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Abstract 

Person-centred planning (PCP) is a philosophy associated with varied methods of 

planning which aim to place the individual at the centre of the process. It is often used in 

idiosyncratic forms reflecting issues regarding how PCP is operationalised in practice. 

 In Paper 1, a systematic literature review (SLR) sought to establish how PCP 

meetings were organised and structured and how the young people involved experienced 

them. Six papers (two of which were doctoral theses) published between 2012-2020 were 

identified using The Preferred Reporting Items for Systematic Reviews and Meta-Analyses 

(PRISMA) framework. Papers were evaluated for their methodological quality and relevance 

using the Critical Appraisal Skills Programme for Qualitative Studies Checklist (CASP 

Qualitative Studies Checklist). The SLR explored the practical elements of PCP such as their 

location and attendees, as well as more subtle elements such as the dynamics between 

attendees and the impact of systemic factors. The SLR found that PCP meetings are complex 

spaces requiring skilled facilitation. Limitations and implications for practitioners are 

discussed, as well as suggestions for refining the practice of PCP. 

 In Paper 2, an exploratory case study was conducted in which two male year 10 

students in an alternative provision (AP) participated in a novel pathway planning process 

based upon self-determination theory (SDT). This process involved a pre-planning meeting 

with a member of staff familiar with their needs, and pre-planning discussion to explore their 

post-16 aspirations. A follow up interview was conducted with one of the students (the other 

was uncontactable due to being home schooled) which suggested the experience was positive 

and helpful. A key finding from the case study was SDT provided a useful theoretical 

framework for supporting the pathway planning process. Limitations and implications for 

practitioners are discussed. 

Commented [RG2]: CASP amendment 

Commented [RG3]: Re-written for clarity - I've tried to 
make it more explicit what the finding was. 
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 Paper 3 explores the concept of evidence-based practice (EBP) with reference to the 

role of educational psychologists. Also discussed is practice-based evidence (PBE), 

dissemination and measuring the impact of research.  
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Introduction  

Aims, research questions and research strategy 

PCP is a philosophy of service delivery and a widespread method of care and 

transition planning in educational and mental health contexts. It emerged within North 

America due to shifting attitudes towards those with disabilities, stemming from political and 

social debates about how to support the most vulnerable to have a greater share in society 

(Thompson et al., 2007). PCP has widespread legislative support within the United Kingdom 

(UK; Department of Health [DoH], 2001; 2002; Preparing for Adulthood [PfA], 2013) and in 

other countries such as the United States (US; Cavendish & Connor, 2018) and Australia 

(Chandroo et al., 2018). PCP as a method of planning is broadly represented in four practices: 

personal futures planning (Mount, 1987, as cited in Thompson et al., 2007), essential lifestyle 

planning (Smull & Harrison, 1992), making action plans (MAPs; Vandercook et al., 1989), 

and planning alternative tomorrows with hope (PATH; Pearpoint et al., 1993).  

 Due to its widespread use in varied geographical and service contexts, PCP is an 

idiosyncratic practice which has led to questions regarding how its core philosophy is 

operationalised and delivered. For example, Robertson et al. (2007) highlighted PCP is 

impacted by contextual factors, such as how facilitators operationalise the philosophy of PCP. 

Ratti et al. (2016, p. 26) questioned how replicable PCP is as an intervention, especially as 

the ñactive ingredientsò and their relationship with specific planning outcomes are sometimes 

poorly delineated. These questions regarding the operationalisation of PCP provided the 

rationale for exploring how PCP is organised and structured. 

The rationale for exploring the experiences of young people in PCP came from Small 

et al. (2013) who questioned to what extent PCP is a sufficient basis for services to provide a 

truly person-centred experience for their clients. In conceptualising what an authentic person-

centred planning process may involve, the researcher drew upon Steinôs (2005) discussion of 
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the role of psychological theory in supporting the transition of care leavers. The research of 

Hyde and Atkinson (2019) provided a compelling rationale for using SDT (Ryan & Deci, 

2020). as the psychological framework for the planning process. The researcher wanted to 

ensure the process they designed accurately reflected the principles of SDT and provided a 

person-centred experience. To support this, the researcher drew upon their experience of 

using Rogersô (2004) person-centred approach (PCA) as the basis for operationalising their 

process, which as Patterson and Joseph (2007) highlighted, has a high degree of theoretical 

overlap with SDT.   

 A rationale linking Papers 1 and 2 was formulated to address the research topic. Paper 

1 sought to explore current practices in relation to PCP and how young people experience 

them. This aimed to explore the process of PCP as a method of planning, its components and 

the variables that influence it. Insights gleaned from Paper 1 were then incorporated into the 

researcherôs design of a novel pathway planning process. Paper 2 discusses an empirical case 

study of the researcherôs process and explores how the students it was used with experienced 

it. Paper 2 aims to provide insights into what constitutes good practice in pathway planning.  

Paper 3 offers an overview of the researcherôs dissemination strategy which has been 

impacted by the Covid-19 pandemic. As such, much of the discussion is hypothetical, 

although the researcher has begun taking steps to implement it.  

The research commissioning context and preliminary study 

 The lead commissioner sought to build upon the findings from their doctoral research 

and explore the utility of SDT with vulnerable young people. The researcher also has an 

interest in interventions for use with vulnerable young people, particularly those who have 

been excluded from mainstream education. This overlap in research interests led to 

discussions regarding the direction of this thesis and how SDT may be operationalised to 

support vulnerable young people. To extend the scope of the commissionerôs research the 
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researcher designed a process based on SDT and an accompanying planning booklet (see 

Appendix 1). 

 Once the planning booklet was completed and the researcher had refined the process 

of delivering it, a preliminary pilot study (Gregory, 2020) was planned with two students in 

an AP. However, due to the Covid-19 pandemic it was not possible to carry this out. Instead, 

the researcher interviewed two educational psychologists with extensive experience of 

supporting vulnerable young people in post-16 transition planning. Their views and 

suggestions for refinement were sought and these were incorporated into the process. This 

informed the empirical study in Paper 2, such as the researcher ensuring their process linked 

with existing systems of support within the research context.  

The researcherôs background 

 The researcher was drawn to the research topic by their prior professional 

experiences. Prior to training to become an educational psychologist, the researcher worked 

for just under a year as an assistant clinical psychologist in a learning disability service with 

adults. Despite it being an adult service, many of its service users were just turning 18 and 

required support transitioning into adulthood. Whilst in this role, the researcher was 

supervised by a Rogerian person-centred counsellor, who consistently emphasised the critical 

importance of authenticity, empathy, congruence, and psychological contact in relationships 

with service users. Furthermore, the service adopted Wolfensbergerôs social role valorisation 

theory (SRV; Hunt & Stein, 2012) as a framework for promoting the social inclusion of its 

clients.  

 These ideas were formative in the researcherôs developing practice and highlighted 

the transformative power of sufficiently attuned and empathetic relationships. The mixture of 

Rogerian humanistic theory and SRV shaped the researcherôs approach to working with 

young people in a psychiatric intensive care unit, and later, in a secondary school in a socially 



16 
 

deprived area in the north of England. In applying this formative learning, the researcher has 

developed the view that young people, the staff supporting them and the organisations they 

are a part of, are generally inclined towards positive and constructive behaviour if they are 

provided with supportive relationships and growth-promoting conditions. The researcher 

views this thesis as an opportunity to explore this further and hopes to promote an 

understanding of the necessary conditions to support vulnerable young people in achieving 

their potential.  

Positioning for data access and ethical considerations 

 The research took place in an AP whose staff had expressed interest in the research 

and how it could assist them in meeting the transition needs of their students. As the research 

was conducted in an AP the researcher gained informed consent from the students and their 

parents. The researcher also ensured the students were supported whilst taking part and 

worked closely with school support staff to ensure this happened. Both students who took 

part were informed their participation was voluntary and had no bearing on their place in the 

AP. 

The researcherôs ontological, epistemological and axiological stances 

 Cox (2010) defined ontology as relating to reality, existence and being. This research 

is concerned with all three of these ontological categories. This includes how the students 

constructed a sense of self, imagined their futures and how this related to their lived 

experiences. Considering the studentsô ontological reality within the research is drawn from 

Spinelli (2005, p. 108) who discussed the ñonticò in psychology. This is how ontological 

categories are experienced by the individual throughout their life. Spinelli (2005) further 

suggested this is an important topic for psychologists to explore in their work.  

The researcher adopted an existential-humanistic epistemological stance in relation to 

this research (Spinelli, 2005). The existential-humanistic stance is the synthesis of a 
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philosophy and a branch of psychology. The existential aspect places emphasis on 

understanding the individualôs phenomenological experiences, how they relate to the world 

around them and the meanings which emerge from this. The humanistic aspect (represented 

by psychologists such as Maslow, 1998; May, 2009; Rogers, 2004) has a similar focus to the 

existential, but situates this within a psychological framework concerned with the inherent 

growth tendency of the individual and the conditions in which this flourishes. The existential-

humanistic position is like social constructionism, and Waterman (2013) suggested both share 

a rejection of an essentialist view of human nature and view meaning as emerging from a 

complex interaction between the individual and their social environment.   

The researcher found the existential-humanistic position useful in exploring PCP and 

in conducting their empirical study. It facilitated a robust focus on the experiences of the 

students and provided a lens to consider how they constructed an understanding of their 

future and transitioning into it. Furthermore, the humanistic aspect assisted in reflecting on 

the psychological conditions in which growth can occur, which constitutes a key concern for 

this research. The existential-humanistic epistemology also caused the researcher to draw 

upon theories consistent with it, such as gestalt theory (Clarkson & Cavicchia, 2013) which 

was used to understand the components of PCP. 

Axiology describes the influence of what an individual values on their views and 

actions (Maxwell, 2012). As discussed, the researcherôs exposure to humanistic psychology 

means they value ways of working that emphasise empathy and authenticity in promoting 

growth and wellbeing. This has led the researcher to approach this research aiming to explore 

how established PCP practices may promote the positive development of young people and 

their social inclusion. In their empirical study, the researcher sought to design a process that 

reflected their humanistic values and hoped to find evidence of this reflected in the processôs 

outcomes.  
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Paper 1 to be submitted to Journal of Research in Special Educational Needs (JORSEN) 

Word count: 8,012 

Young peopleôs views and experiences of person-centred planning: a systematic 

literature review 

Abstract 

PCP is both a philosophy and widespread method of service delivery across varied contexts. 

It is used in pathway planning for young people with special educational needs and 

disabilities (SEND) to promote positive transition outcomes. Due to idiosyncratic use, it is 

unclear how PCP meetings are organised and structured and to what extent this reflects 

fidelity to PCP as a philosophy. It is also unclear how young people experience PCP meetings 

and how this impacts transition. To explore this further, a systematic literature review was 

undertaken from which six studies were included and their data reported using PRISMA 

guidelines. Drawing upon gestalt theory as an interpretive lens, findings from these studies 

suggest that PCP meetings comprise intersecting ñforegroundò and ñbackgroundò elements, 

making PCP meetings a complex space requiring skilled facilitation. Limitations and 

recommendations for further research and practice are included. 

Key words 

Person-centred planning, pathway planning, post-16, transition, young people 
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Introduction  

Person-centred practice; the historical roots of the philosophy and its practice 

The literature regarding PCP is diverse reflecting its varied philosophical and 

contextual roots. Thompson et al. (2007) provided a useful and concise overview of PCP 

which is used here to introduce this research and its context. PCP is a philosophy of care and 

service delivery which originated in North America and is associated with varied planning 

approaches. Kilbane and McLean (2008) stated PCP emerged through an interaction between 

political and social shifts in attitudes towards those with learning disabilities alongside 

theoretical developments in service delivery. These changes were advanced by ideas such as 

Wolfensbergerôs concept of ñnormalisationò (OôBrien, 1980, p. 1), which advocated greater 

social integration of those with learning disabilities through community presence, choice, 

competence, respect, and community participation - concepts formative in the philosophical 

development of PCP. 

PCP has a strong legislative basis in several countries. In the United Kingdom (UK) 

legislation has placed greater emphasis on social inclusion (Department of Health [DoH], 

2001; 2002) emphasising rights, independence, choice, inclusion and PCP as a tool by which 

these principles can be enacted. Valuing People Now (DoH, 2009) further emphasised the 

role of PCP within areas such as education, work, and life choices, before the DoH (2010) 

provided explicit guidance on the PCP process. Similar historical, cultural, and legislative 

developments can be found in the United States (US) and Australia (Cavendish & Connor, 

2018; Chandroo et al., 2008).  

The practice of PCP 

PCP is characterised by two distinct features: the philosophy of person-centredness, 

and how this is operationalised in practice (Kilbane & McLean, 2008). PCP is broadly 

represented in four planning methods: personal futures planning (Mount, 1987, cited in 
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Thompson et al., 2007), essential lifestyle planning (Smull & Harrison, 1992), MAPS 

(Vandercook et al., 1989), and PATH (Pearpoint et al., 1993). Each focuses on understanding 

what is important to the individual, their goals and identifying actions to achieve them. 

Artefacts, such as visual representations, are utilised to represent the content of the process 

and to ensure equity of contributions. Holburn (2002) highlighted the key features of PCP 

practice are placing the individual at the centre of the process, creating a shared vision, 

identifying strengths, supporting needs being met, building relationships and community 

connections, developing action plans, and establishing accountability.  

The application of PCP in multidisciplinary contexts: a heterogeneous and international 

practice 

PCP has been used in a wide range of service settings and geographical locations. 

Choy-Brown et al. (2020) examined the extent of person-centred care within eight US 

community mental health clinics, finding varied practices of PCP amongst mental health 

professionals. Ellem et al. (2018) evaluated a family resourcing and capacity building project 

in Australia, considering the extent to which it provided knowledge, skills, and confidence to 

families of people with a disability to create a better life. In the UK, Hughes et al. (2019) and 

Morgan (2016) examined the role of using PATH in promoting organisational change, with 

school staff, and with a childrenôs services department, respectively. 

In US educational settings, Cavendish and Connor (2018) examined the use of PCP in 

individualised education plan (IEP) transition planning, measuring student involvement. 

Chandroo et al. (2018) discussed the role of PCP within the Australian context, also 

facilitated using IEPs. Within the UK, Corrigan (2014) and White and Rae (2015) explored 

the role of PCP in promoting positive outcomes for young people.  
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PCP aims to act upon the views of the young person and their family, identifying, and 

meeting their needs, and ensuring they are adequately supported to take part in the process. 

Despite overlaps in legislation and practice, PCP in educational settings is often discussed in 

varied formats, with delivery being affected by the setting and other contextual variables.  

