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Abstract 

Through the use of qualitative methods, this study explores teachers’ experiences of teaching 

transgender children and young people (CYP) in the NI context.  Using an exploratory 

qualitative research design, eight semi-structured interviews were completed and analysed 

using Thematic Analysis. Analysis of the data extracted through interview highlighted key 

aspects of teacher experiences. Analysis suggested that teachers initially presented with fear 

surrounding their ability to teach a transgender pupil. Despite fears, limitations of knowledge 

and challenges existing around working with transgender CYP, teachers in the sample 

displayed positive attitudes to working with transgender pupils and overall demonstrated 

positive experiences. While much of the literature suggests that the religious context of NI 

would act as a barrier for this population, teachers within the sample expressed that religion 

acted as a positive influence for the school experience of transgender CYP. Analysis also 

shed light on lack of teacher knowledge and the need for additional learning in this area but 

demonstrated that for some teachers’ direct experiences of working with the child is learning 

in itself. The study demonstrates that teaching a transgender child is similar to teaching any 

child in the school environment, however training is important to provide reassurance and 

preparation to teaching staff. The study concludes with analysis of the findings in relation to 

previous research and a number of recommendations for both teachers and educational 

psychologists are made. 
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Chapter 1 – Introduction 

1.1 Context  

 The prevalence of transgender children and young people (CYP) living and attending 

school in Northern Ireland (NI) is steadily rising. Although no reliable statistics are available 

in NI, (the reasons for which will be detailed at a later point during this thesis), it is thought 

that eight in every 100,000 children in NI identify as transgender (McBride, 2013). This 

figure does not capture the potential percentage of children who identify as transgender as 

many have not presented to a gender identity clinic. Despite the rise in prevalence and the 

increase in services to support transgender CYP, little is known about the changes taking 

place in education settings and limited guidance exists in regards to the difficulties that may 

arise. This is a key consideration for educators and school staff as they have been provided 

with very little guidance leading to low levels of confidence (Wiltz, 2018). As a result of 

these factors this research seeks to explore teachers’ perspectives of teaching transgender 

CYP by examining the experiences NI teachers have had with transgender CYP in the school 

context.  

 

1.2 Researcher’s Interest in the Topic 

The researcher formed an interest in the topic through experience of working with CYP 

from the Lesbian, Gay, Bisexual & Transgender (LGBT) community who felt marginalized 

within society. This is particularly pertinent in NI due to the historical lack of rights which 

have been afforded to LGBT people.  For example, the right to legally marry was only 

afforded to the LGBT community in NI in 2019. As part of a placement in NI’s only National 

Health Service (NHS) Gender Identity Service for those under the age of 18, Knowing Our 
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Identity (KOI), the researcher was able to shadow therapeutic work with transgender CYP as 

well as observe the service’s assessment process. This experience gave the researcher an 

understanding of the struggles that transgender youth face and as a result a want to support the 

experience of transgender youth in NI through researching areas pertinent to their wellbeing.  

Subsequently, the researcher encountered a teacher who was having difficulty with a 

child in her class who presented as transgender. The researcher noted that the teacher felt a 

great deal of insecurity around her knowledge in this area and presented with a lack of 

confidence in her ability to support a transgender student. It was therefore concluded that 

further research regarding the experiences of teachers of transgender CYP might be beneficial 

to transgender CYP and could make a meaningful contribution to enhancing their educational 

experience.  

 

1.3 Overview of Thesis  

Chapter one of this thesis offers introduction to the current research and reflects on 

the researcher’s personal interest in this topic.  

 Chapter two offers a narrative exploration of the key literature within the area 

encompassing both local and global contexts. It continues by offering a focused review of 

teachers’ experiences of teaching transgender CYP. A synthesis of the findings from the five 

relevant studies found is also presented. This depicts the gaps within the research and 

provides a rationale for the current study. The chapter concludes with the research question 

guiding this study. 

 Chapter three explores the use of qualitative methods within this study and the 

justification for this choice. The author’s philosophical, ontological and epistemological 



3 
 

underpinnings are outlined. The chapter concludes by describing the ethical considerations 

made and the author’s reflexivity.  

 Chapter four presents the findings of the study. A thematic map and direct quotations 

from participants are used to illustrate analysis. 

 Chapter five examines the findings of the current study in relation to the research 

question, the aims of the research and the literature available in this field. Recommendations 

are then offered for educational professionals and implications for educational psychologists 

are explored. Tracy’s (2010) checklist for rigorous qualitative research is then employed to 

critically appraise the study and explore strengths and limitations. This section concludes 

with the researcher’s personal reflections.  
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Chapter 2 – Literature Review 

2.1 Rationale for Literature Review  

In order to examine the experiences which educators in NI have had when working 

with transgender CYP and to provide effective recommendations, a comprehensive search of 

the relevant literature surrounding the concept of ‘transgender’ and its impact on CYP, the 

school environment and teaching staff must take place.  

The literature review that follows has been divided into two sections. A narrative 

review will firstly provide a wide overview of the history of the term transgender in order to 

increase reader knowledge in this area. It will then examine the possible impact and outcomes 

of attending an educational setting for a transgender young person, as well as focusing on 

teacher perspectives on teaching transgender CYP.  The second section comprises a more 

focused systematic review of the literature, which will assess the quality of studies focusing 

on the experiences of teachers who teach transgender CYP. A range of common themes will 

be examined, which will aid in detecting gaps in the research and identifying the context for 

the present research study.  

 

2.2 Narrative Literature Review 

The aim of this narrative review is to explore the literature in the following areas: 

1. The theoretical and historical backgrounds to the concept of ‘Transgender’.  

2. The challenges that are associated with being a transgender CYP. 

3. The current research on how transgender CYP interact with their school environment. 

4. What is known about teachers’ perspectives of teaching transgender CYP? 
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2.3 Exploring ‘Transgender’ 

2.3.1 Definitions  

When looking at the language, definitions and terminology used within the 

transgender community it is first vital to recognise the difference between the terms sex and 

gender, as they are used interchangeably in society (Adams et al., 2015). This confusion has 

the potential to exclude transgender populations and invalidate identities as often one’s 

biological sex does not match with expression of gender identity (Adams et al., 2015). It is 

commonly agreed that the term sex refers to who you are biologically while gender refers to 

social expression (Money, 1994). As such, there are only two biological sexes, while gender 

is a social construct that varies between contexts and over time (Money, 1994). Gender 

expression comes in many forms and with many different terminologies attached. An 

individual who does not conform to the gender roles typically associated with male and 

female sexes will often choose their own terminology, which they feel best describes their 

gender identity. Those whose gender presentation matches that of the sex assigned at birth are 

often referred to as cisgender (APA, 2015). The term ‘Transgender’ is often seen as an 

umbrella term, which encompasses any individual whose gender identity does not conform 

with typical notions associated with the sex assigned at birth (APA, 2015). Alternative terms 

such as gender dysphoria and gender identity disorder have also been used historically to 

describe the differing of gender expression from sex assigned at birth. Gender can also be 

viewed as a binary concept meaning that one transitions from male-to-female (MTF) or 

female-to- male (FTM) and this expression of gender remains concrete, however, many now 

accept gender as part of a continuum from cisgender to gender non-conforming. Those who 

are gender non-conforming see gender as a fluid, non-binary concept that individuals can 

move freely in. Wentling, Windsor, Schilt and Lucal, (2008) note that terminology is 

constantly evolving and the appropriate terminology to use is subjective to each individual. 
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Therefore, the term transgender will be used as an umbrella term to discuss all manner of 

gender expressions for the purpose of this literature review. For the purpose of this study the 

definition of transgender that will be used is “individuals whose gender identity and/or 

gender expression differs from what is typically associated with the sex they were assigned at 

birth”, (Wiltz, 2018).  It is however vital to acknowledge that this term encompasses a range 

of ever-growing identities and some individuals will not relate to the term transgender 

(Adams et al., 2015). 

While the term transgender is widely used in the literature as an umbrella term, it is 

important to acknowledge that some individuals will not identify with this term, as it has been 

argued that the term transgender describes a binary depiction of gender. Many individuals see 

gender as a non-binary concept. This means that gender is viewed as a continuum which can 

be freely moved along depending on individuals’ feelings on a particular day or within a 

particular situation. Individuals who identify as non-binary may identify as male or female, 

neither male or female, both male and female or different genders at different times, (Rimes 

et al, 2019). This differs from what some may argue defines a transgender individual as these 

individuals often feel uneasy in their biological sex and make an active decision to transition 

completely to the opposite sex. Transgender as a definition however has been used to 

encompass many differing gender expressions ranging from binary to non-binary. 

Transgender individuals can be defined as gender conforming meaning that gender is viewed 

in a more binary manner and the individual wishes to transition from one gender to the 

opposite sex, or gender non-conforming which recognises fluidity of gender along a 

continuum in which individuals can move freely dependent on mood and personal feelings on 

any given day, (Rimes et al, 2019).  

A further term often used within transgender literature is the term ‘transition’. This 

term is defined as the process of changing from the sex assigned at birth to a different gender 
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role (Collazo, Austin & Craig, 2013). Transitions can be both medical and social in nature. A 

social transition defines a process by which an individual expresses their gender identity 

purely by presenting with the social norms usually associated with a particular gender. Sherer 

(2016) defines this process as individuals who have adopted a name, hairstyle, clothing and 

pronoun associated with their affirmed gender rather than birth gender. This type of transition 

has increased in visibility both in the media and in educational settings in recent years, 

(Sherer, 2016). Transgender individuals can also engage in what is known as medical 

transition which involves a range of medical procedures from electrolysis and hormone 

replacement therapy to sex reassignment surgery. While the majority of transgender youth 

present as socially transitioned, the number of transgender teenagers pushing for medical 

intervention is increasing in visibility (Chen et al, 2017). While medical transitions for 

transgender youth are on the rise, it is important to note that this is a lengthy procedure which 

demonstrates a thorough assessment of both psychological and physical wellbeing. As a 

result, the majority of transgender youth will often present as socially transitioned while on 

the path to medical transition. It is also key to note that similar to the term transgender, the 

term transition will have different meaning for different individuals, (Kennedy, 2008). While 

for some individuals social transition will be adequate in order to express gender identity, 

others will require a full medical transition, (Kennedy, 2008). As such, definitions around 

both the term transgender and transition should be understood on a person-centred basis due 

to its differing interpretation by each individual. Knowledge of these terms and their differing 

meanings are essential in order to increase the visibility of the transgender experience on a 

global level (Zabus & Coad, 2013). 
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2.3.2 Prevalence  

Existing prevalence for transgender populations globally is largely unreliable. Due to 

a range of epidemiologic issues and differing definitions surrounding diagnostic criteria, 

prevalence estimates are surrounded by a degree of inaccuracy (Collin, Reisner, Tangpricha, 

& Goodman, 2016). Criteria can vary based on country of prevalence estimates and also what 

definition of transgender is being used. Prevalence estimates can also vary based on the data 

collection methods which have been used to gain the estimate and the availability of 

treatment options. Prevalence may also be affected by the differing stages of transition which 

a transgender individual can go through, this is in line with critique concerning the 

pathologization of the term transgender, only those who have made themselves known to 

professional gender identity services are likely to be counted in prevalence studies, those who 

have socially transitioned are often excluded. This leads to concerns regarding inaccurate 

prevalence rates. As a result, the Institute of Medicine called for more research in this area in 

2011 (Collin et al., 2016).  Inclusion criteria is important when looking at prevalence as some 

studies only count those with a diagnosis of gender identity disorder (GID) while others 

include all those who self-identify as transgender.  United States (US) data estimates a jump 

from 569 people with a confirmed GID diagnosis in 2002 to 1329 people in 2011 (Collin et 

al., 2016). It is highly probable that since 2011 this has increased further. Ireland’s last 

published literature shows an estimated prevalence of 218 per 100,000 individuals with a 

confirmed diagnosis of GID (Judge, O’Donovan, Callaghan, Gaoatswe, & O’Shea, 2014). 

