

(2007, p. 183) add ‘ultimately the research report should not only tell the story but also 

justify the enquiry’. I am aware of the need for the analysis to maintain a reflective and 

iterative stance, where I remain focused on the aim to raise awareness of the role of 

support staff and take time to review the data, so to present an authentic and 

trustworthy account. 

 

3:10 Summary 

 

Throughout this methodology, I have considered the requirements of social research 

in terms of the need for it be of benefit to society. Moses and Knutsen (2012, p. 1) 

state that ‘beneath any research design and choice of method lies the researcher’s 

(often implicit) understanding of the nature of the world and how it should be studied’. I 

have considered the requirements of the research, given the questions posed, 

alongside my philosophical strengths and preferences. I have utilised a predominantly 

qualitative approach (supported by basic descriptive statistics) adopting a case study 

methodology and using a combination of methods to enhance the credibility of the 

data. Due to the nature of this research, it was paramount that I prioritise ethical 

considerations to protect participants with a commitment to presenting an honest 

account. Anderson and Arsenault (1998, p. 17) highlight that ‘the responsibility for 

ethical research ultimately lies with the researcher’. I remain committed to developing 

a sound and well considered methodology, which prioritises reflection to allow for 

alterations, and to obtain the data required. Stake (1995, p. 19) concludes that 

‘research is not about good methods as much as it is about good thinking’. Although I 
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had allocated one year and three months for the entire data collection phase, 

including the cross-sectional survey, diary task, observation and semi-structured 

interviews, as a consequence of carefully planned and considered methodology I have 

been able to complete data collection in under one year.  

 

The following chapter summarises the findings from the four selected research 

methods, and introduces each of the case studies, including a description of the case 

study participants and illuminating a sense of the educational establishments they 

operate within, with an aim to provide an interesting account of their everyday 

working-practices.  
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Chapter 4: Research Findings 

 

4:1 Introduction  

 

Nisbet and Entwistle (1984) state the aim of a research report should be to convey 

research findings, with the researcher acting as a navigator through the written piece 

which follows clear, logical, flow containing hard reasoning. The researcher must 

present a succinct and reasoned argument and be transparent regarding why they 

have presented specific data and come to certain conclusions. As with all social 

research there is an element of subjectivity that will arise throughout case study 

analysis as the researcher is central to the process. Through reflexivity and being 

explicit regarding their subjectivity the researcher can gain the reader’s trust. 

Research findings must be focused and detailed, with the researcher maintaining an 

awareness of their position, to enhance the sense of truth. Research analysis is 

challenging and requires systematic consideration so that a thoughtful account is 

presented. Yin (2009, p. 165) concurs ‘the compositional phase puts the greatest 

demand on a case study investigator’, highlighting that social research must have 

significant time and effort allocated to convey meaning.  

 

4:2 Survey Findings 

 

To answer the first research question concerning the current state of play of the 

deployment of support staff across seven southerly LEAs in England and second 

question concerning whether there are variations regarding roles that support staff 

(defined as non-teaching, non-classroom based staff, but including staff who have 

direct pastoral contact with pupils) carry out, I have chosen to conduct a cross-

sectional telephone survey. This has allowed me to create a spreadsheet listing 148 

schools in the identified seven LEAs providing answers to the two questions: 
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1. Are your Heads of Year/House teaching, or non-teaching, staff? 

 

2. Do you employ any additional support staff and, if so, what roles do they hold?  

 

Data for the primary question are discrete as they can be coded into the four 

categories of: teaching staff, support staff, a combination model and assistant model. I 

have utilised pie charts to aid comparison and present a visual representation of 

findings.   

 

Results are:  

Teaching model 
64%

Support Staff model
7%

Combination
11%

Assistant model
18%

Figure 1: Organisational Structures across seven southerly 
LEAs

 

Figure 1 shows that the regional picture indicates 95 schools deploy teachers as 

Heads of Year, accounting for 64% and 10 employ support staff as Heads of Year, 

accounting for only 7%, thus highlighting that the traditional model of employing 

teachers as Heads of Year is dominant across the seven selected southerly LEAs in 

England. However, 16 schools use a combination model; accounting for 11% and 27 

use support staff as assistants to teachers, totalling 18%. 
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The picture in the separate LEAs is:  

 

 

 

 

 

 

Figure 2 shows that over half of schools in LEA1 use the traditional model of deploying 

teachers as Heads of Year, but 17% report using support staff and 17% use the 

assistant model, and there are also examples of combination models. This highlights 

that LEA1 is fairly reflective of the regional picture, where the traditional teacher model 

is dominant, but there is evidence of support staff being used. 

 

 

 

 

 

 

 

 

Figure 3 shows that LEA2 is disproportionate to the regional picture, where only 40% 

of Heads of Year are teachers and 50% a combination of teaching and support staff, 

with a small proportion who are support staff only. LEA2 does not have support staff 

as assistants. Therefore, LEA2 presents an innovative model, differing from the 

traditional dominance of employing teachers only into the role of Head of Year.  

  
Figure 2: Organisational Structures in LEA1 

Teaching model  
58% 

Support Staff model 
17% 

Combination 
8% 

Assistant model 
17% 

  

Teaching model  
40% 

Support Staff model 
10% 

Combination 
50% 

Assistant model 
0% 

Figure 3: Organisational Structures in LEA2 
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Teaching model 
81%

Support Staff model
0%

Combination
0%

Assistant model
19%

Figure 4: Organisational Structures in LEA3

 

Figure 4 highlights that LEA3 reflects the opposite picture to LEA2, where over three 

quarters of schools adopt the traditional model of employing teachers into the role of 

Head of Year and only a small number report support staff conducting an assistant 

role, but there are no examples of support staff deployment either solely or in a 

combination model. LEA3 reflects a traditional model, which does not utilise the role of 

support staff as Heads of Year.  

 

Teaching model 
70%

Support Staff model
6%

Combination
10%

Assistant model
14%

Figure 5: Organisational Structures in LEA4

 

Figure 5 shows that LEA4 provides an example that is reflective of the regional 

picture, where the role of Head of Year is traditionally occupied by teachers, with a 

relatively small number of support staff adopting an assistant role, followed by an even 
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smaller number of schools adopting a combination model. Lastly very few schools 

employ support staff only into the role of Head of Year.  

 

Teaching model 
0%

Support Staff model
0%

Combination
17%

Assistant model
83%

Figure 6: Organisatinal Structures in LEA5

 

Figure 6 indicates that LEA5 presents a very different picture to the regional one, 

where there are no examples of either teaching staff or support staff alone deployed 

as Heads of Year. The majority of schools report support staff being used as 

assistants to the Heads of Year, with one example of a combination model.  
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Teaching model 
56%

Support Staff model
0%

Combination
0%

Assistant model
44%

Figure 7: Organisational Structures in LEA6

 

Figure 7 shows that in LEA6 over half of schools employ teachers as Heads of Year 

and slightly less employ support staff as assistants, highlighting a similar picture to 

LEA3, where the traditional model of employing teachers is dominant. In LEA6, 

support staff are not reported to occupy this position in any instance. 

 

Teaching model 
50%

Support Staff model
30%

Combination
20%

Assistant model
0%

Figure 8: Organisational Structures in LEA7

 

Figure 8 shows that in LEA7 half of schools report that teachers occupy the role of 

Head of Year and 30% report the role is occupied by support staff, with the remaining 

20% using a combination, and no examples of support staff being employed as 
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assistants. LEA7 highlights a similar picture to LEA1, representative of the regional 

picture.   

 

The LEAs that report deploying either support staff only, or use a combination of both 

teaching and support staff, most often are LEA2 (60%), and LEA7 (50%), followed by 

LEA1 (25%). LEA5 (17%) and LEA4 (16%) report a few instances, and lastly LEA3 

and LEA6 reportedly do not employ any support staff into the role of Head of Year, 

without it being in an assistant based capacity (where even this model is rare). The 

survey findings highlight that the majority of LEAs predominantly adopt the traditional 

model of using teachers in the role of Head of Year (excluding LEA2 and LEA5), 

followed by the assistant model, and then a combination model, and lastly a support 

staff only model. 

 

With regards to the second survey question – a range of roles are reported to be held 

by support staff including Bullying Worker, Agency Worker, Welfare Officer, Behaviour 

Manager, Counsellor, Sports Mentor, Pastoral Worker, Guidance Assistant, Parenting 

Worker, Community Officer, Wellbeing Professional, Social Worker, Attendance 

Manager, Nurture Assistant, Support Worker, Personal Advisor, Matron, Chaplin, 

Inclusion Officer, Careers Officer and Youth Worker. The 100% stacked column chart 

indicates the percentage of schools in each LEA where additional support staff roles 

are reported for quick and easy comparisons: 
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9 7
18

57 5 8 9

3 3
13

13 1 1 1

0%

10%

20%

30%

40%

50%

60%

70%

80%

90%

100%

LEA1 LEA2 LEA3 LEA4 LEA5 LEA6 LEA7

Figure 9: Reported support staff roles across 
seven southerly LEAs in England

Support staff roles No reported roles

 

Figure 9 highlights that all LEAs contain a large number of schools who report 

employing additional support staff, ranging from LEA3 at 58% to LEA7 at 90% (every 

LEA, excluding LEA3, report over 70% of schools utilising additional support staff). 

Across the LEAs – 113 out of 148 schools report employing additional support staff 

totalling 76%, highlighting that the majority of schools employ support staff in some 

capacity.  

 

Taken together, the results from the cross-sectional survey highlight that only 23 of 

148 schools report to have only teachers as Heads of Year and also fail to employ 

additional support staff, totalling 15.5% across seven southerly LEAs in England. 

There is a large and diverse range of roles reported to be occupied by support staff. 

This data provides a justification for research into the role of support staff as it clearly 

demonstrates the existence of the role (with an average of three quarters of schools 

reporting employment of support staff) and the fact that there is inconsistency 

regarding the use of support staff (with LEA3 reporting significantly fewer roles than 

LEA7), with a range of roles and models being utilised across the seven southerly 

LEAs in England.  
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The key points from the survey data are – four separate models are reported in terms 

of how schools choose to allocate the role of Head of Year. These are; teaching staff 

(T), support staff (S), a combination of the two (C) and an assistant model, using 

teachers as Heads of Year and support staff as assistants (A).The majority of schools 

(64%) deploy the traditional model of employing teachers as Heads of Year. Nearly 

one fifth of schools (18%) employ support staff as Assistant Heads of Year. A few 

schools adopt a combination model (11%) with teaching and support staff deployed as 

Head of Year. Only very few schools (7%) employ support staff solely into the role of 

Head of Year. Lastly, over three quarters of the seven southerly LEAs (76%) report 

additional support staff roles, including a range of 21 different jobs. 

 

4:3 Diary Analysis  

 

The diary task was designed to answer the third research question regarding the day-

to-day tasks of support staff. Six case studies were selected in accordance with 

location and ease of access to include one example from each of the four categories 

and two additional cases in schools where a number of support staff are employed. A 

case comprises the case study professional and includes a sense of the educational 

establishment in which they are based. The chosen cases span three LEAs - LEA1, 

LEA4 and LEA7, which are the LEAs who reported utilising the most support staff in 

their Head of Year roles and are closest in proximity for me. I selected a basic 

quantitative design for diaries as they were intended to generate basic descriptive 

statistics and provide a macro overview of the allocation of tasks which would be 

straightforward to analyse and would allow me to establish a relationship with 

participants before more detailed research was conducted. Diaries were designed to 

measure the frequency of seven tasks – being administrative tasks (A), direct 

mentoring (P), meetings with parents or agencies (M), behaviour interventions (B), 

Child Protection work (CP), teaching (T) and other (O). I chose the categories by 

considering my tacit knowledge of the daily tasks I carry out working as Head of Year, 

and allowed for flexibility by adding the O category. The types of administrative tasks 

detailed by case study participants include emails, phone calls, and paper based 

tasks, for mentoring it included one-to-one interaction with pupils, for meetings it 
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involved meeting with parents, agencies and staff, behavioural tasks included reports, 

statements and implementing sanctions, Child Protection included filing, referrals and 

agency meetings, teaching included teaching, exams and observations and ‘other’ 

included assemblies, duties, medical, home visits and planning tasks. The frequency 

of the tasks would be tallied for each case study participant and converted into 

percentages, as I was interested in comparing the dominance of tasks, so I have 

subsequently chosen to utilise pie charts to provide a visual comparison tool.  

 

The results for the six case participants are: 

 

Admin 
36%

Behaviour
20%

Teaching 
12%

Other
14%

Meetings
10%

Child Protection
3%

Mentoring
5%

Figure 10: Case Participant A

 

Figure 10 indicates that case participant A (support staff Head of Year) reported they 

predominantly carried out administrative tasks, followed by behaviour and other with a 

fair amount of teaching and meetings, and not much mentoring or Child Protection.  
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Admin 
44%

Behaviour
11%

Teaching 
0%

Other
7%

Meetings
23%

Child Protection
8%

Mentoring
7%

Figure 11: Case Participant B

 

Figure 11 shows that case participant B (support staff Assistant Head of Year) 

reported that they conducted large amounts of administrative tasks and meetings, with 

a fair amount of Child Protection, mentoring, behaviour and other tasks, but no 

teaching. 

 

Admin 
36%

Behaviour
16%

Teaching 
2%

Other
21%

Meetings
9%

Child Protection
2%

Mentoring
14%

Figure 12: Case Participant C

 

Figure 12 shows that case participant C (support staff Head of Year in a combination 

model) reported they carried out a large amount of administrative tasks, other, 

mentoring and behaviour tasks, with a fair amount of meetings and small amount of 

Child Protection and teaching 
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Admin 
15%

Behaviour
4%

Teaching 
37%

Other
12%

Meetings
22%

Child Protection
7%

Mentoring
3%

Figure 13: Case Participant D

 

Figure 13 indicates that case participant D (teaching Head of Year) reported that they 

allocated a large amount of time to teaching and meetings with a fair amount of 

administrative tasks, other, and Child Protection and a small amount for behaviour and 

mentoring.  

 

Admin 
38%

Behaviour
17%

Teaching 
0%

Other
28%

Meetings
8%

Child Protection
0%

Mentoring
9%

Figure 14: Case Participant E

 

Figure 14 shows that case participant E (support staff Welfare, Support and Guidance 

Worker) reported that they conducted a large amount of administrative tasks, other 

and behaviour tasks with a moderate amount of mentoring and meetings and no time 

for Child Protection or teaching. 
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Figure 15: Case Participant F

Admin 

29%

Behaviour

19%

Teaching 

0%

Other

33%

Meetings

19%

Child Protection

0%
Mentoring

0%

 

Figure 15 shows that case participant F (support staff Pupil Support Worker) reported 

that they spend a large amount of time on other and administrative tasks with lots of 

behaviour and meetings, but no mentoring, teaching or Child Protection.  

 

Comparisons can be drawn between all case study participants, however, case 

participant D (the only teacher) appears in stark contrast. For the five case study 

participants, exclusive of D, the priorities tend to be administrative (four of five case 

study participants report dominance in administrative tasks and all report over 30% of 

overall time allocation) and behaviour tasks. For case participant D the clear dominant 

task is teaching. Behaviour tasks range from 11-20% for all case study participants 

except D, which is significantly lower at 4%, and is generally reported to be the second 

most time allocated role. Meetings range between 8-23% so are a high priority for all 

participants, especially D, where it is the second most prioritised task. Teaching is only 

dominant for case participant D and is not reported at all for three case study 

participants and is only 2% in another, with only case participant A reporting a 

teaching allocation despite being a member of support staff. Mentoring and Child 

Protection are reported to be relatively low for all case study participants.  

 

The findings from the diary task highlight that the daily tasks for support staff (case 

participants A, B, C, E and F) appear to differ significantly from the teaching case 
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study participant (case participant D). There also appears to be a large degree of 

variance amongst all case study participants, with no uniform approach across 

schools. The vastly varied nature of the day-to-day tasks of support staff, compared to 

teachers, and the variety of task allocation between support staff provides a 

justification to conduct further micro research into the role of support staff, which I 

have conducted using observation and interview. In summary, the key points from the 

diary data are that major differences are noted for case participant D (teacher) 

compared to the other five case study participants (support staff). Case participant D 

has a focus on teaching tasks, whereas the other five case study participants prioritise 

administrative and behavioural tasks. There, however, is a degree of individual 

variance amongst all participants. 

 

4:4 Observation Analysis  

 

The cross-sectional survey highlights variation in the allocation of Heads of Year, 

alongside a wide range of roles carried out by a large number of support staff across 

seven southerly LEAs in England, confirming a justification to conduct research into 

the role of support staff. The diary data serves to highlight variation of daily practices 

amongst six case study participants, with particularly marked differences between the 

day-to-day tasks of the teaching Head of Year, namely prioritisation of teaching tasks, 

when compared to support staff case participants, who predominantly prioritise 

administrative and behavioural tasks. To further meet the third research question, 

concerning what the specific day-to-day tasks of members of staff from a range of 

organisational structures are, I have implemented qualitative observation. I have 

maintained an open focus, and taken informal field notes, without the use of an 

observation proforma. Moyles (2002) promotes the use of unstructured field notes, 

allowing for the emergence of themes and providing flexibility to data collection, which 

I desired for this research, designed to raise awareness, rather than to consider 

specific aspects of the role of support staff. I wanted an informal approach, as I 

desired to note what was of interest as observations progressed, rather than narrow 

my focus by using predetermined observation schedules and risk missing interesting 

aspects of everyday working roles. I started by reducing field notes to make them 
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concise and legible and summarised key words and themes, according to what I 

believed to be interesting and relevant when considering day-to-day tasks. O’Reilly 

(2012, p. 186) concludes analysis of ethnographic case study involves ‘sorting, 

summarising, organising, translating and producing a coherent argument’. 

 

As part of the qualitative analysis I had chosen to give each case study participant a 

name to make the findings feel less technical, and more personal for the reader, whilst 

maintaining the participants’ confidentiality. Names have been randomly selected 

according to which letter the participant had previously been allocated (A-F) and in 

accordance with gender; case study participant  A becomes Amy, B – Belinda, C – 

Cara, D – Davina, E – Elizabeth, and F – Felix. Although the unit of analysis for each 

case study initially was the individual themselves, rather than the institutional context 

they work in, I decided to present a summary of the school as a retro-fit following data 

collection alongside the summary of the participant, as came to realise how relevant 

the institution and it’s cohort would prove in terms of daily working-practices. I 

produced a synopsis of each case study and utilised informal coding, rather than using 

a formal coding system, such as grounded theory or line-by-line coding. Gibbs (2007) 

defines coding as the process of defining data, where several passages of text will be 

identified and linked together, as a way of indexing or categorising large volumes of 

data. Codes can be concept-driven (based on thematic ideas highlighted during the 

literature review) and/or data-driven (no pre-selected codes, but gathered following 

data collection). I have chosen to utilise a combination of concept-driven and data-

driven coding by considering information gathered during the literature review and 

allowing case comparisons to be drawn according to data collected. I have used direct 

quotes, through vignettes, to illuminate my understanding and maintain integrity by 

creating individual stories to reflect the essence of each case. Gibbs (2007, p. 57) 

highlights that ‘rhetoric is the art of making speeches or using language effectively to 

please or persuade’. I feel vignettes add to the rhetoric force of this research. The 

findings from my observations of a ‘typical’ day for each case study are: 
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Case A: Amy  

 

Amy is a woman in her mid-50s who has worked in her current school for over 10 

years. She lives in the catchment area with her husband and two of her four grown-up 

children. She began at the school as an LSA when her youngest children were 

attending the school. She has gained promotion to the role of Head of Year 9 and 10 

(200 pupils approx) and feels that her expertise lies within behaviour management, 

given her previous role as Behavioural Assistant. Amy is keen to lose her ‘behaviour 

specialist’ label and work with pupils in a positive manner as well as regarding 

behavioural issues. She is committed to the role of Head of Year and passionate 

about working with pupils and, as such, has chosen to complete a Degree in 

Childhood and Youth Studies in her free time. Amy has been awarded ‘colleague of 

the month’ for ‘being at school way after everyone else has gone home’. She believes 

she has a wealth of experience to lend to the role of Head of Year, however, she feels 

that because she is lacking qualifications (specifically a teaching qualification), she 

has been prevented from progressing.  There are three Heads of Year, all of whom 

are non-teachers. Each Head of Year is allocated a teaching member of the Senior 

Leadership Team (SLT) to support them. Based in a busy estate with a high number 

of terraced housing and streets strewn with rubbish, the school looks gloomy with high 

fences and a building in need of renovation. The school traditionally serves pupils who 

experience significant deprivation and whose parents are often unemployed and 

struggling to make ends meet.  

 

Having an open door all the time is good, as it allows people to just come in and chat, 

or just catch up 

 

Amy is extremely busy and spends time multi-tasking between dealing with 

behavioural issues and administrative tasks, including completing case notes and 

maintaining streams of communication with staff, parents and agencies. She spends a 

vast amount of time one-to-one with pupils exploring issues and provides support with 

pupils who were happy to open up regarding personal matters. Amy is knowledgeable 
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of pupils, interacting with them on a friendly level, which they respond well to. She 

demonstrates a fair and consistent approach, and maintains effective home-school 

communication links through phone calls and meetings (both pre-arranged and ad-

hoc). Amy provides advice to pupils, parents and colleagues regarding behavioural 

and Child Protection matters, including signposting to appropriate agencies. She is 

frequently sought out by pupils, parents and colleagues on an informal basis, and is 

flexible in her working approach to deal with behaviour instances when necessary. 

During observation, Amy delivered a taught, assembly-style, lesson, which required 

lesson planning. She complains about a lack of support from SLT, and feels overcome 

with the negative aspects of her role, which is predominantly focused on behaviour. 

 

Case B: Belinda 

 

Belinda is a woman in her mid-40s who has recently moved house with her new 

partner, her two teenage children, and his two teenage children. Her children attend a 

local secondary school (not the one she works in). Belinda has worked at the school 

for over eight years. She is an Assistant House Leader (150 pupils approximately), 

with the House Leader being a teacher. There are four Assistant House Leaders, all of 

whom are support staff, and Belinda operates as the Team Leader. Although she is 

passionate within her role, Belinda admits she feels underpaid and undervalued, 

without respect from SLT, who she feels can be patronising and view her as an 

administrative assistant. Belinda feels the role is dogged with negativity and the task 

of Child Protection is not given the status required. She feels that she would like to 

complete pastoral training, but has not been given the opportunity. As such she feels 

unable to progress within her role. In the middle of a housing estate with cramped 

terraced housing, and a derelict play-park, the school appears as a sight for sore eyes 

with its modern glass-fronted building and luscious, astro-turf, pitches. The school 

predominantly serves pupils who experience deprivation and whose parents are often 

unemployed and have a negative perception of education.  
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Sometimes it’s so manic in the house office after school, it’s like a market 

 

Belinda is largely office based, in a busy office, experiencing regular interruptions from 

pupils and staff to request support and seek advice regarding behaviour, chiefly 

uniform concerns, and implementing appropriate sanctions. She conducts large 

amounts of administrative tasks, including data inputting and email communication. 

One-to-one sessions are offered to pupils, who are at ease to discuss behavioural and 

personal issues. All Assistant House Leaders have a consistent approach with pupils. 

There is a large amount of telephone communication with parents, including advice 

and signposting to agencies. The office has a strong team ethos, with friendly 

exchanges and support for each other. Belinda raises concerns regarding the over-

reliance on the Assistant House Leaders, without adequate support from SLT, in terms 

of line management or consistency in their management approach.  

 

Case C: Cara 

 

Cara is a woman in her late 30s. She lives in the school catchment area with her two 

teenage sons (who attend a local, but different school) and new husband and his 

teenage daughter. Cara admits she feels a sense of distance from her Head of Year 

colleagues, all of whom are teachers, and she often feels guilty when she leaves work 

on time, or mentions her busy schedule in the absence of a teaching timetable. Cara 

is unaware of what her future holds and would like to look into qualification options. 

She is open to doing this full-time. In a military setting, close to a huge naval base, the 

school is situated in a grand, awe-inspiring, stately home. The surrounding housing 

presents a mixed picture from rows of terraced housing to large detached properties. 

The school serves a large number of pupils whose parents serve in the military and 

who have a tendency to be strict and focused on education. Cara works as the Head 

of Year 8 (300 pupils approximately) and does not hold a teaching timetable. As a 

member of support staff, she is unique, with all other Heads of Year being teachers. 