PCP as an idiosyncratic and varied practice: an issue of operationalisation? 

PCP is used widely, often leading to idiosyncratic practice (being utilised by 

practitioners in varied ways giving rise to unique features or practices that are shaped by the 

aforementioned geographical or service contexts), characterised by variability, and the 

operationalisation of its principles is dependent on the skill of the facilitator. While there is 

agreement on what PCP aspires to, how it should be operationalised appears to lack 

consensus. For example, the fidelity checklist of Choy-Brown et al. (2020, p. 914) looked for 

key indicators of a person-centred approach, such as ñevidence of direct input from the 

personò; and that ñstrengths, interests and current or desired life roles and prioritiesò are 

represented in care plans. However, this measures adherence to PCP within a specific mental 

health context, which may only be useful in that context. While, the National Development 

Team for Inclusion (PfA, 2022, p. 1) produced a ñminimum standardsò checklist to support 

the embedding of PfA principles within the offer of local authorities, this is defined within 

the context of using PCP as a tool for preparing for adulthood from a systemic perspective.  

  Critical accounts of the effectiveness and overall impact of PCP reflect this view. For 

example, Robertson et al. (2007) stated that contextual factors, such as the facilitator having a 

high personal commitment to PCP, and the presence of a keyworker, significantly influenced 

the impact of PCP; and noted a high degree of variability within practice. Additionally, Claes 

et al. (2010) found it difficult to conclude that positive outcomes could be directly attributed 

to PCP. Small et al. (2013, p. 285) speculated, perhaps all PCP does is ñprepare young people 

for transition into existing services in a person-centred way, not plan a person-centred 
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service. Or perhaps transition planning is better summed up as a paper exerciseò. Therefore, it 

is important as Ratti et al. (2016, p. 26) argued in their review, that the ñactive ingredientsò of 

PCP and how they lead to specific outcomes are identified; which further suggests issues 

affecting the replicability of PCP as an intervention.  

 To address these contentions this literature review aims to explore the core features of 

PCP, specifically how it is organised and structured and how this reflects the 

operationalisation of the philosophy of PCP. Furthermore, given its widespread use in 

educational settings, and its strong legislative basis, it will explore how young people 

experience PCP as a process. In doing so, it will address two fundamental questions relating 

to PCP: 

1) How are person-centred planning meetings organised and structured? 

2) How do young people experience person-centred planning meetings? 

Method 

Search strategy 

A systematic search of the literature was conducted using the following databases: 

Applied Social Sciences Index and Abstracts; British Education Index; Education Resources 

Information Centre; Journal of Intellectual Disability Research; Electronic Theses Online 

Service; Google Scholar; PsycInfo; PubMed; Sage Journals; Web of Science; Scopus. 

Additionally, the British Psychological Societyôs (BPS) journal Educational and Child 

Psychology was searched directly as it is only available via the BPS portal. Searches were 

conducted between August and December 2020 using the following term: ñperson-centred 

planningò; with ñyoung peopleò and ñadolescentsò; and ñschoolsò and ñtransitionsò.  

The literature gathered through this systematic search was subjected to the following 

inclusion criteria: 1) describes the PCP process; 2) offers insight into how young people 
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experience PCP; 3) uses a predominantly qualitative approach; 4) is with participants 13-25 

years of age; 5) PCP is not used alongside other forms of intervention; 6) published 2010-

2020. 

Outcomes of systematic search 

 An initial screen of 63 papers was conducted by reading their abstracts, from which 

49 remained relevant. From these, six met inclusion criteria, of which two were theses. An 

overview of these studies can be found in Table 1.  

 Figure 1 shows the systematic screening process and how the six papers were selected 

for inclusion in this systematic review. The current view was guided by the PRISMA 

guidelines (Moher et al., 2009).  

Quality assurance 

The quality of the included studies was reviewed using the CASP Qualitative Studies 

Checklist (CASP, 2018) to examine the quality and evidential value of the studies based upon 

their methodological rigour. The researcher and their supervisor undertook this process 

independently and then discussed their conclusions to decide on a final score (see Appendix 

2). A scoring system was used with each individual judgement assigned an individual score: 

yes (1), partial (0.5) and no (0).  Please see Table 2 for full details of the CASP Qualitative 

Studies Checklist scores. 

Process of thematic synthesis and epistemological position  

 Thematic synthesis, as detailed by Thomas and Harden (2008), was used to analyse 

the included studies. The findings section of each study was coded using NVivo software 

which led to the construction of 28 codes (see Appendix 3). The coding process was checked 

during supervision. From the 28 codes, seven descriptive themes were constructed, 

representing themes across all included studies (presented in Table 3). The discussion section 
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of this review discusses the descriptive themes and how they relate to the broader literature 

using gestalt theory as an analytical framework (Clarkson & Cavicchia, 2013). The researcher 

adopted an existential-humanistic epistemology to interpret the research findings (Spinelli, 

2005).  

Figure 1 - The PRISMA Process (Moher et al., 2009) 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

  

63 studies identified through the database search 

63 studies screened 

14 studies excluded automatically as screening their abstracts 

indicated they were conducted with adults 

49 full text articles assessed for eligibility according to the 

inclusion criteria 

43 full text articles excluded as further screening revealed they 

did not capture the views of the young person, or they 

conducted PCP alongside other interventions 

Six studies included in the thematic synthesis 
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Results 

Locations and sample 

 Five studies took place in the UK, aside from Chandroo et al. (2020) which took place 

in Australia. The samples were a mixture of males and females in both mainstream and 

specialist settings. The participantsô ages ranged from 13 to 18 years of age. Kaehne and 

Beyer (2014) do not provide the specific age range of their participants but did state they 

were all leavers of a specialist secondary school, placing participants between 16 and 18 

years of age.  

Study designs 

 Four of the six studies used semi-structured interviews, while Bason (2020) used a 

case study design which also incorporated parent interviews, questionnaires, and 

documentary analysis. Similarly, Kaehne and Beyer (2014) used documentary analysis and 

interviews. A range of data analysis methods were used, including two instances of 

interpretative phenomenological analysis (IPA; see Table 2 for details).  

Focus 

 All the studies included young people taking part in PCP meetings for varied reasons, 

including post-16 transition planning and person-centred annual reviews (PCARs). The 

studies covered varied aspects of PCP including functional elements (such as structure and 

organisation), as well as interpersonal dynamics and contextual factors.
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Table 1 - Overview of the included studies  
Title/Country  Sample (Number, age-

range, gender, setting) 

Research Design PCP 

Delivered  

Data 

Analysis 

Method 

Findings 

Bason 

(2020) 

The practice of 

person-centred 

planning within 

transition person-

centred reviews 

(PCR) for young 

people with SEND 

at post-16 transition: 

Gains, barriers and 

challenges - UK 

6 participants in years 

12 or 13 (between 16 

and 18 years of age) in 

a special school 

Case study 

involving observing 

PCR, parent 

interviews, 

questionnaires to 

professionals, and 

document analysis  

PCR prior 

to Year 14 

Thematic 

analysis 

(used to 

analyse 

qualitative 

data) 

Findings related to the PCR included: enhanced 

involvement of external services; awareness of how 

school could enhance student participation and 

pupil strengths and needs; those with limited verbal 

ability struggled to participate; variability of the 

quality of action plans; limited choice for school 

leavers with SEND. 

 

Chandroo et 

al. (2020) 

 

Is it really student-

focused planning? 

Perspectives of 

students with autism 

- Australia  

 

18 students with autism, 

(15 male, 3 female) 

between the ages 15-18; 

17 of the students 

attended a support unit 

within a mainstream 

school 

 

Semi-structured 

interviews 

 

Person-

centred 

transition 

meeting 

 

Inductive 

content 

analysis 

 

Four themes and ten sub-themes: transition 

planning process (the process of transition 

planning, IEP meeting); future plans (post-

secondary plans, planning and preparing for life 

after high school, work experience); student and 

parent involvement (student involvement, parental 

involvement); factors impacting students (areas of 

concern, student experiences, support for students) 

 

Kaehne & 

Beyer 

(2014) 

 

Person-centred 

reviews as a 

mechanism for 

planning the post-

school transition of 

young people with 

intellectual disability 

- UK  

 

44 young people in a 

special school 

(secondary school 

leavers assumed to be 

between 16-18 years of 

age) 

 

Documentary 

analysis and 

structured 

interviews with 

families of 

participants 

 

Person-

centred 

transition 

meeting 

 

Novel 

coding 

template 

applied to 

documents 

from 

transition 

meetings 

 

PCP may improve the involvement of stakeholders; 

the impact of PCP on developing transition options 

and service delivery may be limited; PCP can only 

influence outcomes for users if all stakeholders take 

part; PCP can remain a paper exercise unless 

services perceive it as a planning mechanism to 

develop a genuinely personalised service; services 

need to embrace PCRs as an integral part of their 

service planning 

 

Kusi (2017) 

 

Preparing for 

Adulthood: An 

exploration of the 

experiences of 

 

5 participants (4 

females, 1 male) 

between 13-16 years 

 

Semi-structured 

interviews 

 

Person-

centred 

annual 

review  

 

IPA 

 

PCAR can provoke apprehension, caution, and 

anxiety; PCAR can be a place of discovery; links 

between changes in experience of school and 

PCAR make the meeting more meaningful; PCAR 
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students with 

learning disabilities 

on their Person-

Centred Annual 

Review (thesis) - 

UK  

old, in 3 mainstream 

secondary schools 

provides students with a sense they are moving into 

adulthood 

 

 

 

Power 

(2019) 

 

 

 

An exploration of 

how autistic young 

people are 

positioned in their 

Person-centred 

Annual Review 

(thesis) - UK 

 

 

 

8 participants between 

14-16 years of age; 3 

parents/carers; 3 

members of school 

staff; 2 mainstream 

schools, 1 mainstream 

school with an autism 

resource base 

 

 

 

Semi-structured 

interviews 

 

 

 

Person-

centred 

annual 

review  

 

 

 

Critical 

Discursive 

Psychology  

 

 

 

Studentôs identity was negotiated, particularly their 

autism label; negotiation of epistemic rights; 

construction of autism as a difference vs. deficit; 

adult negotiations of the ñseverity of Autistic 

Spectrum Disorderò; family members negotiating 

the boundary of ñadvocateò and ñequal partnerò 

 

Taylor-

Brown 

(2012) 

 

How did young 

people identified as 

presenting with 

social, emotional 

and behavioural 

difficulties 

experience a person-

centred transition 

review meeting? - 

UK 

 

3 participants, 

approximately 13 years 

old in a specialist 

school for social, 

emotional, behavioural 

difficulties 

 

Semi-structured 

interviews 

 

Person-

centred 

annual 

review  

 

IPA 

 

Four superordinate themes linked to five sub-

themes: power (presentation, social trust, levels of 

emotional arousal); holistic picture (new stories); 

psychological environment (person-centred versus 

behaviourist environment); difficulties with 

articulation  
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Table 2 ï The results of CASP Qualitative Studies Checklist scoring 

 

 

 

 

 

Paper Was there 

a clear 

statement 

of the 

aims of 

research? 

Is a 

qualitative 

methodology 

appropriate? 

Was the 

research 

design 

appropriate 

to address 

aims of the 

research? 

Was the 

recruitment 

strategy 

appropriate? 

Was the 

data 

collected 

in a way 

that 

addressed 

the 

research 

issue? 

Has the 

relationship 

between 

researcher 

and 

participants 

been 

adequately 

considered? 

Have ethical 

issues been 

taken into 

consideration? 

Was the 

data 

analysis 

sufficiently 

rigorous? 

Is there a 

clear 

statement 

of 

findings? 

Is the 

research 

valuable? 

Overall 

Score 

(Max 

=10)  

Bason 

(2020) 

 

Yes (1) 

 

Yes (1) 

 

Yes (1) 

 

Yes (1) 

 

Yes (1) 

 

No (0) 

 

No (0) 

 

Yes (1) 

 

Yes (1) 

 

Yes (1) 

 

8 

Chandroo 

et al. 

(2020) 

 

 

Yes (1) 

 

 

Yes (1) 

 

 

Partial (0.5) 

 

 

Yes (1) No (0) 

 

 

No (0) 

 

 

Partial (0.5) 

 

 

Yes (1) 

 

 

Yes (1) 

 

 

Yes (1) 

 

 

 

7 

Kaehne & 

Beyer 

(2014) 

 

Yes (1) 

 

Yes (1) 

 

Yes (1) 

 

Partial (0.5) 
Partial 

(0.5) 

 

No (0) 

 

Partial (0.5) 

 

Partial (0.5) 

 

Yes (1) 

 

Yes (1) 

 

 

7 

Kusi 

(2017) 

 

Yes (1) 

 

Yes (1) 

 

Yes (1) 

 

Yes (1) Yes (1) 
 

Yes (1) 

 

Yes (1) 

 

Yes (1) 

 

Yes (1) 

 

Yes (1) 

 

10 

Power 

(2019) 

 

Yes (1) 

 

Yes (1) 

 

Yes (1) 

 

Yes (1) 
 

Yes (1) 

 

Yes (1) 

 

Yes (1) 

 

Yes (1) 

 

Yes (1) 

 

Yes (1) 

 

10 

 

Taylor-

Brown 

(2012) 

 

Yes (1) 

 

Yes (1) 

 

Yes (1) 

 

 

No (0) Yes (1) 

 

Yes (1) 

 

Yes (1) 

 

 

Yes (1) 

 

 

Yes (1) 

 

 

Yes (1) 

 

 

9 
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Findings 

Based on the analysis of the included studies, the themes and codes depicted in Table 3 were 

constructed, to capture and explore the key components of PCP meetings. The themes 

(highlighted in italics) are discussed, with extracts from the papers used for exemplification. 