This study excludes transgender individuals from NI. A study of gender variance in the UK 

conducted in 1998 found an estimated prevalence of eight per 100,000 people over the age of 

16. However, in 2009 it was estimated that prevalence might be 20 per 100,000 (Reed, 

Rhodes, Schofield, & Wylie, 2009). The number of transgender individuals in the UK was 

estimated to double every five years (Reed et al., 2009). Although no statistics are available 
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regarding prevalence for the current year, following the estimation of Reed et al. (2009), it is 

possible that prevalence could now be estimated at 80 per 100,000 people. This study also 

measured the number of MTF and FTM transitions with 80% of transitions being MTF and 

20% FTM (Reed et al., 2009).  A relatively small number of 84 CYP over the age of 16 were 

referred in the UK to gender identity services, compared to 1500 adults (Reed et al., 2009). 

However, this was thought to be an underestimation as most transgender adults report 

struggles with their gender identity from a very young age (Reed et al., 2009).  

 In regards to NI, no official statistics are available at present. This is likely due to the 

fact that there is currently no governmental or administrative survey which aims to collect 

data on the transgender population. It is thought that by 2013, 40-50 CYP aged below 25 had 

accessed gender identity support services, however this information does not have a great 

deal of reliability (McBride, 2013). This should be interpreted with caution as this could be 

an underestimation of the young people experiencing gender related difficulties in NI. 

Gaining an accurate estimate of transgender individuals in NI is difficult for a number of 

reasons. Referrals are made to the Child and Adolescent Mental Health Service (CAMHS) 

under the category of “other” rather than a defined referral for gender identity issues 

(McBride, 2013); a major barrier in regard to gaining an accurate estimate of the transgender 

population. A further consideration is also that many individuals experiencing gender related 

difficulties, use other sources such as the internet to aid their transition, this is often due to 

the stigma and prejudice surrounding those with gender difficulties and fear of accessing 

statutory services, (McBride, 2013). These individuals will not be included in prevalence 

estimates and therefore contribute to their unreliable nature. Literature suggests that adding 

transgender as a category within the national census will lead to greater accuracy in terms of 

future prevalence rates (Reed et al., 2009). While no specific statistics reflect an increase in 

cases in Ireland or NI, awareness of the consistent rise in prevalence rates is of key 
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importance, as this indicates the demand for future training and support in both educational 

and clinical areas (Holbrook, 2019). It is also key to consider the critiques surrounding 

prevalence estimates and recognising that these are often inaccurate, prevalence estimates in 

this community are likely higher than have been previously reported, this even further reflects 

the demand for training and support in this area.  

 

2.3.3 Historical Context  

The first detailed account of transgender individuals was given in 1910 by transgender 

advocate Dr Magnus Hirschfield who wrote a book named “The Transvestite”, describing 

individuals who existed on a hypothetical spectrum from “pure male to pure female” (Adams 

et al., 2015). It is difficult to ascertain the position of transgender individuals within academic 

literature before the 1950s as it was only in 1955 that the term gender role was used for the 

first time in published literature (Money, 1994). The phrase gender identity was first used in 

print in 1966 (Money, 1994). In 1976 the first article allowing discussion of sex roles was 

published and in 1983 articles which discussed sex and gender roles began to be published 

(Wentling et al., 2008). While transgender issues have become more visible, no academic 

article with the word transgender or variations of the term were published in the US until 

2007 (Wentling et al., 2008).   

 

2.3.3.1 Inclusion in DSM  

Gender identity and expression were first addressed in the Diagnostic Statistics 

Manual, (DSM) 3rd edition, (APA,1980) where they were referred to as “Transsexualism”, 

(Cohen-Kettenis & Pfäfflin, 2010), a term which some now find offensive. This was 

classified as an Axis II disorder which indicated a personality disorder typically beginning in 
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childhood or adolescence (Cohen-Kettenis & Pfäfflin, 2010). Some are of the opinion that the 

addition of transsexualism is a political and social agenda to cover the deletion of 

homosexuality in previous editions of the DSM in 1973 (Zucker & Spitzer, 2005).  

Furthermore, it is widely suggested that this addition represents a strong sociocultural agenda 

(Zucker & Spitzer, 2005). However, opinions on this matter differ and many feel that this 

inclusion legitimised those experiencing issues surrounding their gender identity (Adams et 

al., 2015). 

Gender Identity Disorder (GID) was controversially added to the DSM 4th edition 

(APA, 1994) and became diagnosable for both children and adults, it has since been replaced 

with the term Gender Dysphoria (GD) in the DSM 5th edition (APA, 2013). Many 

transgender activists note that gender expression should not be seen as a mental disorder and 

as a result has no place in a manual of mental disorders (Sennot, 2010). It is felt among the 

literature that the inclusion of GD in the DSM demonstrates a sociocultural intolerance for 

those who do not conform to traditional gender roles and leads to a culture of transphobia 

(Sennot, 2010). Bartlett, Vasey and Bukowski (2000) further this point noting that children 

should not be thought to have GD simply due to feelings of inappropriateness in the sex roles 

associated with their gender but rather if feelings of intense discomfort with their biological 

sex are present. They conclude that GD should not be a part of future editions of the DSM. It 

is also felt that there are negative connotations associated with pathologizing the transgender 

experience (Schulz, 2018). Schulz (2018) notes that those who identify as transgender should 

be able to access interventions such as hormone treatments without undergoing a mental 

health evaluation. However, some literature presents the inclusion of gender dysphoria in the 

DSM as useful and necessary especially in regards to considering treatment options and 

identifying ideal candidates for gender reassignment surgery (Cohen-Kettenis & Pfäfflin, 

2010). It is also felt that the revision of the terminology from GID to GD reflects more 
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appropriate terminology and mimics the past change from transvestite to transgender (Adams 

et al., 2015).  

 

2.3.3.2 Social Context of NI  

NI has long been viewed as perhaps one of the most socially conservative areas of the UK. 

Perhaps due to the large influence of religion in the country. It is clear to see that many 

educational institutions in NI are governed by religious bodies. Kitchin & Lysaght (2004) 

note that this has led to a culture of moral conservatism and has been bred from the religious 

reform that occurred in the country and the interplay between Catholic and Protestant 

churches. As a result, NI has often been impacted in regards to laws, politics and perceived 

social norms due to the embedded nature of religion in political culture (Mitchell, 2013). This 

has a particular impact on marginalized groups such as the LGBT community. The socially 

conservative culture of NI has been known to cause social division between groups due to 

religious ideals and morals (Mitchell, 2013). This can impact one’s social identification and 

the social relationships which they are able to form (Mitchell, 2013). 

 The LGBT community have long been impacted by the social conservatist nature of 

NI society. While same-sex marriage was legalized in the rest of the UK in 2014, this did not 

occur in NI until 2020. It is clear to see how the lack of social progression in NI can lead to 

marginalization from those within the LGBT community. This is also furthered by the fact 

that NI Members of the Legislative Assembly (MLAs) have publicly engaged in homophobic 

and transphobic prejudice, (Duggan, 2010). The impact of the socially conservative nature of 

NI can be viewed in the work of McBride (2013) which is one of the most recent accounts of 

the transgender experience in NI. This study depicts negative attitudes and hostility towards 

the LGBT community and a culture of intolerance. In order for the culture of NI to change, 
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those in power must show solidarity and intolerance for hostility towards LGBT individuals 

rather than engage in discrimination (Duggan, 2010). 

 

2.3.4 Theoretical Underpinnings 

Theories surrounding the social construction of gender are key when considering 

those who present under the transgender umbrella. Many theorists propose that the imposition 

of socio-cultural gender roles begins from early developmental stages. 

 

2.3.4.1 Psycho-analytic Theory 

Perhaps the most notable contribution has been made by Freud who many see as the 

first gender theorist (Bell, 2018).  Freud’s early theories defined clear distinctions between 

sex assigned at birth and acquired gender. Freud supposes that formation of gender occurs 

early in development and differs in males and females (Bussey & Bandura, 1999). While both 

are initially thought to identify with their mothers, this is considered to change at the age of 

three-five years old when children are thought to begin to identify with the same-sex parent 

and adopt the characteristics and qualities shown by the same-sex parent, a stage referred to 

as becoming “sex-typed”. Despite the early influence of this work, very little empirical 

evidence exists to support the theory and the connection between gender role adaption and 

the same-sex parent has never been verified through scientific investigation (Bussey & 

Bandura, 1999).  
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2.3.4.2 Cognitive – Developmental Theory   

Kohlberg (1966) proposed cognitive-developmental theory, where gender identity is 

viewed as a regulator of children’s gender learning (Bussey & Bandura, 1999). This theory 

was controversial as it represented a shift from the psychoanalytic theories which dominated 

the field in the 1950’s and 1960’s (Martin, Ruble & Szkrybalo, 2002). This means that 

children are subject to cognitive processes which work to maintain cognitive consistency in 

regards to gender; children therefore will act in ways which are cognitively associated with 

gender stereotypes of their biological sex in order to maintain this cognitive consistency and 

feel rewarded (Bussey & Bandura, 1999).  Three distinct stages of development are outlined 

through this theory. Initially children around the two-three-year age bracket begin to engage 

in what Kohlberg defined as “gender labelling” (Kohlberg, 1966). This is where gender 

identity begins and children recognise their own and others gender identity based on 

superficial characteristics (Kohlberg, 1966). In this stage gender is seen as transient with the 

ability to change throughout the lifespan (Kohlberg, 1966). The second stage outlined in this 

theory is defined as “gender stability”, this occurs during the three-five-year age range and is 

defined by the realisation that gender is a constant phenomenon, however the belief that 

superficial characteristics such as clothing can change gender still exists (Kohlberg, 1966). 

Kohlberg described the third stage of “gender constancy”, which is achieved at around five-

seven years of age which defines sex as an attribute that is permanent and linked to one’s 

biological makeup rather than being determined by superficial notions of clothing or choice 

of play materials (Bussey & Bandura, 1999).  Children by this stage are thought to be ready 

to develop appropriate behaviour that is consistent with gender roles (Kohlberg, 1966). 

Kohlberg’s theory looks at modelling as a major role in gender learning and development 

(Bussey & Bandura, 1999). This theory has been critiqued as being detrimental to the lives of 

transgender individuals, especially in relation to disclosure of their gender identity difficulties 
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due to the reinforcement that gender does not change past the age of seven (Maguen, 

Shipherd, Harris, & Welch, 2007). 

 

2.3.4.3 Gender Schema Theory  

A schema is defined as the organisation of structures and networks which helps us to 

store categories of information and guide individual perception (Bem, 1982).  The gender 

schema theory proposes that we form schemas for gender in our cognition based on sex-

typing and the sex-linked associations that surround us. As children grow, they learn the 

contents of each gender schema as presented by society and therefore apply this to their own 

sex roles. Bem (1982) notes that children begin to form their gender identity and that gender 

schemas begin around the age of two-three years. These schemas include information on 

what behaviours are gender appropriate and impact our interpretation of events. They lead to 

the omission of any information which does not conform to their own gender schema. Bem’s 

theory is thought to have a wide-reaching impact and is still cited in work which explores 

mental health, discrimination, development and marginalised populations in the present (Starr 

& Zurbriggen, 2017).  

 

2.4 Transgender CYP and Education  

2.4.1 Transgender in the Educational Context  

The literature shows there is the potential for controversy around this area of research. 

It is clear that many believe these complications come from a socio-cultural perspective. 

Social constructions of gender affect individuals’ conduct and everyday functioning (Bussey 

& Bandura, 1999). Perhaps the earliest and most influential social environment for a 

transgender individual is the school context. Support and empathy for transgender CYP in the 
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school setting has positive associations for many aspects of development such as educational 

attainment and mental health (Mayock, Bryan, Carr & Kitchi 2009). However, hostile school 

environments often lead to avoidance of school-based activities or complete school refusal 

(Kosciw, Greytak, Giga, Villenas, & Danischewski, 2016). While all LGBT CYP note 

experiences of prejudice in the school context, transgender pupils appear to face even more 

hostile school environments (Kosciw et al., 2016). This US study notes that 85.7% of all 

transgender CYP have heard negative remarks at school in relation to transgender people 

such as “tranny” or “he-she” (Kosciw et al., 2016). Approximately 40.5% of transgender 

CYP heard prejudiced remarks like this frequently (Kosciw et al., 2016). School policies 

often heavily involve gendered practice, such as gender-specified subjects and gendered 

uniforms (Kosciw et al., 2016), which can have negative implications for the transgender 

population. School curriculums also have a major role to play in creating an accepting 

classroom environment and reducing bias for transgender CYP. Formby and Willis (2011) 

note that within their sample over a third of participants reported that they had been taught 

“nothing” about transgender individuals with only 12% reporting to have been taught “a bit”. 