The school operates a combination system where Heads of Year are employed based 

on merit, rather than teaching status.  
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It’s not the pastoral bits – it’s the data bits that freak me out 

 

Cara is a busy professional who deems herself to have a ‘fire-fighting’ role, reacting to 

behavioural instances when they arise. She has a fair and consistent focus on 

behaviour, and has to multi-task to ensure administrative tasks are completed. She is 

knowledgeable regarding pupils, and they are happy to share personal matters on a 

one-to-one basis. Meetings and phone calls are made to parents, who are happy to 

share personal matters and take advice. Cara has a presence around the school and 

conducts lesson observations to check pupil progress. Staff access the year office for 

advice and support regarding behavioural or sensitive matters. An informal and 

supportive team ethos was witnessed in the office. Cara voices concern regarding 

accountability of pupil data and her inability to influence pupils’ academic progress, 

culminating in her being in tears upon learning of an impending Ofsted inspection. She 

has a negative perception of the role of Head of Year, which predominantly involves 

behavioural issues. She highlights issues concerning lack of support from SLT, 

unequal pay structures, and her inability to achieve an adequate work/life balance. 

Cara does not feel equal to her teaching counterparts, and feels unable to comment 

on her busy schedule for fear of retribution from colleagues with teaching timetables.  

 

Case D: Davina 

  

Davina is a woman in her late 30s. She has worked in the school for over 13 years, 

and, as an Irish Roman Catholic, is passionate about the subject she teaches – 

Religious Education, alongside her role as Progress Leader for Year 11. Davina is 

single and has no children, and dedicates a large amount of personal time to her 

professional role, often working for more than 12 hours daily, and giving her weekend 

time to pupil pursuits such as the Duke of Edinburgh Award and revision sessions, 

whilst acting as a staff Governor. Davina is efficient and likes to keep busy, remarking 

‘idle hands are the devil’s joy’. Amidst the Hampshire countryside, the school is 

located in a rural village surrounded by fields and farmland. The school building is 

glass-fronted and circled by extensive playing fields and green space. Pupils are 
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predominantly bussed, or driven, to school, and the majority are from affluent families, 

with a strong work ethic and prioritisation of education. The school is small in terms of 

pupil numbers and has a community feel. Davina is a teaching Progress Leader (140 

pupils approximately), and has a full teaching timetable alongside her Head of Year 

role. She is only allocated four free lessons a week for her additional role as Progress 

Leader. The school solely employs teaching Progress Leaders and is highly focused 

on academic achievement.  

 

I could only cope with 140 pupils max, anymore and I wouldn’t teach 

 

Davina is extremely busy with an early start and late finish. Her day consists mostly of 

teaching (all periods, except one) and includes after-school revision sessions. She has 

a large to-do list and is required to multi-task by sending emails and having 

interruptions regarding pupil queries during lessons. Parents are contacted via email, 

and one message is left on a voicemail, as parents are unavailable due to working 

commitments. Pupils are seen on a one-to-one basis and Davina is knowledgeable 

regarding their needs, with them appearing happy to share personal issues. Davina 

has a friendly and informal approach with pupils. Behavioural issues are dealt with 

during her free lesson and ad-hoc in corridors. The year office remains unused and 

pupils know to access Davina in her classroom. There is a dominant focus on data, 

with high levels of accountability to ensure academic progress. Individual teachers are 

encouraged to take responsibility for addressing day-to-day issues with pupils, rather 

than relying on Davina. A strong team ethos is witnessed amongst Progress Leaders, 

who spend lunchtime together off-loading and providing support for each other.  

 

Case E: Elizabeth 

 

Elizabeth is a woman in her early 40s with two grown-up daughters, one of whom has 

just moved out to attend University, and neither who live at home. She has been at the 

school for over seven years and took a pay cut when she moved into the role of 
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Welfare, Support and Guidance (WSG). Although Elizabeth is passionate about her 

role, she feels there is too heavy a focus on behaviour, and that she is stuck with 

nowhere to progress. There are five WSGs, one for each year group (none of whom 

teach) and a tight-knit friendship exists, with Elizabeth remarking ‘I see these girls 

more than I do my husband’. Elizabeth is passionate about her role and dedicates 

long hours to ensure behaviour sanctions are appropriately implemented and pupils 

are adequately supported. In the middle of a busy housing estate, with cramped 

terraced housing and run-down cars propped up by bricks, the school is modern at the 

front, and encased in scaffolding at the rear. Pupils predominantly experience 

significant deprivation and their parents are often unemployed and struggling to make 

ends meet. Elizabeth has responsibility for Year 11 (150 pupils approx) and teaching 

Progress Leaders are attached to each year, where Elizabeth remarks ‘Progress 

Leaders are paid nearly double’.  

 

We used to do welfare, now it’s all behaviour 

 

Elizabeth spends the majority of her time office based, dealing with behaviour and 

administrative tasks with an extensive to-do list. She has a large amount of telephone 

contact with parents, which is often of a sensitive nature, with parents disclosing 

personal matters and seeking advice. Elizabeth has contact with agencies and is 

knowledgeable regarding pupils. All WSGs complete break-time duties, with a 

consistent focus on behaviour around the school. Pupils access the WSG office for 

one-to-one support and to discuss personal matters where there is a friendly and 

informal approach which pupils respond well to. Staff access the office for advice and 

support regarding behavioural concerns. A strong team ethos was witnessed within 

the office, with staff sharing informal jokes and providing reassurances, as well as 

completing administrative tasks for each other. Elizabeth comments the role is mainly 

focused on the negative behaviours of pupils, and there is an over-reliance on the 

WSGs, who are accountable to ensure sanctions are enforced. 
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Case F: Felix 

 

Felix is a man is his early 20s who is single, with no children and lives in a studio flat 

in close proximity to the school. He has come into the role as a Pupil Support Worker 

(PSW) from a youth work background, and started work in schools as an LSA, and 

has been at the school for just over one year as a PSW. Felix admits he is unsure of 

what his professional future holds, with him feeling that he ultimately needs to make a 

decision as to whether to pursue the pastoral route of Head of Year or, alternatively, 

study for a teaching qualification. Felix is motivated and passionate in his drive to 

support young people. The school is situated in a contrasting location, with 

surrounding areas of cramped housing alongside large, sea-view, detached 

properties. The school serves a mixed population, ranging from pupils experiencing 

severe deprivation to those from more affluent backgrounds. The surrounding area 

consists of many Bangladeshi corner shops and, as such, the school serves a 

culturally diverse population. The school building is situated in an grand old church 

building, with original stained-glass windows. Felix is the PSW for Year 10 (200 pupils 

approximately) and does not occupy a teaching timetable. There are five PSWs for 

each of the year groups, and a non-teacher attached to each, as the Year Leader. 

 

I liken it to the police and trying to patrol the streets to have a bit of presence – it 

makes staff feel more supported 

 

Felix has a clear and consistent focus on behaviour and addresses matters on a one-

to-one basis as well as having a focus on administrative tasks, such as emails and 

phone calls. He is extremely busy and has a large to-do list. Felix has a strong 

presence around the school; regularly attending lessons and sanction rooms to check 

pupil progress and address queries. He has a familiar approach with pupils, who are 

happy to engage in friendly conversation and open up regarding personal matters. 

There is internal team support with the PSWs covering for each other. Line 

management is offered to Felix and his training requests are supported.  
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I have coded the data according to the similarities I perceive between cases, as well 

as some marked differences during a ‘typical’ day: 

 

Similarities: 

 

Good morning, let the stress begin (Elizabeth) 

 

All participants are extremely busy and are required to multi-task to achieve their 

extensive to-do lists. There is a dominant focus on behaviour, alongside the pressing 

need to complete administrative tasks, with behavioural interventions logged 

accordingly. None of the participants are seen to take formal breaks, and I witnessed 

foods not eaten, toilet stops delayed, and walks with colleagues and exercise classes 

missed on observation day. I observed participants being stopped in corridors by 

pupils and colleagues to ask questions and seek support. Case study participants 

seem to ‘hit the ground running’ as Elizabeth remarks, with early meetings and tasks 

as soon as they begin their working day – Amy still has her coat on during her first 

phone call with a parent. Felix highlights that in just one day he walks 12,000 steps 

when he tests his movements with a pedometer.  

 

The priority is you [pupil], don’t worry about anyone else (Belinda) 

 

Every participant is knowledgeable of pupils and adopts a friendly approach, resulting 

in pupils being happy to discuss personal matters and seek support. Participants are 

fair and consistent with pupils, demonstrating a professional stance. Each participant 

is witnessed working one-to-one with pupils and prioritising their needs to ensure they 

are adequately safeguarded. Participants are observed to have sound knowledge of 

pupils, in that they know their names and personal details about their home lives and 

hobbies etc. A strong and trustworthy relationship is promoted by all participants, and 

this is seen to be reciprocated by pupils, who, for example, ask Felix if he has a sports 
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fixture over the weekend, and remark that they like Davina’s dress. There is an 

informal nature between the participants and pupils, with pupils seeking participants to 

share good news (mother’s scan pictures shown to Belinda) and requesting to leave 

personal items in the participants’ offices (Cara).  I witnessed participants giving pupils 

high-fives in corridors to informally praise them. The support offered by participants 

appears to be long-term, with reassurances that pupils can come back, and that staff 

will continue to monitor.  

 

We can work together (Cara) 

 

Participants tend to act as advocates on behalf of pupils. Pupils seek participants for a 

range of advice and support including examination queries, time out to discuss 

personal matters, phone call requests, etc. Pupils are witnessed asking the 

participants for direct advice – for example one pupil asks Felix ‘what would you do 

Sir?’. Pupils are happy to open up to participants about personal matters, and I 

observed pupils coming to participants in tears to seek support. Participants are 

approachable in the mind of pupils, and they feel comfortable to share personal 

issues. Participants tend to use open questioning and allow pupils to guide the 

conversation to matters they feel they require support with. 

 

Your behaviour is unacceptable (Cara) 

 

Although all participants are observed to have a friendly and informal relationship with 

pupils, they are also confident to enforce school rules.  At no point does any 

participant lose their temper or raise their voice. Participants remain calm in a range of 

conflicting situations from parents being aggressive, to pupils being dramatic. 

Elizabeth concludes ‘I don’t do shouting’. Participants only show pupils when they are 

‘disappointed’ in their behaviour or certain choices, which appears to have an impact 

on the pupil’s subsequent behaviour. Sanctions are explained to pupils and their 

choices are made clear to allow them to make independent informed decisions. 
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Participants have high expectations of pupils, with Cara remarking to one pupil ‘you’re 

better than that’. They encourage pupils to take responsibility, and ask them what they 

feel they should do to rectify situations.  

 

It’s a really negative role, you have to try and be a cheerful person (Belinda) 

 

All participants have an upbeat nature, despite how busy they are, and regardless of 

the conflict they experience as part of their daily role. The participants are all seen to 

focus on behaviour, including reprimanding poor behaviour, uniform and a lack of 

school equipment. For many (Amy, Belinda, Cara, and Elizabeth) this behavioural 

focus causes a negative perception of the role. Uniform issues are addressed by 

participants in a quick and efficient manner, however, all participants query why these 

issues have not been picked up by other staff previously, such as during tutor time. 

Elizabeth highlights that she does not have much contact with good pupils. Amy, 

Belinda, Cara, and Elizabeth highlight a lack of support from SLT, and add that they 

feel isolated in terms of implementing sanctions according to the school behaviour 

policy.  

 

The pastoral team stick together – we cover each other’s backs (Felix) 

 

A team ethos was observed for all participants, and the concept of being a member of 

a team is something that appears to be valued. Staff within a team support each other 

throughout challenging times, with informal banter, silly songs and praise for each 

other, as well as a sense of team members being able to off-load regarding stressful 

feelings. Davina acts as the social secretary within the school to ‘keep the troops 

happy’, and Elizabeth makes a commitment to see her team mates at least once 

during holidays. Given the Child Protection nature of the roles carried out by 

participants, a team ethos appears to act as a protective factor.  
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Differences: 

 

We don’t use the word pastoral (Davina) 

 

Although all participants were shown to focus on behaviour, as a teacher, Davina is 

the only participant to demonstrate a clear focus on teaching, and is predominantly 

concerned with academic progress. Davina attends a progress meeting as her first 

activity of the day, which is intense and full of accountability regarding pupils’ grades. 

The fact that the school Davina works in does not use the word ‘pastoral’ and that 

Davina’s job title is Progress Leader, rather than Head of Year demonstrates pastoral 

care is not recognised as a priority. All other participants have a more direct pastoral 

focus which does not include a clear focus on the academic achievement of pupils. 

Amy does, however, deliver a lesson, and Cara and Felix spend time observing 

lessons. Whilst conducting the observation, however, I witnessed Cara get stressed 

and anxious about the imminent Ofsted visit due to her concerns regarding her 

accountability of the pupils’ academic progress and lack of confidence regarding 

academic data.  

 

You don’t empower teachers by taking it off them (Davina) 

 

Although all participants raise the importance of a whole team approach to pastoral 

care, and addressing behavioural concerns, a difference in the reliance upon the 

participants is apparent. In all cases, except for Davina, participants are interrupted 

and sought out to provide colleagues with advice and support concerning behavioural 

issues. In many cases both staff and pupils enter participants’ offices without 

knocking. Davina believes that you do not empower teachers if you remove the 

implementation of sanctions from them – instead she is eager for colleagues to be 

proactive and independent rather than rely on her (as is apparent with other 

participants) which she feels is disempowering. At Davina’s school, tutors are 



 
 

94 

encouraged to contact parents, rather than rely on anyone else, or allowing other staff 

to issue sanctions for poor pupil behaviour on their behalf.  

 

Without the support of parents, it makes it really hard (Amy) 

 

Although the focus on behaviour and administrative tasks is observed for all 

participants, the mode of delivery appears in contrast. All participants demonstrate an 

element of home-school communication, however, the way this is conducted differs. 

Davina tends to use email as the primary source of communication, with all other 

participants prioritising a more personal approach, talking to parents face-to-face or by 

telephone. Contact with parents for the five non-teaching participants tends to be 

informal, friendly, and at times, lengthy, with participants offering a supportive 

shoulder and practical support in terms of advice and signposting to agencies. Support 

staff participants demonstrate empathy to parents when listening to concerns and 

remain calm and professional if parents became stressed. Conversely Davina is 

witnessed to have brief, matter-of-fact, phone calls with parents, or alternatively 

answers their questions via email due to her heavy teaching commitment and parents’ 

working schedules.  

 

That was a really terrible call with a parent that has caught me off guard a bit 

(Elizabeth) 

 

The five non-teaching participants are shown to have a signposting role during 

observations, however, Davina is classroom based and spends five of the six periods 

in her day teaching, so is not observed to have contact with agencies. Davina does 

not use the allocated year office and, on the day of observation, it appears to be 

completely unused. The other participants appear knowledgeable of the provisions 

available to support pupils and their families and are confident in making referrals and 

providing support for parents to access help. Cara is witnessed questioning the 

threshold criteria of a local support group on behalf of a vulnerable parent. A range of 
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agencies are observed having meetings with the non-teaching participants, including 

police, bullying officers, youth provisions and Social Services. The physical presence 

of all case study participants also varies; Belinda and Elizabeth are predominantly 

office based, and Davina classroom based, whereas Amy, Cara and Felix have a 

greater physical presence around school, patrolling corridors and checking pupil 

progress. 

 

At the moment it’s fire-fighting and cover here, there and everywhere (Felix) 

 

Due to the absence of a teaching timetable all participants, exclusive of Davina, are 

observed to carry out a reactive role which encourages a flexible working approach 

with regards to pastoral care offered. Meetings are observed to be scheduled on a 

basis of need, and parents are witnessed turning up without prior appointments to 

have ad-hoc meetings, or making unscheduled phone calls to seek advice and 

guidance. Amy is even witnessed having an informal meeting with a parent in the car 

park. Conversely, Davina’s time is shown to be less flexible, where she remarks that 

she is concerned with teaching and ‘a bit of pastoral care thrown in’. A large amount of 

restorative work is seen being practiced by all, except Davina, with the non-teaching 

participants getting pupils to go through statements and gathering pupils together, and 

acting as an advocate on the pupils’ behalf to broker damaged relationships between 

pupils and staff, all of which is extremely time consuming. Pupils are witnessed exiting 

lessons to the non-teaching participants for brief interventions, which cannot be pre-

empted or scheduled. The five support staff participants are seen by pupils as the first 

port of call whereas Davina promotes that this should be the role of the tutor.  

 

I want to do training, but it’s just not out there. All the opportunities are for teaching 

staff – they have a much higher status (Belinda) 

 

A sense of distinction, and at times hierarchy, between support staff and teachers is 

raised by participants. Cara reports she feels unequal to her teaching counterparts 
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and unable to discuss her busy schedule for fear of retribution. The Head Teacher at 

Davina’s school mentions a raised level of credibility for teachers when compared to 

support staff. Belinda and Elizabeth mention concerns regarding low pay in 

comparison to teachers. Belinda also highlights a difference in training opportunities 

for teaching and support staff. She feels that she is seen as an administrative 

assistant in the eyes of SLT, and not included in important meetings. Amy agrees that 

at times she felt like a secretary to SLT. 

 

The key points from the observation data show there is a degree of task variance 

between all participants with no uniform approach regarding how to deliver pastoral 

care. Similarities occur between all participants in terms of their busy schedules and 

completion of behavioural and administrative tasks. It is the delivery of tasks, however, 

that differs, with support staff having more flexibility to respond to issues as they arise, 

and more ad-hoc meetings and lengthy discussions with pupils and parents, as they 

are not limited by teaching timetables. The dominance of behavioural tasks causes 

participants to have a negative perception of the role, with support staff participants 

agreeing they would like to have more positive input with pupils. The degree of agency 

contact differs, with the non-teaching participants demonstrating sound knowledge of 

agency personnel and the referral systems to provide appropriate advice, support and 

guidance to vulnerable pupils and their families. Despite working hard to achieve open 

and trustworthy relationships with pupils by providing one-to-one mentoring and 

striving to achieve a mutual sense of trust so pupils feel comfortable to access 

participants, all participants feel comfortable to challenge behaviour in accordance 

with the school rules. Only Davina is shown to have a clear focus on teaching and 

learning, with a prioritisation of academic progress, whereas support staff participants 

have a more dominant focus on pastoral provisions. Davina is the only participant to 

be explicit that all school staff should be accountable for pastoral provisions, with the 

pupil’s tutor acting as the first port of call, rather than an over-reliance on the Head of 

Year, which is witnessed for support staff participants. An internal team ethos was 

seen for all participants, with a sense that they appreciate support from colleagues 

and the ability to off-load during stressful situations. A sense of hierarchy is 

emphasised by support staff participants, with differences noted between how 

teachers and support staff are perceived and treated. 
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4:5 Interview Analysis 

 

Interviews are designed to enhance my understanding of the third research question 

regarding day-to-day tasks, and to answer the fourth question of what works well, or 

does not work well in the current organisational structures. I have transcribed 

interviews on the day of interviewing to save costs and to ensure dialogue is fresh in 

my mind. Delamont (1992) highlights the importance of applying a thoughtful and 

considered approach to analysing transcripts, which I believe is best achieved by 

analysing data personally (rather than using another person, or computer-assisted 

programme), and when the researcher is reflective and transparent regarding their 

interpretation of data.  

 

I have used discourse analysis to analyse transcripts. Potter, Wetherell and Mason 

(1994) suggest discourse analysis should begin with a search of the data set for 

emerging themes, and then systematically highlighting aspects of interest. I have 

chosen to look at the interview transcript and consider themes in terms of 

commonalities of what the participants say, rather than systematically analysing the 

data question by question. Bryman (2012) adds that in discourse analysis the meaning 

of language is considered, where specific words and associated discourses used by 

participants to articulate stories will indicate a sense of what they are trying to tell the 

researcher. I have chosen to underline aspects of the transcript that are of interest to 

me, and write comments in the right hand margin, and themes in the left, to formally 

order the piece in my mind in terms of how they relate to the research questions. The 

seven themes that have become apparent in terms of the day-to-day practices and 

what works well and does not work well in the delivery of pastoral care are listed 

accordingly and then described in detail:  
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1) Flexibility 

2) Negativity 

3) Hierarchy 

4) Communication 

5) Team Work 

6) Expectations 

7) Academic Focus 

 

 

1) Flexibility – a notion of flexibility is promoted in terms of the delivery of pastoral 

care.  

 

You can’t predict when parents are going to come in and how long it will take to 

resolve issues (Belinda) 

 

All participants state they are busy within their day-to-day roles and that they often 

have to work beyond their set hours to complete everything they need to achieve. 

Belinda highlights that, in particular, certain Child Protection matters cannot be left 

and, that on numerous occasions, she has remained at school after 8pm. Amy 

mentions that responding to emergencies is an important and timely aspect of her 

role, with regular interruptions having to take precedence over her task schedule, 

stating ‘you have to go with the flow and do what fits in’. Cara concurs that she can 

often be halfway through a task when something else comes through the door that 

needs addressing. Cara feels that when compared to her teaching Head of Year 

colleagues she manages to get more done in terms of pastoral provisions as she is 

not limited by a teaching timetable and can think ‘it’s here, it’s landed on my lap, I 

need to run with it’. Conversely, due to her teaching commitments, Davina admits that 
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phone calls and pastoral provisions often have to happen at the end of the day. 

Elizabeth feels that not being a teacher allows her to put her heart and soul into the 

role as pastoral care can be her primary vision. Although Davina feels that teachers 

should carry out the role of Head of Year she admits they would require more time 

away from their teaching timetable to carry out the role effectively. All participants 

report a sense of independence within their role, with them running their own diaries 

and allocating their time to pastoral provisions accordingly. Belinda argues that 

teachers are not as able as their non-teaching counterparts to be flexible and fit in with 

the timing needs of parents, meaning they are not able to complete the often lengthy 

task of seeing things through from start to finish. Cara concurs that non-teachers are 

able to be front-line, as ‘it’s a case of whatever needs picking up, you pick up, 

because you’re not going off to teach’. She adds that pupil issues can at times take up 

an entire day. The non-teaching participants conclude that support staff have more 

time and flexibility to respond to pastoral concerns and are therefore better placed to 

deal with pastoral concerns, separate from academic.  

 

2) Negativity – there is a perceived negativity of the role carried out by 

participants, due to the heavy focus on behaviour.  

 

It’s normally quite a lot of negativeness, because you get a lot of people coming in to 

just have a moan and groan about everything (Amy) 

 

Support staff participants mention that the dominant focus on behaviour is a negative 

aspect of the role, which they wish could be balanced with more positive messages. 

They are concerned that pupils get the wrong impression that they deal with 

behaviour, as opposed to welfare. Elizabeth concludes ‘we are welfare, support and 

guidance, but mainly do behaviour’ and that the negative input she has to have with 

pupils causes mixed messages, especially when she is trying to offer support and 

guidance. She adds that she worries that the perceived negativity of the role prevents 

pupils from accessing the year office. Amy concurs that she does not carry out enough 

positive activities or reinforcements, and this in turn has a negative impact upon her 
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self-esteem, stating ‘it’s not like everyday we’ve got something that makes you feel 

good about yourself’. Elizabeth adds that she feels she is often left to deal with 

‘surface stuff’ namely uniform, and behaviour sanctions, rather than working with the 

pupils in a positive and holistic manner.  

 

3) Hierarchy – a distinction between the role of support staff and teachers is 

apparent, resulting in support staff feeling inferior to their teaching colleagues.  

 

I feel the only way to progress is to leave – to an entirely different role (Belinda) 

 

Belinda states that she feels she does not have total ownership within her role and 

feels that SLT tend to interfere and take over at times. Felix feels there is bureaucracy 

within his role, with him feeling like he has to ‘jump through hoops’ to adhere to SLTs’ 

expectations. Cara states that she feels isolated in her role, as all her Head of Year 

colleagues are teachers, and as such she feels guilty if she leaves school on time. 

Felix feels that training opportunities tend to go to teachers and SLT, rather than 

support staff. The support staff participants tend to have a bleak outlook regarding 

professional development and the ability to move forward within their role. Belinda 

feels she has nowhere to develop, as her role has not been defined, with her being 

unable to seek promotion and feeling that she is at the end of the line professionally. 