Table 3 ï Themes and their codes 

Descriptive Theme Codes 

Meeting content ¶ Presentation of information during 

process 

¶ Topics discussed during process 

 

Relationships ¶ Power imbalance in process 

¶ Trust in relation to the process 

¶ Relationships within process 

 

Context ¶ PCP vs other types of meeting 

¶ Systemic context in which PCP meeting 

occurs 

¶ SEND in relation to the process 

 

Communication and interaction ¶ Communication in the process 

¶ Inclusion in relation to the process 

¶ Emotions experienced by young person 

during process 

 

Roles and responsibilities ¶ Parental role in process 

¶ Professionals' roles within process 

¶ Identity of young person (YP) during 

process 

¶ Attendance at the meeting 

¶ People present during process 

¶ Staff views regarding the process 

¶ Parental views of the process 

 

Outcomes ¶ Outcomes resulting from process 

¶ Post-school options 

¶ Preparation for adulthood 

¶ Work Experience 

 

Agency of the young person ¶ YP knowledge of process 

¶ Contribution of YP to process 

¶ Aspirations of YP 

¶ YP perception of the process 

¶ YP view of their SEND needs 

¶ Feelings held by YP about the process 
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The descriptive theme of meeting content is concerned with how information is 

presented within person-centred meetings (referred to as ñPCP meetingsò) and the range of 

topics discussed. How information was presented, particularly visually, was a recurring 

discussion, which linked to transparency and increasing the understanding and participation 

of the young person and their family. Taylor-Brown (2012, p. 60) stated, ñmaking the person-

centred review better than traditional review meetings, was the visual representationò; and 

further commented ñthe visual representation also seemed to remove a sense of secrecy 

because everyone could see what was being recordedò (p. 60). Reflecting this emphasis on 

transparency and accessibility, Kaehne and Beyer (2014, p. 609) stated the main method 

utilised in gauging the involvement of young people was assessing the accessibility of 

information in transition plans, with emphasis placed on ñsimple language used, pictures and 

photos used throughout the plan, acronyms and jargon avoidedò.  

The topics discussed during the meetings were wide-ranging, with Kaehne and Beyer 

(2014) noting discussions on school education and college, with health needs featuring 

prominently. Chandroo et al. (2020) noted that young people responded with varied accounts 

of the topics discussed, with seven out of 18 expressing uncertainties about what topics were 

covered. They further highlighted topics sometimes aligned with the needs or wishes of the 

young person, whilst on other occasions significantly misaligned. In one instance (p. 4) where 

a meeting focused on disability benefits, a young person stated to those present, ñI donôt 

deserve that, I should actually focus on practical stuff like actually looking for a jobò. In a 

more positive instance (p. 4) a young person commented teachers supported her to ñchoose 

decisionsò by talking her through her options. This reflects the variability of how young 

people experience PCP and its effectiveness in future planning.  

Relationships reflects codes relating to power imbalances, trust in the process and the 

nature of the relationships within the person-centred meeting. These describe how the young 
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person relationally experiences the process and the dynamics that occur between them, their 

families, and the professionals present. References in Kaehne and Beyer (2014), Chandroo et 

al. (2020) and Kusi (2017) noted that participating does not guarantee shared decision-

making and variability in how involved the young person felt and to what extent the 

discussion was focused on their priorities. Participant trust in the process appeared to be 

mediated by the relationships with those present; for example, Taylor-Brown (2012) 

highlighted that the meeting was negatively impacted by prior suboptimal experiences with 

professionals, particularly social care.  

The next descriptive theme refers to the practical and systemic context in which 

person-centred meetings occurred, and potential tensions with the PCP ethos. Taylor-Brown 

(2012, p. 60) noted that participants contrasted their experience of person-centred with other 

types of meetings and that they were ñtalked withò rather than ñtalked toò. Further, there was 

a ñdisjuncture between the psychology of person-centred approaches and behaviourist 

psychologyò (p. 62) reflecting the tension between the person-centred meeting and the 

schoolôs behaviourist behaviour policy. Kaehne and Beyer (2014, p. 609) similarly, 

highlighted the disconnect between the availability of suitable post-16 options and young 

peopleôs needs stating, ñperson-centred planning during transition may contribute little to 

person-centred service delivery but rather prepare young people for transition into existing 

services in a person-centred wayò. Chandroo et al. (2020) and Power (2019) discussed SEND 

needs, specifically autism; how these were conceptualised by the young people participating; 

and how this impacted the meeting. Power (p. 89) specifically noted the prominence of the 

young peopleôs autism diagnoses, with one staff member stating it was ñimplicit in 

everything you discuss because thatôs why youôre having the discussionò. Power (p. 88) 

further noted the ñrepertoires of deficitò in relation to how autism was discussed, reflecting a 
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further tension between the espoused person-centred ethos and a deficit-orientated view of 

the young peopleôs needs.  

The descriptive theme communication and interaction explores areas of 

communication, inclusion and the emotions experienced by young people during person-

centred meetings. In analysing the literature, a relationship between communication and 

inclusion was identified. Kaehne and Beyer (2014, p. 606) noted a higher level of young 

person involvement than ñconventional transition reviewsò and that plans resulting from the 

meetings generally avoided jargon to increase inclusion. However, Taylor-Brown (2012) and 

Bason (2020) identified needs relating to expressive and receptive language as a specific 

barrier to participation. 

Person-centred meetings emerged as emotionally complex experiences for the young 

people participating. Kusi (2017. p. 67) described a young personôs experience of 

apprehension and relief, with them stating, ñit felt like when all the stress I had in my body I 

feel I let it out when I said my worries to [Special Educational Needs Coordinatorôs name]ò. 

Similarly, Chandroo et al. (2020) discussed themes relating to anxiety.  

The descriptive theme roles and responsibilities explores the roles of attendees such 

as parents, professionals, and school staff. Reflecting the importance of both family and 

professionals attending person-centred meetings, Kaehne and Beyer (2014, p. 606) stated 

ñOne important aspect of transition support for young people leaving school is whether or not 

a sufficiently broad range of professionals and significant others participate in transition 

review meetingsò. Parents are discussed as being advocates and a source of support; as well 

as a hindrance by Chandroo et al. (2020), as parental views could sometimes contradict those 

of the young person. Person-centred meetings also provide a space for exploring the identity 

of the young person and to revise aspects of it. For example, Taylor-Brown (2012, p. 62) 
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stated ñThis provided people in the meeting with the opportunity to reveal new stories or 

narratives about the young personò while Power (2019) discussed young people negotiating 

their identities. Power (2019) also discussed the views of staff and parents aligning in the 

belief, that generally they felt person-centred meetings promoted inclusion. However, both 

groups expressed concerns about meeting dynamics; Power (2019, p. 94) highlighted a staff 

member expressed concerns that the annual review processes ñfly above the head of the 

studentò and ñIs it that weôre just getting them to agree with what we think with these 

documents?ò. Similarly, Power (2019, p. 97) noted a parent described themselves as a 

ñwarriorò and that ñIôve felt like Iôm going into battle because somethingôs happenedò. 

 The descriptive theme outcomes relates to what resulted from the person-centred 

meetings, particularly around post-16 options such as employment and preparation for 

adulthood. One key theme was the quality of outcomes from person-centred meetings, 

including action plans, were variable. Taylor-Brown (2012) highlighted that the quality of 

action plans was dependent upon who was present at the meeting. Bason (2020, p. 76) 

identified problems with ownership of tasks to be carried out resulting from planning, and 

that the lack of an ñaction-chaserò negatively impacted outcomes. Similarly, Kaehne and 

Beyer (2014, p. 609) identified that goals associated with employment were ñoften vagueò, 

perhaps reflecting Chandroo et al.ôs (2020, p. 4) statement that only two of 18 students felt 

identified goals were based upon ñwhat they were interested in doing in the futureò. 

Discussions in the literature reflect participants in person-centred meetings identifying the 

importance of work experience, employment, and independent living. Chandroo et al. (2020, 

p. 6) discussed that the young people in their study wished to develop skills to live 

independently and linked this to opportunities to build relevant skills. Chandroo et al. (2020) 

also discussed work experience - this being mostly organised by the school, but sometimes by 

parents.  
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The final descriptive theme is agency of the young person, the students discussed in 

the literature expressed varied opinions about person-centred meetings. Power (2019) 

highlighted that the young people interviewed, described person-centred meetings as focused 

on saying positive things about them, discussing their grades and issues they may be 

experiencing in school. Student aspirations also featured, with PCP offering a space to 

explore them (Chandroo et al., 2020; Kusi, 2017).  

Within the literature, there are suggestions that aspects of person-centred meetings 

may undermine the young personôs autonomy. In relation to young peopleôs knowledge of the 

process, Chandroo et al. (2020, p. 4) found that 13 out of 18 young people in their research 

did not know what transition planning involved. Power (2019) discussed how some of the 

young people interviewed had a clear idea of what the meeting was about, whilst other 

expressed ambivalence. Similarly, Power (2019) highlighted that the young peopleôs 

diagnoses of autism assisted in helping to define needs whilst also creating an element of 

tension, citing an instance where a young person was ñresistantò to being categorised (p. 77). 

The feelings held by the young people about the meetings in the literature were complex. 

Taylor-Brown (2012, p. 61) described participants as ñpolarisedò noting ñat one end a sense 

of ease contrasting with apprehension or anxietyò.  

Discussion 

The discussion will consider the research questions in relation to the findings of this 

systematic literature review.  Consideration will be given to review limitations and future 

directions.  

Within the thematic synthesis, descriptive themes were constructed and further 

explored using gestalt theory as an analytical framework. Troyer and Youngreen (2005, p. 

532) discussed gestalt psychology as viewing experiences in ñholistic, dynamic and 
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subjective termsò. This emphasis on holism and the experience of the individual was useful. 

The concept of ñfigureò and ñgroundò (termed ñforegroundò and ñbackgroundò elements) in 

Gestalt therapy was useful for mapping the features of PCP and their interlocking influence 

(Clarkson & Cavicchia, 2013, pp. 6-7). 

Foreground elements relate to who attends and where, how information is recorded 

and presented, and how outcomes are agreed and managed. Background elements are 

dynamics between those present, how identities are constructed and negotiated, and the 

systemic context in which the meeting takes place. These overlapping domains mean that 

PCP meetings are a complex space where practical foreground elements interact with the 

more subtle background elements.  

Figure 2 - The overlapping elements of PCP meetings explored using gestalt concepts 

 

 

 

In relation to the first question How are person-centred planning meetings organised 

and structured? all the papers in the review discussed the varied individuals attending, 
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including school staff, parents, family members, carers and external professionals, such as 

social care. There is often reported tension in relation to who is attending, the consistency of 

their attendance and the impact of their attendance on the meeting. Kaehne and Beyer (2014) 

referred to the importance of a broad range of professionals attending. Yet as Taylor-Brown 

(2012) identified, the presence of social care at meetings could be a cause of concern for 

young people and their families, and Power (2019) highlighted staff and parents clashing over 

to what extent the process reflected a person-centred ethos. This complex mix of 

interpersonal and professional dynamics means that the PCP meeting is a sometimes tense 

space, where personal and professional concerns are expressed and can markedly differ.  

PCP meetings were organised by the educational setting and situated within pre-

established processes to review the young personôs progress. Within the literature reviewed, 

two unique challenges relate to this: that PCP meetings are organised within the broader 

system of the schoolôs policies and systems (Taylor-Brown, 2012); that there is a disconnect 

between post-16 options available and the aspirations of the young person (Kaehne & Beyer, 

2014). Robertson et al. (2007) highlighted contextual factors may limit the impact of PCP 

meetings; for example, Taylor-Brown (2012) identified how the schoolôs behaviour policy 

predicated upon behaviourist principles misaligned with the PCP ethos.  

School behaviour policies predicated upon a rigid and often selective interpretation of 

behaviourist theory are ubiquitous in educational settings internationally. In the UK examples 

can be found in legislation relating to behaviour and discipline (DfE, 2016; Bennett, 2017), 

which Bagley and Hallam (2015, p. 433) discussed as being ñlow-tolerance behaviour 

strategiesò. Similar examples can be found in the US (Wolf & Kupchik, 2016) and Australia 

(Sullivan et al., 2014). This presents a concern for practitioners and stakeholders, in relation 

to how behaviour policies and other systemic factors may influence or impact the PCP 

meeting. 
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Kaehne and Beyerôs (2014) observation regarding post-16 options reflects a 

significant background element relating to how educational systems meet the needs of 

children and promote inclusion. Ainscow (2020) observed that this is an issue internationally, 

while Yates et al. (2011, p. 517) highlighted increasing complexity in post-16 transitions 

where young people may not experience ñstable, linear and ótraditionalô transition 

trajectoriesò. The process of forming a post-16 identity and transitioning into adulthood, is a 

challenging experience for young people with SEND or additional vulnerabilities (Hudson, 

2006), exacerbated further by a lack of post-16 options congruent with the interests of the 

young person. This may create an anxiety relating to authentic or meaningful outcomes, 

perhaps reflected in Taylor-Brownôs (2012) observation that the quality of action plans in 

PCP meetings were variable and ownership of tasks unclear. This suggests PCP meetings 

need clearly delineated roles in which stakeholders take responsibility for ensuring the needs 

and aspirations of the young person are reflected in meaningful outcomes. However, this 

places heavy emphasis on professionals rather than systemic or social factors. For example, 

Thompson (2017, p. 757) noted the post-16 options available to low-attaining young people 

are ñhighly questionableò and that ñchurningò (p. 760) through these options may be seen as a 

success for professionals, but their positive impact on young people is debatable. This 

presents an issue of social justice, which is a core concern within educational and mental 

health professions (Schulze et al., 2019).  

Regarding the structure of PCP meetings, specific members of staff, often the schoolôs 

Special Educational Needs Disabilities Co-ordinator were selected to facilitate the process. 

White and Rae (2015, p. 46) suggested that the skills of the chosen facilitator amongst the 

stakeholders present can give the parents and young person a sense of the process being 

structured. It is important to consider who may be best placed to facilitate and guide the 

process. As discussed by Taylor-Brown (2012) and Kaehne and Beyer (2014), some PCP 
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meetings were structured around a visual representation of the meeting. The process of 

creating a visual artifact suggests the need for a focal point to represent the information 

presented within the meeting and give a sense of the planning process. Visuals are a key 

feature in PCP meetings, which White and Rae (2015, p. 46) suggested may contribute to a 

ñfun, informal atmosphereò. Due to their prominent role visuals are a foreground and 

background element, serving as a link between the two domains within the meeting.  

Regarding question two, How do young people experience person-centred planning 

meetings? young peopleôs experiences within PCP meetings were nuanced, with positive and 

negative elements. Chandroo et al. (2020) and Kusi (2017) noted there was variability in 

power-sharing, decision making and to what extent discussion reflected young peopleôs 

priorities. This may reflect the aforementioned systemic factors, and to what extent suitable 

options were available to match aspirations and meet needs. It may also reflect idiosyncratic 

practices relating to context or geographical location (see Table 2 for geographic and 

contextual factors). 

This varied practice meant that some of the young people surveyed experienced a 

power imbalance, particularly when they were unclear what pathway planning involved. 