Also, within this study, Formby and Willis (2011) reported a general attitude among teaching 

staff that LGBT teaching is only of interest to LGBT participants and as such should not be 

embedded across the curriculum. It is key to note however that this is only the views of a 

small set of teaching staff in South Yorkshire and should not be generalised to the views of 

the teaching population as a whole. Catalano, McCarthy and Shlasko (2007) introduced one 

of the first curriculum designs to include transgender issues. This curriculum uses a social 

justice standpoint in order to allow issues surrounding transgender oppression to be taught in 

the classroom context (Catalano et al., 2007). In 2013, McBride noted that despite recent 

revision of the curriculum, no information on gender identity and transgender CYP is 

currently included in the NI curriculum, this continues to be the case at present. As a result, in 
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NI it is unlikely that CYP will receive any formal education in regards to transgender issues. 

McBride (2013) notes that this encourages a culture of disempowerment for transgender CYP 

and leads to ignorance surrounding transgender issues in school environments. McBride and 

Schubotz (2017) present a case study of a transgender child in NI who links feelings of 

isolation with lack of formal teaching on the subject. McBride (2013) passionately notes that 

this does not only lead to a culture of ignorance but legitimises discriminatory attitudes 

towards transgender CYP and disempowers transgender CYP from recognising and 

understanding their presentation of gender identity. 

 

2.4.2 Impact on Educational Attainment 

Due to the difficulties previously discussed, it is unsurprising that researchers have 

found transgender pupils frequently produce lower profiles of educational attainment. In their 

study, Kosciw, Greytak and Diaz (2009) indicate that low levels of educational attainment 

among transgender CYP is largely linked to hostile school environments. They argue that 

adverse experiences in early schooling years has a direct impact on educational aspirations 

(Kosciw et al., 2016). This study examined school climate for transgender youth and found 

that many transgender CYP do not plan to graduate high school. This was due to a number of 

factors; 86.3% cited mental health concerns as having a direct impact on their ability to 

achieve educationally, while academic concerns were reported by 67.5% of pupils as a reason 

for dropping out of education. (Kosciw et al., 2016). Other reasons such as experiences of 

discrimination and harassment and gendered school practices were reported. Overall, Kosciw 

et al. (2016) found that transgender pupils who had been subject to a hostile school climate 

had demonstrated lower profiles of educational attainment than their peers. In NI, 

discrimination and associated truancy were seen to be key influential factors in lower 
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educational attainment among transgender CYP (Mc Bride, 2013). Lower educational 

attainment in NI transgender CYP is seen to be directly impacted by the impact of 

unsupportive school environments on self-esteem and self-worth (McBride, 2013). This may 

have far reaching consequences by reducing career prospects and instilling feelings of threat 

when entering a new social environment such as the workplace.  

 

2.4.3 Transphobic bullying  

As previously noted, many transgender CYP are subject to a hostile or ignorant school 

environment. This highly increases the chances of exposure to transphobic bullying. 

Transphobic bullying is defined as a sustained pattern of behaviour, language or harassment 

where an individual is a consistent target due to their gender identity or expression (McBride, 

2013). There is currently no obligation to address transphobic bullying in NI schools anti-

bullying policies (McBride, 2013). Mayock et al. (2009) noted that 58% of their survey 

sample of transgender CYP in the US experienced this type of bullying. This included name-

calling surrounding their gender-identity and in a minority of cases verbal threats (Mayock et 

al., 2009); a quarter of the sample reported being physically threatened by peers. A Canadian 

review of the national school climate found that 74% of transgender CYP experienced verbal 

harassment in regards to their gender expression (Taylor & Peter, 2011). The scale of this 

issue is also reported by Childline, a UK wide child protection charity, who note that 60% of 

the children who rang their service to discuss this type of bullying were aged between 12-15 

and experienced behaviours such as name-calling, kicking and exclusion (DePalma & Jennet, 

2010). Transphobic bullying is also evident in NI, McBride (2013) reports case studies of 

transgender CYP who note that they felt afraid to walk in school corridors; the transphobic 

bullying they received was so constant they had fears about what would occur day to day in 
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the school environment. Worryingly, 49% of transgender pupils reported feelings of sexual 

harassment in the school environment (Taylor & Peter, 2011).  It is clear from this literature 

that transphobic bullying is a serious and global issue. 

 Due to the high prevalence of this type of bullying it vital to look at its underpinnings. 

Mayock et al. (2009) note that this type of behaviour may be down to what is referred to as 

“gay humour” in schools. This is where phrases such as “that’s so gay” and gay jokes are 

used as part of everyday language.  Transgender pupils have reported that this humour is 

especially prevalent among teenage boys and is indicative of the attitudes underlying this 

type of speech (Mayock et al., 2009). Humour is an important component of peer 

relationships and friendships and it is proposed that using “gay humour” among teenage 

males boosts the presentation of heterosexual masculinities (Kehily & Nayak, 1997). 

Transphobic humour is used in this way to police gender identities and creates heterosexual 

hierarchies (Kehily & Nayak, 1997).  

 Stereotypical views of gender identity within the school environment are often 

perpetuated by the reinforcement of gender roles and gender segregation in everyday school 

culture. In an Australian study over 40% of a sample of adult transgender individuals felt that 

gender segregation was applied too frequently in their schools (Jones et al., 2016). In a study 

by Taylor and Peter (2011) 49% of transgender CYP identified specific unsafe spaces within 

the school environment; these were most notably physical education changing rooms. Toilets 

have also been identified as a key unsafe space by 44% of transgender CYP (Jones et al., 

2016). This is due to the fact that bathrooms are heavily segregated by gender and often do 

not allow any exception to the gender rules imposed by the establishment. This can lead to 

individuals avoiding physical education class or school refusing completely in order to avoid 

this difficulty (Jones et al., 2016). This can also have health implications for CYP as many 

report avoiding using the toilet throughout the school day to avoid decisions surrounding 
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which restroom to use (Jones et al., 2016). A further representation of gendered stereotypes 

within the school environment comes in the form of school uniforms. Some transgender 

individuals find that school uniforms are highly gendered and as a result can lead to 

difficulties within the school environment (Jones et al., 2016). Many schools strictly enforce 

uniform policies, this can lead to punishments. One survey participant in Jones et al. (2016) 

study noted the harsh punishments for females wanting to wear trousers or males choosing to 

dress in skirts such as detention and suspension. This can become an issue particularly in 

single-sex school environments where no alternative uniform is available for transgender 

CYP (Jones et al., 2016). Flexibility is needed in regards to school uniform policies in order 

to ensure and promote student wellbeing (Jones et al., 2016).  

 

2.4.4 Mental Health and Wellbeing 

The issues previously outlined have the potential to have a significant impact on 

transgender CYP’s wellbeing, in particular their mental health. The threat to transgender 

individuals’ health and wellbeing has been recognised on a global level (Reisner et al., 2016).  

McBride (2013) asserts this threat must be recognised at the school-level in order to avoid 

long term implications. Mental health is the most commonly studied aspect of transgender 

lives and studies have highlighted the prevalence of depression, anxiety, mood disorders, 

self-injurious behaviours and suicidal ideation in this population (Reisner et al., 2016). 

Estimates of the prevalence of depression in transgender individuals are as high as 64% 

(Reisner et al., 2016).  Bailey (2017) noted that ‘GLEN (Gay and Lesbian Equality Network)’ 

and ‘BeLonG To (An Irish youth LGBT organisation)’ completed a piece of research in 

Ireland in 2008 which stated that 27% of transgender CYP engage in self-harm with a 

worrying 24% of females and 15% of males attempting suicide. Of these respondents, 85% 
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noted that their suicide attempts were directly related to their identity as a transgender 

individual (Bailey, 2017). In contrast, prevalence rates for self-harm behaviours in the 

cisgender population are estimated 13.5% in females and 5% in males (Dowling & Doyle, 

2017). High levels of depression and suicidal ideation in transgender populations are thought 

to be related to the high level of stigma and discrimination often experienced by this 

population. In addition, lack of integration within their communities, social isolation and 

limited availability of formal or informal support in the school context have been identified as 

influential factors (Mayock et al., 2009). Mayock et al. (2009) assert that it is key when 

supporting the mental health of transgender individuals that services, including schools, avoid 

representing LGBT as a whole as transgender individuals face a range of unique difficulties 

(Mayock et al., 2009). Despite the prevalence and impact of mental health on transgender 

CYP, 32% of participants in an Australian study felt that the mental health support offered by 

their schools was inappropriate to meet their needs (Riggs & Bartholomaeus, 2015). 

Furthermore, studies have shown that school staff members with more mental health 

experience such as counsellors and school psychologists have had little or no training in 

regards to best practice when working with transgender CYP (Riggs & Bartholomaeus, 

2015). However, despite this lack of training, 87.5% of school psychologists reported positive 

attitudes to helping transgender pupils with the issues they experience in the school 

environment (Riggs & Bartholomaeus, 2015). 

 A further difficulty faced by transgender CYP are concerns surrounding body 

dissatisfaction, which has a large impact on mental health (Peterson, Matthews, Copps-Smith, 

& Conard, 2017).  This is particularly prevalent during the onset of puberty where bodies 

change and become increasingly disparate with gender identities (McBride, 2013).  McBride 

(2013) recommends early intervention through the use of hormone blockers to suspend the 

onset of puberty and allow for a further exploration of gender identity, therefore improving 
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long term mental health outcomes. Transgender individuals who have not yet received 

hormone therapy were found to have a four times increased risk of suffering from a 

depressive disorder (Witcomb et al., 2018). This is further emphasised by Tucker et al. (2018) 

who found that those who had no professional medical intervention experienced greater 

frequency of suicidal ideation.  This is thought to be due to the fact that alongside gender 

affirming treatments a range of interventions that promote self-esteem and improve social 

support are often offered to transgender CYP (Witcomb et al., 2018). The need for improved 

social support for transgender CYP at the earliest possible stage is therefore indicated, the 

most obvious social situation where this could occur is the educational context (McBride, 

2013). However, lack of understanding of these complex issues is considered a key barrier for 

inclusion for transgender CYP in school environments (Riggs & Bartholomaeus, 2015).  

 

2.4.5 Impact of Religion 

In NI and Ireland religious influence within education must be taken into 

consideration. Many schools both controlled and maintained are governed by religious bodies 

and therefore influence how education is constructed in Ireland (Bailey, 2017).  Bailey (2017) 

notes that over 90% of Irish primary schools are underpinned by a Catholic ethos. It is 

difficult to advocate for transgender youth in Irish schools and promote an attitude of 

acceptance when the religious bodies governing these schools take issue with transgender 

individuals (Bailey, 2017).  

This may, in turn, affect transgender CYP’s freedom of expression (McBride & 

Schubotz, 2017). The negative impact of this is seen in many case studies collected by 

McBride (2013) in NI, where transgender CYP note that religion classes enforced the view 

that it was not acceptable to be transgender. McBride (2013) argues that this promotes 
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indirect discrimination in the educational context. Many schools in NI with a religious ethos 

have also used this as grounds to exclude teaching surrounding transgender issues as part of 

the revised curriculum (McBride, 2013), further adding to a culture of indirect discrimination. 

McBride and Schubotz (2017) comment on the refusal of some NI schools to engage in 

LGBT training due to the Christian ethos of the school. This is also observable through the 

teaching of sexual education to CYP in both Ireland and NI, which has historically omitted an 

LGBT perspective (Bailey, 2017).  Evidence of successful inclusion of transgender issues in 

the curriculum is observable in Canadian Catholic schools where strategies highlighting the 

importance of both LGBT CYPs needs and catholic values were considered together to make 

a supportive, inclusive learning environment (Liboro, Travers & John, 2015). Farrelly, 

O’Higgins, Norman and O’Leary (2017) note that transgender education for school principals 

is also vital to consider as principals are the key to policy implementation in their schools. 