She adds that although she feels she has a wealth of experience, the only way she 

would be able to develop professionally would be to leave. Felix states that he 

remains undecided as to whether to pursue a pastoral career as Head of Year, or 

whether to go into teaching. Conversely, Davina is the only participant to hold high 

career aspirations of becoming an Assistant Head Teacher, then Deputy and finally 

running her own school, stating ‘I know I’ve got enough experience for me to move 

on’. Amy concludes that she feels the distinction between teaching and non-teaching 

staff is inappropriate, believing ‘we are teachers in our own right – we teach life skills’. 

Amy adds that she feels taken for granted, as she tends to say yes to everything 

thrown at her in a misguided attempt to prove her worth.  
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4) Communication – all participants agree that communication with pupils, and 

their families is essential for effective pastoral practices to be implemented.  

 

At the end of the day they have to trust you (Amy)  

 

Communication is viewed by participants as key to achieving effective practice and 

offering support to vulnerable pupils. Amy stresses the basic importance of taking time 

to have conversations and getting to know pupils, which she describes as having 

knowledge of the ‘inner child’ and finding out what works for them, and being willing to 

share personal information with them, so they in turn feel comfortable to open up. 

Participants comment that they enjoy and prioritise developing trusting relationships, 

to support vulnerable pupils, and resolving issues to ensure their overall wellbeing. 

They mention the joy they feel from praising positive behaviour and watching pupils 

flourish. Davina highlights the importance of dealing with pupils’ emotions, and the 

need to have high expectations and not be surprised by pupils’ words and actions, in 

order to form effective working relationships. Felix highlights the enjoyment he gets 

from greeting pupils at the school gate in the mornings to gauge their emotions and 

check behaviour patterns for later follow-up interventions. Cara states that as Head of 

Year she acts as the first port of call for pupils as ‘most of the time it’s straight to the 

year office’. Davina also highlights the importance of providing pupils with one-to-one 

mentoring and ensuring they are praised when deserved. Support staff participants 

highlight the importance of effective home-school communication, with parent 

meetings taking up considerable time. Elizabeth believes there are benefits from both 

the positive and negative exchanges with pupils, as even negative responses show 

that they trust you enough to display their true feelings without repercussion. She adds 

that pastoral professionals need to be open-minded and non-judgmental. Cara 

highlights that you need to have families on board to build parents’ confidence, and in 

turn support pupils fully. She stresses the value of pupils benefiting from one-to-one 

support and being seen as unique, rather than as one of 30 pupils in the classroom. 

Elizabeth highlights that dealing with parents, who can be confrontational, requires 

patience and skill. Felix concludes that it is essential that pastoral professionals offer 
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pupils consistency, in terms of support and addressing behavioural concerns, so 

pupils learn to trust staff and feel comfortable to access them.  

 

5) Team Work – all participants promote the importance of working within unified 

teams, with all staff members having accountability, and supporting each other 

in terms of practical and emotional support.  

 

Luckily within our team we support each other (Amy) 

 

Davina highlights that there needs to be a holistic approach involving all members of 

staff in schools to ensure effective delivery of pastoral provisions and high impact 

interventions. She adds that pastoral practices should not be left to one person, and 

that everyone should have a responsibility for ensuring the safety and wellbeing of 

pupils, as staff only disempower themselves if they pass things to the Year Leader. 

She feels there is a requirement for individual accountability for all staff and strong 

communication streams to ensure ‘wrap-around care’ is achieved for all pupils 

regardless of need. Amy went as far as to say that she sees her role as supporting 

colleagues as much as the pupils. Issues regarding adequate support from SLT are 

raised by participants, who feel they need more practical and emotional support, 

regarding personal matters that arise with pupils. Participants tend to receive support 

from their internal team colleagues who they had a strong bond with.   
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6) Expectations – participants agree that schools are required to deliver more than 

academic provisions. They believe a reduction of services available to 

vulnerable families, as well as increased accountability, has added to the 

pressure experienced by pastoral staff.  

 

There’s a lot of reliance on schools, basically we seem to be the social workers and 

parent/guardians (Amy) 

 

Amy believes there is an expectation placed on pastoral workers to operate as social 

workers providing parents with support, being knowledgeable regarding relevant 

legislation and SEN responsibilities, and having accountability regarding Child 

Protection. Felix agrees that schools require social workers due to the serious 

safeguarding concerns pupils present with. Belinda adds that schools are now dealing 

with issues including drugs, alcoholism and domestic abuse to ensure that pupils and 

their families feel safe and able to grow and develop.  Davina concurs there is a 

concerning lack of agency support, and feels that there is only so much schools can 

offer vulnerable pupils, as their primary focus has to be about learning and academic 

progress, however, she recognises that more trained professionals are required to 

provide emotional support. Elizabeth concurs that local council cuts mean that schools 

are required to provide more front-line services, placing increasing expectations on 

pastoral staff. The participants are honest in stating that they often take work home 

and find it challenging, if not impossible, to maintain a healthy work/life balance. Cara 

highlights that she takes on a lot emotionally from the job. Felix admits that he often 

checks his work emails and diary at home due to thinking about work even when not 

physically there. Elizabeth feels that previously her whole life revolved around work as 

she was waking up in the middle of the night thinking about it. 
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7) Academic Focus – support staff participants highlight the dominant focus on the 

academic progress of pupils, which they feel can be detrimental to pastoral 

provisions, and in turn pastoral staff striving to prove the impact of their 

working-practice.  

 

Schools are so centered around their results …. It’s tough for us when we’re working 

in the year offices to prove the impact of pastoral care (Cara) 

 

Administrative tasks and data inputting are cited as time consuming and viewed to 

interrupt the flow of pastoral care. Elizabeth feels data inputting is too time consuming 

and has a negative impact on her ability to see pupils, and Felix believes more time is 

required for administrative tasks to ensure pupil care is not compromised. Cara feels 

teachers need to be assigned to consider academic data, alongside support staff to 

consider pastoral matters, as she feels academic data inputting takes her a lot longer 

than it would a teacher, thus promoting staff to be allocated according to their 

expertise. She feels schools are too centered around results, and that it is harder to 

prove the impact of pastoral provisions than academic, and therefore it is often naively 

assumed that pastoral practice is not as important as academic. Davina notes that she 

has huge teaching and planning demands on her time. She feels that it is essential for 

Heads of Year to have an understanding of classroom dynamics and to understand 

the role of the teacher and what is reasonable and what is not in the classroom. She 

feels it is important for staff to be able to identify pupils’ learning styles and ‘what 

makes them tick, and how they learn’.  Support staff participants feel that although 

staff should complete tasks they are competent in, there should be an appreciation 

from all staff as to the academic and pastoral side of things, which is considered in 

equal importance, without a sense of hierarchy.  

 

In summary, the key points from the interview data demonstrate that behaviour and 

administrative tasks are highlighted as dominant. Due to this dominant focus on 

behaviour, there is a perceived negativity of the role, with support staff participants 

believing more positive exchanges with pupils are needed. Support staff raise the 
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impact of interruptions and ad-hoc meetings on their time, and believe that the 

flexibility within their schedules (in the absence of a teaching timetable) allows them to 

address pastoral concerns fully and have the necessary detailed and thorough 

meetings with vulnerable pupils and their families when compared to teachers. Davina 

admits that although she feels teachers are best placed as Heads of Year, they 

require time away from their constrictive teaching timetables to complete the role 

efficiently. Only Davina states specific lesson planning as taking a considerable 

amount of her time, and is shown to directly prioritise teaching and learning. However, 

support staff participants feel there is an unbalanced dominant focus on the academic 

achievement of pupils and that pastoral practices need to be recognised and the 

professionals delivering the provisions require recognition. Participants unanimously 

agree that contact with pupils is essential and that the development of open and 

trustworthy relationships is the key to effective practice. Participants feel schools are 

now more accountable to ensure pupils are safeguarded and their needs fully met.  A 

team approach is deemed important by participants, who agree that for pastoral care 

to be effectively implemented the entire staff cohort needs to take responsibility, rather 

than relying on individuals. Issues regarding professional development and 

progression routes are raised by support staff, however, these are not shared by 

Davina, who holds high career aspirations.  

 

4:6 Summary 

 

Interesting data were collected from a range of methods to provide a macro overview 

of the current state of play of the deployment of support staff, and a detailed micro 

focus into the day-to-day working-practices of staff, with consideration of what works 

well and does not work well. The cross-sectional survey shows the majority of the 

seven selected southerly LEAs in England adopt the traditional model of employing 

teachers as Heads of Year. However, there are many examples of support staff being 

employed as Assistant Heads of Year, and some combination models, with schools 

employing both teaching and support staff, and a few examples of support staff Heads 

of Year. A diverse range of roles occupied by support staff were identified, providing a 

justification for this exploratory research into the role of support staff. Diary analysis 
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highlights that tasks carried out by support staff differ from that of teachers, with 

support staff tending to focus on behaviour and administrative tasks (often viewed as 

negative) with participants desiring more positive interactions with pupils, whereas 

teaching tasks are dominant for teachers. Variance of daily tasks is identified amongst 

participants, indicating a range of working-practices, which requires further 

exploration. After observing participants, it is clear they all have busy schedules, and 

the dominance of behaviour and administrative tasks is confirmed, as well as one-to-

one mentoring with pupils. Davina however, is the only participant to have a clear and 

defined focus on teaching, which is concerned with academic progress, rather than 

pastoral practices. She stresses the importance of staff not relying on her, and dealing 

with issues themselves, with support staff confirming this is an issue for them. Support 

staff have a greater degree of flexibility which allows them to have long informal 

conversations with parents and detailed discussions with agencies to provide 

supportive packages to vulnerable pupils and their families. Davina, conversely, is 

shown to have limited contact with parents and this which tends to be after school 

hours and be brief. She is not seen to have contact with external agencies due to her 

heavy teaching commitment. All case study participants are seen to have a strong 

internal team ethos with teams supporting each other in practical and emotional ways.  

 

Support staff have a bleak outlook regarding their professional development and do 

not feel equal to their teaching counterparts. Interview data mirrors the findings from 

observations and further confirms a dominant focus on behaviour and administrative 

tasks. Only Davina has a clear focus on academic progress specifically, however, 

support staff participants feel that the dominant focus on academic achievement is 

misguided and that pastoral provisions need to be prioritised. Flexibility in terms of 

support staff not having the limitations of a teaching timetable is cited as beneficial 

and the importance of an effective working relationship between pastoral staff and 

pupils and their families is raised by support staff participants. A cohesive approach 

from all school personnel to effectively support pupils and their families is promoted, 

with all staff taking responsibility, rather than relying on individuals. Participants agree 

that demands on schools have increased in terms of supporting vulnerable pupils and 

their families, with concerns raised that previous provisions have been scaled back or 

cut altogether, thus increasing expectations of school personnel. Support staff raise 
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concerns regarding a perceived hierarchy between teaching and support staff with a 

need for enhanced professional development for support staff and feelings of self-

worth to be restored.  

 

The next chapter considers the research data in relation to the set research questions 

specifically and provides a summary of the findings in relation to the previous review 

of the literature.  
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Chapter 5: Discussion 

 

5:1 Introduction 

 

This chapter summarises data presented in the previous section, in terms of the 

perceived answers to the research questions, and considers these answers in the 

wider context of my review of the surrounding literature. Thomas (2009) highlights the 

discussion of the analysis will serve as the fruition of the research, and involves the 

researcher coming full circle to answer the research questions set at the start, and 

considering the findings in line with the relevant literature.  

 

The aim of this research is to carry out exploratory research to raise awareness of the 

role of support staff who do not have a teaching timetable, but who carry out pastoral 

roles traditionally deemed as teaching roles (for example Head of Year) in secondary 

schools across seven southerly LEAs in England. I feel this research has remained 

focused on its aim, and I have been able to explore various methods of support staff 

deployment on a macro level, and everyday working-practices on a micro level, raising 

my awareness and potentially that of a wider audience. The cross-sectional survey 

highlights that a vast number of support staff are employed in schools across seven 

southerly LEAs in England, in a range of different roles, with no sense of standard 

practice. The case study research, which includes six examples of pastoral 

professionals and their educational establishments, highlights that a range of day-to-

day activities are conducted, with particularly marked differences between teachers 

and non-teachers, and no uniform approach implemented across case examples. 

Participants are busy with behavioural and administrative tasks and prioritise building 

open, and trustworthy, relationships with pupils. Team work is promoted, however, the 

issue of all members of school personnel taking responsibility for pupil concerns is 

raised. Support staff participants are shown to have increased flexibility to respond to 

issues as they arise. However, only the teaching participant is seen to have a direct 

focus on academic progress and, specifically, prioritises teaching and learning. A 

sense of hierarchy between teaching and support staff is identified, with support staff 
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feeling undervalued, and unable to engage in professional development. I feel this 

innovative research into the role of support staff has managed to achieve its aim to 

explore the role, and what it involves on a daily basis, with attention paid to what 

works well, and does not work well in the delivery of pastoral care in secondary 

schools across seven southerly LEAs in England.  

 

5:2 Research Question Responses 

 

The aim of the research and review of the literature has shaped the research 

questions posed, which serve as a point of reference to focus the research. As a 

member of support staff myself, it is particularly important to harness this research, as 

there is a tendency for my focus to be side tracked due to my innate enthusiasm for 

the research topic. A thoughtful and considered methodology allows me to provide 

responses to each of the questions posed. I have selected a range of methods, within 

a case study approach to respond to the questions. Following the analysis of the data 

for each of the methods selected I have chosen to respond to each question 

individually, with consideration of the surrounding literature:  

 

5:2:1 – RQ1: What is the current ‘state of play’ of the deployment of support 

staff in schools across seven southerly LEAs in England? 

 

The cross-sectional survey identifies a wide range of support staff roles, with slightly 

over three quarters of schools reporting to employ support staff into a range of 

extensive roles, which differs between schools, highlighting diversity within support 

staff deployment. The literature shows that educational research has tended to focus 

on school effectiveness, and that this research has predominantly considered 

academic, rather than pastoral provisions. The findings of the survey identify a vast 

number of support staff conducting a range of innovative roles, supporting the 

argument that school effectiveness research needs to be adapted in line with the 

current educational climate, and expanded to encompass pastoral provisions, and to 
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consider the productivity of support staff. The literature identifies that the limited 

previous research into the role of support staff has tended to focus on the role of the 

TA, rather than non-classroom based support staff. The data from the cross-sectional 

survey can be used to highlight why research into the role of non-classroom based 

support staff is essential, with a vast and diverse range of roles identified. Following 

this innovative research, I believe the modern range of roles identified requires 

evaluation to ensure effective practice is being implemented, as is the case for the 

teaching profession throughout school effectiveness research. Bollen (1996) 

concludes schools need to be compared, so practice is evaluated and learning 

shared. This data provides an argument that school effectiveness research needs to 

be extended to include the role of pastoral support staff, and ensure effective practice 

can be shared, and that isolated practice is not common.  

 

The current ‘state of play’ of the deployment of support staff across seven southerly 

LEAs in England presents a wide and diverse range of roles, which requires further 

exploration. The lack of previous research surrounding this staff cohort, and increased 

number of support staff who occupy innovative roles in schools today shown in these 

research findings, highlight why research into the role of support staff who carry out 

roles traditionally deemed as teaching roles is important. It justifies the need to 

conduct research into modern support staff roles in line with the findings from this 

research, which suggest that working-practice is both vast and varied. 

 

5:2:2 – RQ2: Are there any variations or ‘categories’ regarding the specific roles 

that support staff carry out in secondary schools? 

 

Given the survey data, I have been able to deduce four variations regarding the 

allocation of the role of Head of Year in schools. The four categories, in order of 

prevalence, are – teaching staff only (T), an assistant model (A) with support staff 

acting as Assistant Heads of Year to their teaching counterparts, a combination model 

(C) with schools employing both teaching and support staff into the role of Head of 

Year, and a support staff only model (S). Therefore, despite the claim by Andrews 
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(2006) that the Workforce Reform (2003) provides the opportunity to think afresh 

regarding staffing in schools, I found the majority of LEAs continue to adopt a 

traditional model of employing teachers as Heads of Year, rather than adopting 

innovative measures, such as deploying support staff. This potentially supports the 

notion voiced by Butt and Lance (2005) that although support staff have the talent and 

drive to carry out additional roles, they are often prevented from doing so by old 

fashioned demarcations. Many schools employ support staff as assistants, and some 

embrace a combination model, but only a few employ support staff only as Heads of 

Year, highlighting that for the majority of schools the role of Head of Year has 

remained the same for over a decade, since the introduction of the Workforce Reform 

(2003). 

 

The data highlights that although the Workforce Reform (2003) provides an 

opportunity to restructure schools, and consider who is best placed to carry out roles 

in schools, the majority continue to operate the traditional method. Some schools have 

introduced support staff as assistants, and less have started to employ both teaching 

and support staff, and only a minority have made the innovative decision to solely 

employ support staff into the role, highlighting that change is slow and often limited 

with no uniform approach adopted across seven southerly LEAs in England.  

 

5:2:3 – RQ3: What are the specific day-to-day tasks carried out by members of 

staff from a range of ‘organisational structures’? 

 

Task variation involving a range of day-to-day activities is reported between all case 

study participants in the diary task, and subsequently demonstrated throughout the 

observation of a ‘typical’ working day. However, these differences are most marked 

between Davina (teaching Head of Year) and the five support staff participants. These 

results serve to highlight there is no uniform approach to the delivery of pastoral care 

across seven southerly LEAs in England, which justifies the importance of exploratory 

research into the role of support staff (which differs from that of teachers), such as 

this, to consider the day-to-day working-practices of pastoral staff, and to 
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subsequently share good practice. Davina spends the majority of her time on teaching 

tasks, whereas the other participants predominantly conduct administrative and 

behavioural tasks. The literature highlights that previous research into the role of 

support staff has tended to focus on the role of the TA, with Blatchford et al (2011) 

demonstrating that although TAs reduce teacher stress and improve classroom 

discipline, they do not boost pupil progress. The data regarding the day-to-day tasks 

carried out by case study participants further emphasises the marked difference in 

terms of a focus on academic progress, which is lacking for support staff. Only Davina 

is shown to have a clear focus on academic progress, whereas the five support staff 

participants prioritise pastoral support. Additional evaluative research is required so 

that recommendations of how best to deploy support staff for the benefit of overall 

pupil progress can be made.  

 

All participants were witnessed in observations and report in interviews to be busy and 

having to multi-task to get things done, and although only Davina is shown to have a 

direct teaching focus and reports spending vast amounts of time lesson planning, all 

participants have a heavy focus on administrative and behavioural tasks. However, it 

is the specific delivery of these common tasks that appear in contrast for teaching and 

support staff participants. The five support staff participants have more flexibility in 

their day-to-day tasks, which include dealing with interruptions and behavioural 

matters reactively, and holding lengthy ad-hoc meetings with pupils, parents and 

agencies, due to less restriction created by teaching timetables. Conversely, Davina 

often has to wait until the end of the school day to complete home-school 

communication and tends to rely on brief email, or phone calls, rather than lengthy 

and informal interventions. Bell and Best (1986) promote proactive pastoral care, 

which is witnessed throughout this research, however, there is also an important 

element of reactive support offered by support staff, which is shown to be more 

difficult for Davina, who cannot offer support to pupils and their families so freely, due 

to timetable limitations. Support staff participants work hard to reduce what is 

described throughout the literature as ‘educational alienation’, by implementing in-

school sanctions, rather than exclusions, and helping pupils to increase attendance 

rates, and generally attempting to remove barriers to learning, whereas Davina is 

predominantly concerned with academic progress.  
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All participants prioritise one-to-one time with pupils, and are familiar and 

knowledgeable regarding their needs, as well as being comfortable to enforce school 

rules. Support staff, however, are able to dedicate more time to one-to-one 

interventions, as they are not limited by a teaching timetable, with Davina admitting 

she is focused on academic provisions, with ‘a bit of pastoral care thrown in’. 

Reynolds et al (2014) state that what happens within the classroom is essential for 

pupils and their development, and that the influence of pedagogy, in so much as 

‘guiding the child’ is crucial for pupils to flourish. I have witnessed support staff 

participants acting as advocates on behalf of pupils, and brokering damaged 

relationships with teachers, and also offering advice to teachers experiencing issues 

with pupil behaviour. Toews (2013) highlights the importance of carrying out 

restorative work to promote a climate of encouraging life skills and mastering 

emotional literacy for pupils, and I have witnessed support staff participants 

conducting the time consuming task of taking pupil statements and conducting 

restorative work between pupils and their peers to establish a pupil’s happiness and 

safety. The data shows that pupils require additional support alongside academic 

needs and that one-to-one mentoring is prioritised by all participants, however, 

support staff are able to dedicate more time to this cause.  

 

The research findings highlight a diverse range of day-to-day tasks carried out by 

participants, and particularly marked differences between teaching and non-teaching 

staff, highlighting that support staff carry out unique roles that differ to those of 

teachers, and providing a justification for innovative research, such as this, into the 

role of pastoral support staff. Support staff demonstrate flexibility in their delivery of 

day-to-day tasks, but predominantly tend to carry out administrative and behavioural 

tasks, rather than teaching. All participants prioritise one-to-one mentoring, as a drive 

to promote self-esteem and maintain effective working relationships with pupils.  

However, this is more straightforward for support staff participants, who can dedicate 

the necessary time to these essential pastoral interventions, without the limitations of 

a teaching timetable. 
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5:2:4 – RQ4: What works well/does not work well in the given ‘organisational 

structures’ for staff in schools?  

 

What works well: 

 

In terms of what is shown to work well regarding the delivery of pastoral care in the 

case examples the following concepts are shown and believed to be a priority for 

participants:  

 

1) One-to-one pupil provisions – with a prioritisation of developing effective, 

trustworthy, relationships and implementing a consistent approach. 

 

The priority placed by participants on building open and trustworthy relationships with 

pupils is crucial in establishing effective working-practices. All participants have high 

expectations regarding a standard of pupil behaviour and demonstrate a consistent 

approach to implementing school rules. As such pupils feel comfortable to access 

participants and feel a sense of trust regarding what to expect from interventions. The 

development of effective working relationships, and priority of one-to-one mentoring, 

supports the concept of inclusive education discussed by Culham and Nind (2003) 

encompassing the belief that every pupil should have full and meaningful access to 

education, regardless of need. The one-to-one provisions I have witnessed are at 

times extremely time consuming, and the data highlights that support staff participants 

are able to commit more time to mentoring provisions as they are not restricted by 

teaching timetables. Davina admits that she requires more time to carry out the role of 

Head of Year and, that without specialist intervention (which has been scaled back, or 

cut altogether), she struggles to offer high level pastoral interventions. The data 

demonstrates that the act of spending time with pupils to develop meaningful and 

trustworthy relationships is essential for pastoral practice to be effectively 

implemented and that this can often be more appropriate for support staff to 
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implement as they have more flexibility within their timetables to offer to this task in 

both a proactive and reactive manner.  

 

2) Effective home-school communication – with a commitment to work alongside 

pupils, parents and agencies. 

 

All participants demonstrate the importance of home-school links and there is a 

dedication to fully support and safeguard pupils. Support staff participants take 

responsibility and prioritise communication with agencies. The flexibility demonstrated 

by support staff, in terms of their ability to react to issues on an ad-hoc basis, appears 

to work well and allows them to provide high level pastoral care, above their teaching 

colleagues, who are limited by a fixed schedule of teaching. Participants agree there is 

increased expectation within schools to support vulnerable families and work 

alongside agencies to address pupils’ needs holistically, leading to pressure for 

pastoral staff to deliver skilled and timely interventions. Beveridge (2004) concludes 

that home-school communication is the key to helping vulnerable pupils progress. The 

research findings mirror that of Vulliamy and Webster (2003) who demonstrate the 

benefit of home-school support workers, with support staff participants in particular 

(who were shown to have more time to offer, compared to teachers) prioritising 

trusting relationships and feeling that they have a fire-fighting role, alongside a 

responsibility to enforce school rules, and access support for vulnerable families. 

Atkinson et al (2002) highlight the complexity of joining up services, with multi-

disciplinary approaches often occupying a full-time role, further increasing the 

argument that pastoral care may be best delivered by support staff, who have 

flexibility without limitations of a teaching timetable. 

 

What does not work well: 

 

In terms of what does not work well in the ‘organisational structures’ the following key 

points are highlighted: 
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1) A negative portrayal of the role – with a need for more positive exchanges with 

pupils and a clear and consistent approach to tackling behavioural issues 

implemented by every member of school staff.  