However, the picture is complex and in many instances young people expressed positivity 

about what was said about them and how they were included. This variability in PCP 

meetings may result from the skill of the facilitator and to what extent they mediated the 

power-imbalances and discussion within the meeting. As White and Rae (2015) and Corrigan 

(2014) highlighted, it is the role of the facilitator to ensure parity in contributions and 

navigating the richness of the discussions to ensure they facilitate a positive experience for 

the young person. Some of the papers suggested relationships with staff present also mediated 

the young personôs experience of the meeting (e.g. Taylor-Brown, 2012). Corrigan (2014, p. 
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276) suggested preparation for the PCP meeting resulted in increased participation reporting 

one young person as stating, ñpeople know who I amò. 

The language used within PCP meetings is an important aspect of the young peopleôs 

experience. Kaehne and Beyer (2014) and Bason (2020) noted jargon, and speech and 

language needs can be barriers to participation. Bason (2020) further noted verbally more 

able young people were encouraged to participate more frequently, suggesting more 

adaptations may be needed to improve access for young people with language difficulties. 

Consequently, it is necessary for those facilitating PCP meetings to be alert to speech and 

language needs, particularly as these can go unnoticed in young people with other SEND 

needs (Timpson, 2019).  

Kusi (2017) and Power (2019) suggested PCP meetings are also spaces in which the 

young person negotiated their identity, in relation to their planned future and the perceptions 

of those present. This constitutes a particularly complex background element within the 

process, at risk of being obscured by the focus on practical concerns such as academic 

attainment, material support and post-16 options. The young personôs burgeoning identity 

and their experience of autonomy are continually present in the PCP meeting. This dynamic 

was identified by Chandroo et al. (2020), who noted instances of tension between parental 

and young person views. The young person rejecting the proposed view of them as a recipient 

of benefits, while affirming their identity as a person worthy of employment is an example. 

Power (2019) identified that the young peopleôs diagnoses of autism gave their identity a 

salience which required navigating, suggesting that identity and narrative are central to how 

young people experience PCP meetings, reflecting Taylor-Brownôs (2012) discussion of 

stories and narratives. The emergence and potential thwarting of preferred identifies within 

PCP meetings highlights the necessity of facilitators to respond skilfully. It prompts careful 

consideration of the repertoires of skills necessary to do so, examples of which can be found 
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in person-centred counselling (Rogers, 2004), motivational interviewing (Miller & Moyers, 

2017) and narrative therapy (White & Epston, 1990). This is not to suggest facilitators must 

be qualified in these approaches, but rather skills from them may be useful in ensuring the 

young personôs psychological experience of how their identity is constructed and negotiated 

within the process, is done with skilled facilitation. It is hoped this would improve co-

production of outcomes within the process and ensure the young personôs voice is enhanced 

and received in its richness and complexity, given the active participation of young people 

can ñincrease young peopleôs ownership and belonging, self-esteem, responsibilityò 

(Atkinson et al., 2019, p. 10). 

Finally, psychological theories that are congruent with PCP, such as SDT (Ryan & 

Deci, 2020) may also serve to enrich and help practitioners to better align the philosophy of 

PCP with its intended outcomes. An example is Morgan (2016) using a solution-focused 

approach in conjunction with PCP.  

Limitations  

There are several limitations of this review. Firstly, two of the studies included were 

doctoral theses, peer-reviewed via an academic process and viva, rather than through journal 

submission and its associated guidelines. However, Moyer et al. (2010), found that across 

several measures of methodological quality, there were minimal differences between theses 

and published articles, and theses were therefore worthy of inclusion in literature reviews.  

A second limitation resulted from the search parameters which required included 

papers to describe the planning process and offer insight into how the young people 

experienced them. This meant that papers that gave a good overview of aspects of PCP but 

did not directly address the second aspect were rejected. This was also the case in contexts 

where PCP had been utilised alongside other forms of intervention.  
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Finally, all the papers included, except one, were in the UK context giving the review 

a UK-centric nature. This will have invariably limited its focus and have excluded forms of 

practice found in other geographical areas. There is a diversity of language used to describe 

PCP reflecting its widespread use in varied educational, mental health and statutory 

processes. The UK-centric results may reflect narrow search terms that are more specific to 

practice within the UK. Further research using broader terms with language reflecting wider 

notions of PCP would be useful.  

Recommendations for future research and practice 

 A key finding in this literature review is the varied forms PCP practice can take and 

how these influence the process. It is debatable to what extent a fidelity measure that is 

agreed upon by all practitioners can be developed for PCP given its rich historical and 

philosophical roots. Certainly, Choy-Brown et al.ôs (2020) fidelity measure and the PfA 

(2022) minimum standards checklist are useful and suggest measures of fidelity are possible 

in specific contexts. However, perhaps a more fruitful focus for researchers is identifying the 

active ingredients of PCP and how these relate to specific outcomes, which would serve to 

improve the replicability of PCP overall. 

 Another recommendation is for practitioners to consider the underlying background 

dynamics within PCP meetings and how these may intersect with the foreground or 

functional aspects of planning. As discussed, PCP meetings are complex spaces in which 

varied psychological and emotional experiences are negotiated. The Preparing for Adulthood 

(PfA, 2022) checklist is useful in mapping this and gives practitioners a range of ideas to use 

within their approaches. While not an exhaustive checklist and systemically focused it 

provides a useful conceptual map of the features of PCP. 
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 Finally, emerging from this current study are aspects of PCP which could benefit from 

specific consideration or refinement by practitioners with the addition of other ñingredientsò. 

These tentative recommendations and are detailed in Table 4 for practitioners to consider 

alongside their own use of PCP and approach. It is hoped these tentative recommendations 

will help clarify the ñactive ingredientsò of PCP and improve its replicability as per Ratti et 

al.ôs (2016, p. 26) recommendation.  

Table 4 ï Additional ñingredientsò for PCP practice 

 

1. Relationship building with young people and their families, outside of the meeting. 

2. Adaptations for young people with SEND, particularly those with speech and language 

difficulties and social communication and interaction needs. 

3. Training for facilitators on specific approaches within PCP and the associated skills to 

facilitate them. 

4. Training in effective visual recording. 

5. Pre-meeting preparation and post-meeting debriefing. 

6. PCP as a process rather than a single discrete point in time. This should be reflected in 

opportunities for follow up meetings or specific actions to occur to ñkeep the 

momentumò of the meeting going. 

7. An improved ñlocal offerò of post-16 options. This could be facilitated through greater 

liaison with placement providers and local business to provide supported internships 

and work experience.  

8. Those tasked with ensuring the outcomes are actioned are given the opportunity to 

network with relevant organisations, such as further education settings, apprenticeship 

providers and local businesses.  
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Paper 2 to be submitted to Pastoral Care in Education (PCIE) 

Word count: 8,581 

 

Pathway planning for students in an alternative provision using self-determination 

theory: an exploratory study 

Abstract 

This case study research explores the potential of a post-16 pathway planning process based 

upon SDT. Two male students at an AP were supported by a behavioural support teacher to 

take part in a pre-planning meeting with the researcher to explore their post-16 aspirations. 

They then took part in a planning session within which the discussion and documentation 

were informed by SDT. A follow up conversation was held with the behavioural support 

teacher to feedback the contents of the planning sessions and support implementation of any 

outcomes. One student took part in a follow up interview, the other became uncontactable 

due to leaving the AP. The planning sessions and the follow up interview were transcribed 

and thematically analysed. Key themes were particularly consistent with autonomy and 

relatedness dimensions within SDT. Findings suggest SDT can provide a framework for post-

16 planning through facilitating exploration of goals and aspirations. Student follow-up 

suggested the process had been autonomy-supporting and a positive experience. Limitations, 

future directions, and implications for practitioners are discussed.  

Key words: 

Preparing for adulthood, planning, self-determination theory, transition, alternative provision 
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Introduction  

Preparing for adulthood and pathway planning 

PCP features centrally in statutory processes such as education, health and care plan 

(EHCP) reviews and preparing young people for post-16 transitions. As Kilbane and McLean 

(2008) noted, PCP places the person at the centre of the process ensuring they are a co-

partner, to produce a strengths-based plan reflecting their goals and aspirations. It is rooted in 

successive legislation emphasising social inclusion, rights, choice, and inclusion (DoH, 2001; 

2002; 2010).    

The PfA (2013) resources focus on preparing young people for employment, 

independent living, community inclusion and healthy living. Reflecting the PfAôs PCP roots 

are principles that constitute good practice including: ensuring the voice of the young person 

and their family is heard; personalised approaches; understanding aspirations; and enabling 

clear outcomes. Ensuring pathway planning is aligned with the interests and needs of young 

people and is sufficiently person-centred to support this is crucial, especially given the 

findings of Yates et al. (2011) which identified increasing complexity in post-16 

transitioning. This included shifting social and political factors, which have led to 

transitioning being more individualised as the traditional route from school into employment 

is disrupted. This presents concerns for professionals within education and local authorities, 

such as social care and psychological services.  

Pathway planning with vulnerable students 

Young people who are vulnerable, with SEND or other additional needs, are at higher 

risk of becoming ónot in employment, education or trainingô (NEET; DfE, 2018). Avoiding 

ófractured transitionsô that may potentially lead to NEET outcomes may be particularly 

difficult for young people who are vulnerable (Yates et al., 2011, p. 3). Highlighted in the 

recent SEND review (DfE & Department of Health and Social Care, 2022) is that APs are 
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unique in their context due to the complex social emotional and mental health (SEMH) and 

SEND needs of their students. Tate and Greatbatch (2017, p. 4) suggested, students in APs 

óexperience significant challenges in achieving successful transitions to participation in post-

16 education and trainingô. Regarding transition interventions, Tate and Greatbatch (2017, p. 

59) noted, óWhile there are a number of studies that highlight the importance of transitional 

support and programmes, there is little or no systematic research that demonstrates how these 

pathways and programmes contribute to effective post-16 transitionsô. Consequently, 

interventions to support successful post-16 transitions for AP students are vital.  

The practice of pathway planning: historical and theoretical roots 

Pathway planning is predicated upon a person-centred philosophy that emerged from 

the social model of disability and changing views of those with intellectual disabilities, 

brought about by thinkers such as Wolfensberger (1972). It is both a philosophy and a 

methodology and is central to frameworks such as the PfA (2013) in the UK. Paper 1 of this 

thesis highlighted that this dichotomy between philosophy and practice can lead to a high 

degree of variance in the use of PCP, particularly given the varied contexts in which PCP is 

utilised. It further argued that whilst there is a general agreement on what PCP aspires to 

there is no clear consensus on how PCP should be operationalised. In relation to these 

arguments, Paper 1 cited Robertson et al. (2007) who noted the influence of contextual 

factors on the operationalisation of PCP, and Ratti et al. (2016, p. 26), who argued for the 

identification of the ñactive ingredientsò of PCP to improve its replicability as an 

intervention.  Finally, contributing to the rationale for this paper, is that the philosophy of 

PCP and its practice are not underpinned by explicit psychological theory, contrary to Stein 

(2005) highlighting its usefulness in supporting vulnerable young people transitioning into 

adulthood.  
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SDT and its role in pathway planning 

SDT is a theory of motivation concerned with three core psychological needs (Figure 

3).  When met they create a state of self-determination and greater intrinsic motivation 

(Figure 4). SDT suggests that intrinsic sources of motivation, that accord with the 

individualôs values, are likely to produce positive outcomes in terms of goal attainment and 

wellbeing (Ryan & Deci, 2000; 2020). SDT provides a framework that mitigates a parochial 

focus on processes and outcomes, through acknowledging wider variables in the pathway 

planning process. Furthermore, SDT acknowledges the influence of environmental factors on 

motivation and wellbeing, which is of relevance to pathway planning. Ryan and Deci (2017, 

p. 442) discussed the ñfacilitating environmentò which provides a space for ñauthentic 

reflection, integration, empowerment competence and choiceò. This closely accords with the 

values of PCP and the characteristics of facilitative spaces practitioners aim to provide when 

utilising it (Kilbane & McLean, 2008). Finally, applying SDT to the pathway planning 

process allows a greater understanding of the relationship between the young personôs post-

16 aspirations and their psychological needs and motivations.  

Despite the utility of SDT within pathway planning several criticisms of it have been 

made, such as those of Van den Broeck et al. (2016) in their impressive review. 

Problematically, they noted that variation in the fulfilment of the three core psychological 

needs did not seem to meaningfully explain variation in the types of motivation experienced 

by the individual (as shown in Figure 4). For example, lower fulfilment of the core needs did 

not seem to correlate with more negative forms of motivation, such as external and 

introjected types. Van den Broeck et al. (2016) also noted SDTôs conceptualisation of core 

needs is based upon research conducted in Western societies, which may reflect specific 

psychological needs relating to these societies. Finally, Van den Broeck et al. (2016) noted 
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that there is little comparative literature which compares SDT with other theories of 

motivation and wellbeing, which they suggested it would benefit from. 

Figure 3 - The three psychological needs of SDT (adapted from Ryan & Deci, 2000) 

 

 

 

 

 

 

 

 

 

Figure 4 -SDTôs Taxonomy of Motivation (Ryan & Deci, 2020)  
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Self-determined behaviour is recognised as being useful in multiple contexts to 

improve outcomes for young people. Shogren et al. (2015) identified the role cultivating self-

determination has played in positive post-school outcomes for young people in the US since 

the 1990s. While this differs in the way Ryan and Deci (2000) conceptualise self-

determination, there is overlap between how its positive impact is articulated; and cultivating 

self-determination is well established in the US as an approach to improving educational and 

transition outcomes (Pierson et al., 2008). SDTôs utility in improving outcomes for young 

people is recognised across varied contexts, from supporting homeless youth to disengaged 

students (Hui & Tsang, 2012; Krabbenborg et al., 2017; Wilding, 2015).  

 A body of UK research identifies SDT and self-determination as relevant to post-16 

transition work. Powers et al. (2012) evaluated a transition intervention that coached young 

people in foster care to develop self-determination skills. Cockerill and Arnold (2019) 

identified the usefulness of SDT in supporting young people at risk of becoming NEET; 

while Bason (2020) discussed the role of self-determined behaviour in transitioning into 

adulthood, including goal setting, independent living, understanding oneôs difficulties and 

self-advocacy. Manning (2019) discussed that some professionals are aware of SDT but 

identified a gap in understanding how it can be applied to further positive outcomes for 

young people. Manning (2019) further discussed SDTôs utility in shaping school systems that 

encourage fulfilment in the three core areas, and while some professionals are aware of SDT, 

there is a lack of understanding about how it can help further positive outcomes for young 

people.  