Literature also notes that in order to successfully support students in religious schools, 

teachers must receive direct input on transgender issues during teacher training (Kitchen & 

Bellini, 2012).  

 

2.5 Teachers working with Transgender CYP 

2.5.1 Transgender CYP Narratives of teacher practice  

While there are many difficulties which transgender CYP face during their time in 

education, the impact of individual teachers and their practices with transgender CYP cannot 

be underestimated. This may be influenced by some factors mentioned above such as 

religious belief and the extent of training they have received. From a sample of 10,528 

transgender CYP in the US, 56.2% noted that they have been subject to transphobic remarks 

from their teachers (Kosciw et al., 2016).  On a smaller scale in a NI study, 21% of 



24 
 

transgender pupils reported being called “gay” or “queer” directly by their teachers (McBride 

& Schubotz, 2017). Students have also noted that teachers have prevented them from feeling 

comfortable in their gender identity due to issues such as refusing to address them by their 

preferred pronoun or name and preventing them from using the appropriate bathroom for 

their gender identity (Kosciw et al., 2016). A further issue reported by transgender CYP is the 

lack of support from teachers when being bullied by other pupils. One NI teenager noted that 

when he reported transphobic bullying to his teacher it was treated with complete disregard 

(McBride & Schubotz, 2017). Another interviewee in NI noted being told that transgender 

people are going to hell by a religion teacher in his school (McBride, 2013). These 

experiences of prejudice from teachers can lead to further feelings of alienation for 

transgender CYP as it indicates a lack of support from authority (McBride, 2013). 

Transgender CYP who received minimum teacher support were noted to be four times more 

likely to leave school or engage in school refusal (Jones et al., 2016). It is key to note that not 

all teachers act in a discriminatory fashion towards transgender CYP, however some 

teachers’ ignorance about transgender issues and the assumption that everyone is 

heterosexual have led to traumatic experiences in school environments (McBride, 2013). As 

some teachers consider potential transphobic bullying as “rough and tumble”, this can lead to 

a limited amount of attention being paid to potentially detrimental interactions (Kehily & 

Nayak, 1997). 

 In a study by Demissie, Rasberry, Steiner, Brener and McManus (2018) on the 

implementation of necessary support for transgender CYP in US schools, a number of safe 

practices for working with transgender CYP were identified, however only the 

implementation of safe spaces was put into place.  This study concluded that while awareness 

of strategies that are required in order to increase the wellbeing of transgender CYP were 

available between 2008 and 2014, safe practice did not increase.  
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2.5.2 Attitudes of teachers working with Transgender CYP 

The attitudes which educators hold towards transgender CYP have a large impact on 

how seamlessly educators can work with and support them. It is thought that those with 

positive and open-minded attitudes towards transgender CYP are more confident and 

comfortable in their practice. Bartholomeus, Riggs and Andrew (2017) in their study on the 

attitudes of teachers on the topic of transgender pupils, noted that more positive attitudes 

were displayed among those who had prior experiences of working with transgender CYP. 

This could imply that working with a transgender young person, dispels any fears or concerns 

surrounding this area. This may rid a teacher of negative bias towards transgender CYP and 

provide teachers with a positive learning experience. Bartholomeus et al. (2017) also noted 

that although all teachers in their study showed positive attitudes to working with transgender 

CYP, women reported this more so than men. This was also observed by Silveira and Goff 

(2016) who performed a study specifically ascertaining the attitudes of music teachers to 

transgender CYP. This gender difference or bias among teachers requires further exploration.  

Despite reports from transgender CYP about their negative experiences with teaching staff, a 

majority of the available literature portrays teachers as having positive and accepting attitudes 

towards transgender CYP despite lacking confidence in the area (Bartholomeus et al., 2017).   

 

2.5.3 Updating the curriculum and informing teacher training  

Much of the literature surrounding positive outcomes for transgender CYP in the 

educational setting focuses on the practices which teachers should implement and the changes 

that must occur to the curriculum in order to ensure a gender diverse environment. Bowskill 

(2017) emphasises the effectiveness of teachers using appropriate language, being flexible in 
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their teaching approach and demonstrating the courage to challenge the often-negative 

institutional views which they can be subject to. When these steps are taken positive 

outcomes occur. Kearns, Mitton- Kükner and Tompkins (2017) note that it is important for 

teachers to constantly challenge transphobia in their school environments as the enduring 

level of gender normativity and heteronormativity in school environments leads to gender 

anxiety for transgender CYP and an establishment of cissexual privilege (the view that 

biological sex held at birth is optimal). Stereotypical notions of gender are policed 

systemically by parents and peers but are also kept in place by teachers’ practice. Teachers 

tend to stick to the typical gender regulations set out by society as part of the status quo 

(Kearns et al., 2017). Brook – Jones (2017) echoes this consideration and stipulates that 

teachers have a responsibility to assess their classroom and ensure it is a welcoming and 

gender diverse environment for LGBT CYP. There are also many calls for teachers to be 

agents of change by enforcing the inclusion of gender diverse issues within their schools’ 

curriculum. The most powerful way to ensure a trans-inclusive environment in schools is for 

teachers and school principals to recognise and affirm transgender rights through their 

planning of the curriculum and implementation of school policy. While it is recommended 

that the curriculum as a whole is addressed to ensure gender diversity, Jarpe-Ratner (2019) 

notes that the curriculum requires specific review in the areas of sex-education. Jarpe-Ratner 

(2019) indicates that if the current call for sexual and gender inclusivity in their sex education 

programmes is acted upon, stronger outcomes for CYP’s sexual health will result. Inclusivity 

should be at the forefront of a teachers mind at all times, and practices to implement 

inclusivity should be taken into account not only when a teacher begins working with a 

transgender CYP but before they enter any classroom (Brooks-Jones, 2017).  

As demonstrated by the literature presented above, an expectation is placed on 

teachers to ensure gender inclusivity in their teaching environments as part of their practice, 
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however, many teachers have little experience or knowledge surrounding this area making 

this a difficult task. Many teachers feel anxiety about introducing the notion of transgender to 

children as this has been seen as ‘dangerous’ as it is perceived as taking away the notion of 

the ‘innocent’ child (Morgan & Taylor, 2019). These viewpoints can leave teachers in a 

vulnerable and difficult position. To combat this difficulty, Swanson (2015) has called for the 

introduction of LGBT awareness as part of formal teacher training programmes. This view 

was first put forward by Hoelscher (2014) who emphasised the importance of gender and 

sexual diverse teaching as part of teaching training programmes. Airton and Koecher (2019) 

continue to echo this notion in their most recent study and surmise that the inclusion of 

gender and sexual diversity as part of teaching training is a priority but is nevertheless 

lacking and requires immediate action. Literature suggests that when teachers are provided 

specific training during teacher training programmes they grow in confidence, this has 

positive outcomes for pupil wellbeing (Shepherd et al., 2016). This is echoed by Roffey 

(2012) who indicated that staff confidence and wellbeing are intrinsically linked to pupil 

wellbeing.   

2.5.4 Evidence of Change in local schools  

 Despite reports from many transgender CYPs on the detrimental impact of teachers’ 

perspectives on their wellbeing, it is imperative to note that many teachers are a positive 

influence in the lives of transgender CYP. A variety of considerations must be taken into 

account when assessing the ability of a school to promote gender diversity. De Pedro, Lynch 

and Esqueda (2018) note that school location is a factor which must be taken into account. 

Higher levels of safety were noted in LGBTQ affirming schools in rural school districts 

(DePedro, Lynch, & Esqueda, 2018). Many primary schools in rural Ireland have already 

made the positive step of adding transphobic bulling to their anti-bullying policies (Bailey, 

2017). Kosciw et al. (2016) also note that over the years, teachers’ understanding and practice 
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with transgender CYP is showing improvement. During qualitative interviews, Kosciw et al. 

(2016) noted that many of their participants spoke about supportive teachers and the positive 

impact this had on their expression of gender identity. In 2015, more transgender pupils than 

ever before reported the presence of supportive school staff (Kosciw et al., 2016). Changes to 

the support systems that are available to transgender pupils such as the formation of Gay-

Straight Alliances (GSA) have also improved both teacher understanding and pupil 

experience (Kosciw et al., 2016). These create many positive influences for schools such as 

increasing the visibility of transgender pupils, educating school staff and offering a safe space 

for transgender individuals (Griffin, Lee, Waugh, & Beyer, 2004). The presence of a GSA 

has also been linked with better academic attainment and school experiences (McBride, 

2013). While these are primarily CYP-led in structure, they are usually adult-initiated and 

governed by a range of teaching staff (Russell, Muraco, Subramaniam & Laub, 2009),  this 

can lead to feelings of inclusion. While GSA currently exist within NI practice, McBride 

(2013) notes that the Department for Education for NI should promote these further as an 

example of good practice for working with transgender CYP, informing teaching practice and 

eliminating prejudice. 

 Throughout this review of the literature it is clear that the area of transgender CYP, 

while emerging more and more in academic literature, has been an issue that has affected 

CYP for some time. The literature suggests that the school context can come with many 

difficulties for transgender CYP. What is not clear, however, is the experiences of teachers of 

transgender youth. It is vital that this is explored as teachers of transgender CYP are best 

placed to affect positive change in their lives. As a result, a focused review examining the 

experience of teachers of transgender CYP is a useful final step in evaluating the literature in 

this area. 
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2.6 Focused Review 

2.6.1 Rationale 

While a narrative review of the literature in a particular field forms the basis of our 

understanding into the area, it may present with various elements of bias. Completion of a 

focused review using systematic elements allows for a measurable and rigorous assessment of 

the literature in a specific field (Hanley & Cutts, 2013). The systematic review eliminates the 

bias associated with a narrative review by synthesizing the relevant studies associated with a 

specific topic (Uman, 2011).  A focused review using systematic elements is required in order 

to make sense of the large amount of data available in a particular research area while at the 

same time identifying new areas in which research has not been completed (Petticrew & 

Roberts, 2008). This in turn contributes to both the formation and exploration of a specific 

research question. 

2.6.2 Aims of the Review  

The focused review that follows was conducted with the following aims:  

1. To locate appropriate literature which explores teachers’ experiences of teaching 

transgender CYP in school or other relevant educational settings. 

2. To evaluate the quality of these empirical articles with use of the “Critical Appraisal 

Skills Programme” (CASP, 2013). A tool which follows a structured format to 

evaluate the worth of research study.   

3. To identify areas within the literature in which considerable gaps or limitations are 

present.  
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2.6.3 The Review Question 

What is known about the professional experiences of teachers who teach transgender 

CYP in school settings? 

 

2.6.4 Search Strategy  

Six electronic databases in the fields of both psychology and education were searched 

in order to produce findings for the systematic review process. The following databases were 

searched: Scopus, Web of Science, Psych INFO, Child Development and Adolescent Studies, 

The British Education Index and ERIC. Both the ProQuest and Ethos databases were also 

searched in order to ascertain whether any Grey Literature exists currently in the area of 

interest and to gain a more holistic view of the review question. The same search terms were 

utilised in each database in order to produce the most relevant results. Synonyms and 

variations of the terms ‘Transgender’ were used in order to locate a wider range of empirical 

articles relating to this area of study. This was combined with the keywords school/education 

and teacher/educator/education professional in order to increase the specificity of the 

findings.  

 Limitations existed in this search as evidenced by the fact that work in this area 

concerns a relatively new social phenomenon and as a result it was expected that the yield of 

published academic work would be low. To address this limitation, the researcher contacted 

relevant charitable organisations and special interest research groups to check for the 

presence of further Grey Literature that was not available on the databases searched. While 

one study meeting the inclusion criteria was located, it is currently at a data collection level 

and as a result not viable for inclusion in this review.  
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Table 1: Keyword Search Terms for Focused Review  

 

2.6.4.1 Inclusion and Exclusion Criteria  

The results of the above-mentioned search strategy were subject to specific inclusion 

and exclusion criteria to determine their relevance to the current review question. 