 

Participants report they feel there is too heavy a focus placed on the behavioural 

demands of the role.  They agree there is a negative perception to their role and they 

wish it would include more positive exchanges with pupils, which are shown to be an 

essential element in developing crucial open and trusting relationships. This perceived 

negativity is also shown to have a negative effect on participant’s sense of self-

esteem. Boxall (2010) states that behaviour is a form of communication, which needs 

exploring; highlighting that this will take time and commitment from staff, which as 

shown throughout this research, is often best carried out by support staff who are not 

limited by teaching timetables. MacBeath et al (2004) add that behavioural issues are 

the biggest barrier to teaching. Pritchard (2009) believes that support staff have the 

ability to reduce the high levels of stress experienced by teachers, by dealing with 

pupils of concern, and supporting teachers in dealing with behavioural issues. 

Throughout this research, I have witnessed support staff conducting lengthy one-to-

one interventions with vulnerable pupils, and teaching staff regularly seeking 

assistance for advice and support regarding pupil concerns. However, I have also 

seen how essential it is to achieve the balance of teachers seeking support, and 

ensuring that support staff do not feel over-relied upon. It would, therefore, appear 

beneficial that a team approach is developed, with both teaching and support staff 

having clear roles and individual accountability, to ensure pupils’ needs are met 

holistically. Galton and MacBeath (2008) concur that it is essential that teachers do 

not feel divorced from the caring side of teaching, highlighting that although (as I have 

witnessed) support staff have an essential role in offering support, it is important for 

teachers to take responsibility and have ownership for certain issues. The research 

findings suggest that more needs to be done in terms of supporting teachers in 

dealing with behavioural instances, whist being mindful not to over-take, or remove, 

the issue to the detriment of the relationship between the pupil and teacher or 

between members of staff.  
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2) Ineffective team work ethos – with a need for effective communication between 

staff so that individuals are clear about their own and each other’s roles and are 

knowledgeable regarding how they can best work together to implement holistic 

support.  

 

The relationship between teachers and support staff is shown in this research to be 

crucial in terms of them working together to ensure pupils’ needs are met holistically, 

and that no member of staff feels unsupported or over-relied upon. All participants are 

shown and report valuing a team approach, with support from colleagues and a 

consistent approach implemented by all professionals, rather than being left to 

individuals. Hendry and Baginsky (2008) highlight the huge demands of Child 

Protection on pastoral workers, and suggest that these workers require supervision, 

which is raised as an issue throughout this research, with support staff participants at 

times feeling undervalued in the eyes of SLT and requesting additional support. 

Blatchford et al (2009) demonstrate that TAs were found to decrease pupil teacher 

interaction which is an essential element in pupils’ potential to progress. Following this 

research, I feel this is also a potential risk for non-classroom based support staff, as 

pupils have been witnessed taking their concerns to support staff, rather than 

addressing issues with teachers directly. I have encountered teachers relying upon 

support staff to implement sanctions, or make contact home on their behalf, potentially 

compromising their relationship with pupils. However, I did see a desire by support 

staff participants to offer restorative services to broker relationships between pupils 

and teachers, and actively work alongside teachers to help address issues. The 

findings from this research suggest there remains a need to enhance the 

communication and working relationships between teachers and support staff to 

ensure that a team approach to supporting pupils can be implemented. Howes (2003) 

confirms that support staff should not be seen as tools for releasing teachers from the 

shackles of an excessive workload, but rather focus placed on how these 

professionals can best work together to meet the holistic needs of pupils. 
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3) A perceived hierarchy between teaching and support staff – with a need for role 

clarity and a shared vision to ensure all staff experience equality of opportunity 

and the ability to flourish within their role.  

 

There is a concerning perceived sense of hierarchy regarding status, and inequality of 

opportunity reported by support staff throughout this research. Support staff raise 

concerns regarding unequal pay structures and unfair allocation of training 

opportunities. The perceived hierarchy between teaching and support staff has 

caused support staff to feel undervalued and isolated. Support staff show a bleak 

outlook for their career development, with many feeling unable, or unsure, how to 

develop within their role – Davina conversely shows a clear drive for her future 

development.  I believe this perceived hierarchy causes potential issues in the 

development of effective working relationships between teachers and support staff, 

with a greater sense of equality amongst all personnel required to ensure effective 

practice. Andrews (2006, p. 30) concludes that ‘every child matters and so does every 

adult’, highlighting the importance of not only addressing the needs of pupils, but also 

that of staff, to ensure their self-esteem is not negatively impacted. Listening to 

participants, and having observed their daily practice, it is clear that support staff, like 

all staff, require a sense of ownership within their job role with certainty regarding daily 

tasks and how they can work together with colleagues to achieve effective working-

practices. Rizzo, House and Lirtzman (1970) developed the role conflict and ambiguity 

scale, demonstrating that ambiguity occurs when individuals are not clear regarding 

their role, and conflict occurs when they feel uncomfortable or unable to conduct it. 

Arnold (2005, p. 400) concludes ‘when a person’s role in an organisation is clearly 

defined and understood, and when expectations placed upon an individual are clear 

and non-conflicting, stress can be kept to a minimum’. I believe it is essential that the 

profile of support staff is raised, so they feel valued, and that the tasks they carry out 

are clear and work in unison with their teaching colleagues for the benefit of staff and 

pupils.  

 

Following this research, it is clear that time is required for the essential task of 

developing open and trustworthy relationships with pupils, and at times supporting 
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pupils will entail detailed and time consuming interventions with families and agencies. 

It is crucial, however, that school personnel are clear regarding their responsibilities, 

and how to work as a team to meet pupils’ needs holistically, ensuring no member of 

staff is left to feel inferior or undervalued. I feel it is essential to consider what works 

well and does not work well in the delivery of pastoral care and this means that school 

effectiveness research needs to incorporate pastoral provisions. Reynolds et al (2014) 

highlight that school effectiveness research has tended to adopt quantitative methods. 

The rich data I was able to generate from this innovative case study research shows 

the benefit of qualitative research. I feel that more detailed qualitative school 

effectiveness research, which considers both academic and pastoral provisions, could 

have a positive impact upon future educational research and subsequent learning.  

 

5:3 Summary 

 

I feel proud of this innovative research, which I feel gives a fair and honest 

representation of the role of support staff. I have relished the opportunity to conduct 

case study research into a role that I hold, and feel privileged to have acted as an 

advocate on behalf of my support staff colleagues. Gibbs (2007) states that qualitative 

research is predominantly required to be of benefit to those involved and a potentially 

wider audience. If just one person reads this thesis I believe I have taken a step in the 

right direction to critically highlight the previously under-researched pastoral support 

staff cohort. I feel I have been able to achieve the aim of this research to raise 

awareness of the role of pastoral support staff, by considering the macro overview of 

the current state of play of the deployment of support staff and a micro overview of the 

day-to-day tasks carried out, with a consideration of what works well and does not 

work well in terms of the delivery of pastoral care to enhance understanding of the 

role.   

 

It is clear that research into the role of support staff is justified, with a vast range of 

roles being carried out by a large number of staff across seven southerly LEAs in 

England, with previous research shown to be limited and focused on classroom based 
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support staff.  Individual schools are shown to deploy support staff and implement 

pastoral practices in a unique manner, with no uniform approach, further justifying the 

need to consider pastoral working-practices and the role of support staff. Variations in 

practice are identified, particularly between that of teaching and support staff, with 

additional research required into how support staff and teaching staff can work 

together to fully support pupils to meet their full potential. The research findings 

highlight that the needs of pupils are vast. Pupils are shown to access participants for 

a range of support, justifying a need to promote equal opportunities through an 

inclusive educational philosophy, and take time to develop meaningful relationships 

with pupils, parents, and agencies, which can be time consuming and complex. I feel 

that promoting effective team work to reduce role conflict and ambiguity is the key to 

enhancing pastoral provisions for the benefit of staff and pupils. The data suggests 

that the wellbeing of support staff needs to be considered as support staff participants 

are shown to have low self-esteem and poor career aspirations. Following this 

innovative research into the role of support staff, and the vast and varied practice of 

pastoral care identified, I agree with Scheerens (2000) that school effectiveness 

research needs to be expanded, to not only include academic goals. Kelly (2001) 

concurs that schools should be judged on social and emotional goals, as well as 

intellectual. 

 

The next chapter considers all aspects of the research process and forms an appraisal 

of how it has been conducted. It includes recommendations for future working-

practices in line with the specific findings for both my local LEA and for the UK in 

general, and how I believe policy could be amended for the benefit of staff and pupils. 

The research strengths and limitations are considered, and potential for future 

research promoted. 
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Chapter 6: Conclusion 

 

6:1 Introduction 

 

This final chapter serves as a reflective tool which allows me to review my experience 

of conducting this explorative research into the role of support staff. Thomas (2009) 

states the conclusion should be a synthesis of the entire research, in that it brings 

together the separate components of the process, rather than it being viewed as a 

summary of the research findings. This conclusion is evaluative in terms of 

considering the strengths and acknowledging weaknesses of the research design. I 

reconsider the research findings and make recommendations for future pastoral 

practices, in terms of local (relating to case study participants) and national (relating to 

support staff in general) policy, and consider how future research could be conducted 

to enhance the pastoral field. 

 

Educational research has tended to focus on the role of the teacher. Previous 

research into the role of support staff is limited and has concentrated on the role of the 

classroom based TA rather than support staff who carry out roles traditionally deemed 

as teaching roles. The findings from this innovative research show that the majority of 

schools (64%) continue to implement the traditional model of employing teachers as 

Heads of Year, despite the introduction of the Workforce Reform (2003), which 

provided the opportunity to look afresh at staffing, over a decade ago. The findings 

show that some schools employ support staff as Assistant Heads of Year, or 

implement a combination model, employing both teaching and support staff, and a 

minority of schools (7%) employ support staff only into this role. Over 75% of schools 

across the seven southerly LEAs in England are shown to employ support staff into a 

wide range of roles with no uniform approach to the day-to-day activities conducted by 

these members of staff. Although the daily tasks are observed to differ for all case 

study participants there are particularly marked differences between teaching and 

support staff. Support staff are shown to have more flexibility in their daily tasks, as 

they are not limited by teaching timetables, which means that they can deal with 
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lengthy and unplanned pastoral interventions with pupils, parents and agencies, as 

they arise. An issue is raised concerning how support staff and teachers can best 

work together to ensure all members of staff are clear about their individual 

responsibilities and that no-one feels over-relied upon or that their relationship with 

pupils is compromised. A need to address the perceived hierarchy between teachers 

and support staff is evident. Overall, more evaluative research into the pastoral care 

delivered by support staff and how they can implement inclusive education for an 

overall sense of holistic school effectiveness is required.  

 

6:2 Recommendations for Future Policy 

 

The findings from the fourth research question concerning what works well, and does 

not work well, in terms of pastoral provisions, alongside my observations of case study 

participants have aided me in considering how future working-practices could be 

developed. I have been able to consider what would make for effective pastoral 

practice both within the local LEA and on a national level as a result of the findings 

from this study. The review of the surrounding literature and the findings of this 

research have demonstrated the intrinsic value of school effectiveness research, in 

that it is essential for schools to identify and share effective practice in terms of pupil 

outcome and for educational consumers (including the parents and pupils associated 

with individual schools) to be subsequently able to identify when effective practice is 

being achieved. All schools must be mindful of school effectiveness criteria to ensure 

the highest of educational standards are achieved as their determined levels of 

effectiveness will be evaluated through school inspections and graded according to 

highly regarded and publicly shared Ofsted measurements. School effectiveness 

research has tended to focus on academic progress, and the role of the teacher, 

rather than pastoral practices, and the role of support staff. Having conducted this 

research into the pastoral role of support staff I feel that research into school 

effectiveness needs to encompass both the academic and pastoral needs of pupils 

with an aim to make recommendations regarding how teaching and support staff can 

work together for a holistic sense of school improvement. Throughout this research, I 

have found no valid argument as to why the provision of pastoral care cannot be 
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considered in terms of the effectiveness factors used to evaluate academic provisions. 

Law and Glover (2000) claim there are 11 factors which make for an effective school, 

these being: effective leadership; shared vision and goals; an environment conducive 

to learning; prioritisation of teaching and learning; purposeful and challenging 

teaching; high expectations of pupils; positive reinforcement; effective monitoring 

processes; pupils’ rights and responsibilities being clearly established; home-school 

partnerships developed; and, a learning environment prioritising the learning of staff 

and pupils. I would argue that every one of these factors can be applied to pastoral 

provisions and, as such would recommend that pastoral care is explicitly valued 

throughout future school effectiveness research. Pastoral practices (just as academic) 

need to be evaluated to pinpoint what good practice looks like, and allow for learning 

to occur, so recommendations can be made regarding the best way to deliver a 

uniformed pastoral approach for the benefit of staff and pupils.  

 

Bryman (2012) believes social research should be politically relevant – this research 

demonstrates increasing numbers of support staff deployed in schools thus 

emphasising why research into the role of support staff is essential. The Workforce 

Reform (2003) allows for roles within schools to be re-considered, and consequently 

provides opportunities for support staff to carry out roles traditionally deemed as 

teaching roles, however, these research findings highlight that the majority of schools 

across seven southerly LEAs in England continue to employ the traditional model of 

using teachers as Heads of Year. Additional research is required to focus on the role 

of support staff directly and evaluate whether their skills are being used to the best 

potential for the benefit of both staff and pupils and ultimately to achieve a holistic 

sense of school effectiveness. The research findings identify a diverse situation 

regarding the deployment of support staff, with individual schools adopting individual 

practices. Across the seven selected southerly LEAs a wide range of varied roles are 

identified and day-to-day tasks of pastoral staff are shown to differ, with no uniform 

approach identified. More evaluative research is required regarding how schools can 

best deploy support staff to ensure consistent practice. Previous research has tended 

to be quantitative in nature providing a macro overview of the role of classroom based 

support staff, with this research proving innovative in its qualitative design intended to 

provide a micro in-depth view of the modern-day role of support staff. More qualitative 
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research specifically regarding the role of support staff is required for meaningful 

learning to occur and with effective practice being identified and shared so that 

recommendations can be made to standardise effective pastoral working-practices 

across schools. Next I will consider how local policy could be adapted to reflect the 

needs of the case study participants and then go on to consider how national policy 

could be adapted for the benefit of support staff in general in accordance with the 

findings from this research. 

 

6:2:1 Local Policy Recommendations 

 

Conducting this innovative research into the role of support staff has strengthened my 

belief that all school personnel need to be given the opportunity to visit colleagues in 

other schools to formalise the sharing of good practice. The wealth of knowledge I 

have personally gained from observing and speaking to the six selected case study 

participants has proved invaluable in terms of reflecting on my own professional 

practice and identifying how I can potentially improve the pastoral care I deliver. 

Across the local LEA I feel it would be hugely beneficial for schools to prioritise the 

sharing of effective practice and for the act of visiting colleagues to be formally 

recognised in training for support staff. The research findings have highlighted the 

wide range of pupil issues support staff are presented with, when assisting them to 

overcome a range of barriers to learning, which require communication with pupils, 

parents and agencies – thus highlighting that this staff cohort will require extensive 

specialist training to implement effective working-practices and adopt an effective 

multi-agency approach to supporting pupils. Having conducted this research, I also 

believe that training should be offered to all staff in order to raise awareness of 

pastoral practices and the role of support staff to promote shared knowledge. The 

research findings have highlighted the need for all staff to have an active role in 

pastoral care and have demonstrated the concerns that arise when staff work in 

isolation from each other. I feel that whole-school training, explicitly regarding pastoral 

support, would serve to benefit the local LEA and provide a shared vision regarding 

how best to deliver pastoral provisions. 
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The research findings highlight a concern regarding the perceived negativity of the 

role of support staff, both in terms of them being too heavily focused on behaviour 

interventions, and in terms of them feeling that teaching staff rely too heavily on them 

to carry out pastoral roles that should be implemented by all staff. I consequently 

believe that pastoral care should not be solely focused on behavioural issues, but 

rather have a pro-active approach encompassing high expectations of pupils, and 

extensive work with pupils, parents and agencies according to individual pupil need 

conducted. There is a need to consider the role of all staff in schools regarding 

pastoral care, for instance the tutor, to ensure pupil needs are addressed fully and that 

that there is no over-reliance upon pastoral staff which causes them to feel overloaded 

and inferior. Support staff are shown throughout this research to have low job-

satisfaction, and consequently low self-esteem, which needs to be addressed across 

local educational policy. I feel that working-practices can be enhanced if the roles of 

school personnel are made explicit, with all staff having an appreciation of their 

individual accountability and ensuring no ambiguity in terms of role expectations. Line 

management for support staff across the local LEA needs to be re-evaluated to ensure 

that roles and job descriptions are consistently reviewed through meaningful appraisal 

programmes where staff can ensure they are both clear and happy regarding their job 

expectations and the day-to-day tasks required.  

 

For consistency to be achieved across the local LEA, I feel it would be beneficial to 

conduct a formal skills audit of all of the support staff roles across the given 12 

secondary schools to identify and subsequently evaluate the current roles being 

conducted. Following this audit, standardised job titles and associated job descriptions 

could be issued to allow for a fair and consistent pay and allowance framework to be 

implemented across all schools within the LEA. Consistency across schools would not 

only allow staff to have clarity within their role, and assurance that pay and allowances 

are fair, it would also allow for school inspections to have a clearer focus on the 

pastoral provisions delivered in all schools and to monitor and evaluate them 

accordingly. Given the wide range of concerns support staff have been shown to 

experience and the busy schedules they have, I would recommend that regular 

supervision be offered to allow pastoral staff to off-load, and to have a sense of 

support from colleagues, in a formalised manner.  
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Regular review of in-house policies is an essential starting point for roles to be 

clarified, and a shared vision prioritising pastoral care to be implemented, for the 

benefit of staff and pupils. All policies in schools (including inclusion and behaviour 

policies) need to be fit-for-purpose and meaningful so that all staff are clear regarding 

how to implement best practice. Staff should be able to show awareness and 

commitment to their school policies and be clear as to their individual role in achieving 

overall effective practice. Educational consumers (including pupils, parents and 

agencies) require an awareness of these policies and what they should expect 

regarding educational provisions. Ofsted pay close attention to school policies and 

evaluate whether individual schools are operating in the manner that they should be 

according to their given in-house policies to achieve high standards of education. I 

would recommend, therefore, that a formal review of the school policies across the 12 

secondary schools in the local LEA be conducted to allow for uniform policies and 

practices to be implemented consistently, and for educational consumers to have 

clarity regarding school intentions and an expectation, in consequence to experience 

effective practice.  

 

6:2:2 National Policy Recommendations  

 

As well as considering local policy in terms of the recommendations that I feel would 

serve to benefit the case study participants, it is also essential that I consider what 

recommendations should be implemented on a wider, national level, for support staff 

in general. I have conducted this qualitative exploration into the role of support staff 

across seven southerly LEAs, which is innovative in its design and has yielded 

interesting findings, and as such, I feel passionately that additional research is 

required, on a national scale, to highlight the role of support staff and to consequently 

make recommendations for improved working-practices. Observations of pastoral staff 

have indicated that pupils seek support for a range of needs and that unplanned and 

lengthy interventions are often required for pupils needs to be fully addressed and 

barriers to learning removed. Adequate time is required for staff to respond to such 

matters and often support staff are best placed to implement pastoral interventions as 

they have the time, flexibility, and expertise to lend to this complex task. Schools 
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across the seven selected southerly LEAs in this study have benefited from the time 

and expertise of support staff operating within pastoral roles and for this reason I feel 

that the profile of support staff needs to be raised on a national level. I strongly believe 

that the issue raised by support staff throughout this research of a perceived hierarchy 

must be addressed to ensure all staff feel valued, and to promote equality of 

opportunity, so all staff have access to effective training and the ability to develop 

meaningful career aspirations. Howes (2003) believes that training is the key to 

unlocking the potential of support staff and, following this research, I agree that with 

effective training and a prioritisation of the role support staff can feel empowered to 

develop within their roles. Guskey (1986, p. 5) adds that ‘high quality staff 

development is a central component in nearly every proposal for improving education’.  

 

The findings of this research have strengthened my belief that support staff can deliver 

invaluable provisions due to their flexibility and expertise, however, it has highlighted 

that the unique nature of schools needs to be considered. Consequently, I believe that 

school staff should be allocated in accordance with the needs of a school and its pupil 

cohort, and in accordance with the expertise of the professionals concerned, rather 

than the existing system prioritising a teaching qualification. The research findings 

confirm that what works in one school will not necessarily work in another, thus 

promoting the need for an individualised approach to the implementation of pastoral 

care and drive for school effectiveness. This research has clearly demonstrated that 

different schools have different needs, requiring different personnel. For example, 

Davina’s school may cope better with a teaching Head of Year, as the pastoral needs 

of the pupils are not as great (given the affluent area), when compared to the other 

schools in which I have conducted research. For this reason, having considered the 

various models used to carry out pastoral roles, I am in favour of the combination 

model, as used in Cara’s school, with schools employing a Head of Year according to 

individual merit rather than the presence of a teaching qualification. I believe the 

suitability of the staff, and the needs of the school, should be the determining factors 

when deploying staff into roles across schools in the UK, rather than the teaching 

qualifications held by an individual. I have witnessed effective pastoral practices 

delivered by both teaching and support staff and am, as a result, convinced that it is 
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not relevant whether a professional is a teacher or not, but that what matters is their 

ability to carry out the role and their drive to support pupils.  

 

Previous research conducted by Blatchford et al (2011) demonstrates that although 

TAs reduce teacher stress and improve classroom discipline, they do not boost pupil 

progress, and this is mirrored in these research findings, with only Davina (teaching 

staff) having a direct focus on academic progress. Nationally, there is a need to 

consider how support staff can develop their working-practices to ensure an explicit 

focus on the academic, as well as emotional, needs of pupils. In the same way that I 

feel school effectiveness research should not be conducted without a consideration of 

pastoral care, having conducted this research into the role of support staff, I also feel 

that pastoral care should not be delivered without a consideration of academic 

provisions. Both teaching and support staff are required to work together to implement 

high standards of education and this will involve an inevitable degree of both 

academic and pastoral support. Given the findings of this research it is clear that all 

school personnel need to promote the value of pastoral care and that support staff 

also require training and support to have a sense of clarity regarding how they can 

directly impact upon the learning of pupils. National policy is required to reflect the 

importance of strong working-relationships between teaching and support staff for the 

overall benefit of pupil progress and to provide training opportunities for all staff to be 

clear as to how they can support pupils both in an academic and pastoral sense. 

School inspections carried out to evaluate the effectiveness of individual schools 

should consider the role of all members of staff and, following this research, I would 

strongly recommend that all staff have clarity and a pro-active approach regarding 

how they can support pupils in a holistic manner both in terms of their academic and 

pastoral needs.  

 

Although I have made both local and national recommendations regarding the delivery 

of pastoral care across educational establishments, it is not possible for these 

recommendations to be highly specific due to the nature of individual school 

requirements and the unique nature of pupil cohorts. In summary, however, having 

conducted this innovative research into the role of support staff, I would recommend 
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that school effectiveness research is expanded to explicitly consider both academic 

and pastoral provisions, and that more qualitative research into the role of support 

staff is conducted to consider the working relationships between teaching and support 

staff for the benefit of both staff and pupils. The profile of support staff needs to be 

raised, and additional evaluative work needs to carried out, to audit and subsequently 

evaluate support staff job roles and day-to-day tasks to achieve fair and consistent 

practice, which will enhance staff wellbeing and allow for a full and considered vision 

of what effective pastoral practice should look like across all LEAs throughout the UK.  

 

6:3 Reflexive Practitioner 

 

This thesis is much more than an academic task for me. I have relished the 

opportunity to take time to reflect on my professional practice, known as reflexivity. 