Providing the rationale for using SDT as the theoretical basis for this study is research 

(Atkinson et al., 2019; Hyde & Atkinson, 2019), identifying the utility of applying SDT to 

support the needs of care leavers, for example to explore interventions to support a care 

leaver towards independent living. Skills from Rogersô (2004) PCA such as active listening, 
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unconditional positive regard, empathy, and congruence were also utilised to deliver the 

process based upon the close theoretical overlap between PCA, SDT and PCP (Patterson & 

Joseph, 2007; Taylor-Brown, 2012).  

From this perspective, the research explored the following questions: 

1) To what extent can a SDT-informed pathway planning process provide a framework 

to guide post-16 transition planning for students attending an AP? 

2) How do the students experience the pathway planning process?   

Methodology 

Context for the research 

The research was conducted in an AP which offers provision for young people aged 

13-16 years. Students are referred from schools in the local area which often experience 

difficulties meeting their complex SEMH needs within a mainstream setting, often leading to 

fractured relationships with school staff and exclusions.  

Design of the study 

This research uses an exploratory single case study design with two independent cases 

(i.e., each participantôs experience of the process). The case context is post-16 transition 

pathway planning; while the case is pathway planning in the AP.  

A qualitative research design was utilised because it is well aligned with the 

epistemological stance of the researcher (see introductory section); and is well suited to 

exploring the nuance of the studentsô responses to, and views about the process. The studentsô 

contributions and feedback were vital in developing a process that is engaging, young person-

centred and autonomy-supportive. 
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Propositions 

In seeking to answer the research questions, the following propositions guided the focus 

of the study, and data collection methods. These were based on discussions with the 

commissioner (see introductory section), the AP, and relevant literature: 

1. SDT is a useful theory to support pathway planning, and its three core needs are 

helpful in conceptualising the aspirations and goals of the young person.  

2. Structure will be important in the planning process and will serve to support the 

process delivery.  

3. Systemic support and relationships will be important to the students taking part in the 

process.  

4. The process will touch upon varied goals and aspirations that are interrelated and will 

require both individual and systemic support to actualise.  

Data gathering 

Students were opportunistically recruited based upon their willingness to take part in 

the study and four students initially expressed interest in participating in the research. 

However, perhaps unsurprisingly, given the complexity of student need within the AP, their 

engagement with the process was variable and ultimately data were collected from two male 

students. It should be noted that the reported data are from the two successful cases and may 

not convey the potential difficulties in engaging AP students in discussions about the future. 

Recruitment issues also meant that no female students participated as initially planned. Both 

issues are discussed further in the limitations section of this paper. 

 The two students (referred to by the pseudonyms óLukeô and óJoeô) were in year 10 

(aged 14-15 years). As shown in Figure 5 the pathway planning process consisted of a pre-

panning meeting (see Appendix 4 for meeting questions) with each participant, and a key 

member of staff (a behavioural support teacher) for around 30 minutes to provide an 
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understanding of the process, and to gather information about their aspirations and prior 

careers guidance. After the pre-planning meetings (see Appendix 4) the researcher left and 

returned the following day, allowing reflection on the conversations for both the participant 

and the researcher. On the second day the researcher completed the planning booklet (see 

Appendix 1) with the participants. The planning booklet aimed to provide a tool for 

practitioners working in educational and careers services to carry out post-16 pathway 

planning. The booklet was inspired by the sequential steps within the PATH tool (Pearpoint 

et al., 1993) which provide a guiding framework for reflection and planning. In a similar way, 

the researcher sought to present the core aspects of SDT as a guiding framework that 

provided the students with points to reflect on, such as presenting the three core 

psychological needs (Ryan & Deci, 2000) as a Venn diagram to promote reflection on these 

needs within the studentsô everyday experiences. Each participant was debriefed at the end of 

the sessions and asked if they still consented to their data being used. The planning sessions, 

and one follow up interview, were recorded using a secure handheld Dictaphone. 

 A follow-up conversation was conducted four months after the planning sessions with 

the behavioural support teacher to feedback the content of the sessions and to ensure the 

students were given the necessary support to achieve their planning goals. This was later than 

anticipated and resulted from demands on staff time and complications resulting from the 

Covid-19 pandemic. A follow-up semi-structured interview (see Appendix 4 for interview 

questions) with Joe occurred five months after the initial planning session to explore his 

experience and discuss the impact it may have had on his planning for the future. The 

researcher requested a follow-up interview with Luke but his parents had opted to home- 

educate him and it was not possible to contact him. This is discussed in the limitations 

section. 
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A research diary was used to record field notes on pre and post session conversations, 

and the views expressed by the behavioural support teacher (Appendix 5). The planning 

booklets completed with each young person also provided an artefact (Appendix 6).  

Case study protocol 

In accordance with Yinôs (2017) case study protocol, the units of analysis, criteria for 

interpreting findings and rival explanations for the study, are detailed in Figure 5 below. 

Please note that Figure 5 depicts the case study protocol as it occurred within the AP due to 

limitations arising from the Covid-19 pandemic. For a discussion of how the researcher 

envisioned the process in ñidealò circumstances, please see the Discussion section.  

Figure 5 ï Case study protocol as it occurred in the AP 

 

 

Units of analysis 

1) The young personôs views about post-16 transition. 

2) The young personôs responses to the planning booklet.  

3) The young personôs views about the process. 

4) The behavioural support teacherôs view about post-16 transitioning and the process.  

5) The researcherôs reflections on the process via fieldnotes. 

Criteria for interpreting findings 

1. The extent to which the students perceived the process as helpful. 

1
ωPre-planning meeting with student and behavioral support teacher

2
ω24 hours later: pathway planning meeting with student

3
ωFour months later: follow up interview with behaviouralsupport teacher

4
ωFive months later: Follow up interview with one of the students (other 

student had left the AP)
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2. The extent to which it allowed them to plan pathways to adulthood. 

3. The extent to which the SDT core needs of autonomy, competency, and relatedness 

are influential in pathway planning. 

Rival explanations 

1. Opportunities or discussions in school around career planning or pathways into 

adulthood. 

2. Support in school around the PfA (2013) framework, such as mentoring or help from 

staff. 

3. Maturation. 

4. Timing of the interview ï it may coincide at a time where the young person is 

considering their post-16 options. 

To identify these rival explanations key adult(s) and the young person was asked what had 

already helped or was helping, in post-16 planning. 

Data analysis 

Information from fieldnotes (Appendix 5) and the planning booklets (Appendix 6) 

were used to develop a case narrative for each young person. Data from both the planning 

meeting and one follow-up interview were recorded, transcribed, and analysed inductively, 

using Braun and Clarkeôs (2006) six-phase thematic analysis framework, and the software 

package NVivo.   

 The researcher reflected on Braun and Clarkeôs (2021) recent paper cautioning against 

a procedural approach; instead focusing on how thematic analysis allows the researcher to 

make sense of the data. Coding and the constructed themes were checked during supervision. 

Ethics 

Ethical approval was sought from the university ethics committee and the study was 

carried out in accordance with the Health Care Professions Councilôs Standards of conduct, 
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performance and ethics (HCPC, 2016) and the British Psychological Societyôs Code of 

Human Research Ethics (BPS, 2021). All participants were provided with an information 

sheet and consent form (Appendices 7, 8, 9 and 10) detailing the purpose of the study and 

what their involvement would require. Parental consent was also given for student 

involvement. The researcher reminded the students that their participation was voluntary 

before beginning the research process, and they were given a day to consider their 

participation after meeting the researcher. Despite no anticipated risk of emotional distress, as 

a precaution the researcher devised a protocol for managing any unforeseen responses 

(Appendix 11). At the end of each interview, consent to use data was checked with the young 

person. Recorded data were deleted following transcription and pseudonyms were used to 

protect the studentsô identities. 

Findings 

Presented first are case vignettes containing information from the pre-planning 

meeting interview; the young personôs response to the planning booklet; and the feedback 

conversation with the behavioural support teacher. Also presented are eight themes 

constructed from the NVivo codes for each interview, and the six themes constructed from 

the follow-up interview with Joe.  

Case 1 ï Luke 

In the pre-planning meeting Luke was asked questions (see Appendix 4) to explore 

his future aspirations derived from the core areas of the PfA (2013). In relation to 

employment Luke aspired to be a professional footballer or a manual labourer, while for 

independent living, he wanted to afford to live, look after his family, have a car and a home. 

For friends, relationships and community, Luke stated that having friends that were ógood 

associatesô was important to him and wanted to contribute to his community. Good health 

was important to Luke, and he detailed future goals related to being healthy, including good 
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sleep hygiene, diet, and regular exercise. The behavioural support teacher further stated Luke 

had started to pursue his aspiration to be a professional footballer; and that Luke might 

usefully explore becoming a qualified football coach as a profession during the planning 

process, given he was already engaged in coaching a struggling local football team. Luke 

discussed this at length, detailing how he used his strategic thinking to support the 

development of the teamôs skills. He hoped this would help him get spotted by a professional 

football teamôs talent scout. The behavioural support teacher described how Luke was 

reflective and polite, characteristics she felt would make him likely to engage with the 

planning process. Luke had received support in English and maths, but no other prior input 

around future goals or aspirations. 

 The behaviour support teacher noted that Luke engaged enthusiastically with the 

research process and offered thoughtful responses. Luke informed the researcher on the 

second day of the planning process that he felt unwell in the morning, but was looking 

forward to taking part and therefore came into the AP. He further indicated that if it had been 

a ónormalô school day, he would not have attended. Luke declined the opportunity to write in 

the planning booklet and asked the researcher to write on his behalf.  

Case 2 ï Joe 

The behavioural support teacher described Joe as being a mature young person able to 

engage in reflective dialogue. In relation to employment Joe stated he wanted to be a physical 

trainer and work with vulnerable young people to óunderstand them and give them helpô, to 

pass his GCSEs and ókeep his head downô. When asked about independent living, Joe stated 

he wanted to have a home, be able to pay his bills and do his own cooking. He felt being 

independent also meant being able to attend the gym and using this to help others to become 

healthier. For friendships, relationships and community Joe commented that he óusedô to go 

into the community but that his friends can be a negative influence. Reflecting upon this, Joe 
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stated they may need help and that he would like to support them to change. Discussing good 

health Joe wanted to attend the gym and ensure his diet supported his health. He also made 

the link between exercise and good mental health stating that exercise óreleases endorphins, 

which is good for stressô. At the end of the pre-planning meeting Joe asked if he could ask the 

researcher about university, including about student debt and potential job prospects. The 

researcher and Joe agreed that the planning process would provide an opportunity to discuss 

university. Joe also mentioned his anger, and specifically that when he óflipsô he óblacks outô 

and often has to óbottleô his anger. Joe stated that his anger had got him into trouble in 

mainstream education, for which he expressed regret.  

Joe engaged well with the planning process and also asked the researcher to write on 

his behalf. Joe offered personal reflections and touched upon personal topics, such as his 

desire to help others and his feelings towards his mother. The behavioural support teacher 

expressed surprise during the feedback conversation about how reflective Joe had been. She 

was surprised he had asked about university as she was unaware he was considering this as an 

option, but agreed to explore with Joe the possibility of taking part in a mentoring scheme 

with a local university which paired undergraduates with young people to widen 

participation. The behavioural support teacher further stated Joe had received input from the 

APôs career service since taking part in the planning process.  

In the follow-up interview, Joe was very positive about the process. He informed the 

researcher that he had secured a job with a primary school supporting the PE department and 

linked this to taking part in the planning process.  

Cross-case themes 

Eight cross-case themes were constructed from the interviews with Luke and Joe (see 

Table 5 for an overview) from the initial codes, some of which were specific to Luke or Joe 
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(denoted by initials in brackets). Quotes are used for exemplification. Within the scope of this 

paper, it is not possible to fully describe each theme. 

Table 5 ï Cross-case themes and their sub-themes 

 

Main themes  Sub-themes 

Future goals and aspirations  

 

Varied types of goals  

Sources of motivation to achieve goals   

YP (young person) already moving 

towards goal achievement         

Actions taken towards achieving goals  

Differing view to supporting staff of work 

goals (L)  

Dichotomy between primary and 

secondary work goals (L)  

Professional support to needed to achieve 

goals  

(L) 

University (J)  

Meaning as a source of motivation Primary goal as being very meaningful  

Overcoming barriers as a source of 

motivation  

Helping others as a source of motivation 

and meaning (J)  

Family Family support and guidance  

Importance of family 

Raising a family as a goal (L)  

Raising respectful children as a goal (L)  

Friendships  

 

Value of friendships (L)  

Importance of positive friendships  

Health  

 

Importance of health in relation to primary 

work goal  

Health goal mediated by employment (L) 

Independent living  Independent living  

Perceptions of self-efficacy  

 

Uncertainty about the future  

Perceptions of their ability to achieve their 

goals 

The AP as an integral source of support   Self-belief linked to beliefs of others (L)  

AP Support  

Desire for their determination to be 

understood by school (L)  

Note: J=Joe; L=Luke 

A key theme related to future goals and aspirations and Luke and Joe discussed 

varied goals and motivations to achieve them. Luke discussed wanting to be a professional 

footballer (his primary goal), a football coach, a manual labourer and joining the army. Joe 
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wanted to be a physical trainer or go to university and explore other jobs related to physical 

fitness. Each discussed intrinsic and extrinsic motivational factors impacting on these goals. 

In relation to being a professional footballer, Luke stated, óIt's mainly important for the 

reason of the fact that I enjoy the game, I enjoy playing itô and óIt mainly comes from just 

wanting to have a decent life, and wanting to be able to give to my parents, like I said, to pay 

them back for everythingô.  

Luke also touched upon family tradition in relation to possibly wanting to join the military, 

referencing his fatherôs and grandfatherôs military service.  

 Joe referenced intrinsic motivations including his mindset: óI've got the motivation. 

I've got a good frame of mindset. All I really need to do is just get my head downô and felt 

having a home would demonstrate he had ómaturedô. Joe felt a good salary was not his main 

objective stating, óI'd rather do a job where I get paid less for, to be happyô. Both Luke and 

Joe referenced meaning as a source of motivation in working towards employment goals, 

with Luke stating: 

The professional footballer is probably the highest thing, the highest amount of 

meaning, that if I get to that point, I'll probably be at the peak of my life if I do 

reach that point. Everything else has kind of just, oh, it's happened, you're doing 

it. You got money. That's about it. 

 It was apparent both students were taking steps towards their goals; Luke coaching a 

local football team and Joe attending the gym and learning about fitness in his own time. 