No eligibility criteria in relation to country of origin, date of study or language of 

study were applied. 
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2.6.4.2 Results of the Search  

Following a search of each database with the search terms previously described, the 

outcome of the search of each individual database for focused review is detailed below: 
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Table 2: Outcomes of Systematic Search of Databases:  

 

Following manual inspection of each study presented in each database, 1056 studies 

were eliminated on the basis of exclusion criteria 1a and 3a. Meaning the study did not focus 

on the experiences of teachers of transgender CYP or focused on those working with 

transgender CYP in contexts without an educational basis such as medical or voluntary 

sectors. While studies were not excluded on the basis of having a mixed methods 

methodology, no such studies presented themselves during this search of the literature. If 

studies of a mixed methods methodology were identified, they would have been included in 

this review. With the review question in mind, 54 articles in total were identified as possibly 

relevant.  

 

Table 3: Outcomes Following Manual Inspection of Search Results  
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Following manual screening of the titles and abstracts of these 54 articles, nine articles 

were identified as duplications and as such removed from the process. Following review of 

the remaining 45 articles one of three decisions was made: 

1) Article meets inclusion criteria and appears relevant – retrieve full text 

2) Article has met the exclusion criteria – exclude from process 

3) It is not clear whether article meets inclusion/ exclusion criteria - retrieve full text for 

more thorough inspection  

Following application of the exclusion criteria to article abstracts, 11 articles remained for 

manual screening of the full text. Upon further inspection of these articles, six were 

eliminated on the basis of the exclusion criteria, some articles met more than one of the 

exclusion criteria. For a detailed account of each of the six articles and the exclusion criteria 

which these have met see Appendix A. 

Table 4: Papers Eliminated Due to Exclusion Criteria  
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Figure 1: PRISMA diagram of review process (Stovold et al.., 2014). 
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The five articles that remained after application of inclusion and exclusion criteria are 

detailed below in alphabetical order of the name of the primary researcher:  
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2.6.4.3 Data Extraction  

The data extracted from each study is presented below in tabular form. Data is 

presented in this way as it serves as a template for each article to be assessed, in turn ensuring 

that data was extracted from each study in a replicable way. The use of tabular presentation 

also allows for a more clear, concise and accessible format for readers of this review to 

access data synthesis. Data was extracted and synthesised in the following ways:  

1. General overview or description of each study (See Table 5) 

2. Assessment of research quality using Critical Appraisal Skills Programme (CASP) 

checklist for Qualitative Studies (See Table 6)  

3. Narrative account of the findings from each study (See Appendix C)  

 

All data was analysed in the order laid out above. The first element of data synthesis 

looked for key descriptive elements from each study such as year of study, location, 

methodology, sample size and participants. (See Table 5)    
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Table 5: General Overview and Key Descriptive Information of Each Study  
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2.6.5 Critical Appraisal  

Application of the inclusion and exclusion criteria of this review resulted in five 

studies remaining, these detail what is known about the experience of teachers, teaching 

transgender CYP. In order to fully determine the empirical quality of these studies, critical 

appraisal must be undertaken. Qualitative data, while lending itself well to studies which seek 

views and experiences, does come with a range of concerns such as how trustworthy the data 

is and the inferences that can be drawn from the findings (Treloar, Champness, Simpson & 

Higginbotham, 2000). Critical appraisal is essential as all research studies are subject to the 

threat of bias, therefore potential bias must be identified and explored (Treloar et al., 2000).  

Appraisal can be completed in two ways, firstly by using an overall judgement method and 

secondly by applying an appraisal framework to the data (Hannes, 2017). Applying an 

appraisal checklist can be beneficial as it allows for a standardised way to evaluate all of the 

search results in a focused review, it is also a recommended method for less experienced 

researchers (Hannes, 2017).  

While a number of checklists for assessing and evaluating qualitative research exists, 

for the purpose of this review The Critical Appraisal Skills Programme (CASP) Qualitative 

Research Checklist (Public Health Research Unit, 2006) will be employed in order to assess 

the quality of each of the five studies which have resulted from this review. The reasoning 

behind this selection is that the CASP tool allows a clear, accessible and user-friendly 

checklist which can be applied to qualitative research studies. Each item on this checklist has 

been clearly defined so that each researcher will have a concrete notion of what to assess in 

order to make a judgement on quality. The CASP tool also complies with the standards set 

out by O’Brien, Harris, Beckman, Reed and Cook (2014) for the reporting of qualitative 

research.  
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The use of the CASP tool allows for a systematic approach to the evaluation of the 

quality of qualitative studies, (See Appendix B). The tool uses a series of 10 questions to 

assess 3 broad issues within research: validity of the results, clear understanding of the results 

and the contribution of the findings in a local context (CASP, 2018).  The CASP tool has 

been used for 25 years in order to assess the relevance and validity of research papers (CASP, 

2018).  Questions cover a breath of areas such as the study selection, the ethics of the study 

and the methods of data collection and analysis. Each question has three potential responses, 

‘yes’, ‘no’ and ‘cannot tell’.  The first two questions within this tool act as screening 

questions, and the creators note that an answer of ‘no’ to either of these questions should 

result in the exclusion of the article from review. Full application of each of the ten questions 

within this tool to the five research papers in this review can be viewed in Table 6.  

All five studies which resulted from a systematic search of the literature met the 

screening criteria applied in Question 1 and 2 of the CASP tool. As a result, they were 

deemed appropriate to continue for further appraisal. All five studies in question where noted 

to have an appropriate research design and recruitment strategy, adding a measure of quality 

to their studies. Only Wiltz (2018) displayed evidence of the consideration of the relationship 

between researcher and participant. This may be due to the fact that the study completed by 

Wiltz (2018) was a university dissertation and as such affords greater potential for an in-

depth exploration of all areas of the research process. It could also be the case that 

consideration of this relationship was encouraged by the researcher’s university as part of the 

analysis process. The consideration of ethical issues could not be fully evaluated in the study 

by Meyer and Leonardi (2018) as this was not explicitly discussed within the data. It was also 

unclear from this study how rigorous the data analysis process was as once again this was not 

fully explored within the write up of the study. All studies presented with a clear and 

passionate statement of findings which was related to the locality in which the study was 
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taking place. The research is valuable and presents ideas for changes that could be 

implemented as a result of the research.  

Following this appraisal, it is clear that the five research studies subject to evaluation 

present themselves at a high quality despite minor inconsistencies in how they have presented 

their information. As a result, these shall be included in the narrative exploration of the data 

set.  
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 Table 6: CASP Appraisal Tool for Qualitative Studies (Gough, 2007)  

 

 

 

 

 

 

 

 

 

 

 

Key – Y = Yes, Criteria met, N = No, Criteria not met, CT= Cannot Tell if Criteria has been met.  
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2.6.6 Synthesis of Study Findings  

A narrative synthesis of the five studies resulting from systematic search was carried 

out in order to summarise the findings of this work. Once again this was carried out in tabular 

form in order to ensure that the findings of each study were presented in the most accessible 

way for the reader and illustrates the key results found in each study (See Appendix C). Each 

table will present information on the aim of the study in question, the research questions that 

were asked and the findings which resulted from each piece of qualitative work. Findings 

may be presented in differing formats e.g. grouped into themes if this is appropriate for the 

piece of research in question. By using this method to synthesise the research studies, the 

researcher has a unique opportunity to view and explore themes and relationships that exist 

across all five studies. This method also helps to address the question of this systematic 

review:  

“What is known about the professional experiences of teachers who teach 

transgender CYP in school settings?” 
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Figure 2: Synthesis of Findings 
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Presented in Figure 2 are emergent themes resulting from synthesis of the five 

qualitative studies resulting from this review. The experiences and perspectives of the 

educators captured within these studies could be gathered into five thematic areas: 

perspectives on bullying; systemic issues in the educational institution; importance of school 

culture; use of language and changing attitudes towards gender diversity. While each 

produced slightly different findings these points remained consistent. Differences within the 

findings of these studies can be accounted for by considering that each study came attached 

with its own unique aims and research questions.  

 While common themes were found across the studies in question each study presented 

some differing and valuable considerations. For example, Meyer and Leonardi, (2018) noted 

in their study that personal experiences and exposures to transgender CYP could inform 

teachers’ practice with their students. Teachers noted that if they had the opportunity to 

interact with a transgender individual in their personal lives, they entered their practice in the 

schooling environment with a much more inclusive and open-minded attitude. This also 

helped to reduce any preconceptions or fears which teachers had surrounding their ability to 

work with transgender pupils. A further theme that demonstrated a unique aspect of the 

experience of working as a teacher of a transgender pupil is Ullman’s (2018) theme of the 
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notion of surveillance. Teachers felt that their practice while working with transgender CYP 

was monitored closely. Apprehension surrounding appropriateness of reactions to differing 

issues which can present themselves for transgender CYP existed among the teachers in this 

study. This left a level of anxiety and a lack of confidence in their practice as teachers due to 

the constant worry of ‘getting it wrong’. This worry seemed to not exist in the participants 

employed by private schools as they felt that they worked within an inclusive system and had 

freedom and confidence to discuss gender issues openly. A further interesting consideration 

surrounding the experience of teaching a transgender pupil was provided by Kearns et al. 

(2017) who noted the importance of understanding gender diversity through writing. When 

teachers keep a written record of their interactions with transgender CYP this offers a lens for 

reflection and learning which will positively impact the treatment of transgender CYP. This is 

especially salient with regards to critical incidents. Recording of these incidents can allow for 

effective alteration of practice in the aftermath.  
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2.6.7 Conclusions 

Following the process of focused review of the relevant literature, it is hoped that a 

clear and accurate understanding has been provided on what is known about the professional 

experiences of teachers who teach transgender CYP in school or educational settings. Many 

criticisms and misconceptions have been made of the systematic review process such as the 

application of a biomedical model to other domains (Petticrew, 2001). However, Petticrew 

(2001) notes that many research studies can be identified and summarised in the systematic 

review process, despite their domain. It is key to note that the use of the systematic review 

process has wide reaching applications which are steadily growing outside of health care 

(Petticrew, 2001). 

 Through the literature search process adopted in this chapter, it is clear that many 

studies on transgender CYP in the educational setting are presented from the perspectives of 

the child or young person. However, research with a direct focus on the perspectives and 

experiences of teachers and educators of transgender CYP was limited. A focused search of 

literature using a number of reputable databases, including grey literature, yielded only five 

articles directly utilising qualitative methods in order to shed light on the experiences of 

educators, teachers and pre-service teachers. The studies that were identified take place 

largely in the US as well as Canada and Australia. No research was identified which 

represented the experiences of educators in the local context of NI or even within the context 

of the UK as a whole. This is a significant gap in the literature, particularly as NI presents 

with a unique religious and political context which could have an impact on the experiences 

of educators of transgender CYP in NI schools. Therefore, specific qualitative research into 

this area would add understanding and depth of knowledge to this topic. 
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2.6.8 Research Question  

Following exploration of both the narrative review which details the broad literature 

in this area and the specific question addressed in this focused review. The current study will 

be titled “Exploring teacher’s experiences of working with transgender young people in NI”. 

The following research question will be addressed in the following study:  

 

1. What are the perspectives and experiences of teachers of transgender youth in NI? 
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Chapter 3 – Methodology  

3.1 Chapter Overview  

This chapter will outline the methodology employed in this research alongside the 

rationale for its use and the philosophical underpinnings of the research. Initially, it will 

define the research paradigm employed and the philosophical stance of the researcher as 

these underpin the work of the researcher and the research project as a whole. A detailed 

description of the methods used within this project will follow, including research design, 

study procedure, participants and the mode of data analysis which has been chosen. This 

chapter will conclude with a consideration of the ethical issues associated with this research 

project as well as an exploration of the researcher’s reflexivity. Throughout this chapter the 

considerations made by Tracy (2010) for ensuring the credibility and trustworthiness of the 

data were kept at the forefront of the design and analysis of this study. A critical appraisal of 

this study in regards to its credibility has been completed using Tracy’s (2010) eight step 

criteria, and can be found in Chapter 5 of this thesis.  

 

3.2 Study Aim 

The aim of this study is to explore the experiences and perspectives of teachers of 

transgender CYP within NI schools.  