Denscombe (1998, p. 240) defines reflexivity as ‘the relationship between the 

researcher and the social world’. It is often not until you take a ‘step back’ that you 

truly ‘see’ what is happening in the environment around you. Visiting schools has 

allowed me to increase my knowledge of how other schools deliver pastoral care. It 

can be easy to naively believe the way your own school operates is the best or only 

way, and I have enjoyed the opportunity to see how others operate pastoral 

provisions. This research allows me to learn a great deal regarding alternative ways to 

deliver pastoral care, and has led me to consider how I can enhance my working-

practices. I consequently believe that local educational policy needs to promote 

visiting colleagues in other schools, to share effective practice and formalise how 

schools can learn from each other, to ensure that effective policies and training 

schemes are implemented. The reflexive nature of this research has also allowed me 

to consider how working-practices could be enhanced on a national level, where I 

believe that school effectiveness research needs to be reconsidered so that pastoral 

practices can be fully reflected upon and that a vision for inclusive education is 

adhered to by all members of school staff.  
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My professional and personal position is central throughout this research, which has 

acted as a journey of self discovery.  I believe my experience as a member of support 

staff has allowed me to maintain a sense of empathy with case study participants, and 

increased my ability to operate as an advocate on their behalf. It has enhanced the 

participants desire to be open and honest with me, allowing me to present an 

authentic picture of their working-practices and views. I have chosen to be open and 

honest with the reader regarding my presentation, which I feel enhances the 

authenticity of the written piece. Esterberg (2002) promotes the importance of locating 

oneself throughout social research, with the researcher actively involved in the 

process, and celebrating the values they inevitably approach it with, rather than 

positioning as a neutral observer. Yin (2009) adds a reflexive ethos, which maintains a 

chain of evidence allows for quality research to be established. The interpretation of 

the data set is unique.  I believe there is no such thing as pure description, with all 

analysis involving a degree of interpretation. Transcribing the data personally (rather 

than using another person or computer-assisted programme) means I am not 

detached from the analysis process, and allows it to be thoughtful and considered to 

convey trustworthy research findings. 

 

I cannot emphasise enough the value this reflexive research has been to me 

personally and professionally in allowing me to consider my working-practices as well 

as my personal stance regarding educational research. Delamont (1992, p. 146) 

highlights the lasting impression immersing oneself fully in educational research can 

have, stating ‘one unintended consequence of adopting qualitative research methods 

is that the researcher may be contaminated permanently, and unable to return to 

previous perspectives on life’. I feel this is a huge strength of this research, which has 

developed and altered my perspective of pastoral practices and how they might be 

delivered.  
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6:4 Research Strengths 

 

This research has come with a greater level of responsibility than I anticipated. I feel, 

however, I have successfully managed to self-regulate my multiple roles as a 

researcher. Roberts (2002) highlights the need for the researcher to act as an 

academic, advisor and advocate. I am proud of the relationship I have established with 

case study participants and feel that this prompted them to be open and honest when 

telling their personal stories. I have chosen to position myself, first and foremost, to 

participants as a colleague, and secondly as a researcher, which I feel enhances the 

demonstration of my intrinsic empathy and, therefore, allows for an authentic data set. 

An informal approach to conducting this research means I have been able to develop 

meaningful relationships, with participants happy to open up regarding private matters, 

including pay and perceived self-worth. Gibbs (2007) highlights the relationship 

between the researcher and participant must be based on mutual trust and intimacy. I 

believe my tacit knowledge and intrinsic empathy allows me to act as an advocate on 

behalf of support staff. I am fully committed to respecting the ethical rights of 

participants, and have treated data with high regard. I feel the relationships I have 

developed have allowed for participants to feel comfortable to opt out of the research 

(had they so wished), or to raise any concerns.  

 

My innate enthusiasm for the research topic allowed me to remain motivated 

throughout the process, and I chose to utilise a research design which remains true to 

my methodological predisposition. The chosen case study approach allowed 

participants to remain at the heart of the research and yielded the rich data I desired. 

The ethnographic nature of the case studies provided me with the opportunity to 

temporarily enter the participants’ lives to and challenge my existing beliefs. The use 

of vignettes allowed me to present the participants’ voice throughout the written piece, 

maintaining a sense of integrity in a captivating way, which was the intended purpose 

of this research to raise awareness of the role of support staff.  
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Following a well considered research methodology has allowed me to meet the time 

constraints of the thesis and to collect the macro and micro data desired without 

unexpected issues arising. The research methodology, however, has maintained a 

degree of flexibility with an open focus in observations and semi-structured design to 

interviews, allowing participants to take the lead in a natural and informal flow. 

Triangulation allowed me to adopt a range of methods, including cross-sectional 

survey, diary analysis, observation, and semi-structured interviews, and to consider 

the data from a range of viewpoints, thus enhancing the overall authenticity of the data 

set. The process of piloting and checking my interpretations with participants 

enhanced the trustworthiness of the data set, which I feel is as honest a refection of 

the role of support staff as possible.  

 

I feel proud of the data set I have been able to achieve, whilst remaining true to the 

aim of this research to raise awareness of the role of support staff, and to my 

methodological predisposition. Conducting the research has proved enjoyable and 

interesting, and I am eager that more research of this nature be conducted. I feel 

honoured that I have had the opportunity to consider the working-practices of a range 

of colleagues and feel driven to show that the research findings can be used to 

enhance pastoral practices for the benefit of this under-researched staff cohort, and 

the pupils they serve.  

 

6:5 Challenges and Limitations 

 

All research can be subject to criticism. Thomas (2009) believes it is vital that the 

researcher is self-critical, and can recognise the inevitable shortcomings within their 

research. I have found the volume of data collected in this case study research 

overwhelming at times, with the analysis of the qualitative research proving difficult, in 

terms of what information to present. Lofland et al (2006) confirm it is easy for the 

case study researcher to experience a sense of information overload. It is a challenge 

to do the case studies justice, given the enforced word limits, and I have been 

disappointed by the amount of data that has inevitably been discarded. I remain 
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focused on the fact that this research was designed with the intention of raising 

awareness regarding the role of support staff and so have ensured data presented is 

as captivating as possible and have chosen to utilise vignettes to capture the reader’s 

interest. It is not possible for me to present the entirety of the data, so the data used is 

naturally subjective in that it is what I have decided is of interest, and what I have 

chosen to share.  

 

My subjective interpretation is inevitable throughout this research, not least in the 

analysis of the data set. Being a member of support staff myself, means I am unable 

to remain neutral when conducting the research and that affects what I have seen in 

observations and how I have interpreted diary and interview data. I believe my tacit 

knowledge served to benefit my understanding of participants and the everyday roles 

carried out.  My positioned nature may have had an effect on the responses I have 

gathered from participants, however, I feel that due to the meaningful relationships I 

have developed, participants have been able to be honest with me. Watling (2002) 

concludes the qualitative researcher should be searching for understanding rather 

than knowledge, for interpretations rather than measurements, and for values rather 

than facts.   

 

The small population involved in this case study research means that comparisons are 

hard to draw. I would have liked to include more case examples, however, I have been 

limited by time and the enforced word count of this thesis. The small population and 

unique nature of this data set creates concerns regarding generalisability. I would 

argue, however, that this was not the intention of this research – designed to raise 

awareness of the unique nature of the role of support staff. Thomas (2009) concurs 

interpretivist research is designed to provide insight, rather than generalisations. I 

have had to exercise caution when attempting to consider case studies as 

representations of a population, and rather have viewed them as unique case 

examples. The findings of this research will always change due to the nature of what it 

is to be human, with every day being unique and bringing different issues, so it is not 

possible for me to claim the data set is fully reliable. I believe, however, that the 
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research findings are trustworthy in terms of their authenticity concerning the 

experiences of the case study examples.  

 

Although all participants have been offered access to the data, the participatory 

design of this research is limited. I would have liked to have been more inclusive by 

utilising the participants as co-agents throughout the research process to ensure their 

happiness with the way it was conducted, and obtain verification regarding my 

interpretations. Danieli and Woodham (2005) state a participatory approach is 

empowering for participants, which is particularly relevant in this research which is 

intended to be of benefit to support staff and their associated self-worth. I have issued 

participants with short conclusion statements and offered detailed summaries. 

However, more thorough peer-debriefing would have been beneficial and enhanced 

the participatory element of this research.  

 

There were a range of challenges I faced as a researcher from the overwhelming 

volume of data and the requirement to subjectively select research methodology and 

analyse the research findings accordingly. I have chosen to celebrate my tacit 

knowledge and be transparent regarding my subjectivity, as I believe it is both an 

inevitable and vital aspect of this research, in which I have a vested interest. My desire 

to carry out qualitative case study research has led to limitations in terms of the 

generalisability and reliability of the data set. I feel, however, that I have been able to 

carry out the in-depth research intended that I and have achieved the rich data set 

desired, which encompasses inevitable trade-offs.  

 

6:6 Research Implications 

 

Following this research, I believe that pastoral care should be considered in terms of 

the dominant school effectiveness criteria, and the effect of employing support staff 

measured directly, rather than research being limited by academic provisions and the 

role of the teacher. This research has shown that modern day schools have changed, 
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over time, and that the provisions that are expected have increased. In light of these 

increased expectations this research demonstrates a large number of support staff 

employed in today’s schools with over three quarters of schools across seven 

southerly LEAs in England reporting to employ support staff into a diverse range of 

roles. For this reason it is essential that working-practices are evaluated in terms of 

comparing and contrasting various ways of deploying staff to identify what works well 

and what does not work well, so that recommendations for effective practice can be 

shared. I believe that every school needs to be committed to regularly evaluating their 

pastoral working-practices, and feel that research into the role, and staff visiting other 

schools to witness and share effective protocols is required. The Workforce Reform 

(2003) is designed to raise educational standards and preserve the role of the teacher 

by considering who was best placed to carry out roles in schools and it potentially 

raises the profile of support staff. I would argue, however, that there has been no 

evaluative research into this legislative framework to ensure that effective changes 

have been made in line with modern day society. My research findings highlight 

traditional models of employing teachers as Heads of Year remain dominant. This 

research has confirmed the importance of the role of support staff, especially given the 

limited provisions offered by agencies due to funding issues and Government cuts. 

The findings reinforce the wide range of pastoral tasks being requested in schools, 

and I believe further research into the best means of delivering pastoral care in terms 

of parental contact and multi-agency working is required in today’s educational climate 

to ensure inclusive practices are achieved.  

 

This research highlighted a previously under-researched staff cohort, which I hope will 

lead to more detailed research. I remain driven to promote that more research of this 

kind is conducted on a wider scale; extending beyond the seven selected southerly 

LEAs in England included in this study. This research is only able to provide a narrow 

snap-shot of the role of support staff, and I feel strongly that additional research is 

required to enhance the understanding of the role and day-to-day activities of pastoral 

support staff. The previous limited research into the role of support staff has 

predominantly utilised quantitative methodology, with this research proving innovative 

in its qualitative focus. I feel it is important that additional and more detailed qualitative 

research is conducted to consider the role of support staff nationally. Due to the time 
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constraints of this thesis I have only been able to focus on six case examples across 

seven southerly LEAs in England, and have only spent one day with each participant. 

I believe that a more ethnographic and lengthy research procedure with a larger 

sample of participants could be of benefit to subsequent learning within the pastoral 

field.  

 

Previous research into the role of support staff has shown a limited focus on the 

impact of TAs who work in isolation from their teaching colleagues. This is something 

that is reinforced throughout this research, with issues regarding consistency of 

pastoral practices amongst school staff and an over-reliance on support staff, rather 

than team work approach. It is essential that additional research is carried out to 

evaluate working relationships between teachers and support staff, so that a team 

ethos can be promoted in the delivery of pastoral care, and the skills of both types of 

professionals utilised appropriately for the benefit of staff and pupils. The literature 

review highlights a need for TAs to be more actively involved in academic processes. 

Following this research, I would agree that additional research is required to establish 

the effect support staff can have on pupil progress, and consequently make 

recommendations regarding how working-practices can be enhanced. Continual 

Professional Development (CPD) should be re-evaluated for teachers and support 

staff, considering how they can best work together to ensure a cohesive approach 

prioritising teaching and learning alongside pastoral care. This research has 

strengthened my belief that the perceived hierarchy between teachers and support 

staff needs to be addressed. I feel that evaluating training and making 

recommendations regarding effective working-practice according to both teaching and 

support staff is the way to achieve this.  

 

I have focused my attention on school based professionals throughout this research. It 

would, however, be valuable to consider the feelings of pupils. The opinion of pupils 

would provide an insightful perspective regarding how best to deliver pastoral care, as 

they act as the client base to this provision. The research could also be enhanced by 

considering the perspective of parents and how they can recognise when best practice 

is being achieved in individual schools, and how they feel they could best be 
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supported by school based pastoral staff. Educational research could be enhanced by 

extending its focus on agencies, and how working-practices could be enhanced to 

increase communication and effective team work strategies for the benefit of staff, 

pupils and their parents. This research is limited by focusing solely on the case study 

participants, with potential benefits which could be utilised from considering the 

perspectives of both service providers and users.   

 

It is clear that additional research is essential to enhance working-practices within the 

pastoral field. This research has proved innovative in its aim and design, however, I 

feel strongly that it should merely serve as a small-scale starting point, with additional 

research prioritised to raise awareness and increase learning within the pastoral field. 

School effectiveness research needs to be re-evaluated to formally include the 

consideration of pastoral practices and the role of support staff, alongside academic 

provisions and the role of the teacher. In-depth long-term qualitative research, focused 

on a large sample of staff in schools, as well as gaining the perspective of teachers, 

parents, agencies and most importantly pupils would serve to enhance the 

understanding of pastoral provisions, and drive essential recommendations for 

effective practice.  

 

6:7 Summary 

 

I have genuinely enjoyed the challenge of conducting this research into the role of 

support staff, and feel privileged to have had the opportunity to step back from my 

profession and promote the pastoral working-practices of my support staff colleagues. 

This research has proved innovative and interesting in terms of the rich data I have 

been able to collect regarding the day-to-day working-practices of pastoral staff across 

seven southerly LEAs in England. I feel pleased that the aim of the research to raise 

awareness of the role of support staff has been met. I have been able to answer the 

research questions by providing a macro overview of the deployment of support staff 

and a qualitative micro view of the day-to-day tasks carried out by a selected number 

of case studies. If only one person takes the time to read this thesis, I believe that I 
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have gone some way towards raising standards for support staff, who have previously 

been undervalued, with educational research tending to focus on academic provisions 

and the role of the teacher, rather than pastoral provisions and role of support staff.  

 

This research has demonstrated a justification for research into the role of support 

staff, with a wide and varied range of roles identified across seven southerly LEAs in 

England. However, it is apparent that the majority of schools continue to implement 

the traditional model of employing teachers into the role of Head of Year, highlighting 

that limited changes have been made since the Workforce Reform (2003) over a 

decade ago. Daily working-practices are shown to differ for all case study participants 

however, these differences are particularly marked between teaching and support 

staff. Support staff have more flexibility in their day-to-days tasks, with an ability to 

respond to matters reactively, as they are not limited by teaching timetables. However, 

further consideration is required into how support staff can be best utilised, and how 

they can work alongside teachers to promote holistic support for pupils.    

 

The research has not only served as a means to raise awareness of the role of 

support staff, but has also allowed for me to reflect on my own professional practice. 

Although my belief in the value of support staff has not faltered, I have been 

enlightened by how diverse the range of roles that support staff carry out are. I 

continue to believe that support staff can have a specialist and beneficial impact when 

carrying out roles traditionally deemed as teaching roles, however, this research has 

raised my awareness of the diversity of working-practices, and some of the limitations 

that can occur. I now believe that due to the unique nature of every school, roles such 

as Head of Year should be appointed according to the needs of the school and the 

pupils it serves, and based on the individual merit of practitioners, rather than on the 

presence of a teaching qualification.  I am in favour of the combination model, where 

there are a mixture of teaching and support staff employed as Heads of Year, 

depending upon the needs of the year group and expertise of the professional 

applying for the post. I am dedicated to promote the role of support staff and to 

highlight the invaluable work they deliver. This research has served to enhance my 

belief that all members of staff should be treated as equal, and roles allocated 
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according to pupil need and staff experience and expertise, rather than a prioritisation 

of a teaching qualification. 

 

I am determined that this research does not end here, and that it is only the start of a 

journey, in terms of additional research into the role of support staff, and the most 

effective way to deliver essential pastoral care. School effectiveness research has 

proved invaluable in terms of ensuring that schools are reflective regarding their 

working-practices, and ensuring consistency across schools. I believe that pastoral 

care needs to be formally recognised within this evaluative research to allow for 

pastoral practitioners to benefit from the potential sharing of effective working 

protocols. Further in-depth research into the role of support staff, and how best to 

deploy them is integral to enhancing pastoral provisions, for the benefit of staff and 

pupils. This research has provided a great deal of ‘food for thought’ and I hope that it 

spurs further vital research of its kind.  
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Appendix 1: School Survey Data    

School Head of Year Code Additional Roles   

S1 T (teaching) Student Welfare x1/Behaviour assistants x3   

S2 C (Combination) n/a   

S3 S (Support Staff) Sports Community Workerx1/Behaviour Manager x1/Welfare Assistant x1   

S4 A (T Head, S Assistant) Learning Mentor x1/ Counsellor x1   

S5 S  Attendance Worker x1/Counsellor x2   

S6 T n/a   

s7 T Welfare Officer x1   

S8 T Welfare Officer x1/Pastoral Manager x1   

S9 T n/a   

S10 T Pastoral Officers x3/Behaviour Assistants x3   

S11 T Guidance and achievement co-ordinatorx1/mentorx1   

S12 A  Welfare Officer x1   

B1 C n/a   

B2 T Pastoral secretary x1   

B3 T n/a  

B4 C  Counsellor x1   

B5 C Counsellor x1 and Welfare officer x1   

B6 S Parenting Support Workerx1/Community Officer x1   

B7 T Counsellor x1   

B8 T Well-being Officers x2/Social Worker x1   

B9 C Social Worker x1   

B10 C n/a   

D1 T Well-being Officers x3   

D2 T n/a   

D3 T Pastoral Workers x2   

D4 T n/a   

D5 A Counsellor x1 Parenting Worker x1   
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D6 T Counsellor x1   

D7 T n/a   

D8 T n/a   

D9 T Pastoral Support Worker x1   

D10 A n/a   

D11 T Counsellor x1 Pastoral Director x1 Attendance Officer x1   

D12 T Student Support/Welfare x4   

D13 A Counsellor x1 Pastoral Worker x1   

D14 T n/a   

D15 T n/a   

D16 T Welfare Assistant x1   

D17 T Counsellor x1   

D18 T Nurture Workers x4   

D19 T n/a   

D20 T n/a   

D21 T Counsellor   

D22 A Support Worker x1   

D23 A n/a   

D24 T Attendance Worker x1     

D25 T Counsellor x1   

D26 T Pastoral Officer x1   

D27 A n/a   

D28 T Personal Advisor x1   

D29 T n/a   

D30 T Learning Mentor x1/ Social Worker x1/ Welfare Assistant x1   

D31  T n/a   

H1 T Pastoral Workers x2   

H2 T Attendance worker x1   

H3 T Counsellor x1 and Attendance worker x1   
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H4 C Counsellor x1   

H5 T School matron x1 and Chaplain x1   

H6 T Welfare Officer   

H7 A n/a    

H8 T Welfare Manager   

H9 T Pastoral assistants x4 and Counsellor x1   

H10 A n/a   

H11 T Pastoral Assistants x2   

H12 T Pastoral assistant x1   

H13 T Pastoral Assistants x3   

H14 T Counsellorx2   

H15 T Counsellor x1/ Pastoral Support Officer x2/ Attendance Worker x1   

H16 T Parenting Workers x3   

H17 T Pastoral Workers x2   

H18 T Pastoral Worker x1   

H19 T Counsellor x1   

H20 T Inclusion Managers x2   

H21 T Pastoral workers x3   

H22 T n/a   

H23 T Counsellor x1    

H24 T n/a   

H25 T Access and careers staff x3   

H26 T n/a    

H27 T n/a    

H28 T pastoral assistants x2 and welfare officer x1   

H29 T Behaviour Officers x2/Welfare Manager x1   

H30 T n/a   

H31 T n/a   

H32 T Pastoral assistants x3 and welfare manager x1   
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H33 T n/a   

H34 T welfare officer x1 and behaviour officer x1   

H35 A Counsellor x1   

H36 T Guidance assistants x3   

H37 T Family support workers x3   

H38 T Pastoral assistants x2 and welfare officer x1   

H39 T Welfare managerx1 and pastoral assistants x2   

H40 T Counsellor x1   

H41 T n/a   

H42 T Pupils Support x3/Counsellor x1   

H43 S n/a   

H44 A Welfare officer x1   

H45 A Parent support officer x1   

H46 T Home link/parenting worker x1   

H47 S Home link/parenting worker x1 and behaviour manager x1   

H48 T Welfare assistants x3   

H49 A Welfare assistants x2   

H50 C Mentors x2   

H51 C Counsellor x1 and welfare assistant x1   

H52 C Guidance assistant x1/Behaviour worker x1   

H53 T Pastoral worker x1   

H54 T Guidance officer x1 and welfare assistants x3   

H55 T Pastoral assistants x3   

H56 A Welfare Assistant x1   

H57 A Welfare assistants x2   

H58 C Family workers x4 and Youth Worker x1   

H59 S Pastoral manager   

H60 A Counsellor x1   

H61 A Welfare Officer x1/Counsellor x1   
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H62 S Welfare Manager (CPLO) x1   

H63 T Partnership support x1   

H64 T Agency worker x1 and Choices support x1   

H65 T Pastoral workers x2 and counsellors x2   

H66 T n/a   

H67 T Counsellor x1   

H68 A Welfare Assistant x1   

H69 A n/a   

H70 T Pastoral manager x1 and counsellor x1   

I1 C/A Welfare Officer x1   

I2 A Chaplain   

I3 A n/a   

I4 A Student support, Welfare x1, Health and welfare x1   

I5 A Counsellor   

I6 A Welfare Manager x1   

P1 T Pastoral assistant   

P2 T Pastoral officers x2   

P3 A Counsellor x1   

P4 A Welfare officer x1   

P5 T Counsellor x1   

P6 A Counsellor x1   

P7 A Welfare x1 and  Pastoral assistants x4   

P8 T Pastoral assistants x4 and Counsellor x1   

P9 T n/a   

PO1 T welfare officer x1   

PO2 S Counsellor x1   

PO3 T Counsellor x1   

PO4 T Bullying worker x1 and welfare assistant x1   

PO5 T Safeguarding officer and home link officer   
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PO6 C/A Behaviour officer x1   

PO7 S Welfare Assistant   

PO8 S Pupils support x7   

PO9 T Behaviour guidance worker x1   

PO10 C n/a   
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Appendix 2: Diary Pro-forma 

 

 

 

 

 

 

 

 

                       FRIDAY                           DATE _______________________ 

 Time Task Code Brief Explanation 

1 

 

8.30 -  9.30 
 

  

2 

 

9.30 – 10.30 
 

  

3 

 

10.30 – 11.30 
 

  

4 

 

11.30 – 12.30 
 

  

5 

 

 12.30 -  1.30 
 

  

6 

 

1.30 -  2.30 
 

  

7 

 

2.30 -  3.30 
 

  

8 

 

3.30 -  4.30 
 

  

                        

C
O

D
ES 

 A
 - A

d
m

in
 task / P

h
o

n
e calls 

P
 -  M

en
to

rin
g – D

irect w
o

rk w
ith

 p
u

p
ils 

C
 - M

eetin
g w

ith
 P

aren
ts / A

gen
cies 

B
 - B

eh
avio

u
r In

terven
tio

n
 

C
P

 -C
P

 / W
elfare 

T - Teach
in

g / C
lassro

o
m

 

O
 - O

th
er 

 



 
 

173 



 
 

174 

Appendix 3: Observation Field Notes 

 

Amy 

Small school. Non teaching head of year. Year groups of 100 approx. Heavy focus on 

behaviour, and reliance from SLT. High home-school communication levels. In and out 

of office and the school: high levels of presence. Taught SMSC session. Pupils 

reprimanded in consistent and calm manner. Issues regarding communication of 

issues between staff. Major case of multi-tasking. Large amount of advice issued to 

staff and picking up on issues not previous dealt with (uniform/attendance/behaviour). 

Working beyond set hours. Friendly but firm and consistent approach with pupils. 

Pupils and staff constantly in and out of office: regular interruptions. Recognised as 

colleague of the month previously (for outstanding work with many children and 

parents, for being at school way after everyone else has gone home making phone 

calls to parents, putting up with me (line manager/SLT) and generally being bloody 

good at her job). TLC and pastoral support offered to pupils and parents. Friendly and 

familiar banter with pupils around the building. Pupils comfortable to be honest and 

freely share information. Friendly banter with another school at attendance to meeting 

for pupil no longer on role (over and beyond). Chat to parent in car park. Pro-active 

nature in meetings with other professionals and with pupils in school. Delay to eat 

cake/lunch/get drink/toilet etc. Informal manner with parents on first name terms: 

emails direct to HoY. Staff advise by HoY to follow usual rules. All staff request to 

follow up and issue appropriate sanctions/ follow policies. Flexible approach top 

scheduling meetings with parents. CP focus and reassurances to pupils. Restorative 

work offered. Mentoring sessions offered to pupils. Outside contact with EWs and anti-

bullying worker. Referral to mental health services. Last minute invites to meetings. 