Prior to the planning process, when the researcher mentioned that the behavioural support 

teacher had suggested discussing football coaching, Luke stated it was a ówhole body wasted 

reallyô that could be used in being a professional footballer. In this sense, Luke was 

orientated towards his primary goal; and despite the behavioural support teacher feeling being 

a coach was a good fit for his aspirations, Luke closed this line of discussion.  
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 Joe discussed university as a possible aspiration stating he was óinterestedô and 

discussing how it might help career development, but also led to debt, presenting a barrier to 

buying his own home and settling with his girlfriend. Joe was open to visiting a university 

and speaking to someone about what it might involve.  

 A secondary type of meaning-orientated motivation was overcoming barriers, 

such as the doubts of others or childhood adversity. Joe referenced how as a child he 

grew up in an area that was óquite roughô and how his peers would be critical of him in 

primary school, which would óbring me downô. As a result, Joe wanted to óprove people 

wrongô and felt achieving his goals would do this. Joe also discussed his desire to help 

others and give back to his community. He stated that becoming a personal trainer would 

be more meaningful if it involved helping others. 

 In relation to family, both students referenced their families being a source of support 

and guidance and playing an important role in their future planning. Luke had the óbackingô 

of his parents and felt ómy mum and dad guide me thoughô. He stated that his parents 

provided material support, such as buying his football boots and taking him to football 

training. Luke felt it was important to maintain familial links, continue the family name and 

to raise respectful children, in the same way he had been raised by his parents.  

 Joe discussed how his eldest brother was a óbig role model to me growing upô and 

how he had ógiven me loads of motivationô. Furthermore, Joeôs eldest brother encouraged 

him to consider university through explaining its potential benefits. Like Lukeôs parents, 

Joeôs brothers provided guidance, listened to him, and encouraged him to consider his options 

carefully, providing Joe with material support, such as paying for his driving lessons.  

 Both students referenced positive friendships. Luke had friends that were loyal and 

did not cause him difficulties. He thought it important to be able to óbin people off that are 

going to turn around and drag me downô, echoing Joeôs statement about wanting to óget my 
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head down and just stopénot following my matesô. Central to each participantôs future was 

their health, particularly in relation to physical fitness. For Luke, this was mediated by his 

future employment, and primary importance if he was a professional footballer; less so if he 

was a labourer. 

 For independent living both students referenced similar goals, such as having their 

own home, being able to pay bills and live within their means. This juxtaposed with both 

acknowledging uncertainty about the future, identifying situations that can disrupt financial 

security and living circumstances. For example, Luke rated himself as being very able to 

achieve his goals, but was more circumspect about independent living stating, óbecause just 

anything can happen in the worldô. 

 Both students expressed positive perceptions of self-efficacy which seemed linked to 

perceptions of themselves as possessing the knowledge and skills to move towards their 

future goals. For example, Luke expressed the belief that he was able to raise a family, 

maintain his fitness to be a professional footballer, maintain appropriate friendships and join 

the military. Interestingly, this self-belief was not characterised by unreflective hubris, and 

appeared to stem from a considered perspective: 

I think despite being very able, all it takes is one person from the outside to see 

what's happening. So, if something's going down a bad slope of like, someone's 

trying to get you to do stuff you don't want to do, and they turn around, and they 

look, this is what I'm seeing from my angle. To understand and listen to them, 

instead of going off on a mad one about it. 

Similarly, Joe referenced caring for his grandfather who had recently been 

diagnosed with cancer, as well as his vulnerable neighbours, as demonstrating his 

ability and skills to care for other people. Joeôs high self-efficacy was linked to 

personal development, and extracurricular activities he was engaged in. Luke linked 
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his self-belief to the beliefs held by others: óAll I need is belief, in myself and from 

other people. And that's it, to be honestô.  

This reflects Lukeôs acknowledgement that the beliefs of those close to him matter and help 

bolster his self-efficacy. 

 Both students referenced the AP as an integral source of support for achieving their 

goals. This included varied forms of support, such as a staff member providing Luke with 

coaching tips and literature on football techniques. Luke wanted the staff member to 

understand óthe commitment Iôve got to play football and the passion I haveô expressing on 

several occasions how important this was. Joe said the head of the AP could support him in 

thinking about university as ósheôd be good at thatô and óhas connectionsô. Joe also identified 

how AP staff have always offered relational support: óEverything, I've always stressed about 

it, always come and talk to them about itô. These statements reflected the strong relationships 

the students had with AP staff and the important role their support, materially and 

relationally, played in their development and future planning.  

Follow-up interview with Joe 

For an overview of the themes that were constructed from the follow-up interview 

with Joe, please see Table 6, and for the interview questions please see Appendix 4 

Table 6 - Themes and sub-themes resulting from the follow-up interview with Joe 

 

Main Theme  Sub-themes 

Support from others Family support 

AP support 

Personal topics in the process Sensitive topics during the process 

Affect Emotions experienced in the process 

Views and reflections on the planning 

process 

YP reflections on the process 

YP reflections on planning booklet 

YP preference for researcher writing in 

planning booklet 

Process as a space for reflection 

Outcomes resulting from the process 

Person-centredness in the planning process Importance of authenticity 
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Importance of being listened to 

Mainstream school as non-autonomy 

supporting 

 

 

In relation to support from others Joe referred to ongoing family support, re-affirming how 

óloads of people around me who are very supportive and think thatôs just helped 

tremendouslyô.  

 The researcher asked about personal topics in the process, enquiring about Joeôs 

grandfather who had been diagnosed with cancer, to which Joe said that his grandfather had 

recently died. This made discussions about the appropriateness of asking personal questions 

during the planning process more poignant, with Joe expressing he felt it had been 

appropriate.  In relation to affect in the process, Joe felt óhappyô and experienced ógood vibesô 

as he óreally enjoyed the bookletô. Joeôs positive experience is reflected in his views and 

reflections on the planning process, which he stated, óit let me get stuff outô and ónothing 

went wrongô. Joe was equally positive about the planning booklet (see Appendix 1) which 

ógot my brain activeô and óI can do whatôs actually on that bookletô. The researcher asked if 

the planning booklet was sufficiently clear, particularly regarding SDT principles, to which 

Joe commented óYeah. You absolutely done amazing with meô.  

In relation to his preference for the researcher writing on his behalf, Joe stated óitôs even 

better for meô. When asked what this meant, he suggested it gave him the space to reflect, 

stating he was, óstuck in what I wanted to do. And then we had this conversation, it made me 

realise what I wanted to do, and I should drive for it. And I have.ô For Joe, the process 

clarified that he is ócapable to do stuffô and that óI need to changeô. Joe articulated resultant 

changes including working harder in lessons, enjoying higher life satisfaction, that his anger 

had ócalmedô and perhaps most notably securing a placement in a primary school assisting 

with PE lessons. When asked why he felt these changes occurred, Joe stated: 
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 It... I opened my eyes. And I've seen, like, if I want to get somewhere in life, 

then I can do it and I can achieve my goals. And like, when we went through the 

booklet, and we talked about all the positives. And about my friends, and what I 

wanted to do for my goals. And then I realised I can achieve my goals. And then 

it's rewards for my PT, and then maybe going to uni, thinking about it. And it's 

meaningful. 

In terms of person-centredness in the planning process Joe referenced, in 

relation to question 4 (see Appendix 4), authenticity, stating óbe yourselfô and linked 

this to being listened to and not being rushed. Being listened to was referenced 

multiple times in relation to supporting Joeôs engagement. For example: 

Well, you listen. And you don't just talk and say, 'I have to do this'. You sit 

with me, and you talk about it, and explaining then. We can have a little talk, 

and then I get to like, think about it more. It's really good 

Joe said that if he had not been listened to, óI donôt think I wouldôve been where I 

am nowô, directly linking the process outcomes with being heard and affirmed. 

Joe juxtaposed this with his negative experiences of not being listened to in 

mainstream education. 

Discussion 

The discussion considers to what extent the findings are helpful in addressing 

the original research questions and will address each of them in turn. Consideration 

will also be given to the limitations of the current research, directions for future 

research and considerations for professionals. 

In relation to the question To what extent can a SDT-informed pathway planning 

process provide a framework to guide post-16 transition planning for students attending an 

AP? overall, like in the findings of Hyde and Atkinson (2019), the researcher found SDT a 
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useful theoretical framework that facilitated the discussions with the students and a co-

constructed view of their goals and aspirations. For example, during the process, the 

taxonomy of motivation and the three core areas were presented to the students to structure 

discussions around their sources of motivation and their core psychological needs. The 

resulting discussions allowed the researcher and the students to make links between the three 

core areas of SDT and the studentsô goals. The students were readily able to identify 

autonomy in their aspirations, such as gaining forms of employment that accorded with their 

values and interests, owning their own homes and being financially stable. Similarly, 

relatedness had high salience, such as Luke identifying that the beliefs of those close to him 

helped bolster his confidence and self-efficacy, reflecting the importance of relatedness in his 

motivation and planning. Competence was less identifiable in the discussions perhaps due to 

the focus on future goals yet to be attained. Certainly, during the planning sessions the 

students consistently referenced themselves as having high self-efficacy, but competency as a 

concept did not seem to feature highly in how they discussed themselves. This may reflect 

that competency was implicit in them achieving their goals, such as Luke perceiving himself 

as experiencing competency once he became a professional footballer.  

However, the disparity between Lukeôs perceived self-efficacy and his need for future 

competence, may also be explored using other psychological theory. For example, the human 

givensô concept of the óobserving self,ô which posits humans possess an ability to be self-

aware and engage in self-monitoring, may be underdeveloped in Lukeôs psychological 

resources (Griffin & Tyrell, 2004). It is relevant to consider if Luke felt as self-efficacious as 

he reported, or if his lack of reference to competence is reflective of an anxiety related to his 

abilities. The intention in highlighting these theories is not to speculate on Lukeôs 

psychological state, but to highlight how psychological theory can provide useful interpretive 

lenses to enhance the pathway planning process.  
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In relation to the second question, How do the students experience the pathway 

planning process? it is necessary to consider to what extent the process provided an 

experience of SDT. This stems from Ryan and Deci (2018, p. 8) who highlighted that SDT 

focuses on experiences supportive of autonomous actions, volition, and self-endorsement. 

They further stated this is linked to individuals in their social context noting, óself-regulatory 

capacities are vulnerable to need-thwarting contexts.ô (p. 8). The researcher was concerned 

with providing an experience that aligned with these conditions, to ensure SDT was present 

in the óspiritô of the process.  

Both students engaged well during the process and appeared positive throughout. As 

only Joe took part in a follow-up interview, it is impossible to say exactly what Lukeôs 

thoughts were on the process. However, as mentioned in Lukeôs case overview, he was keen 

to take part in the process despite feeling unwell. Joeôs follow-up interview was illuminative, 

and he described his experience as being reflective of the conditions SDT is experientially 

concerned with. For example, he highlighted that the experience was supportive and 

affirming of his autonomy and self-reflection. Additionally, Joe reflected on experiencing 

acceptance and empathy through being listened to, suggesting the process could be viewed as 

needs-supporting in SDT terms. Furthermore, Joeôs statements reflect the person-centred 

skills present in the process which is linked to improved outcomes within helping and 

therapeutic relationships (Miller & Moyers, 2017). This is a positive outcome in relation to 

the process, as the researcher was keen to avoid Robertson et al.ôs (2007) observation of PCP; 

that its philosophy is sometimes misaligned with its practice.  

The students experienced the process as part of broader systemic support. Both spoke 

highly of the relational and material support offered by the AP staff. The process could be 

conceptualised as part of the studentsô relatedness to the AP as an organisation. As 

Wehmeyer (2015) suggested, systems which promote self-determination should be part of a 
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broader systemic approach, ensuring all students within an educational setting benefit from 

them. This study provides a tentative model of how this may be achieved in relation to 

transition processes.  

Finally, the process as it occurred in the AP does not entirely represent how the 

researcher envisioned carrying out the research protocol. The researcher planned to provide 

feedback to the behavioural support teacher on the day of the planning session with the 

student present. This was for two reasons: firstly, to ensure the information and any potential 

actions resulting from the planning session could be acted upon promptly; secondly, to 

promote the relatedness (as per one of the core needs within SDT; Ryan & Deci, 2000) of the 

student to the behavioural support teacher. The discrepancy between how the protocol was 

initially envisioned and how it was subsequently delivered was due to challenges stemming 

from the AP environment and from Covid-19. After the planning sessions the behavioural 

support teacher became unavailable to speak to due to her having to attend to unforeseen 

events occurring within the AP. Similarly, the four months it took to make contact and 

provide feedback was due to her high workload and changes in schedules and working 

practices stemming from the Covid-19 pandemic.  

Limitations and future directions 

This was a small-scale, exploratory study in one context characterised by 

high systemic support. Additionally, it was conducted with only two male students, 

one of whom did not complete the follow-up interview. Within the research process 

variables that may have impacted the studyôs findings, included the researcherôs dual 

role as facilitator and researcher. The students were aware of this, which may have 

led to them giving positive feedback, despite attempts by the research to encourage a 

critical response to the process from Joe. Another potentially confounding variable is 

that Joe received input from the APôs career advisor after taking part in the process, 
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but before the follow-up interview. This creates a potential conflation of outcomes 

resulting from the careers advisor and from the researcherôs planning process. 

Furthermore, the researcher had been introduced by a familiar staff member, which 

may have impacted his desire to give socially desirable answers. Additionally, due to 

opportunistic sampling, the researcher did not have the ability to recruit a purposive 

sample. As such, students who were most or willing or able to take part in the 

process will have been overrepresented.  

Consideration must be given to what extent the booklet itself reflects SDT 

principles. Operationalising SDT as a planning booklet was relatively simple, but the 

researcher encountered challenges in explaining certain aspects of the theory. The 

researcher found explaining óautonomyô challenging, particularly how it relates to 

action aligned with values. This was also the case when explaining the continuum of 

motivation, as it is conceptually more complex than the three core areas. Further 

research is required into how SDT concepts could be communicated to young people, 

particularly those with SEND, such as speech and language or social communication 

and interaction needs.  

 Another limitation is that it is hard to identify the ókey ingredientô of the 

process. The researcher spent just under a year as an assistant clinical psychologist, 

supervised by a person-centred counsellor whilst delivering therapeutic interventions. 

PCA is a preferred way of working for the researcher; however, as SDT and the PCA 

have a close theoretical relationship it is possible the researcherôs PCA skills and 

SDT worked symbiotically during the process. Further exploration of the óactive 

ingredientô of the process and the necessary skills to facilitate it is necessary.  