 

3.3 Philosophical Perspectives in Research  

Within the educational field it has been asserted that qualitative research is the most 

appropriate form of research to use in order to gain the highest level of understanding 

(Morehouse & Maykut, 2002). This is due to its unique ability to engage with education 
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practitioners and gain expansive data sets which have the potential to shape and advance both 

policy and practice (Kozleski, 2017). Qualitative research also allows the opportunity to hear 

the voice of the participant and understand experience through self-reflection in a way that is 

not possible through the use of quantitative methods (Schratz, 2020). However, this comes 

with a number of underpinning philosophical considerations which must be addressed during 

the course of the research. All researchers, whether consciously or subconsciously, have an 

individual line of philosophical enquiry that underpins research (Morehouse & Maykut, 

2002). This is heavily influenced by the personal experiences of the researcher. 

 A research paradigm defines a set of common beliefs that represent the worldview of 

the researcher (Guba & Lincoln, 1994). As this is a human construction, it cannot be proved 

and is open to speculation and human error (Guba & Lincoln, 1994). The research paradigm 

details the approach that has been taken by the researcher when embarking on the research, 

encompassing all areas from design through to how the researcher’s views have influenced 

the interpretation and collection of data (Atieno, 2009). A research paradigm consists of a 

range of components including ontology, epistemology and methodology (Scotland, 2012). 

Ontology is concerned with the nature of reality and what can be known about it (Guba & 

Lincoln, 1994). Epistemology differs as it is not as concerned about what is known but about 

how this knowledge is acquired (Scotland, 2012). Finally, methodology is viewed as a plan of 

action, which one takes to obtain knowledge (Scotland, 2012). While these components all 

differ, all three exist within a research paradigm. All research is committed to an ontological 

and epistemological position whether implicitly or explicitly (Scotland, 2012). 

 Ontology can be categorised into types based on the implicit position of the 

researcher. Within research, the ontological position tends to be split into three distinct 

subtypes. Realists believe that reality is not a result of our senses but that it is driven by 

natural laws and mechanisms, reality is independent and waiting to be discovered (Guba & 
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Lincoln, 1994). In contrast to these assumptions are relativists who take the stance that reality 

is a subjective notion that differs between researchers. In this school of thought, reality is a 

result of social consciousness and is individually constructed (Scotland, 2012). As a result, a 

number of realities can exist based on the experiences of the particular researcher or person. 

Differing from both of these schools of thought is the view of pragmatism. This ontological 

position views the world as neither a fixed reality or one that is socially subjective but that 

the use of research and differing methodology can increase knowledge.  

  Epistemology concerns itself with the acquisition of varying forms of knowledge 

(Scotland, 2012) and the relationship between a researcher and what can be known (Guba & 

Lincoln, 1994). The researcher must consider if they are separate to the knowledge that is 

being acquired, or part of it. As the world encompasses a great deal of knowledge in many 

forms, epistemology is concerned with what is counted as ‘legitimate knowledge’ (Braun & 

Clarke, 2013).  Epistemology determines what forms of knowledge count as scientific, true 

and trustworthy (Braun & Clarke, 2013). Every paradigm comes with its own range of 

ontological and epistemological viewpoints, which inspire choice of methodological 

approach.  

 Methodology is the way in which researchers set a plan or take action in order to 

acquire knowledge. It is concerned with the methods that will be employed in order to ensure 

that data is collected, analysed and stored in a way that is in keeping with the researcher’s 

ontological and epistemological position (Scotland, 2012). For example, those who employ a 

positivist stance, will often use quantitative data collection tools such as questionnaires due to 

their underlying focus on the explanation of relationships (Scotland, 2012). Within research, 

three distinct paradigms have been described and are outlined below.   
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3.3.1 Positivism  

A positivist research paradigm uses prediction to investigate patterns of behaviours 

that are governed by underpinning laws (Taylor & Medina, 2011). It assumes one reality that 

can be independently observed. Within this approach large sample sizes are often utilised in 

order to test hypotheses. This paradigm is usually employed in quantitative methods due to its 

focus on pre and post testing and the importance of the accuracy of the data collected. A 

milder form of positivism, post-positivism, is modified for the social sciences and often used 

in qualitative approaches such as interviews (Taylor & Medina, 2011). This approach 

acknowledges the potential influence of the researcher’s experience and values, however still 

maintains that a singular truth exists.   

 

3.3.2 Constructivism  

Within this paradigm it is universally agreed that there is no single truth or reality, 

rather reality is constructed by one’s social interactions with the world around them. Reality 

is constructed in the mind of the individual (Ponterotto, 2005) leading, potentially, to the 

existence of multiple realities which the researcher must make sense of. This paradigm also 

acknowledges the individual interpretation of the researcher. Reflecting on the research is a 

key component to the constructivist approach as it is felt that only through deep reflection 

concerning knowledge obtained, can meaning and truth be brought to the surface (Ponterotto, 

2005). This approach is usually found within qualitative research methods such as interviews 

and narrative work. As a result, meaning found within the data is viewed as co-constructed by 

researcher and participant during dialogue. 
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3.3.3 Pragmatism  

Pragmatism does not align itself with a fixed notion of knowledge, but reflects the 

belief that meaning is constantly changing based on individual interpretation and its 

usefulness in answering problems. Pragmatists are largely unconcerned with the notion of 

reality but are concerned with “what works” (Morgan, 2014), in this sense it is practically 

oriented. Pragmatists employ the methodology which they feel best answers the problem and 

as a result usually rely on mixed-method approaches to research.  

 

3.3.4 The author’s philosophical stance  

The author’s stance in regards to philosophical underpinnings of research is that of a 

constructivist. This is due to this paradigm’s emphasis on the importance of accessing and 

understanding lived experiences through language (Ponterotto, 2005). Through semi-

structured interviews with participants, meaning is co-constructed between researcher and 

participant. As a result, the author must acknowledge the role of the researcher in the 

interpretation of the data gained and how this is influenced by the author’s own biases. The 

current research was underpinned by the following: 

• The ontology of a relativist (knowledge is constructed through social interaction and 

lived experiences of the individual); 

• The epistemology of a constructivist (reality is open to interpretation and meaning is 

underlying) 

• A qualitative methodology (meaning is constructed through social interactions and 

language) 
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3.4 Design  

As a result of the overarching philosophical stance of the researcher outlined above, 

considerations regarding the appropriate use of methodology had to be made. Both qualitative 

and quantitative research methodologies are useful tools which have a range of strengths and 

weaknesses. While quantitative methods are concerned with numbers and empirical values 

and look for the direct relationship between variables, qualitative methodology is more 

interested in meaning, which increases the potential for bias.  As a result, quantitative 

methods can often be viewed as more scientifically rigorous. However, this method has 

limitations for use when accessing the lived experiences of individuals and the meaning 

drawn from this.  

It was concluded that qualitative methodology, in specific the provision of semi-

structured interviews, was the optimal research method which could be used to address the 

research questions in the current study. This was due to its ability to answer this research 

question with the depth and richness required in order to gain the best understanding of 

experiences. This reflects the relativist underpinnings of the research as the qualitative design 

of this study allows for the construction of knowledge on the subject through the social 

interaction between researcher and participant.  

Qualitative methods are most appropriate for use in this research due to its 

constructivist philosophical stance, as the reality in this research is defined by individual 

experience. Quantitative methods are often better suited to research with a positivist 

philosophical underpinning.  Braun and Clarke (2013) argue that while in the world of 

psychology, quantitative methods are viewed as controlled and rigorous, qualitative research 

was born out of criticisms of the quantitative approach and the areas in which it is lacking. 

These areas include the interpretation of meaning and the emphasis on theory generation 
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rather than the simplistic exploration of relationships between variables (Braun & Clarke, 

2013). A further criticism of quantitative approaches is its generation of shallow data that 

while perhaps broad in nature does not offer rich descriptions (Braun & Clarke, 2013).  

Despite the richness of data, which can be gained through qualitative research, many 

critics of the method exist. Within the field of psychology, quantitative methods have been 

dominant due to their perceived scientific rigour and the quest to have psychology viewed as 

equal to other scientific disciplines (Braun & Clarke, 2013). Qualitative methods were often 

viewed as complementary to quantitative research, however not given much validity when 

used independently. However, Braun and Clarke (2013) argue that qualitative methods are 

sufficient for independent use and are simply a different way of gaining knowledge and do 

not lack scientific validity or rigour. Trustworthiness of the data gained from qualitative 

methods has been called into question. Subjectivity of the meaning extracted from data 

collected is a main factor in the evaluation of the trustworthiness of the data. In contrast to 

quantitative methods, the validity and reliability of this data cannot be proven with effect 

sizes or other statistical values. However, trustworthiness of the data in qualitative research is 

still assessed regularly through peer reviews of data and triangulation (Kisely & Kendall, 

2011). The credibility of qualitative data can also be assessed through a range of criteria led 

approaches. Within the current study, the eight step criteria laid out by Tracy (2010) has been 

employed. Detailed consideration of this model can be found in Chapter 5 of this thesis.  

Reflexivity is also an important step taken by qualitative researchers in order to recognise 

one’s own beliefs and values and how these affect the meaning drawn from data. Kilsely and 

Kendal (2011) note that reflexivity adds to the validity of a data set as it also assesses ethical 

concerns that may implicate the data as well as imbalances of power and counter-transference 

of researcher to participant (Kilsely & Kendal, 2011). For an insight into the reflective diary 

for this study see Appendix D.  It is also argued that while often viewed negatively, 
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subjectivity is in fact a strength of qualitative data rather than a weakness as it makes for 

passionate and meaningful research that has the power to influence and affect change (Braun 

& Clarke, 2013).  

 

3.5 Participants and Recruitment 

3.5.1 Sampling  

Purposive sampling was employed in this study to gain the most relevant and detailed 

data set relating to the topic of interest. This sampling method is frequently employed during 

qualitative research (Robinson, 2014). This was also employed as the researcher specifically 

wanted to include teachers who have directly taught transgender CYP in post-primary schools 

in NI, due to the fact that a greater number of openly transgender pupils exist in these settings 

as opposed to primary settings (McBride, 2013). Post primary aged children also have a 

unique set of challenges in their lives at this time due to the onset of puberty, which can 

massively influence the challenges that can be faced by transgender CYP in the school 

environment (Riley, Clemson, Sitharthan & Diamond, 2013). Purposive sampling aimed to 

include teachers who were currently working directly with transgender youth at the time of 

the study or have worked with transgender youth in the past within the post-primary school 

environment.  

 

3.5.2 Recruitment  

Recruitment initially aimed to gain a sample of post primary schools in the NI context 

which have taught or are currently teaching a transgender young person. A sample population 

was generated through contact with the Principal Educational Psychologist (PEP) of the 
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Educational Psychology Service (EPS), information regarding the study was provided 

(Appendix E).  Permission to contact other working Educational Psychologists (EPs) in the 

service was sought (Appendix F). Permission was obtained to liaise with psychologists within 

the Educational Psychology Service (EPS). A similar information sheet was forwarded to all 

working EPs (Appendix G) in the Education Authorities EPS as well as a letter asking them 

to identify relevant schools in their area, (Appendix H).  Following the identification of 

appropriate schools by EPs, school principals were directly contacted via email and given an 

information sheet outlining their role in the study (Appendix I). School principals were asked 

via letter to identify an appropriate staff member to take part in the study in their school and 

permission was sought to speak directly to the identified staff member (Appendix J). 

Interested teachers identified by school principals were then provided with an information 

sheet (Appendix K) so that they could inform their decision about whether participation in the 

study was an option for them. Contact with all professionals during the course of the 

recruitment process was made via email as it was felt that this gave potential participants 

more room for honest reflection.  

 

3.5.3 Participants  

Following recruitment efforts, eight participants consented to take part in the study 

via a written consent form (Appendix L). All participants were teachers who have taught 

transgender CYP in secondary age provisions in NI (demographic information of the teachers 

involved can be found in Table 7).  A range of different settings including Alternative 

Educational Provisions and Grammar Schools were recorded across participants. The 

religious affiliation of the school provisions was also recorded in demographic information 

due to the context of religion in NI and how research has demonstrated the impact of 
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religious settings on transgender CYP (McBride, 2013). The gender of the school in which 

each teacher came from was also noted to understand the context of any potential difficulties 

that may occur as a result of the subject matter. While some debate exists regarding the 

sample sizes of qualitative studies, Braun and Clarke (2016) note that in order to fully 

appreciate the complexity and nuances of interview data, smaller sample sizes are more 

desirable.  