HoY called to deal with challenging pupils. Paper trails kept. Spoke about participation 

in degree. Friendly banter with colleagues. Constantly making notes sending emails 

and leaving messages for staff and parents. Informal and lengthy chats with parents. 

Queues of pupils during break times. Parent advised to take child to GP. Friendly and 

familiar banter with outside agencies. Consideration of provisions for vulnerable pupils 

with outside agencies. Talk about pupils in staffroom at break time. HoY clarifying 

protocols with SLT. Request to catch up with line manager. Member of staff requested 
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to phone, but she explained she didn’t have time so done by HoY. SMSC personal 

sharing and open discussion encouraged. Pupils catching up with HoY at end of 

school day. Pupil statements dealt with. Confusion over wrong pupil, where HoY 

forced to phone parent and apologise in absence of any other members of staff. SLT 

had to ‘dash off’ leaving HoY to complete necessary follow-up admin tasks.  

 

Useful vignettes? 

‘The reports should be an SLT thing, but I know if I don’t do it, it won’t get done’. ‘I get 

frustrated when other people don’t do things’. ‘I can’t believe no-one else has picked 

up on it’ (nail varnish) 

‘I checked emails this morning before coming to work’.  

@I feel like his secretary’ (SLT).  

‘my own role with any pupil is to pick them up and see what has gone wrong and why’. 

(said to parent).  

‘I’ve only been in five minutes and it already feels manic’. ‘I enjoy my day being busy; 

it goes quicker’ 

‘I cannot fit all these meetings in’.  

‘without the support from the parent, it makes it really hard’.  

Agency worker commented ‘you don’t stop’.  

‘Even at lunch I don’t really get a break’ 

‘It makes it difficult when parents get involved at the same level as the pupils’.  

Comment to parent ‘leave it with me’ (reassurances) 

Rushing around: ‘it’s a wonder I’m not stick thin’. 

‘It’s a Monday morning I’m tired and your giving me grief’ (jovial comment to member 

of staff) 
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‘As much as a note things and try to get them done immediately it doesn’t always 

happen as I get interrupted’ 

‘Have you noted that no-one has told me anything positive yet?’ 

‘Miss, I’m stressed about my exam; I’m going to cry everything is too much’.  

‘Have you chatted to the teacher’?  

‘I always like to respond to everyone, even if it’s just an email to say thank you for your 

email; communication is key’.  

Challenging pupil ‘Can I come in, I’m being sent home and I’m bored’.  

‘I’m studying in the evenings at the moment’.  

‘Having the door open all the time is good as it allows people to just come in and chat 

or catch up’.  

‘You do know you can come to me at anytime and always chat to me, don’t you? 

 

Belinda 

180 pupils per house. AHL arrived late and appeared rushed and slightly harassed. 

Many pupils in shared office removing nail varnish and checking timetables, busy 

office with pupils feeling at ease to walk in: informal banter between AHLs and pupils. 

Each AHL has desk in each corner of the room. Lots of admin and emails tasks 

focused upon: largely behaviour sanctions. Challenging pupils escorted to where they 

were supposed to be. Lots of individual one to one conversations with pupils, but no 

privacy, even struggling to hear on the phone when others are speaking. Email 

correspondence from parents go straight to AHL and answer phone options against 

straight to AHL as first port of call. Heavy dependency on text facility to parents. Staff 

regularly in and out of the office to inform of behaviour issues and seek advice. Lots of 

teaching staff have sent emails to request AHL to make correspondence home. AHL 

large focus on DT structure and set up of room etc. Exercise class offered after school 

which created a real buzz in the office, however only one AHL managed to get out on 

time for the session. All AHLs supporting each other and asking each other for advice 
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regarding challenging pupils. Reliance on new electronic data system, which is 

increasing work load for AHLs and means AHL comes in at least once during holidays 

to catch up on scanning ‘we are not reprographics for the whole school, I have raised 

this twice’. At 9.15am (nearly one hour after starting) AHL joked ‘morning ladies, it’s 

been so busy I haven’t said good morning yet’. Pupils had a more relaxed approach to 

the generic school rules in the office e.g. drinking fizzy drinks and using mobile 

phones. Predominantly office based. Sorting new admissions information. Behaviour 

logs and admin trails prioritised. Open and honest discussions re home life and police 

involvement able to be had with pupils. Pupil statements and restorative work carried 

out. Challenging pupils and their responses in certain circumstances. Pupils in to 

share positives (e.g. scan picture from mum). Pupils in at break-time just to come and 

have a chat with AHL, casual atmosphere. Multitasking. Friendly, but firm and 

consistent banter with pupils. All pupils straight to relevant AHL with no confusion or 

overlap. Checking attitude and progress reports. Pupil in in tears having had a bad 

week and seeking support/time out. Pupils at times told to remain in year office to 

complete work when there has been a behaviour issues. Pupils using exit cards when 

in confrontational situations.  Bullying stops with me sign above the desk. All AHL 

expected to do lunch duties, staff then eating lunch at desks. Lots of contacting 

parents to send pupils home due to poor behaviour, rules are continually reinforced 

with pupils. Taking confrontational calls from parents. Sense of colleagues coming in 

to off-load. Teacher requesting restorative ‘I can’t have him in my lesson without a 

proper apology; I don’t know who to ask, so I’ll ask you’ (reliance of AHL). Signposting 

parents for benefit options and for counselling provisions. Lots of pupils in at the end 

of the day to catch up and show reports and borrowing the phone. Allocated chairs are 

provided next to each AHL desk. AHL staff familiar with each other and sharing 

personal stories and dilemmas. Lots of time consuming admin tasks. Request to be 

invited to further meetings with parents e.g. re-integration meetings as they know the 

pupils better than SLT. Constant phone calls from parents at the end of the day, even 

an hour after end of school day. Inclusion manager in at end of day, however AHL 

seemed frustrated by his approach and demands rather than supported. Challenging 

call late where AHL remained firm and calm, causing her to be late to fitness class. 

Concerns raised re consistency of sanctions. Last call had to be ignored ‘I’m not here 

now’.  
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Useful vignettes  

‘It’s crazy in the mornings’ 

‘Teachers don’t so any of that’ (referring to DT organisational structures, informing 

parents) 

‘Sometimes it’s so manic in the year office after school, it’s like a market’.  

‘Every day is different’ 

‘I’ll catch up with you now and again to see how you are, ok?’ 

‘If you start worrying, come and see me’ 

‘I’m doing you a favour, get it sorted’ (said to pupil re note for uniform).  

‘I end up doing all these random jobs; I just get on with it’  

‘I do wonder what they would do without me, or if I was off’ 

‘I self-manage my time’.  

‘I would rather just get on with it myself, the Year Leader just doesn’t seem to 

understand the urgency’ ‘she may pop her head in but not often’. ‘She operates what 

she does and I do what I do, and what happens in the middle, who knows’.  

‘There are too many empty threats that SLT can’t back up’.  

‘I was wondering if I could have some time’ (said by pupil) ‘yes that’s ok darling’.  

‘May as well do it myself’ (admin task)  

‘It’s a really negative role, you have to try and be a cheerful person’. 

‘It’s really hard with the amount of Child Protection, I have to let so much of it go over 

my head and be assured I have done my best, I’m not paid enough to be waking up in 

the middle of the night worrying about stuff’. ‘when we get new staff they are always 

shocked and sometimes panicked by the level of child protection, but you just get use 

to it and manage to detach yourself from it’.  
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‘You get caught up in all the child protection and behaviour and it can feel really 

negative’.  

‘I want to do training, but it’s just not out there, all the opportunities are for teaching 

staff, they have a much higher status’.  

‘I’ll give it another year, and then I’ll see how I feel’.  

‘I feel like a relationship counsellor’.  

‘I have so much to do, it’s not even funny’.  

‘We should have different hats for all the different roles we apply’.  

‘We are not included in pastoral meetings or for training, in SLT’s eyes it feels like we 

are admin assistants’.  

‘You never get to know the good pupils’.  

‘Some tasks take much longer than staff give it credit for’.  

‘My brain’s gone now’ (said by AHL at end of day).  

‘SLT don’t seem to understand and they take all the glory and can be really 

patronising’.  

‘I hate booking these re-integration meetings, the staff know nothing about these 

students, it would be much easier for me to do it myself’, ‘it feels like we are not senior 

enough’.  

‘You’re and angel thanks for doing that’ (said by teacher to AHL) 

 

Cara 

Contact with pupil and parent first thing, needing to challenge behaviour, restorative 

work carried out. Pupils in and out of office, friendly banter. Team work of 3 members 

of staff in office. 350 pupils per year group: 12 tutors. HoY, Deputy (teaching) and 

pastoral assistant. Paper trail prioritised. Staff in year office supporting each other. 

Familiar and friendly banter with pupils. Pupils wanted to come to office to share 
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stories both positive and negative. Calm and consistent approach to following uniform 

protocol (non-confrontational). Happy to challenge pupils who are not telling the truth. 

Letter from parent (I can’t thank you enough for your help with x, spoke of relief and 

ability to relax, thank you so much for your help and support)Long chats with parents 

off-loading CP concerns, informal nature and advise provided and signposting to 

relevant agencies, empathy shown. Feels that at times SLT can undermine less senior 

staff by not following school protocols fully. Reinforced negative nature of the role and 

the negative way SLT at times speak to the year office. Chasing mental health 

referrals to CAMHs and questioning threshold decisions. Lots of interruptions from 

staff with various queries, predominantly behaviour related. Firefighting mentioned by 

HoY (all day every day) Large queues of pupils during break times to catch up, ask 

questions and get reports signed. Bullying instances discussed and statements taken. 

HoY mentioned she feels she cannot complain regarding a lack of time as other HoY 

have teaching timetables and therefore this would be frowned upon. Helping a teacher 

who was upset regarding protocol for parent’s evening. Visit pupils and check ion 

behaviour. Ofsted call received: manic and stressed response.  HoY uncomfortable 

and anxious regarding data side of the role, where she feels her expertise lies with 

pastoral side of the role. Team approach adopted within the year office. HoY has 

slightly altered hours to fit in with family commitments (this altered due to Ofsted 

news): changed hours to try and get more of a work/life balance where previously her 

family admitted they were feeling neglected and this was affected their well-being and 

behaviour at school. Constantly playing on mind, expressed concerns regarding high 

levels of accountability: responsible for pupil GCSE outcome, despite feeling unable to 

influence this. Looking for work elsewhere and mentioned that the teaching HoY paid 

significantly more. Full staff meeting arranged at 4pm: ‘bang goes my early start’, 

frantic atmosphere ‘everyone is going loopy’. Lots of emails being sent with protocol 

reminders to all staff. Lots of checking regarding paper trails. ‘Argh I’m scared, I need 

some time in the pub on Friday’. Lots of staff in and out to flag up concerns and get 

advice regarding behaviour. HoY ended up in tears. Head Teacher visited to check up 

on staff and provide calm reassurances. HoY requested to postpone scheduled 

meetings. Teacher admitted ‘what do you want for tomorrow, I know I’ve been pretty 

rubbish with keeping you up to date’. HoY in tears ‘I’m supposed to know, it’s part of 

my role’ (re data concerns). Dramatic pupil calmed down and encouraged to speak 
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things through calmly. Tutors in and out, hard to find a confidential space. Good 

communication streams and information sharing between year offices. 

 

Useful vignettes 

‘You’re better than that’ (said to pupil) 

‘I’m not doing this to give you a hard time, I’m trying to help you’ (said to pupil) 

‘Show everyone the lovely x you are, you can do it’ (said to pupil) 

‘The priority is you, don’t worry about anyone else’ (to a pupil) 

‘What does your day look like today?’  

‘Give it a rest mate’ 

‘You’re a madam, but you can be a good madam’.  

‘Leave it with me’, (reassurances to parent) 

‘It’s just manic’ 

‘You know the score, and you know where to come if you’re frustrated’ (said re 

behaviour issues to a pupil) ‘You know I will always support you, and I will also tell you 

when you are being a plonker’.  

‘I do a duty at lunchtime, just to relax for 20 minutes’.  

‘You shouldn’t have to ignore it, come and tell me, is that a deal?’ (said to bullying 

victim) 

‘I wanted to put your mind at rest a bit and make you feel comfortable’ (said to 

vulnerable pupil) 

‘You have to trust me and be honest with me’ (pupil then admitted to swearing) 

‘Our job is to support you guys’. ‘Be brave and come back and see me if needed’.  

‘It’s not the pastoral bits; it’s the data bits that freak me out’.  
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Davina 

Small school low numbers of FSM pupils. Keen focus of SLT to promote the school. 

PL also RE teacher, which she is hugely passionate about, with large teaching 

timetable. Early start, progress leaders briefing with head-teacher at 7.45am, very 

data focused with each year group providing an update. Intense feel, questions fired 

from Head with high levels of accountability, everything linked to progress. Calendar 

led with key focus times highlighted. Head: ‘we don’t use the word pastoral’. Head 

advised that individual teachers to take responsibility and not to rely on progress 

leaders (PL), where tutors should be pro-active and ‘doing it at grass-roots’. PLs 

asked to emphasise certain key messages to other members of staff. Full staff briefing 

at 8.30am. Setting up for assembly at 8.35am, thought provoking and personal nature, 

motto attitude determines altitude: what heights you can get to if you put your minds to 

it. Nice banter with pupils around the school. Head and Deputy observing assembly. 

High level of familiarity with pupils ‘how did yesterday go’. Year 8 assembly by PL year 

11. Lesson 1 pupils in self directed task, so PL multitasking with emails on laptop. 

Quick chat with vulnerable year 11 able to speak freely, meeting with parent the 

following day, report checked. Note book with to do list carried around, talking to self 

to remind of tasks. Homework website used where pupils and parents can access.  

Parents predominantly email in to school, but do on occasions phone in too. Deputy in 

(SLT high level of presence and seeing individual pupils) to check Pl had seen 

vulnerable pupil. Teaching all lessons every day, except one.  Uniform checked by 

class teacher in lessons Desk overloaded with paperwork. Talking to self with regular 

interruptions from pupils. College references referred to as bane of my life at this time 

of year.  Acts as the social secretary for the school to try and keep everyone involved 

as a whole staff team. In free period went round to year 11 classes to check progress. 

Nice banter with year 11 pupils straight into room to show reports at break-time and 

provided with careers advice, nice familiar banter. Prom meeting held in classroom, 

reference to the ‘village magazine’, nice adult-natured conversation. Nice conversation 

with year 10 group, asking straightforward probing questions of teacher, such as her 

own religious stance: all pupils felt able to openly comment etc, good debating skills. 

Year office opposite classroom not used. Year 11s in at lunchtime with reports. Pupils 

asked to remove hoodies in corridors and questioned about meeting with Head for 

behaviour. PLs all sat round table in the hall with pupils for lunch, frantically writing out 



 
 

183 

reports. Unloading dishwasher and cleaning kitchen surfaces in staff room. 1.45pm 

first time in year office to ring a parent, boxes stacked up on chair (obviously not used, 

stood to make call) regarding holiday revision sessions, PL to catch up with pupil in a 

couple of weeks to check progress. Obviously hugely passionate about teaching her 

subject and been at the school 13+ years. Checking paperwork and to do list 

regularly. One pupil given a hug. Email sent to teacher to request they take action by 

writing home. During last lesson, year 11 class FSM pupil provided with grapes. When 

I was introduced to pupils and told them I was looking at the various models of being a 

head of year they replied ‘Mrs C does it the best way’.  Generally ignoring poor 

behaviour, rather than always challenging it. When FSM pupil tights laddered she 

mentioned that her dad was going to try and get her a new pair, and the PL offered 

‘shall I get you some, in case he forgets’, lunch plan also sorted and pupil told to get 

lunch for free every-day, with Pl stating ‘I’m not having you go hungry’, pupil felt 

comfortable to share personal stories, ‘bit of pastoral care thrown in at the end’. At the 

end of the day year 11 pupils in classroom to provide reports and catch up, one was 

particularly upset and wanted to chat. PL given a blazer to sew badge on to. Year 11 

pupil in to complete revision, funny banter about cough potentially due to smoking. PL 

mentioned that she hated people interrupting her lunch when she was trying to relax. 

She highlighted the importance of semantics and not mentioned words like detention. 

Admin tasks on laptop at the end of the day, including completing application form for 

staff governor as requested by Head Teacher. On to one revision session offered, 

pupil came in with a coffee: relaxed environment: open chat regarding conversation 

with police. PL normally stays until 6.30-7pm completing admin, lesson planning and 

photocopying due to early mornings, ‘all the bits I haven’t been able to do’.  

 

Useful vignettes  

‘You don’t empower teachers by taking it off them’.  

‘I would have you teaching to raise your credibility’ (said to me by Head Teacher) 

‘I like it I’m busy, it’s challenging, and then I’m not bored’.  

‘I can barely open the drawers, tidying up is not a priority’. (untidy desk) 
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‘I like to keep the troops happy, but who’s going to keep me happy?’ 

‘I could only cope with 140 max, any more and I definitely wouldn’t teach’.  

‘Sorry I haven’t stopped this morning, so you will have to excuse me’.  

‘Oh, wow, just let me sit for two minutes’.  

‘What can I do for you chick?’ (friendly banter to pupil) 

‘What is his tutor doing?’ (frustration at having to pick up on uniform issue at end of 

day) 

‘Oh mother of god, right what do you want me to do about that’ (in response to email 

sent from teacher).  

‘Give me a crash course in Spanish and I’ll sit it for them shall I, whilst writing reports 

with my left hand’ (sarcastic comment made regarding requests from teaching staff) 

‘Idle hands are the devil’s joy’ (justification for always being busy) 

‘If I didn’t tell you, I would be doing you a disservice’ (said to a pupil when 

reprimanding negative behaviour) 

 

Elizabeth 

Each year group has a progress leader (teaching) and WSG (non-teaching). Early or 

late shifts. Early on my observation: detention duty at 7.30am: radio communication 

and providing work: 5 pupils present and 2 WSG: upbeat attitude from staff. Clear and 

positive messages from WSGs, pupils spoken to individually regarding issues that led 

to DT. Sanction for the day arranged with lots of different codes used. Attendance 

checked with pupils. Lots of email communication between staff. Small office at the 

back of the library: 3 year desks in one office, and 2 in adjoining office. Stationary 

issued to pupils when required. Lots of communication between WSGs regarding 

protocols and decisions etc. To do list carried around in note-pad. Tasks all equally 

split between WSGs and one absent, so all cover. One session in IR (inclusion room) 

each per day and all have set duties every day. Lots of staff in during the morning to 

‘touch base’. Good informal chat with lots of pupils in the morning who visit the office. 
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Calm, but firm attitude with pupils. Pupils in during the morning to collect reports. 

WSGs back each other up. Very familiar awareness of pupils. Collecting work for IR 

later. 160-180 per year group. WSG make all contact with home regarding sanctions: 

can be delivered home or brought in by specified home liaison worker, but rare. Pupils 

have exit cards to WSG. One pupil sent in by tutor regarding hair colour. Friendly and 

funny banter between WSGs. Exams attendance checked. Regular communication 

with on-call staff, and checking on-call log to establish what needs to be followed up 

by WSG. Pupil issued with Facebook advice following honest and open chat about 

personal issues. Meetings arranged behalf on senior staff. Busy office with lots of 

interruptions from pupils and staff. Phone conversations with parents; lots of 

multitasking. WSGs knowledgeable re incidents and sanctions. Lots of talking to self 

regarding jobs that need attention. Sanctions decided as a team in WSG room. 

Banana break for all at 9.20am. Checking exam timetables and calendars. Covering 

each other for breaks. Police in for discussion. WSGs arrange one social event each 

holiday; ‘I see the girls more than my husband’. CP information emailed to other staff. 

Pupils in for time out during exam period and revision time. ‘Oh happy days’ sang by 

WSGs. Pupil leaving items in office to collect later, obviously feel very comfortable 

here. WSGs off-loading to each other. Lots of pupils in at break time. All phone calls 

logged, so they can be checked with other staff. Pupils working on desks outside the 

room due to removal from class. Calm and understanding tones to appease parents 

on phone. All sanctions updated on the system. High-visibility vests worn for when out 

on duty patrols. Use to cover medical room at times. Pupils in to write incident 

statements. Lots of interruptions with staff in and out regularly to ask questions. Manly 

office based. All complete lunch duties. Often speaking to self regarding to do list. 

Pupils exiting to year office. Pupils in to borrow spare uniform, discuss uniform issues 

and collect reports. Radio carried around for support at all times. When in IR room 

restorative type conversations happening. Office busy with pupils at the end of the 

day. All work returned to staff pigeon holes. Checking pupil attendance to sanctions.  

 

Useful vignettes  

‘Am I missing something girls?’ (reprimand, awareness of negative behaviour) 

‘Are you alright? just too early for you?’ (friendly banter with pupils in the morning) 
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‘You need to open the book that would be good’ 

‘Good morning, let the stress begin’ (banter between WSGs) 

‘And all that’s before 8.30 am’ (response re busy mornings, e.g. seclusion time) 

‘We literally hit the ground running from 7.30am’ 

‘I don’t have much to do with you, because you’re good aren’t you?’  

‘I come in early to get it all done’ 

‘I don’t go to the staff room, as it’s just too negative’  

‘We used to do welfare, but now it’s all behaviour’ 

‘I sometimes try and go for a walk’ (as a 10 minute break).  

‘You’re a star, thank you’ (said to fellow WSGs helping each other out). 

‘I’m going to kill him; he’s doing my head in’ (friendly and frustrated banter between 

WSGs) 

‘We need to make sure we are squeaky clean on this’ (said to WSGs re accountability)  

‘Oh, I don’t want to make this call, but I have to’ 

‘If you are picked up by on-call you and me are going to fall out’ (said to pupil, friendly 

tone).  

‘That was a really terrible phone call with a parent that has caught me off guard a bit; I 

didn’t know what to say’.  

‘I’ll be ok when I’m in OR and I might be able to get some emails done’.  

‘She was ranting, but she wasn’t ranting at me’ (said about irate parent).  

‘I’m know doing that, what have I come in here for thing? it’s all the interruptions’.  

‘I haven’t seen you for ages, which is a good thing’.  

‘I don’t do shouting’.  
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‘I’m quite happy to take the flack’ (regarding irate parent complaint). ‘I’ve got wide 

shoulders’.  

‘You always know about our weekend’ (said by pupil to WSG).  

‘When it’s the middle of a term ,we all feel like we’re having a bit of a melt down and it 

can be hard to see the wood for the trees’.  

‘I just needed someone to help me’ (said by a pupil in IR when helped by WSG).  

‘Bell is for me, not for you’ (at end of IR session) 

‘Progress leaders are paid nearly double what we are; that makes me leave at the 

need of the day, otherwise I’ll be here all night’.  

 

General Notes  

Need for humour 

Delayed lunches/toilet breaks (WO ‘otherwise, I’ll forget to go’).  

Large to do lists, and at times talk to selves 

 

Felix 

PSWs (pupil support worker) assigned to all year groups. Year 10 office large with 

exterior door leading on to playground. Head of Year and Pastoral leader for each 

group: both non-teaching. PSW started in youth work and then worked as an LSA and 

sees this as the route to HoY. Each HoY has a whole school, responsibility also (Year 

10 is attendance). Pupils on report written up on board and reposts ready to be issued 

to pupils on gate, DTs and sanctions for the day discussed. Small table and chairs for 

pupils in the middle of the office. Members of staff in to chat during the morning. PSW 

one on-call a week and HoY has three. HoY to delegate tasks to PSW. Daily gat duty 

to check uniform and equipment and challenge lateness. Checking attendance. HoY 

to staff briefing and PSW to man office. Pens issued to pupils at a small cost, nice 

chatting in the mornings ‘morning gents’. Pupils requested to show equipment at gate, 
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nice familiarity ‘have you got a new bag? And on first name terms. Pupils feeling 

comfortable to speak to PSW regarding an incident with another pupil. Prom 

committee meeting in office to discuss event and fundraising ideas; PSW standing to 

send emails as pupil had his chair. ‘Banana break’ 8.45. Uniform issued to pupils. 