While the process was situated within the PCA, as Ryan and Deci (2018) 

highlighted, a range of psychotherapeutic approaches and their associated skills are 
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congruent with SDT and its implementation. Further research into how to 

operationalise and deliver the process would be useful, particularly with reference to 

the mechanisms that may help with this. An example of this type of research can be 

found in Apodaca and Longabaughôs (2009) work on the features of effective 

motivational interviewing.  

 Future research is needed to explore the effectiveness of the process in varied 

contexts including different educational settings and with a larger sample including 

females. Additionally, as the planning booklet is visual and requires written 

responses, further research on how this may impact engagement and alternative 

forms of presenting the planning booklet would be useful.  

Implications for practitioners 

This study has aimed to provide practitioners with a process informed by a 

psychological theory of motivation and wellbeing. While a small sample, the study 

offers some promising preliminary findings, and offers a theoretically-informed 

structure, which could potentially be used for pathway planning, as part of post-16 

work with young people. Like Hyde and Atkinson (2019), the findings suggest SDT 

facilitates a meaningful discussion of the ideas and goals relevant to the PfA and 

offers an opportunity to explore them in depth. 

An important consideration for practitioners is how they will deliver the 

planning process and utilise SDT within it. Despite the researcher utilising the PCA, 

it could be delivered in a range of contexts using a wide range of interpersonal and 

therapeutic skills. It is suggested that practitioners consider and evaluate the skills 

and approach they use to deliver the process, and how this relates to their setting or 

way of working. Furthermore, practitioners should consider how to discuss the key 

aspects of SDT, particularly its three core needs, with young people. While they 
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provide a useful conceptual framework, they may require further consideration and 

appropriate adaptation to make them accessible, with due consideration to the 

specific needs of the young person. It is also pertinent to consider how the process 

overlaps with, and allows exploration of, the four principles of the PfA (2013), and to 

what extent other theoretical models and approaches could provide a holistic 

framework to support post-16 pathway planning for young people.  
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Paper 3 

Word count: 5,618 

The dissemination of evidence to professional practice 

 

Introduction  

This paper presents an overview of evidence-based practice and practice-based 

evidence with a specific focus on educational psychologists as scientist-practitioners. An 

overview of the current literature relating to the effective dissemination of research is also 

provided, with a discussion of what constitutes impact. An overview of this thesisôs 

implications for practice and an outline of a three-level dissemination strategy are discussed.  

Section 1: Overview of the concepts of evidence-based practice and practice-based 

evidence 

Trinder and Reynolds (2000) noted that evidence-based practice (EBP) developed from 

medicine into varied professional fields such as education and social work.  Regarding 

psychology, and particularly applied psychology, it is a ubiquitous and well-established 

foundation of practice. Falzon et al. (2010, p. 550) defined EBP as, ñthe integration of the 

best available research with clinical expertise in the context of patient characteristics, culture 

and preferencesò. It is a tripartite method that synthesises research evidence, with the 

experience and judgement of the psychologist in the context of their clientôs unique 

characteristics and needs. The practice of EBP is central to the scientist-practitioner (SP) 

model, the historical inception of which is discussed by Corrie and Callahan (2000), who 

traced its historical development to a conference held in the United States (US) in 1949. 

During this conference the SP model was presented as the most appropriate framework for 

the practice of applied psychology, reflecting an emerging view that psychologists should be 
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skilled in therapeutic interventions and research. Aside from marrying the practice of 

psychology to the scientific method, it also sought to provide a clearer identity for 

practitioner psychologists. Corrie and Callahan (2000) described a similar trajectory within 

the United Kingdom (UK) where in the post-war years Eysenck rejected the role of the 

psychologist as therapist and embedded the practice of psychology within rigorous 

empiricism. Despite EBP and the SP model encompassing the subjective clinical judgement 

of the psychologist, it is generally associated with a positivist paradigm reflecting the 

influence of psychologists such as Eysenck (Lane & Corrie, 2015a).  

The historical legacy of the development of EBP and the SP model is reflected in various 

practice guidelines for psychologists. A notable example can be found in the American 

Psychological Associationôs (APA) Presidential Task Force on Evidence-Based Practice 

(Levant et al., 2005). In the UK, the British Psychological Societyôs (BPS; 2017, p. 11) 

practice guidelines, explicitly affirm the importance of evidence in the practice of applied 

psychology by stating, ñresearch provides the evidence base for the practice of psychologyò 

and ñit is important to distinguish the nature and quality of the evidence underpinning any 

knowledge or techniques being appliedò (p. 11). The regulatory professional body of 

practitioner psychologists in the UK, the Health and Care Professions Council (HCPC, 2022), 

also affirmed the importance of an understanding of evidence-based practice as being 

important to competency. In 16 of its standards of proficiency (SoPs), evidence or evidence-

based practice is referred to: in SoP 12.1 ñbe able to engage in evidence-based and evidence-

informed practice, evaluate practice systematically and participate in audit proceduresò (p. 8).  

This paper is concerned with the practice of educational psychology specifically, in which 

Boyle and Kelly (2017) affirm that evidence-based practice is an important concept to 

educational psychology as a field. Boyle and Kelly asserted (2017, p. 1) that the success of 

the educational psychologist (EP) as ñan agent of changeò whilst conducting core aspects of 
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the EPôs work such as assessment, intervention, training and research ñhinges upon an 

understanding of the nature of evidence and how it informs practiceò (p. 1). This statement 

encapsulates how EBP is at the centre of EP practice and informs key aspects of their roles. 

This prompts the question as to what EBP and the SP model means for EPs and their 

application of psychology.  

Despite EBP and the SP model being a well-established concept within educational 

psychology, its practicality as a model of service delivery has been questioned. As 

Richardson (2009, p. 21) observed, ñin reality, there is simply not enough time for clinicians 

to integrate evidence into their practice, as consulting all the relevant literature on top of 

working caseloads is unrealisticò.   

Aside from practical challenges in its implementation, Boyle and Kelly (2017) discussed 

the nature of EBP and its relationship to the epistemological stance of the practitioner, the 

research question to be answered, the evidence available, stakeholder views and beliefs, 

values, and knowledge. In relation to epistemology, EPs (and psychologists in general) adopt 

a range of stances, that lead to a diverse range of views as to what constitutes evidence, some 

of which may be in tension with the largely positivistic paradigm of EBP. For example, 

Boyle and Kelly (2017) discussed idiographic and mixed method approaches which draw 

upon both qualitative and quantitative data. Furthermore, as Corrie and Callahan (2000) 

noted, phenomenological methods have been utilised by psychologists to explore wellbeing 

and self-development, an approach that is primarily concerned with the subjective experience 

of the individual.  These varied approaches to truth in the practice of psychology are captured 

within Lane and Corrieôs (2015, p. 31b) statement, that there is a distinction between 

intellectual understanding and understandings that are of ñpersonal significanceò.  

As EPs are required to co-construct with service users solutions to the challenges they are 

experiencing (Lee & Woods, 2017), it is important that EPs are able to explain how they have 
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applied psychology using existing evidence. Perhaps the first step in doing this is highlighting 

in public discourse the philosophical complexity of the SP model and the range of ways EPs 

construct a sense of their practice in relation to it. As Corrie and Callahan (2000, pp. 422-

423) suggested:  

Thus to refer to a single scientist-practitioner model without qualifying the associated 

philosophy of science from which it is drawn will obscure fundamentally different 

approaches to psychological practice. The failure to differentiate science from 

positivism is, therefore, worrying in a climate that emphasizes the need for evidence-

based practice without necessarily understanding the philosophical complexity behind 

the political debate 

 Adding complexity to the role of the EP as a SP is the issue of practice-based 

evidence (PBE). In PBE practitioners draw upon their professional training and previous 

experience to make decisions about situations they are presented with. Barkham and 

Margison (2007, p. 446) offered the view that PBE is the ñconscientious, explicit and 

judicious use of current evidence drawn from practice settings in making decisions about 

the care of individual patientsò and ñpractice-based evidence means integrating both 

individual clinical expertise and service-level parameters with the best available evidence 

drawn from rigorous research activityò. Barkham and Margison, (2007, p. 447) further 

defined this as a ñbottom upò approach that values the evidence generated by the activities 

of practitioners. Furthermore, they argued that PBE is useful in generating research 

questions to be explored via the activity of formal research activities, enriching the practice 

of psychology. Dutton (1995) developed a model which provided three strategies for EPs 

to translate their experience into professional practice. Fox (2011) described these 

strategies with the first being ñpattern recognitionò (p. 328) which suggests EPs only 

analyse a clientôs story until the point they recognise familiar patterns. They then compare 
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these patterns to previous clients they have worked with, providing a bank of qualitative 

cues that can be viewed as a guiding whole. The second strategy is ñknowing-in-actionò (p. 

328) after the EP has used pattern recognition to define the problem they can then use more 

ñconventionalò (p. 328) ways of problem solving. Fox (2011, p. 328) suggested this 

happens spontaneously without ñhaving to think about the problem from first ñprinciplesò. 

The third strategy is ñnaming and framingò (p. 328) where the EP can situate the problem 

within a theoretical framework to address it. This can promote the psychological 

understanding of the client and those working with them. But as Fox (2011, pp. 330-331) 

noted, there is a danger that this method can open the EPôs practice up to personal bias, 

such as using a particular framework due to it being preferred rather than helpful in a 

particular situation. As Lilienfeld et al. (2012, p. 7) observed, ñAll of us are prone to errors 

in thinking. School psychologists, despite being highly intelligent and well-educated are no 

more immune to errors than anyone elseò. Furthermore, in relation to pattern matching, 

there is a danger that the nuance and richness of the clientôs account could be missed. 

Central to many therapeutic approaches is the idea that being empathetically listened to is 

inherent to rapport, psychological change, and wellbeing, such as in motivational 

interviewing (Miller & Moyers, 2017) and the PCA (Rogers, 2004). PBE is therefore a 

concept and practice that is not without flaws requiring careful consideration by EPs.  

 EPs and their services may find, in part, a resolution to the chasm between EBP and 

PBE by actively engaging in research, particularly with academic institutions. This would 

provide a valuable way for EPs to explore their approach to EBP and PBE in a real-world 

setting. As Eodanable and Lauchlan (2009, p. 115) highlighted, research skills are central 

to the identity of the EP and ñnecessary for responding to the demands of evidence-based 

practiceò. Additionally, this would potentially have value in providing a greater link 

between the activities of practitioner psychologists and academic institutions. Evans et al. 
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(2003) highlighted the value of mental health services developing relationships with 

academic institutions, particularly in that PBE allows for larger datasets that may not be 

available via EBP research, providing insights that are relevant to both local and national 

services. Perhaps it is through collaborative research with academic institutions that EPs 

can find some measure of reconciliation between EBP and PBE as it pertains to their 

practice.  

Section 2: A review of current literature in relation to the effective dissemination and 

notions of research impact 

 Effective dissemination of research findings is critical in promoting the publicôs 

understanding of science, which has significant implications for legislation and policy. 

Wilson et al. (2010) stated there is often an expectation of researchers to disseminate their 

findings to the public. This can be problematic, as there can be differences between 

commissioner and researcher views as to what constitutes dissemination. Furthermore, 

dissemination has very real implications for society and its wellbeing. For example, 

Brownson et al. (2018, p. 102) emphatically identified the critical nature of effective 

dissemination through stating ñit is estimated the lives of 6 million children could be saved 

each year if 23 proven interventions were implemented in 42 countriesò. Considering this 

stark statistic, Brownson et al. (2018) stated there are two issues related to research 

dissemination: firstly, the generation of evidence-based knowledge; secondly, it being 

effectively disseminated and not falling into the ñtranslation gapò (p. 103).  In relation to the 

ñtranslation gapò, Brownson et al. (2018) characterised this as being research that is poorly 

disseminated and therefore has limited impact. Brownson et al. (2018, p. 103) further 

identified mixed variables that impact research dissemination including ineffective strategies, 

such as ñpassive approaches to disseminationò, stakeholder involvement in the research 

process, and that research disseminated to ñnonscientistsò (p. 103) is enhanced by evoking 
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emotion or demonstrating usefulness. They also highlighted systemic variables such as 

agency or community-based organisations being targeted for dissemination as well as policy 

audiences. In sum, Brownson et al. (2018) highlighted that dissemination is a multifaceted 

and complex aspect of communicating research with a range of interested groups. 

  Regarding the practical challenges of dissemination, Gagnon (2011) discussed 

tailoring the message, identifying specific audiences, and considering who the messenger is 

and their credibility with audiences, which ñknowledge brokersò (p. 27) may serve to 

mediate. Similarly, Harmsworth et al. (2001) stated that researchers need to understand what 

needs disseminating, who the stakeholders relevant to the research are, and the optimal time 

to disseminate.  

 Due to the complex nature of dissemination a range of methods have been developed 

to provide researchers with appropriate means to carry it out. Journals and conferences 

provide well known and well-established ways of disseminating research findings, but as 

Suigimoto et al. (2013) noted methods of dissemination are evolving. For example, online 

videos and social media provide researchers with a method of reaching specialist and non-

specialist audiences with their findings. Yet as Oliver and Cairney (2019, p. 7) highlighted, 

dissemination is also about the wider context in which it occurs and called for considering the 

ñemotional, practical and cognitive labour of engaging; that it often goes unrewarded by 

employers, that impact is never certainò. They further suggested that universities may brand 

themselves as ñthink tanksò (p. 7) and provide ñembedded gateways which offer access to 

credible and high-quality researchò (p. 7). In this sense, dissemination is also about the role of 

institutions both in acknowledging the researcherôs efforts and supporting them through 

developing links with cultural, social, and political institutions outside of academia.  

 Aside from being concerned with dissemination, researchers are concerned with the 

impact of disseminating their research findings. Varied definitions of what constitute impact 
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exist. Within the UK, the Economic and Social Research Council (ESRC, n.d. reference 

section) defined academic impact as ñthe demonstrable contribution that excellent social and 

economic research makes in shifting understanding and advancing scientific method, theory 

and application across and within disciplinesò. The ESRC (n.d. reference section) also offers 

a range of impact measures including: measures of instrumental impact which influences the 

development of policy practice or services; conceptual impact which contributes to the 

understanding of policy issues, reframing debates, and capacity building through technical 

and personal skill development. Outside of academia, the Research Excellence Framework 

(REF; Research England, n.d. reference section) defined impact as ñan effect on, change or 

benefit to the economy, society, culture, public policy or services, health, the environment or 

quality of life, beyond academiaò. However, these definitions are broad and how they are 

operationalised or understood by individual researchers may vary. Brownson et al. (2018) 

offered a useful operational definition of impact by describing it as having both short and 

long-term measures that researchers may consider in assessing the impact of their research 

findings. For example, in the long-term, research may lead to outcomes such as lower 

mortality or improved health outcomes for particular types of illnesses, or clear economic 

value in relation to public health services.  