 

Table 7: Demographic Characteristics of Participants  

 

Table 7 shows that the majority of participants in this study were female teachers with 

only one male participant agreeing to take part of the study. Notably the schools which 

agreed to take part in the study were mostly Maintained Schools with only one Controlled 



60 
 

school agreeing to participate. Maintained schools in NI are primarily managed by a 

nominated Board of Governors and are mainly Roman Catholic in denomination. Controlled 

schools in NI are managed by the Education Authority and a Board of Governors who usually 

represent trustees from the Protestant church.  Integrated Schools are represented by a Board 

of Governors from both Protestant, Roman Catholic and other faiths. While a number of 

single-sex (girls) and co-educational (co-ed) schools agreed to participate in the study no 

single-sex (boys) schools showed interest in participating in the study. A range of roles 

within the school environment was noted in the study from class teacher roles to pastoral care 

and special needs roles. The number of children taught column in the table demonstrates the 

level of experience teachers had of working with transgender CYP prior to beginning the 

current study. Teachers unanimously agreed that they had not received a great deal of 

statutory training in regards to working with transgender CYP. Some teacher within the 

sample discuss experiences of training with charitable organisations, sourced directly by their 

school environments. Select teachers within the sample also discuss friendships or life 

experiences with transgender individuals. This is fully displayed within the results section of 

this thesis.    

 

3.6 Procedure  

Within the current study, semi-structured interviews were used in order to gain the 

views of teachers of transgender CYP. Interviews are a successful tool for use in data 

collection due to their familiarity as a method of eliciting the views and opinions of others 

(Braun & Clarke, 2013). This makes for a more accessible and familiar format for both 

interviewers and participants and allows for an insight into a participant’s experience (Braun 

& Clarke, 2013).  While a range of differing interview techniques are available, the most 
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common method is that of semi-structured interviews due to its ability to provide structure to 

interviews while still allowing the interviewer to use their own particular style of question 

ordering and ensure flexibility in response to participant responses (Braun & Clarke, 2013). 

Questions were prepared ahead of interviews and were used as a guide to prompt the content 

of the interview based on the response of participants. An interview schedule was created in 

collaboration with an established qualitative researcher at Queen’s University Belfast (QUB) 

(Appendix M). Questions were short, concise and open-ended. This allowed the participants 

to lead the interview. Care was taken to avoid leading questions during interview. 

Participants took part in the study by their own personal choice and were not offered 

incentive for participation.  

 Interviews began in January and continued until April 2019 based on the individual 

schedules of each participant. Participants were offered the option to partake in the interview 

in their school environments, in Queen’s University or in a public location of their choosing. 

Participants chose to meet within their school settings at a time that suited their teaching 

schedules. Participants were asked to set aside 90 minutes of their time for the interview to 

take place. This allowed time for the researcher to build rapport with the participant, explain 

the study and conduct the interview. The average participation time in interviews across all 

participants was 35 minutes and 9 seconds.  
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Table 8: Interview Length 

 

Prior to commencing the interview, information regarding the study was provided to 

each participant, followed by an additional copy of the information sheet as well as oral 

discussion. A portion of time was also spent discussing the topic in general and the 

participants relationships to the topic, with the intention of building rapport. Participants were 

also reminded that the research was interested in teacher experiences of working with 

transgender CYP and were asked to refrain from providing any identifying information on the 

transgender CYP with whom they had worked.  Participants were reminded that in the case 

that any identifying information was given it would be removed during the transcription 

process. Upon commencement of recording of the interview, participants were asked to 

reflect on their experiences of teaching transgender CYP. Before the recording of each 

interview was completed, participants were given a portion of time to consider anything else 

they would like to add to the information which they had already provided. Participants were 

all thanked for their involvement in the study and for giving up their time. Participants were 

then debriefed and provided with contact details for both the researcher and lead supervisor in 
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the event of any issues arising. No participant made contact following completion of 

interview.  

Interviews were recorded via use of a digital voice recorder (Olympus, VN-741PC) 

and manually transcribed by the researcher. During the transcription process, all names and 

identifying features mentioned during interview were removed and participants were given 

pseudonyms for their own confidentiality.  

 

3.7 Data Analysis  

3.7.1 Rationale  

Upon commencement of data analysis, a number of approaches were considered as 

appropriate for use with the research topic. Initially, consideration was given to using a 

narrative analysis approach in order to gain a narrative account of the experiences of teachers 

teaching transgender CYP in NI. However, this was deemed inappropriate as teachers within 

the study often reflected on the experience of transgender CYP in their class and not on a 

personal experience. It was ultimately concluded that the approaches which best matched 

data gained from semi-structured interviews and which could best answer the research 

question were Thematic Analysis (TA) and Interpretative Phenomenological Analysis (IPA).  

 TA is a method by which themes and patterns of meaning can be identified from the 

data in order to answer a specific research question (Braun & Clarke, 2013). This is the most 

widely used method of qualitative data analysis due to its ability to answer a variety of 

research questions, for example those concerning experiences. TA is widely regarded as one 

of the most flexible approaches in qualitative research and is not underpinned by any singular 

ontological or epistemological position (Braun & Clarke, 2013).  
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 IPA, while often thought of as the newest qualitative approach, has a long history in 

psychology as it connects phenomenology and hermeneutics resulting in the exploration of 

subjective experiences (Eatough & Smith, 2008). IPA was thought of as relevant to the 

current study and research question due to its detailed examination of lived experience 

through its focus on phenomenology. IPA is thought of as an accessible tool for those new to 

qualitative research, employs small sample sizes and is in keeping with the ontological and 

epistemological underpinnings of this research.  A further key advantage of this approach is 

its ability to allow for a bonding relationship between researcher and participant (Alase, 

2017). This coupled with its focus on the experience of individuals would have made IPA an 

appropriate choice of data analysis for this research project.  

 Despite this, many criticisms exist concerning IPA. While lived experience is 

evaluated in this method, Braun and Clarke (2013) argue that IPA often lacks the depth of 

thematic analysis. It is also thought that IPA can lack theoretical flexibility as it is largely 

based on a socio-cultural context and that there is a lack of guidance surrounding 

interpretation of the analysis, leading to description of participants concerns rather than 

higher level analysis (Braun & Clarke, 2013). As a result, it was felt that the best possible 

qualitative analysis to answer the current studies research question was TA. This was also 

due to the fact that TA allows for the generation of patterns across data sets which is essential 

when understanding the commonality of experience of teachers of transgender CYP. This is 

also important when seeking to offer recommendations for other teachers of transgender CYP 

based on the experiences of those included in the data set. While IPA could be seen as useful 

due to its focus on first hand lived experiences, it was not deemed useful in this case as 

teachers speak in a second hand way about the experience of transgender CYP, this is not 

their own first-hand experience. IPA is considered most useful in allowing participants to 

make sense of major, personal life events, (Alase, 2017).  As participants are asked in this 
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study to comment on professional experiences rather than personal experiences, TA was 

considered to be the more useful approach in this instance. TA was also considered as a 

useful approach as it is not necessary to have a great deal of experience in this area to carry 

out a successful thematic analysis (Braun & Clarke, 2013), making it an accessible method 

for all levels of experience.  

 

3.7.2 Thematic Analysis 

TA, while not following a stringent process like IPA, follows a six-step process in an 

attempt to standardise the findings and the analysis completed by researchers using this 

approach. This model for completing TA has been compiled by Braun and Clarke (2013) and 

can be found below (Figure 3).  

 

Figure 3: Phases of TA (Braun & Clarke, 2013) 
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In Phase one as outlined above, the researcher begins to become familiar with the data 

through transcription and reading of the data. During this stage initial ideas may be noted in 

preparation for Phase 2. When Phase 2 begins, initial codes are generated. Codes are then 

collated together in Phase 3, where the researcher sorts the codes into potential themes. These 

themes are then reviewed in Phase 4 and a thematic map is generated. The thematic map aids 

the researcher in telling the story of the data, this is further fine-tuned in Phase 5 where the 

researcher ensures that theme names and definitions are clear and meaningful. Within the 

final phase of the TA process, the researcher takes care to select the most meaningful extracts 

from the data and produces a report which conveys the findings of the study in a meaningful 

way that answers the research question. For a detailed description of how these phases were 

used in the audit trail of this study see Appendix O.  

 

 

3.8 Ethical Considerations  

This study was presented to the ethics committee at QUB and received approval in 

December 2018 (See Appendix P). The study was carried out following the guidelines 

produced by the QUB Research Ethics Committee. As a result, written consent was obtained 

from all participants. The following ethical considerations were addressed prior to 

commencement of the study: 

- Informed Consent – All participants were provided with ample information regarding 

the study and the procedures of this study. Participants were advised on the 

background and aim of the study and were given the chance to withdraw from the 

study if necessary. Following examination of a participant information sheet the study 

was further explained to participants orally. Participants were then debriefed 
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following completion of interview to ensure they understood what would happen to 

their data.  

- Confidentiality – Participants were advised on the confidential nature of the study. 

When reading the participant information sheet, participants were informed that data 

would be securely stored within QUB. Participants were also made aware that only 

the researcher and her supervisor would have access to the information. Audio files 

were stored on an encrypted USB and deleted upon transcription. Participants were 

reminded to not name any identifying features during interview and were advised that 

if this was the case this would be omitted upon transcription.  

- Withdrawal – Participants were provided with a specific period in which they could 

withdraw from the study. A time frame for withdrawal and the reasoning for this time 

frame was explained to participants during debriefing.  

- Harm – as a requirement for the provision of ethical approval, a risk assessment was 

completed to identify any harmful factors which may result for participants as a result 

of the study. It was concluded that the risk of harm to participants was minimal and 

participants were provided with information in the participant information sheet on 

the protocol to take in the event that the study caused any upset. Key contacts and 

support services were also provided to participants in the event that they may require 

further support on completion of the study.  

 

3.9 Reflexivity  

Due to the level of subjectivity which is associated with qualitative research, the 

concept of reflexivity is paramount. Braun and Clarke (2013) cite reflexivity as a key 

component of any good qualitative research and define this as the ability to critically reflect 
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on the knowledge produced from research findings.  Reflexivity can be viewed as either 

functional reflexivity or personal reflexivity. 

 Functional reflexivity involves reflection on the processes and tools used to carry out 

the research and how these elements influence findings (Braun & Clarke, 2013). Functional 

reflexivity looks to discover assumptions and biases by reflecting on these processes 

(Merrick, 1999). 

 Personal reflexivity looks inward as the researcher considers the impact of their own 

beliefs, values and initial ideas on the outcome of the research (Merrick, 1999). This means 

that the researcher is a visible part of the research process (Braun & Clarke, 2013). The 

author’s experiences of working with transgender CYP as well as their interest in the topic 

was discussed with participants during the rapport building section of the interview process. 

The researcher has strong feelings on the topic of transgenderism which were not shared with 

participants due to the consideration that this bias of the researcher may impact what 

participants felt comfortable to share during interview. Due to the potentially sensitive nature 

of this topic, the researcher was careful to respect all opinions given during interview even if 

these did not match with their own beliefs. The researcher’s personal thoughts of the process 

were regularly shared during supervision in order to ensure these potential biases were 

recognised and to increase the trustworthiness of the study. 

Reflexivity is imperative as it ensures that data is critically evaluated throughout the 

study (Merrick, 1999). This is a quality control consideration (Braun & Clarke, 2013). A 

detailed account of the reflections of the research can be found in the researchers’ reflective 

diary (Appendix D).  

 

3.10 Summary  
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This research study is underpinned by the philosophical paradigm of a constructivist. 

The experiences of eight teachers of transgender children in NI post-primary schools were 

gained through the use of semi-structured interviews in the participants schools. Interviews 

were audio-recorded and transcribed before being analysed using thematic analysis. This 

section notes how ethical considerations and reflexivity were at the forefront of the 

researcher’s mind during completion of the study.  
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Chapter 4 – Results  

4.1 Chapter Overview 

This chapter will present the data which has been gathered throughout the course of 

this research. It will seek to describe what the data found and analyse its meaning in relation 

to the research question of: What are the perspectives and experiences of teachers of 

transgender youth in NI? TA will aid the answering of this question by laying out the ‘story’ 

of the data in distinct themes which all contribute to the overall experiences of the teachers in 

this sample. The section begins with a summary of the data presented through a thematic 

map. Each subordinate theme is then examined in detail in order to fully explore the 

meaningfulness of the data. Interpretation of the overarching themes in relation to all 

superordinate and subordinate themes occurs throughout the section. Qualitative data extracts 

are provided in order to allow the reader clarity on the participants’ experiences and to give 

validity to the researcher’s interpretation. Pseudonyms are presented for each participant in 

order to ensure confidentiality, this also allows the reader to be aware of the demographic 

information on each participant. Interpretation was completed using Braun and Clarke’s 6-

point guide to good TA (Appendix Q) (Braun & Clarke, 2006). 