Manning seclusion room, restorative discussions taking place and helping individuals 

with work set and discussing level attainment. Bet placed with a pupil with a box of 

Pringles owed by PSG. All staff have radios for regular communication and to get 

information re on call. Email communication regularly. Pastoral staff cover each other 

regularly, sometimes all day and other times one lesson. Chatting about future plans 

with pupils. Request for leave of absence for training completed online. Reminders 

written in diary. PSG knew year group lessons and went out to check on progress; 

checking with teachers about progress and speaking to individual pupils; HoY also 

checking lessons. Computer sanctions and codes regularly checked. Restorative work 

carried out ‘how are we going to resolve this’, pupil able to be open and honest. 

Behaviour logs checked every lesson. Regularly checking in with lots of staff e.g. 

library, school nurse and reception. PSW and HoY catch up at 10.40 re individual 

pupils, PSW stated ‘is there anything you need me to pick up lesson 3’. Office manned 

at break and lunch and pupils happy to come in a chat. HoY has line management 

lesson 3. Phone calls to staff and parents made at break time and lunch eaten. Called 

over to support in seclusion: pupils calmly told to get on with work and silly behaviour 

ignored. Pupils escorted over for separate break time. Lots of pupils stop in the 

corridors to chat and share good news with PSW. No staff room at the school. Year 

appropriate talk ‘we’re year 10 now; we don’t need this trivial playground drama’ 

Advise re blocking peers on social media issued. Pupils in to discuss conflict with 

other members of staff, pupils issued with warning ‘let me deal with it if something 

comes of it, and I’ll come and chat to you’. PSW and HoY conduct home visits when 

deemed necessary. Pupils in and out of office to show reports. Toilet break at 12.50 

‘I’m treating myself’. Isolation room lesson 4, pupils challenged on behaviour that led 

to sanction, reminder regarding rules regularly issued, generally remained calm at 

disruptive behaviour and only raised voice once due to constant talking ‘do I need to 

get your HoY up here?’. On call requested to remove pupil in the end. PSW 

persevered to help pupil, regardless of negative behaviour, quiet and calm approach 

from PSW. PSP (pupil support plan) discussed with a pupil ‘it’s up to you now, you 

need to find a level where you are consistently well behaved, we are not looking for 
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you to be perfectly well behaved, it’s completely up to you, if you would like to stay at 

school E it’s up to you’. PSG knew what subjects Year 10 had off the top of his head 

when asked by pupils. When completing a report pupil asked ‘what do you think you 

deserve and why’. One to one chat with a disruptive pupil at the end of IR session, 

room tidied after pupils left. Pastoral staff used pedometers for a day as a joke to 

highlight how much walking around they do. Catch up with pastoral manager lesson 6. 

End of day admin completed. Year 9 pupils found truanting and escorted back to 

lesson, radio update to patrol. Pupils telling PSW about Dance after school the 

following day, which PSW assured them he would be attending ‘oh no sir my mum’s 

going to be there, oh great I haven’t met her yet’. Reports filed and issued uniform 

returns checked and phone calls made. PSW and HoY catch up at 2.55. First Aid and 

Mental Health training booked for May. Plan for following day discussed, including 

cover for year 9. Staff in to discuss behaviour issues from the day. Good awareness of 

pupils and their day. Discussion re head boy and girl applications and suitability. Chat 

with parent at 3.10pm.  

 

Useful vignettes 

‘We just give each other a hand, you have to’ (HoY and WSG) 

‘There is a small grey area of pupils who just go under the radar’.  

‘We had a strike day last week and it was just so nice to catch up on some admin’.  

‘Pop your tie on please my love, brilliant, you’re making me smile’.  

‘I’m running short on favours; I’ll give you an IOU’ (funny banter from PSW to pupils) 

‘Sir did you have a game this weekend’ (familiarity from pupil) 

‘They are good with personal development stuff here, I have never put in for anything 

and had it declined before’.  

‘Do I need to move you? Do you need to sit with your face to the wall?’ 

‘Keep your little school crush to yourself’ (nice banter) 

‘Right were here, there and everywhere in a moment’.  
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‘I’ll be back in a couple of periods to see how you’re getting on’, later, ‘I told you I’d be 

back to check your maths, how are you getting on?’ 

‘It’s all based on the data the teacher gives you’ (reliance on staff to update computer 

system accurately.  

‘I liken it to the police and trying to patrol the streets to have a bit of presence; it 

makes staff feel more supported’ (PSW on patrols in school) 

‘What were you doing lesson 1 that you shouldn’t’ (good PSW knowledge and pupil 

honest) 

‘I need to decide if I want to do my teaching qualification.  

‘The pastoral team stick together; we’re not outsiders but we stick together and cover 

each other’s backs’.  

‘We don’t lock the office as 9 times out of 10 we get someone come in’.  

‘Sitting next to someone is a privilege, not a right, which can be taken away’.  

‘It’s going to be a long day if you carry on like this’  

‘It feels like you’re fire-fighting at times’ 9said by HoY 7) 

‘I can’t have this drama affecting you in school, you need to be focused, there are 

exams coming up’.  

‘This is basic stuff; don’t let Facebook and small issues affect your learning’  

‘’just because my back is turned, doesn’t mean my ears have stopped working’.  

‘You’re in year 9 right; you need to start acting like it’.  

‘I don’t want to hear that, there is a certain level of respect you should give to all 

members of staff’.  

‘This lesson is going to be a lot of running around’.  

‘Gents why are we late’.  

‘In the year I have worked here, you have never heard me shout’.  
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‘At the moment it is fire-fighting and cover here, there and everywhere’.  

‘It’s a long day, but you have to do it for the kids’.  

‘We have lots of bitty bits to do during the week’.  

‘What else can I do for you on this lovely day Sir?’ 

‘Before I head off, sis there anything you need?’ 

‘I can’t even remember what my name is to be honest’ (said at end of day).  
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Appendix 4: Interview Guide 

AN INVESTIGATION INTO THE ROLE OF SUPPORT STAFF IN SCHOOLS 

INTERVIEW TOPIC GUIDE 

 

Researcher: Emma Barnes    Ethics number: 8323      27/12/13 

 

In-depth interview/discussion topic areas: 

 

1. Day-to-day tasks carried out 

 Specific tasks carried out  

 Job description requests  

 Additional roles conducted  

 

2. Positive features of the role  

 Perceived levels of Job-Satisfaction 

 Degree of professional value experienced 

 Lines of communication across the school 

 Support within line management structures 

 

3. Negative features or concerns regarding the role 

 Any concerns regarding daily tasks  

 Any issues with supervisory or line management provisions 

 Any timekeeping issues  

 

4. Potential improvements for the future 

 Recommendations for additional support with the role 

 Aspects that could improve the efficiency within the role 

 Future policies or protocols which could potentially improve the efficiency of the role 
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Appendix 5: Interview Transcription Example 

 

Themes 

1) Flexibility 

2) Negativity 

3) Hierarchy 

4) Communication 

5) Team Work 

6) Expectations 

7) Academic Focus 

 

NB – Bold print to be used as vignettes 

 

Amy  

02/05/13, 1.30pm 

 

1) Ok, so the first question is ... having spent the day with you and having 

looked at your diary, it’s clear that you carry out a range of tasks, and can 

you explain what takes up the most amount of time on a day-to-day 

basis? 

 

Behaviour, it’s always behaviour, more than anything significantly, and that’s because 

it continues throughout the day, it’s not just something that you pick up first thing in the 

morning, you know, you have a to do list and if anything else comes along, especially 

you know emergencies maybe sometimes, but predominantly it’s behaviour  
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Is there anything else in your day that takes up time?  

 

Well if you’ve got a child protection issue that’s long, that’s not a five minute job and if 

you get a disclosure, you have to, you know, follow the protocol and make sure you do 

the right thing, if it’s, you know, involving social care then fair enough or just ringing 

the parent and meeting with the child, but that’s not a five minute job either and it is 

the case of trying to keep the door shut and stopping people from coming in and trying 

to do it properly. 

 

Having the time to do it? 

 

Yeah because you can’t have allocated time for things like that, you have to go with 

the flow and do what fits in. 

 

Defiantly, and do you think the things that take up the time are the obvious 

things in your job description? 

 

Umm, I would say yeah; I would say they are in there, but I think it’s the balance that 

isn’t right, because as much as when I went for the interview [for the Head of Year 

role], a big part of it they were asking what would you do, you know positive things like 

celebration assemblies and all this really good stuff and work with student council, but 

to be fair I don’t really get to do as much of that as I would like; I do SMSC, but then 

that’s significant to like, you know, the whole social skills and stuff like that, umm 

celebration wise it’s not that great, so it’s not like everyday we’ve got something 

that makes you feel really good about yourself, not unless an individual comes 

through the door and says ‘hey miss I’ve done this today and hey great’ that’s good, 

but otherwise it’s normally quite a lot of negativeness because you get a lot of 

people coming in just to have a moan and groan about everything.  
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Is that the adults and the pupils? 

 

Yeah, it’s not in your job description, but you still get on and do it, just support other 

people, so yeah.  

 

2) Ok, umm well I’ve been researching a range of models of how to deliver 

pastoral care if you like and I’ve looked at different roles... being a Head 

of Year where you’re a teacher, being a Head of Year where you don’t 

teach at all or where being sort of an Assistant, but then you have a 

teacher overseeing, and in your opinion what do you think is the best way 

to deliver pastoral care for pupils? 

 

I wouldn’t say we’re not teachers though; when they use that title teaching/non-

teaching, I think we are teachers in our right, because we teach life skills to a lot 

of these children, so you know, umm...  

 

(You need to ask me that again because I’ve lost the thread). 

 

No that’s fine, it’s just about looking at the range of models, at what you think 

the best way of delivering pastoral care is, like who’s best placed to do the job 

basically? 

 

I feel we are as in supporting staff as such, because we’ve got more time, umm, you 

know it’s been shown, we know because we’ve got the evidence to show it and I’ve 

been here a long time, that a teaching member of staff has limited time to do the work 

they need to do with a child on a day to day basis and throughout the day, so, you 

know, I think what we do is really significant and a massive job, so, you know, that’s 

why I do it, but I don’t like the idea that were not regarded as a teaching sort of 
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person, just because we haven’t got that qualification, it’s just as important, if not more 

important that are in schools that teachers have got, you know, but I like the idea that 

it can be quite flexible, you know, we run our own diaries, we know exactly what we’re 

doing, as much as we get line managed we have a lot of say in what we do within that 

time, umm and as long as we get the necessary support from the senior member of 

staff, you know, pretty much we’re allowed to run with what we do and if anything, 

umm, you know, they benefit from us being able to sort of do that stuff independently 

and using our own initiative and not having to go and ask people ‘oh should I do this 

or should I do that’, where we allowed to almost sort of like free-run with what we do, 

you know as long as we’re doing our job and doing it properly at the end of the day 

and they can see the results, pretty much they allow us to do that. 

 

3) Brilliant, yeah, umm what for you personally are the best aspects of your 

job, what do you like doing the most? 

 

I just like, I think it’s just meeting with the children on a daily basis, but feeling like you, 

and knowing that you’re making a difference to them, and you know, especially with 

the most vulnerable ones that come in and life is really rubbish for them and you know 

all that, but you’re here to support them and help them get through whatever’s going 

on in their lives and be that significant adult maybe, other than family that can actually 

help make the changes so that they have a really positive experience at school, you 

know, ultimately you want them to come to school and like school and want to be 

here, but we know that a lot of them come with a lot baggage so we’re the person that 

helps sort of alleviate that stuff, just so that they’ve got, you know, they just want to be 

here; I really enjoy doing that. 

 

So it’s the actual work with the pupils that you like? 

 

It is the actual work with the pupils that I enjoy the most, yeah. 
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4) Yeah, brilliant. Are there any negative parts that you don’t like, or any 

barriers that you think actually that prevents me from doing the job to my 

full ability? 

 

I think it is that fact that umm, it is more about behaviour here at school A and more 

about the behaviour that not, umm and I think because of my background, people tend 

to sort of lean towards you from you previous role being a behaviour manager than 

and the expectation is for me to, you know, sort the behaviour out predominantly 

within my year groups. Umm as much as I’m still learning I would say about the 

attendance and all the rest of it, I think I’m doing alright (laughs), but you know, 

predominantly if anyone wants any help to do with behaviour whether it is in my year 

group or across the school even sometimes, quite often I’m the person that they still 

come and talk to about it, even though they’ve got a department here for that; I still get 

people come and talk to me about it, so you know, you could, that’s a negative, but in 

a way it makes me feel quite good because I’m recognised as pretty much knowing 

what I’m talking about so in a way it can be a positive, but sometimes I just get fed up 

with it and that’s my main focus and yeah nothing else. 

 

Are there any other barriers or things that you think actually I wish that wasn’t 

the case or..? 

 

No, I think support wise, I think there’s a lot of umm expectation that we do so much 

and I mean some it’s our own fault, because we pretty much agree to the majority, you 

know and that’s our own fault, but I think also when you’re trying to progress in life you 

tend to sort of say yes to a lot of things just because you want people to see that 

you’re able and you’re quite happy to take on the responsibilities, but you know, there 

has to be a balance of what is the good stuff and the negative stuff and I think if you 

don’t have umm the proper support network in place as in from a senior member of 

staff you’re just carrying so much around; I mean luckily within our team we 

support each other, which is great, but ultimately, you know, you need to have that 

senior member of staff there really and I feel that’s quite a failing here sometimes, 
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umm some are better at it than others  and again I think it is the expectation is for you 

just to get on with it, so you’re allowed to just carry the load and just do the job, and 

you know, that is a negative then.  

 

5) Thank you, umm have you got any recommendations that you think that 

would improve working practices in any school about motivating pupils 

and kind of, you know, getting them on track, is there anything you think 

actually I think people should be doing this kind of stuff?  

 

I think just having conversations, I find that if I just do mentoring with the child and 

spend a bit of time, and just getting to know them a bit more, you know, we always say 

what’s the inner child, so really you’re just sitting down and talking to them and umm 

finding out what works for them; you could have the angriest person in front of you, but 

once you’ve unpicked it and found out oh there’s something in them that they really 

enjoy, or it could be something really small like about a pet or a hobby or anything, I 

think once you find that and then and then umm sort of link it with you and give a little 

bit of yourself, you know, sometimes your personal stuff you can talk about that as 

well, but just giving that extra time and then umm building on it, you know, I think at 

the end of the day they have to trust you, so you have to build the trust there, but 

motivation for me is all about making people feel good about themselves at the end of 

the day, so you have to find something that you recognise is good and then build on it, 

it’s like building blocks isn’t it.  

 

So having the time to be able to be able to do that? 

 

Yeah, but being given that time, you have to have the time; that’s the only thing about 

in a secondary school it’s giving that time, I mean you can have those conversations 

with higher up or with tutors and that and you know, and all the time is normally is 

around umm sort of what’s happening within groups, not with individuals. We’re 

fortunate [support staff] that if we want to spend that time with an individual at least we 
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can pull them out [of classes] and have those conversations, it’s a shame that there 

can’t be more of that with tutors especially in tutor time, you know them being given 

sort of time to get to know their tutees one to one rather than they do as a whole 

cohort, so some of the stuff that we get to know about their tutees they aren’t aware of 

and we have to share the information with them and it would be nice if they knew 

those bits and we didn’t sort of have to pass it on to them.  

 

So it’s not down to just one person? 

 

Yeah.  

 

Do you think the needs of young people and their families have changed since 

time’s gone on or have they always been the same?  

 

No (laughs) I think umm, I just think it’s the way of society today, but there’s a lot of 

reliance on schools basically, we seem to be the social workers and umm parent 

guardians and you know, we seem to do so much now; I mean I must admit back in 

the day when I first started here umm it was about parent support and I don’t think 

that’s ever going to change, but I think that’s to do with the area that we’re in basically, 

umm we’re stuck, historically as an estate I think we’re slightly stuck, but saying that 

there’s a lot more out there that  want to get out there and want to work and whatever, 

but umm yeah I don’t think things have changed that greatly; I think the school has a 

handle on stuff a lot more than we did and I think with legislation and the way things 

are going forwards with you know, the whole SEN stuff, you know, everybody having 

to be responsible for certain things so, and the law has kicked in a lot more especially 

with massive child protection issues that have happened in the past, so we’re all 

accountable for what we do, and that didn’t use to be the case, but that’s only through 

umm really sad cases that have happened in the past that now we have to be so on 

top of everything you know, not just here but everywhere really, but I do feel umm 

having that connection with the parents, you know, is the best thing you can do really, 
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but I don’t think I’ve ever changed that and it’s nothing to do with me even being local 

to the community, because I know so many families that don’t even live here, because 

you go and do the home visits and all the rest of it, so it’s about building up 

relationships, having that trust, again the expectations you have with that child, 

sometimes you need to have that with the parents as well and quite often if you don’t 

help fix things at home, you’re not going to stand a chance with the child.  

 

6) So Amy what for you is next, what does the future hold for Amy? 

 

(Laughs). Ah, do you know what I think of that a lot believe it or not, because I always 

think well what can I do. I mean my ultimate goal is to move abroad eventually, but 

while I’m still at school A, umm if I get this Degree I’d like to be considered, I don’t 

know for more responsibilities, umm I know it would never happen because they 

wouldn’t allow it, but if I could hit assistant head-teacher than would be my top-notch 

thing, the ultimate for me, you know so alright I might have a bit of paper in a couple of 

years time which is great and it’s a significant bit of paper, because it’s really hard 

work doing what I’m doing, but I think I’ve got the ability and the know-how to umm 

help support and you know, just having the relationship that I’ve already got, myself 

personally with the Head Teacher, you know, having his ear, him listening, you know 

that advise that you give, you know, him being used to the role so he’s quite happy to 

listen to us guys more so than anyone else I would say in the school. Umm, yeah I 

think the only step I could go is becoming an assistant head-teacher within school A, if 

not if I ever left here I’d still want to work with children, but I’d want to do it from an 

independent point of view and actually offer to help families, and umm you know, it’s 

more about the behaviour, but it’s going to be about teaching parenting skills and 

building relationships like that, but here I think it would be becoming an assistant 

head-teacher definitely.  
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Can you tell me a little bit about what your Degree is that you’re doing at the 

moment? 

 

Umm, I’m doing a degree about childhood, so it’s all about children from the age 0-18, 

and umm looking at different cultures, not just in the UK, but across the whole world 

basically and how children develop from birth and all the way up, but it brings in so 

many elements, it is to do with you know, the legal side with child protection, 

safeguarding and all the rest of it, but umm it’s really interesting because if you just 

look back in history and how children found spaces and places, and places to be safe 

to go out and play and be a child, nowadays people don’t let their kids out to play in 

spaces that are safe, you know, because a lot of people just keep them in, but then 

you’ve got the other end where a lot of people let their kids out and look after them at 

all, you know, but it is interesting, it touches on everything I’m already doing within my 

role, so that’s why I’m really interested in it, but the next module that’s due to come up 

is umm, all about inclusion and I think I’ll be really into that. The latest one, this last 

module is all about spaces and places basically and you’re looking back at the 

Victorian times and how children were, you know, working from a young age, but 

we’ve still got that going on nowadays, and we’re looking at child soldiers, you know, 

it’s just really interesting, it’s not just my life and the UK, it’s about, you know, looking 

out across the world really and comparing it also.  

 

Do you think you’ve got a good work/life balance? 

 

I think I have, because I’m really good at shutting off work when I get home, I think if I 

didn’t I’d be mad (laughs), I do, I know I tend to like stay behind a little bit late, but that 

doesn’t matter, I think that’s just me and myself and I’ve been like it through my whole 

work life and if I didn’t feel like a job that I’d started in the morning that needed to be 

done by the end of day and if I hadn’t done it I wouldn’t be happy, so that’s just my 

work ethic and I would be like that wherever I was, not just here. Umm, yeah I think 

you need to learn that once you leave here to go home and family time is family time 

and I would be lying if I said I’d never mentioned work, you know, there might be a 
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little bit that I might mention to my husband, but never to my children, but umm, yeah 

you have to get the balance right, so just shut off and go home and forget about it 

really. 
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Appendix 6: Ethical Paperwork 

4/01/2014 1:50 pm Reviewed and approved by the ethics committee 

6:1 Research Protocol 

02/12/13 

Study Title 

 An Exploration into the Role of Support Staff (who do not have a teaching timetable, but carry 

out pastoral roles, traditionally deemed as teaching roles) in Schools 

 

Researcher  

Emma Barnes (201151061) 

 

Background 

The aim of this study is to carry out investigative research into the role of support staff 

(defined as non-teaching, non-classroom based staff) in secondary schools. The research will 

consider how many support are employed within the schools and how these staff are 

deployed, including a detailed account of the roles they carry out on a daily basis.  I will 

conduct the research across the 7 LEAs (Local Education Authorities) as listed below:  

 

1. LEA1 (12 secondary schools) 

2. LEA2 (11 secondary schools) 

3. LEA3 (34 secondary schools) 

4. LEA4 (70 secondary schools) 

5. LEA5 (7 secondary schools) 

6. LEA6 (9 secondary schools) 

7. LEA7 (10 secondary schools) 

 

Providing a total of 153 secondary schools. It is anticipated that the research will serve as an 

informative document to highlight factors associated with the use of support staff and their 

associated roles within secondary schools in the South of England.  
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The following research questions will be considered: 

1. What is the current ‘state of play’ of the deployment of support-staff (defined as 

members of staff who have direct contact with pupils, but are not classroom based or 

administrative) in schools in the South of England? 

2. Are there variations or ‘sub-groups’ regarding the specific roles that support staff carry 

out in secondary schools? 

3. What are the specific day-to-day tasks carried out by members of support staff from a 

range of ‘sub-groups’? 

4. What works well/ Does not work well in the given ‘organisational structures/sub-

groups’ for support staff in schools? 

 

Method 

Task for Research Question 1: A spreadsheet will be created to list all secondary schools in 

the seven identified LEAs, and their relevant contact details. I will then phone each individual 

school to increase the response rate and enhance the level of understanding the school has 

of the questions being posed (follow-up emails and letters can then be issued if phone contact 

proves unsuccessful).  

I will introduce myself and explain the research, and ask the following two unobtrusive 

questions (no confidential information will be sought, and if additional information is later 

required formal permission will be obtained): 

1. Are your Heads of Year/House teaching or non-teaching staff?  

2. Do you employ any additional support staff (those who are non-teaching, non-

classroom based), and if so, what roles do they hold?  

Task for RQ2: I will analyse data received from Task 1 and attempt to categorise support staff 

roles into 4 sub-groups, including teaching heads of year, non-teaching heads of year, a 

combination of the two (staff with reduced teaching timetables and head of year 

responsibilities), and ‘other’ support staff roles.  

Task for RQ3: I will then select one typical (and accessible) case study from each sub-group 

and two ‘interesting’ or ‘a-typical’ cases and ask the selected member of staff to complete a 

weekly diary of daily tasks; and also spend a day observing a ‘typical day’ for the member of 

staff, with a particular focus on the day-to-day tasks being conducted.  
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Task for RQ4: I will carry out semi-structured interviews with selected case studies to 

evaluation perceptions regarding effective working practices and any recommendations for 

future working policies/models.  

 

Materials 

In order to successfully conduct this research I require the following materials:  

 Access to the relevant LEA websites, so I can create a spreadsheet to document 

contact details for individual schools. 

 Telephone access to conduct Task 1 and build a picture of the deployment of support 

staff in schools as listed.  

 Pro-forma diaries to issue to the six case studies (members of staff) enabling them to 

record their weekly tasks. 

 Observation pro-forma sheets to use when conducting the observations for the six 

case studies selected.  

 Semi-structured interview themes that will be used as prompts within the interview 

(namely daily tasks, positive features of the role, negative features or concerns 

regarding the role and anything the individual feels would support them in carrying out 

their role successfully).  

 Tape recorder to document interview responses.  