In the short-term, research findings may affect public perception or awareness of a 

particular issue. Research having short-term impact may also provide practitioners with a 

novel tool or new way of working. Brownson et al. (2018) further suggested that indicators of 

impact for practitioners or policy makers may be different to those of researchers. Brownson 

et al. (2018, p. 108) captured the complexity of these shifting conceptualisations of impact 

stating, ñtraditional journal-level and author-level metrics have been widely criticised as a 

poor measure of quality or scientific impact. Furthermore, none of these traditional metrics 

assess dissemination of research to policy makers, the practice community or the public at 
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largeò. According with Suigimoto et al. (2012), Brownson et al. (2018) discussed alternatives 

to academic journals, such as social media, and its utility in creating research impact in 

diverse audiences. While definitions exist of what impact is and how it may look, measuring 

it in discrete terms is more challenging. However, researchers have a range of ways to engage 

varied audiences, which provide innovative ways of curating their research findings for both 

short and long-term impact. And as these newer methods, such as social media, provide 

measures of engagement (ñlikesò, views, etc.) researchers have other forms of data to draw 

upon regarding how their targeted audiences are responding to their output.  

Section 3: Implications of the current research 

 The following section outlines the research implications of Paper 1 and Paper 2 in 

three key levels: the research site, organisational, and professional. A summary of the 

findings and discussion of each paper is provided and an overview of its relevance to each 

level.  

 Paper 1ôs research questions sought to answer how PCP meetings are structured and 

organised, and how the young people taking part experience them. The researcher sought to 

contribute to knowledge through better delineating the components of PCP meetings. This 

was in response to contentions such as those of Ratti et al. (2016, p. 26) who highlighted that 

the ñactive ingredientsò of PCP need identifying to improve replicability. Additionally, the 

researcher sought to provide an understanding of how young people experience PCP 

meetings, particularly as some, such as Small et al. (2013), expressed reservations about the 

person-centredness of PCP meetings. The researcher utilised gestalt concepts (Clarkson & 

Cavicchia, 2013) to explore the salient ñforegroundò and ñbackgroundò elements of PCP 

meetings, such as who attends and how information is recorded; and the interpersonal 

dynamics, how identities were negotiated and systemic factors impacting PCP meetings.  
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 The outcomes of Paper 1 are relevant to practitioners using PCP, particularly those 

working in educational and post-16 settings, but more broadly, call for all practitioners to 

reflect on how they operationalise the philosophy of PCP. Stemming from this, Paper 1 

highlights the skills and psychology that are useful in facilitating PCP meetings and enriching 

the experience for young people; along with systemic factors, such as behaviour policies and 

a lack of appropriate post-16 provisions, which limit the outcomes from PCP meetings being 

aligned with the interests of the young person.  

  Paper 2 is a qualitative case study that explored the usefulness of a novel pathway 

planning process that used SDT, and how the two male students who took part experienced it. 

It was a small-scale study in one specific context, but the findings were promising. Using 

SDT appeared to be useful and provided a sufficiently robust framework to explore a varied 

range of needs and goals pertaining to the studentsô post-16 aspirations. The students 

responded positively to the process, although only one follow-up interview was possible. The 

follow-up interview affirmed the importance of creating an affirming and empathetic space, 

and further highlighted a range of skills and psychology that would be useful in the process.  

The paper reflected upon how practitioners may use the process, with particular emphasis on 

the usefulness of the three core needs of SDT (autonomy, relatedness, and competence; Ryan 

& Deci, 2000). The paper discussed the limitations of the research protocol due to the 

demands of the AP environment and the Covid-19 pandemic. As such, when disseminating 

the findings and planning process from Paper 2, the researcher will make reference to the 

ñideal protocolò as discussed in Paper 2, to illustrate what might have been feasible had there 

not been constraints on the research process, due to Covid-19.  

Research site 

 Paper 1 has broad implications for practitioners using PCP in relation to how they 

operationalise the philosophy of PCP and how this influences its core elements. Furthermore, 
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Paper 1 highlights the lack of fidelity measures that clearly delineate the components of PCP. 

It therefore suggests that research should occur to develop this to contribute to a clearer 

picture of what PCP accurately operationalised consists of. Paper 2 highlighted the usefulness 

of SDT as a theory of motivation and wellbeing and a person-centred approach to assist 

students in an AP to plan for their futures. It also highlighted that using such a process 

provides a positive experience for students and promotes behavioural change. While it is hard 

to determine a causal relationship with outcomes directly, it is reasonable to assume it played 

some part, and is therefore worthy of consideration for application in other AP settings.  

Organisational level  

 Both Paper 1 and 2 have implications for the organisational level. Perhaps the most 

important finding from Paper 1 relates to the systemic and policy factors that are present 

around the PCP meeting. It highlights the impact of ñzero toleranceò behaviourist policies 

and how these may clash with the ethos of PCP meetings. This is particularly concerning 

given the overlap of those young people with SEND being disproportionately excluded 

(Timpson, 2019), and PCP being frequently utilised to support young people with SEND. 

Furthermore, this has implications for how this type of behaviourist policy may impact how 

information about the young personôs progress is collated and presented within the PCP 

meeting, affecting how outcomes are constructed. It is hoped these findings prompt 

organisations to consider this problematic dynamic should they choose to utilise such 

behaviour policies. Additionally, Paper 1 highlights the broader systemic factors, such as a 

lack of appropriate post-16 outcomes, that may impact how organisations support the young 

personôs transition.  

 The students in Paper 2 highlighted the importance of relationships within the AP and 

how they felt supported to plan for their post-16 options. This emphasised that the students 

were likely to experience the planning process as a form of relatedness to the AP, as its staff 
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had prepared them for the process and facilitated it. This promotes organisations, such as 

other APs, secondary schools, and post-16 settings, considering the pastoral support they 

provide for students, particularly those who are vulnerable, and considering both the 

relational and material support required. Furthermore, Paper 2 highlights that organisations 

should consider how they embed post-16 planning within their broader systems of student 

care.  

Professional level 

  Paper 1 sought to enrich the views of a broad range of practitioners by considering the 

complexity of PCP as a practice and the types of skills that may equip them to respond to 

this. Several therapeutic approaches, such as person-centred counselling (Rogers, 2004), 

motivational interviewing (Miller & Moyers, 2017) and narrative therapy (White & Epston, 

1990), were offered as providing skills that would be useful for facilitators. While this does 

not suggest that facilitators must be qualified in these approaches, Paper 1 suggests that a 

repertoire of skills are necessary to ensure adequate responses to the range of psychological 

and emotional experiences that occur within PCP meetings.  

 Paper 2 provides a novel pathway planning tool for practitioners, particularly those in 

educational settings and careers services, to carry out post-16 pathway planning. It provides a 

booklet based upon SDT with some suggestions for the types of skills and psychology that 

may be useful in facilitating its use. This is not to suggest practitioners must be qualified in 

any one approach, but rather to provide a process that is based upon psychological theory that 

can be flexibly used with a range of skills. Paper 2 also encourages professionals to consider 

how they will communicate the principles of the process, and that the three core 

psychological needs inherent to SDT are, with some pre-planning, easy to operationalise and 

explain. Finally, Paper 2 highlights how the process allows for the useful exploration of the 

principles of the PfA (2013) framework.  
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Section 4: A strategy for promoting and evaluating the dissemination and impact of the 

research 

 Harmsworth et al. (2001, p. 3) highlighted that dissemination is a widespread concept 

and yet ñit is easy, therefore, to talk about doing it without having a real grasp of what it 

means, óto disseminateô or what it is you are trying to achieve by doingò. They provide a 

framework of three levels to ensure researchers have a clear plan of dissemination including: 

dissemination for awareness, dissemination for understanding and dissemination for action. 

Each of these levels reflect stakeholders who are of interest to the researcher when 

considering who to target in their dissemination plan.  

 Dissemination for awareness targets groups that do not have a detailed knowledge of 

the researcherôs activities, but it may be helpful for them to be aware of the researcherôs 

activities and their outcomes. Dissemination for understanding is designed to disseminate to 

those who will benefit from the researcherôs project, while dissemination for action refers to 

changes that will result from adopting specific products or materials from the research 

project. This also refers to audiences who can bring about change and will require an 

understanding of the skills and knowledge necessary to do so, as well as adopting products or 

ways of working. This section will provide a breakdown of the dissemination strategy 

appropriate to each of Harmsworth et al.ôs levels. It must be noted that this section is largely 

hypothetical as the dissemination of this research has been impeded by the Covid-19 

pandemic.  

Dissemination for awareness/interest 

At this level there are several groups that are targeted in the dissemination strategy. 

Firstly, practitioners who use PCP would benefit from being aware of Paper 1ôs findings, 

particularly as it prompted reflection on processes of operationalisation. To do this, Paper 1 

will be submitted to Journal of Research in Special Educational Needs (JORSEN; see 
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Appendix 12). As PCP is used in multi-disciplinary international settings, submitting Paper 1 

to JORSEN is appropriate as it is a journal that has a multi-disciplinary international 

audience. Additionally, it is a journal for professionals in varied fields such as educational 

psychology and teaching and learning.  

 Secondly, the researcher received supervision from Professor Mick Cooper in 

February 2021 in relation to using person-centred theory to design the pathway planning 

process. Professor Cooper has a research interest in the person-centred approach, and as such, 

he would be an appropriate person to specifically disseminate the findings of Paper 2 to. The 

researcher would do this by emailing Professor Cooper describing why the research may be 

relevant to his interest in the application of humanistic psychology within school settings 

(Pearce et al., 2017). As Professor Cooper is a counselling psychologist, this would constitute 

cross disciplinary dissemination, increasing the scope of Paper 2ôs dissemination. 

Dissemination for understanding 

There are several groups that will be targeted directly at this level and who are likely 

to benefit from understanding the research project in detail. As discussed, Paper 1 will be 

submitted to JORSEN and Paper 2 will be submitted to the journal Pastoral Care in 

Education (PCIE; see Appendix 13) to ensure their findings are accessible to professionals, 

particularly educational psychologists, careers advisors, secondary and post-16 settings.  

The AP in which the research took place would benefit from understanding it, as it 

relates to their systems, students, and established ways of working. The dissemination to the 

AP will concern several levels (see Dissemination for action section for further details), but 

on this level will be relevant to pastoral and support staff. The research outcomes are 

important to their work, particularly how SDT was used and what skills were used to 

operationalise it.  



99 
 

The commissioners for the research would also benefit from the researcher explaining 

the findings of their research, particularly the use of SDT. As a service they were keen to 

understand SDTôs utility within pathway planning with vulnerable students. Furthermore, the 

researcher aims to disseminate how they operationalised SDT within the process through the 

skills they used.  

Dissemination for action 

 The researcher hopes they can affect change in practice and that the SDT planning 

process will be adopted as a possible approach or package of support. In relation to affecting 

systemic change the researcher has organised to meet with the head of school at the AP in 

June 2022 to explain the findings of Paper 2. The researcher will focus on how SDT was used 

and the skills required to facilitate the process. The researcher will also detail the studentsô 

responses to the process and what these may indicate about their needs. It is hoped this will 

promote the APôs existing relational approach and prompt reflection on enhancements of 

their post-16 planning systems.  

The researcher has also discussed disseminating the findings of both Paper 1 and 2, in 

their local authority placement and future employer. This could be done via service days and 

team meetings, where members of the senior leadership team are present and presenting 

specific aspects of Paper 2 to secondary settings. For example, highlighting to secondary 

schools the importance of the three core psychological needs inherent to SDT in promoting 

positive outcomes for young people planning for their post-16 options. It is hoped this will 

promote the adoption of aspects of Paper 2, such as an understanding of SDTôs three core 

needs and the importance of relational skills.  

Finally, the researcher is considering using Paper 2 as the basis for a short book to 

provide a more in depth and detailed exposition for those who may want it at this level of 
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dissemination. The researcher is inspired by Yates (2011) who used their doctoral research as 

a basis for a practical guide to human givens therapy. This is a longer-term goal, but one that 

would provide a useful method for disseminating the findings of Paper 2 and provides a 

tangible product for interested parties. The researcher has begun the process of reflecting 

upon the planning booklet and how it could be refined further, including ideas which may be 

incorporated into a longer-term project (see Appendix 14).  

  

Commented [RG29]: Changed to Appendix 14 and the 
Appendices have been re-ordered to reflect this.  
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Appendices  

Appendix 1 ï Pathway planning booklet presented page by page 

 

Page 1 

 

 

Page 2 

 

 

The 3 Step Preparing for Adulthood Process 
 
 
 
 
 
 
 
 
 

Step 1 
 

Identifying your goals, strengths, and what you would like to 

achieve. We will also look at identifying sources of motivation 

to help achieve your goals. 
 
 
 

 

Step 2 
 

Exploring your goals further and exploring what they mean to 

you and how they fit together. 
 
 
 

 

Step 3 
 

Examining what we need to do to ensure you achieve your 

goals, and what the people important to you need to know. 

Step 1 Goals and Motivation 
 

The government suggests that young people should be 

supported to achieve goals in 4 areas: 
 
 

Employment 
 

 

Independent Living 
 

 

Friends, Relationships and Community 
 

 

Good Health 
 

 
 

The government believes that young people who work 

towards goals in these areas will experience wellbeing and 

have a good quality of life.
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Page 3 
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Appendix 2 - Example of CASP Qualitative Studies Checklist scoring resulting from 

researcher and supervisor discussion 

 

 

 

Appendix 3 ï Data analysis Paper 1 

 

 

 

 

Appendix 4 - Pre-planning questions and follow-up interview questions 

 

Pre-Planning Questions: 

1. Employment: What are your job/employment goals? What do you want to 

do? Would this relate to further education, apprenticeships, or university? 

2. Friendships, relationships, and community: What does this look like to you? 

What friendships and relationships are important to you? What communities 

or groups are you a part of, or would like to be a part of? 

Commented [RG30]: CASP amendment 
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3. Independent Living: What does independent living mean to you? What would 

you need to live independently (e.g., home, house, flat, car etc)?  

4. Good Health: What does this mean to you? Do you have specific goals in 

relation to this?  

Follow-up Interview Questions: 

1. What went well in relation to the process? 

2. What did not go so well in relation to the process? 

3. Did anything change because of the process? 

4. If I was going to do this with another young person, how would you advise 

me to do it? 

Appendix 5 - Examples of researcherôs field notes 

 

 



 

112 
 

 

Appendix 6 ï Completed pages of the planning booklet 
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