 

Participants 

The participants involved in the research will initially be the first point of contact within each 

school (predominantly reception staff), who will be asked the initial two basic questions during 

the first stage of the research, and will then be the six selected members of staff (case 

studies) who will be requested to complete weekly task diaries, be observed for one day and 

to have follow up semi-structured interviews regarding their daily roles in school, and any 

support they feel they could benefit from.  
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Procedure 

Task  Associated time-

frame 

Carried out by whom 

Develop spreadsheet of contact 

details for individual schools 

1 week Emma Barnes 

(Researcher) 

Phone each of the schools to ask 

initial two basic questions regarding 

deployment of support staff 

1 month Emma Barnes 

(Researcher) 

Categorise staff into 4 sub-groups 

(namely teaching heads of year, 

non-teaching heads of year, 

combination heads of year, and 

‘other’) 

1 week Emma Barnes 

(Researcher) 

Choose six case studies (one from 

each of the four sub-groups, and 2 

‘interesting’ or a-typical cases) 

1 week Emma Barnes 

(Researcher) 

Ask each case study to keep a 

weekly diary of daily tasks 

conducted  

1 month per case 

study for completion 

and analysis 

(totalling six months) 

Participants  and 

Emma Barnes 

(Researcher) 

Observe each case study carrying 

out a ‘typical’ day 

1 week per case 

study, to allow for 

observation and 

write-up (totalling six 

weeks)  

Emma Barnes 

(Researcher) and 

Participants  

Conduct semi-structured interviews 1 week per case 

study for completion 

and analysis 

(totalling six weeks) 

Emma Barnes  

(Researcher) 

 

 



 
 

208 

Statistical Analysis 

No formal statistical analysis will need to be conducted within this research. Data from the 

initial stage of the research to provide the answers to the two basic questions in Task 1 will be 

recorded and analysed to categorise the deployment of staff into the 4 sub-groups, of teaching 

heads of year, non-teaching heads of year, combination heads of year, and other staff.  

 

Ethical Issues and Data Protection  

 All 153 schools targeted will be coded to ensure anonymity, so that individual schools 

cannot be identified.  

 The initial questions asked during the first stage of the research are not of a sensitive 

or confidential nature and I will ensure that responses received are factual, and 

numerically coded.  

 Formal permission will be sought for all case studies selected, included the Head 

Teacher and relevant member of staff at the individual school, where as a researcher I 

will endeavour to fully explain the research and ensure schools and participants can 

opt out during any stage of the research.  

 Due to the invasive nature of case study research, as a researcher I will be aware of 

the potentially emotional nature of the research and will strive to build effective working 

relationships with case studies to ensure meaningful data can be obtained.  

 I will treat all participants with respect and dignity and will ‘check-back’ with them 

regularly to ensure my understanding, and provide continual feedback regarding the 

research process.  

 All participating schools and individuals will be allocated with pseudonyms to ensure 

anonymity, and as a researcher I will ensure I work alongside the school’s individual 

data protection policies. 
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6:2 SSEGM ETHICS SUB-COMMITTEE APPLICATION FORM  

 

1. Name(s): Emma Barnes  

 

2. Current Position:  Postgraduate Student: University of Southampton/ Non-teaching Head of 

Year at Chamberlayne College for the Arts 

 

3. Contact Details: University of Southampton. Faculty of Social Sciences  

Division/School: Southampton Education School 

Email:   elb1c12@soton.ac.uk 

Phone:  07756342388 

 

4. Is your study being conducted as part of an education qualification? 

 Yes x   No  

 

5. If Yes, please give the name of your supervisor  

 Professor D. Reynolds  

 

6. Title of your project: 

 An Investigation into the Role of Support Staff in Schools 

 

7. i) What are the start and completion/hand-in dates of your study? 

 01/09/13 – 31/08/15 

ii) When are you planning to start and finish the fieldwork part of your study? 

 06/01/14-18/07/14 

 

8. Describe the rationale, study aims and the relevant research questions of your study 
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The aim of this study is to carry out investigative research into the role of support staff (defined as 

non-teaching, non-classroom based staff) in secondary schools. The research will consider how many 

support are employed within the schools and how these staff are deployed, including a detailed 

account of the roles they carry out on a daily basis.  I will conduct the research across 7 LEAs (Local 

Education Authorities). 

It is anticipated that the research will serve as an informative document to highlight factors associated 

with the use of support staff and their associated roles within secondary schools in the South of 

England.  

The following research questions will be considered: 

5. What is the current ‘state of play’ of the deployment of support-staff (defined as members of 

staff who have direct contact with pupils, but are not classroom based or administrative) in 

schools in the South of England? 

6. Are there variations or ‘sub-groups’ regarding the specific roles that support staff carry out in 

secondary schools? 

7. What are the specific day-to-day tasks carried out by members of support staff from a range of 

‘sub-groups’? 

8. What works well/ Does not work well in the given ‘organisational structures/sub-groups’ for 

support staff in schools? 

 

9. Describe the design of your study 

Task for Research Question 1: A spreadsheet will be created to list all secondary schools in the seven 

identified LEAs, and their relevant contact details. I will then phone each individual school to increase 

the response rate and enhance the level of understanding the school has of the questions being posed 

(follow-up emails and letters can then be issued if phone contact proves unsuccessful).  

I will introduce myself and explain the research, and ask the following two unobtrusive questions (no 

confidential information will be sought, and if additional information is later required formal 

permission will be obtained): 

3. Are your Heads of Year/House teaching or non-teaching staff?  

4. Do you employ any additional support staff (those who are non-teaching, non-classroom 

based), and if so, what roles do they hold?  
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Task for RQ2: I will analyse data received from Task 1 and attempt to categorise support staff roles 

into 4 sub-groups, including teaching heads of year, non-teaching heads of year, a combination of the 

two (staff with reduced teaching timetables and head of year responsibilities), and ‘other’ support 

staff roles.  

Task for RQ3: I will then select one typical (and accessible) case study from each sub-group and two 

‘interesting’ or ‘a-typical’ cases and ask the selected member of staff to complete a weekly diary of 

daily tasks; and also spend a day observing a ‘typical day’ for the member of staff, with a particular 

focus on the day-to-day tasks being conducted.  

Task for RQ4: I will carry out semi-structured interviews with selected case studies to evaluation 

perceptions regarding effective working practices and any recommendations for future working 

policies/models.  

10. Who are the research participants? 

The participants involved in the research will initially be the first point of contact within each school 

(predominantly reception staff), who will be asked the initial two basic questions during the first stage 

of the research, and will then be the six selected members of staff (case studies) who will be 

requested to complete a daily task diary over a week, be observed for one day and to have follow up 

semi-structured interviews regarding their daily roles in school, and any support they feel they could 

benefit from.  

 

11. If you are going to analyse secondary data, from where are you obtaining it? 

Online data regarding school contact details will be accessed, and relevant online and hard copy 

material, including individual school policy literature, legislation and articles will be obtained from 

library and public website archives.  

 

12. If you are collecting primary data, how will you identify and approach the participants to 

recruit them to your study? 

Please see participant information sheet attached  

Initial data will be collected from the 7 LEAS as listed below:  

LEA1 (12 secondary schools) 

LEA2 (11 secondary schools) 

LEA3 (34 secondary schools) 
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LEA4 (70 secondary schools) 

LEA5 (7 secondary schools) 

LEA6 (9 secondary schools) 

LEA7 (10 secondary schools) 

Providing a total of 153 secondary schools. Six case studies will then be selected from across the LEAs 

to demonstrate a range of working practices, including teaching heads of year, non-teaching heads of 

year, combination (staff with reduced teaching timetables and head of year responsibilities) staff, and 

other support staff. 

 

13. Will participants be taking part in your study without their knowledge and consent at the 

time (e.g. covert observation of people)?  If yes, please explain why this is necessary. 

No. Observation will be carried out to consider daily tasks carried out by case studies, which consent 

will be obtained for.  

 

14. If you answered ‘no’ to question 13, how will you obtain the consent of participants?  

Consent is not required for the initial stage of the research as school staff will be asked two basic 

unobtrusive questions, which will not contain any kind of sensitive or confidential information. Phone 

call conversations will outline the research being conducted and allow school staff to understand what 

the data provided is being used for. If staff feel additional consent is required this can be arranged 

through formal written requests.  

Consent for the six case studies will be obtained using the participant consent forms, requesting 

consent to analyse a weekly diary of daily tasks, a one day observation, and a follow-up semi-

structured interview. All participants will be issued with information sheets and will also be provided 

with the opportunity to personally discuss the research with the researcher. (Consent forms and 

information sheets are enclosed).  

 

15. Is there any reason to believe participants may not be able to give full informed consent?  If 

yes, what steps do you propose to take to safeguard their interests? 

No. 

 

16. If participants are under the responsibility or care of others (such as parents/carers, 

teachers or medical staff) what plans do you have to obtain permission to approach the 

participants to take part in the study? 

n/a. As previously stated all participants will be requested to complete relevant consent forms.  
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17. Describe what participation in your study will involve for study participants. Please attach 

copies of any questionnaires and/or interview schedules and/or observation topic list to be 

used 

I will be flexible regarding when I carry out observations for case study participants, and will also 

ensure flexibility regarding where the interviews are conducted. Interviews are estimated to take 

between 20-30 minutes, and will be audio-recorded. (An interview topic guide is enclosed). 

 

18. How will you make it clear to participants that they may withdraw consent to participate at 

any point during the research without penalty? 

This will be made explicit on both information sheets and consent forms for case study participants. 

 

19. Detail any possible distress, discomfort, inconvenience or other adverse effects the 

participants may experience, including after the study, and you will deal with this. 

No adverse effects are expected from participation in this study.  

 

20. How will you maintain participant anonymity and confidentiality in collecting, analysing and 

writing up your data? 

Data received from the initial stage of the research will be coded and categorised to ensure all data is 

anonymous. School names will not be used. Case study participants will be provided with pseudonyms 

to disguise their identity. During the interview stage participants will be made aware that they can at 

any stage request that a remark is made ‘off the record’, and that any particular material is not used in 

the final report for the research. Other than the use of attributed quotes from the interview in writing 

up the project, the interview data will only be available to the researcher, and will be stored on 

password protected areas of a computer. No information obtained will be shared with the 

participant’s line management, or any other people outside of the research.  

 

21. How will you store your data securely during and after the study? 

All interview data will be kept in accordance with the Data Protection Act and University of 

Southampton policy. It will be stored on password protected areas on the computer, and only 

accessible by the researcher.  

 

22. Describe any plans you have for feeding back the findings of the study to participants. 

I will provide a summary of the findings to interested participants. 



 
 

214 

 

 

23. What are the main ethical issues raised by your research and how do you intend to manage 

these? 

             The key ethical issues for this research concern the individual case study participants, and in 

particular anonymity and confidentiality for the members of staff (steps to manage these 

aspects are listed above). All participants and their data will be treated with respect, and my 

approach is duly informed by an ethic of care, which stresses attention to the relationships 

established to allow for effective working practices. 

 

24. Please outline any other information you feel may be relevant to this  submission. 

Please see research protocol attached for additional information regarding the research intentions.  
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6:3 Ethics Review Checklist 

 

 

Research Title:   

 

 

Principal Investigator:  

 

Research Funder (if applicable):  

 

 YES NO 

1. Will the study involve human participants? x  

2. Will it be necessary for participants to take part in the study without their knowledge and 

consent at the time? (e.g. covert observation of people) 

 X 

3. Does the study involve participants who are unable to give informed consent? (e.g. children, 

people with learning disabilities)   

 X 

4. Does the study involve participants who are commonly viewed as ‘vulnerable’? (e.g. 

children, elderly, people with learning disabilities)  CRB check needed if YES 

 X 

5. Will the study require the co-operation of a third party for initial access to the groups or 

individuals? (e.g. students at school, residents of a nursing home) 

x  

6. Will the study involve discussion of sensitive topics (e.g. sexual activity, drug use)?  X 

7. Could the study induce psychological stress or anxiety, cause harm or have negative 

consequences for the participants beyond the risks encountered in normal life? 

 X 

8. Will deception of participants be necessary during the study?  X 

9. Will blood or tissue samples be taken from participants? Are drugs, placebos or other 

substances (e.g. foods, vitamins) to be administered to the participants or will the study 

involve invasive, intrusive or potentially harmful procedures of any kind? 

 X 

10. Will the study involve prolonged or repetitive testing or physical testing?  X 

11. Is pain or more than mild discomfort likely to result from the study?  X 

12. Will financial or other inducements (other than reasonable expenses) be offered to 

participants? 

 X 

13. Will the study involve recruitment of patients or staff through the NHS?  X 

14. Is the right to freely withdraw from the study at any time made explicit? x  

15. Where secondary data is to be used, is the risk of disclosure of the identity of individuals 

minimal? 

n/a  

16. If you are using secondary data, are you obtaining it from any where other than recognised 

data archives? 

n/a  

 

 

 

 
Please note that it is your responsibility to follow the University of Southampton’s Ethics Policy and any relevant academic or professional 

guidelines in the conduct of your study. This includes providing appropriate information sheets and consent forms, and ensuring 

confidentiality in the storage and use of data.  It is also your responsibility to provide full and accurate information in completing this form. 

 

An Investigation into the Role of Support Staff 

Emma Barnes 
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6:4 Risk Assessment Form 

 

 Please see Guidance Notes for completing the risk assessment form at the end of this document. 

 

Researcher’s name: 

 

 

Part 1 – Dissertation/project activities  

 

What do you intend to do?   (Please provide a brief description of your project and details of your 

proposed methods.) 

The project involves data from 153 schools in 7 LEAs (local education authorities) and six case studies 

including diary accounts, observations and interviews. It is an investigation into the role of support staff 

in schools, to consider how many support staff are employed and how these support staff are deployed, 

and what roles they carry out on a daily basis.  

 

Will this involve collection of information from other people?   (In the case of projects involving 

fieldwork, please provide a description of your proposed sample/case study site.) 

Six case studies will be selected to provide diaries logging day-to-day working tasks, and be observed 

during a ‘typical’ day, and will also be interviewed regarding their account of their daily tasks and any 

recommendations for future practice.  

 

If relevant, what location/s is/are involved? 

Seven LEAs (including LEA1, LEA2, LEA3, LEA4, LEA5, LEA6, and LEA7) will be contacted to provide basic 

information, and six case studies will then be selected, where observations will take place at the 

associated individual school, and interviews will be conducted in a private space at the school.  

 

Will you be working alone or with others? 

Phone call questions, observations and interviews will be conducted alone.  

 

Part 2 – Potential safety issues / risk assessment.   

 

Potential safety issues arising from proposed activity? 

There are no safety issues for any participants, including the six selected case studies. There are no 

safety issues beyond the usual everyday risks involved for me as an observer or interviewer 

 

Person/s likely to be affected? 

Me as the researcher 

 

Likelihood of risk? 

Very low 

 

Emma Barnes 



 
 

217 

Part 3 – Precautions / risk reduction    

 

Existing precautions: 

I will inform colleagues and my professional supervisor in advance when I am visiting schools to 

conduct observations, and in particular interviews, and inform where these are being held. I will contact 

to inform of both my time of arrival and departure.  

 

Proposed risk reduction strategies if existing precautions are not adequate: 

n/a 

 

CONTINUED BELOW … 

Part 4 – International Travel 

If you intend to travel overseas to carry out fieldwork then you must carry out a risk assessment for 

each trip you make and attach a copy of the International Travel form to this document 

Download the Risk Assessment for International Travel Form 

Guidelines on risk assessment for international travel at can be located at: 

www.southampton.ac.uk/socscinet/safety (“risk assessment” section).  

Before undertaking international travel and overseas visits all students must: 

 Ensure a risk assessment has been undertaken for all journeys including to conferences and 
visits to other Universities and organisations. This is University policy and is not optional. 

 Consult the University Finance/Insurance website for information on travel and insurance. 
Ensure that you take a copy of the University travel insurance information with you and know 
what to do if you should need medical assistance. 

 Obtain from Occupational Health Service advice on any medical requirements for travel to 
areas to be visited. 

 Ensure next of kin are aware of itinerary, contact person and telephone number at the 
University. 

 Where possible arrange to be met by your host on arrival. 

If you are unsure if you are covered by the University insurance scheme for the trip you are 

undertaking and for the country/countries you intend visiting, then you should contact the 

University's Insurance Office at insure@soton.ac.uk and check the Foreign and Commonwealth Office 

website. 

 

 

 

Risk Assessment Form for 

International Travel attached 

NO (Delete as applicable) 

 

http://www.soton.ac.uk/socscinet/docs/RiskAssessmentInternationalTravelSocSci.doc
http://www.southampton.ac.uk/socscinet/safety
http://www.finance.soton.ac.uk/insurance/
mailto:insure@soton.ac.uk
http://www.fco.gov.uk/travel
http://www.fco.gov.uk/travel
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Guidance Notes for completing the risk assessment form 

 

The purpose of assessing risks is to ensure everyone works safely. To carry out a Risk Assessment, ask yourself: 

 How can the activity cause harm? 

 Is it safe to carry out this activity without additional protection/support? 

 If someone else is going to do the work, can they do it safely? 
 

Activity 

Give a brief outline of the activity/project including the methods to be used and the people to be involved 

 Think about everything you are going to do, from start to finish. 

 Ensure that you complete the assessment before you commence any work.  If you are unsure if your proposed work carries any risk, go 
ahead and complete the form as the process could highlight some issues which otherwise may not have been aware of. 

 

Potential Safety Issues 

 Only list those hazards that you could reasonably expect to cause significant harm or injury. 

 Talk to people who have experience of the activity. 

 Will the activity involve lone working or potential exposure to violence?  For more guidance see the Social Research Association 
website at www.the-sra.org.uk under Staying Safe. 

 Are there any significant hazards due to where the work is to be done? 
 

Who might be affected?  

 List anyone who might be affected by the hazards. 

 Remember to include yourself, co-workers, your participants and others working in or passing through the area of activity. 

 Those more vulnerable or less experienced should be highlighted as they will be more at risk (e.g. children, disabled people or those 
with medical conditions, people unfamiliar with the area of activity). 

 

Precautions/Risk Reduction 

 List the control measures already in place for each of the significant hazards. 

 Is the hazard dealt with by the School Health & Safety Policy, or a generic safety method statement?. 

 Appropriate training is a control measure and should be listed. 

 Is the risk a low as is reasonably practical? 

 List any additional control measures/risk reduction strategies for each significant hazard (e.g. practical measures, training, improved 
supervision). 

 

Risk Evaluation 

 With all the existing control measures in place do any of the significant hazards still have a potential to cause significant harm? Rank as 
Low, Medium or High. 

 

Remember 

 Risk Assessments need to be suitable and sufficient, not perfect. 

 Are the precautions reasonable? 

 Is there something to show that a proper check was made? 
 

This information is based on “An Introduction to Risk Assessment” produced by the Safety Office and the Training & Development Unit of the 

University of Southampton.  
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Appendix 7: Participant Information and Consent Forms 

 

7:1 AN INVESTIGATION INTO THE ROLE OF SUPPORT STAFF IN SCHOOLS  

(Secondary School Staff) 

PARTICIPANT INFORMATION SHEET [revised] 

 

Researcher: Emma Barnes   

   

I would like to invite you to participate in a research project about the role of support staff in 

secondary schools in the South Coast of England.  This leaflet explains what is involved.  

Please read it through before you decide whether or not you would like to participate. 

 

What is the research about? 

I am conducting this researcher as part of my Doctorate in Education. I currently work as a 

member of support staff at a secondary school in Southampton, and wish to raise awareness 

regarding this role in schools. The aim of this study is to carry out investigative research into 

the role of support staff (defined as non-teaching, non-classroom based staff) in secondary 

schools. The research will consider how many support staff are employed within the schools 

and how these staff are deployed, including a detailed account of the roles they carry out on a 

daily basis.   

The research includes case studies with school staff such as you, who are carrying out roles 

in school where you have direct contact with young people. Each participant will be asked to 

keep a weekly diary of daily tasks which will be discussed with the researcher afterwards, and 

will also spend a day being observed by the researcher in a ‘normal’ day. 

I hope that the findings from the research will add to the general knowledge about the 

important role of support staff in schools, and help to highlight recommendations for future 

working-practices.  

 

 



 
 

221 

What is involved in taking part in the research? 

I would like to spend some time with you at your individual school and find out a little more 

about your day-to-day tasks. I hope to do this by asking you to keep a diary of your daily 

activities for one working week, and be spending a day with you observing your everyday 

tasks, and will also  talk to you about your opinion of your role including both the positives and 

negatives and any recommendations you may have for future improvements.  

The interview can take place when and where is most convenient for you, and should take 

around 20-30 minutes of your time.   

 

Why have I been selected as a participant? 

I have chosen you to take part in the research, as I need to gather information from a range of 

professionals based in secondary schools, who have responsibility for pastoral duties. I will be 

looking closely at six examples of how pastoral care is delivered, and your working-practices 

are of particular interest, as they demonstrate one example of how pastoral care can be 

provided. 

 

Are there any risks or benefits to taking part in the research? 

I hope you will find taking part in this research to be an interesting experience. By taking part 

you will provide invaluable insight into the current working-practices of secondary school staff 

and the range of ways pastoral care is currently being delivered. Following the research it is 

hoped that information provided by participants, will not only help to raise awareness 

regarding current working-practices, but in turn will help to improve practices across the South 

of England.  

I do not anticipate any risks associated with taking part in the research, other than the use of 

your time, and the request for you to be open and honest with me regarding your working-

practices and associated feelings. You are not obliged to talk about any experiences you feel 

uncomfortable discussing or find distressing. 
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Will my participation be confidential? 

I will be audio-recording the interview, but this material will only be available the research 

team.  No information about you will be shared with anyone else.  Your interview material will 

be stored securely on password protected computer in compliance with the Data Protection 

Act and University of Southampton policy. 

When I publish any material from the project I will make sure that your identity is protected.  I 

will use pseudonyms instead of real names, and will take other necessary steps to disguise 

the identity of all participants involved in the study. 

 

What happens if I change my mind? 

I will ask you to sign a consent form when I come to interview you, which says that I can use 

the material from your interview.  You can, however, withdraw from the project at any stage 

and I will not use your data, up to the point of writing and publication (approximately 12 

months after your interview). 

 

Where can I get more information? 

If you have any questions about the research project and your participation please contact me 

using the email details below.  I will be happy to answer your questions, either by email, 

phone, or by arranging to meet you if this is convenient.   

I can let you have a summary of the findings if you are interested. 

 

Emma Barnes 07756342388 elb1c12@southampton.ac.uk 

 

In the unlikely case that you have any concerns or complaints about this study, please contact 

Dr Martina Prude, Head of Research Governance (02380 595058, mad4@soton.ac.uk).  

 

 

 

mailto:mad4@soton.ac.uk


 
 

223 

7:2 AN INVESTIGATION INTO THE ROLE OF SUPPORT STAFF IN SCHOOLS 

CONSENT FORM  

 

Researcher: Emma Barnes    Ethics number: 8323         27/12/13 

 

Please initial the boxes if you agree with the statement(s): 

 

 

 

 

 

 

 

I understand my interview is audio-recorded and within the research project,  

unless I state otherwise. 

 

 

 

 

Data Protection 

I understand that information collected about me during my participation in this study will be 

stored on a password protected computer and that this information will only be used for the 

purpose of this study. All files containing any personal data will be made anonymous. 

 

Participant name (please print) ……………………………………………………….. 

 

Participant signature  ……………………………………………………….. 

 

Date    ………………………………………………………………….. 

I have read and understood the information sheet (04/12/13, version 1) 

and have had the opportunity to ask questions about the study. 

 

I agree to take part in this research project and agree for my data to be used for 

the purpose of this study. 

I understand my participation is voluntary and I may withdraw up until the 

point of writing up and publication without my legal rights being affected  

I agree to take part in this research project and agree for my data to be used for 

the urose of this stud. 

I agree to take part in this research project and agree for my data to be 

used for the purpose of this study. 
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Appendix 8: List of Abbreviations  

LEA – Local Education Authority 

TA – Teaching Assistant 

LSA – Learning Support Assistant 

Ofsted – Office for standards in education 

DfES – Department for Education and Skills 

SEN – Special Educational Needs 

ECM – Every Child Matters 

GNVQ – General National Vocational Qualification 

MA:Ed –Masters in Education 

EdD – Doctorate of Education 

DCSF – Department for Children, Schools and Families  

DISS – Deployment and Impact of Support Staff 

UNISON –Trade Union for support staff 

HMI – Her Majesty’s Inspectorate 

NSPCC – National Society for the Protection of Children 

DHSS – Department for Health and Social Security 

MASH – Multi-agency Safeguarding Hub 

LGA – Local Government Association 

CPLO – Child Protection Liaison Officer 

ESRC – Economic and Social Research Council 

ERGO – Ethics and Research Governance Online 

DBS – Disclosure and Barring Check 
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SLT – Senior Leadership Team 

WSG – Welfare Support and Guidance 

PSW – Pupil Support and Welfare  

CPD – Continual Professional Development 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 