 

4.2 Summary of findings 

Following analysis and interpretation of data, three superordinate themes were 

identified, fear existed around teaching transgender CYP, teaching transgender CYP is a 

positive experience and learning through experience is as valuable as training. Under these 

superordinate themes, seven subordinate themes were identified. These are displayed through 

the thematic map available in Figure 4. 
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Figure 4: Thematic Map 
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4.3 Superordinate Theme 1: Fear existed around teaching transgender CYP 

This theme offers an exploration of the various factors which have demonstrated an 

undercurrent of fear surrounding ability to teach transgender CYP. The knowledge base 

teachers feel they have prior to teaching transgender youth and the limitations to their role is 

examined through the subordinate theme limitations of knowledge and impact on job role. 

Through this subtheme, perceived lack of training, a lack of confidence and the fear of the 

unknown is highly apparent. Through the subordinate theme of impact of personal views, 

individuals’ personal views, experiences and reactions demonstrate apprehension in relation 

to the task of teaching a transgender CYP.  Finally, the subordinate theme of challenges exist 

but can be overcome demonstrates some of the challenges which teachers seem to face. This 

subordinate theme outlines challenges, teachers’ responses to them and how ultimately, 

despite anxiety these challenges can be overcome.  
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4.3.1 Subordinate Theme 1: Limitations of knowledge and impact on job role  

This theme displays the feelings among teaching staff that a lack of knowledge exists 

around working with transgender CYP. Due to this lack of knowledge, teachers fear they will 

be unable to fully support transgender CYP. This highlights low levels of confidence among 

teaching staff. This also has an impact on what support a teacher can offer CYP in practice. 

Teachers demonstrated their concerns about their lack of knowledge surrounding aspects of 

the transition process such as medications and surgical interventions. However, it was felt 

that it would be more helpful to gain knowledge of the practical aspects of the school day and 

the allowances that teaching staff can make in order to ensure the best school experience for 

this population. Unanimously, all teachers in the sample expressed a lack of knowledge in the 

area and a request for a higher level of training, demonstrating the lack of confidence of 

teaching staff in this area and a fear surrounding the impact of their perceived lack of 

knowledge: 

 

“I know I don't have enough background experience or training” (Jane)  

 

Teachers also expressed concerns regarding the use of terminology. Within the 

sample, it was felt that teachers needed to be given formal guidance on this and did not feel 

comfortable simply asking pupils what terminology they would be comfortable with. Again, a 

sense of underlying worry was identified here: 

 

“I don't know what the correct terminology is... from his point of view what does he 

want to be referred to as?” (Jane)  
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Teachers expressed both a need and a desire for further training in this area. It was 

commented on that a range of situations may arise in the school environment, such as taking 

children on school trips. Teachers felt the need to be better informed and to have specific 

guidance in order to offer their best practice in these situations. Perhaps the expression of 

need for guidance and policies to back up actions taken in practice, represents the fear of 

making a mistake and the lack of confidence of teaching staff: 

 

“if we had specific training on the transgender child, and then the transgender adult 

because if this is a life choice they’re making, when the child's in my room and it's 

gonna be them.....I'd want to be talking to them fully educated myself, in some sort of 

way. That I'm not like, it's not an alien in the room” (Jane) 

 

“I’m not sure we're that well equipped even yet at……just awareness, just if there is 

kind of, not a blueprint for it but you know a certain kind of do's and don’ts it could 

be helpful” (John) 

 

The expression of lack of training and knowledge by teaching staff has displayed a 

lack of confidence in this area, this has implications for the support which teachers can offer 

transgender CYP within their role. Teachers fear that they will not be able to fully support 

any additional needs of transgender CYP due to their lack of training in the area. Many 

teachers noted concerns regarding pupil wellbeing and wanted to offer a further layer of 

emotional support to safeguard their pupils. This, however, was perceived as being largely 

dictated by the level of training which had been received in this area. Only teachers in more 
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pastoral roles such as Liz, who works in a nurture teacher role, felt she had the capacity to 

offer this, but even in this role it was difficult to afford the level of support required at times:  

 

“I have him 1-1 for social and emotional, I would say the difficult part for my job role 

with them for social and emotional skills would be if he has had a bad day” (Liz) 

 

Liz felt better equipped to deal with the emotional wellbeing of transgender CYP due 

to the emphasis on this in her specific job role. However, for many other teachers, lack of 

training and confidence led to limitations within their role and what they felt they could offer 

transgender CYP:  

 

 “so, you need to bear that in mind that there are things we can and can't do” (Maria)  

 

The large and life changing decisions which transgender CYP must face in order to 

make a successful transition was also discussed in depth by a number of participants. 

Teachers demonstrated concern that children were making a correct and informed decision. 

This can be related to lack of training in the area and a lack of understanding of the stringent 

process CYP in NI follow in order to complete their transition. However, many teachers 

realised that this decision was beyond their control and their role:  

 

“I know that is outside of what we were talking about, but it raises the question of 

how clear can they be at a certain age” (John) 
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“how they come to that or why they felt that way and obviously you can't discuss it 

with them…..I genuinely do have concerns for them and hope that things, they find the 

right route for them and the right path and that they are happy with the route that 

they have chosen” (Eileen) 

  

Multiple other fears and concerns regarding the impact of lack of knowledge among 

teachers existed in the data. Teachers specifically presented with the expectation that they 

would make mistakes while working with transgender CYP and feared causing harm or 

offence. This again discloses a reluctance to have open and honest conversations with these 

young people. Teachers also felt it may be difficult to adjust their language in the classroom 

in order to not cause offense: 

 

“would I remember to call them he and use the right pronoun?” (Eileen) 

“am I saying the right thing in class? Like I wouldn’t say like boy, but even by 

referring to him or he... maybe I shouldn’t even be saying those words? and I don't 

want to say ‘it’ either” (Jane) 

 

It could be concluded that if teaching staff felt more secure in their knowledge base 

and the training received, their confidence would increase. However, despite the level of 

anxiety displayed within the data, some participants did also comment on the fact that being 

transgender is not necessarily a cause for concern in the school environment, despite lack of 

knowledge. This demonstrates a change in expectation indicating that having a transgender 

child in the classroom will not necessarily be difficult. In fact, it was pointed out that often 
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other children in the school demonstrated more cause for concern than those who present as 

transgender: 

“you know, there would be other children who are non-transgender who I would 

worry about more in the corridors” (Jane)  

 

4.3.2 Subordinate Theme 2: Impact of personal views   

The impact of teacher’s personal lives and their personal experiences was clear in the 

data. Personal experience in many different forms was expected to impact professional 

practice. For example, when a teacher had experience of being a parent, they expected to find 

it harder to advocate on behalf of the child if their parents were upset or in disagreement. A 

great deal of sympathy was felt for parents and teachers considered the experience of parents 

as if it was their own child that was transitioning. This suggests that teachers identified to 

some degree with the parent and in turn shared their fears and concerns. Other teachers who 

were not parents spoke of the fear that their own prejudices may have an impact on their 

experiences with transgender CYP:  

 

“eh she was very flamboyant…. so, eh my experience since then and I suppose having 

come across that for the first time that would have been my preconceived idea as well 

of what transgender might you know....manifest as, so I suppose it’s my own prejudice 

probably its took a bit longer, in my head it’s the physical thing as well……I still 

probably have my own prejudices there that I have to deal with professionally” 

(John) 
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Adele, a teacher from a single-sex school environment spoke about how her personal 

views impacted her experience of having a transgender child in her provision and concern for 

what this meant for her practice. Adele spoke about how accepting a transgender male into an 

all-female classroom challenged her views as a feminist. This influenced how Adele 

conceptualised the issues facing transgender CYP and also how she taught her class as an 

English teacher who focused primarily on strong female heroines and feminist literature. 

Concern existed that this would lead to a change in historical teaching practice and materials 

used. The impact of being a feminist who is surrounded by feminist friends was strongly felt 

by this participant in her practice: 

 

“thinking about feminist issues, and how that impacts if there's now a male in the 

classroom with lots of girls then that was kind of a challenge as well you know” 

(Adele) 

 

“I mean I am a bit lost in the debate at the moment, because I find the whole debate 

about what constitutes a woman within feminism and the anger around that I find 

quite difficult……. some of my friends who are very strong feminists, particularly if 

they are gay, they would feel very strongly that, a trans person is not a woman, you 

know, even if they've had surgery, so, that's something I'm still kind of working out” 

(Adele) 

 

The viewpoints and influences on personal life presented above demonstrate how 

personal experiences can potentially result in concerns regarding teaching a transgender 

child. However, other participants in the sample were keen to note how their experiences in 
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their personal lives have positively impacted their experiences of teaching transgender youth. 

Knowing transgender adults in their lives has led to a greater degree of knowledge 

concerning the process of transition and the challenges that transgender individuals face. This 

has led to compassion and understanding as well as a passion for nurturing the wellbeing of 

their pupils. Participants were keen to note the importance of putting personal views to one 

side and remaining professional during practice:  

 

“I suppose even just my own experience of friends and things outside of school, that 

has helped I think a lot in how I approach transgender pupils in school, I mean I have 

a wide wide group of friends, all different types of people and I think it's that sort of 

attitude that the pupils have, that if that was my friend do you know I wouldn’t want 

them to be treated any differently and I think that plays into how you yourself react in 

school and treat students” (Laura) 

 

“I don't think it's right in all honesty, to have your own personal opinion stand in the 

way of the treatment of the student in a school, because it's their needs that are 

paramount” (Laura) 

 

A further influence of personal opinion, was experienced through work with parents 

in these roles. Often teachers do not just have to deal with their personal views and opinions, 

but also those of parents. A range of mixed reactions from families of transgender CYP were 

noted by participants. Fear existed surrounding causing offensive or unsettling parents. 

Participants were keen to comment on the fact that it was not only the families of transgender 
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CYP who reacted to the news of the transition. Karen noted incidents of receiving complaints 

from parents of peers within the school environment: 

 

“there were certainly a few parents initially with the first student, we did get a few 

phone calls, emails you know we're not happy, one threatening to withdraw her 

daughter from the school because we were tolerating this” (Karen) 

 

This was described as a difficulty within the school environment; however, despite 

concerns and fears, teachers were keen to stand by the rights of the transgender CYP in their 

provision and worked with these parents to reassure them appropriately. When discussing 

negative familial reactions to transition, teachers were keen to comment on contributing 

factors to these negative reactions such as relationship break downs in the family and conflict 

between parents 

: 

“the mother and father…...they were very against the whole thing and there had been 

all kinds of rows” (Adele) 

 

“she joined as female and then the other parent was very cross when the report came 

out and said she, she was very annoyed with me on the telephone” (Maria) 

 

However, despite fears concerning working alongside resistant parents, teachers noted 

that it was still of upmost importance for them to put the child’s needs first and advocate on 
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behalf of the young person. Although many negative reactions from parents were noted, some 

teachers within the sample were keen to note that this is not always the case and, in some 

cases, teachers have had very positive experiences of working alongside parents. As a result, 

fear around this area has often been dispelled:  

 

“their parents are very supportive, and there haven’t been real issues around it.” 

(Laura)  

“and his parents are very accepting, they’re just amazing people, they’re so 

supportive” (Liz) 

 

4.3.3 Subordinate theme 3: Challenges exist but can be overcome  

This theme explores the range of challenges and difficulties that have presented 

through teachers’ experiences of teaching transgender CYP. Much fear existed within the 

data concerning these challenges and how they would be dealt with. This is evident through 

teachers’ prior discussion surrounding their lack of knowledge and confidence. The reality of 

teaching these pupils is that many specific difficulties can exist for both teachers and pupils. 

For many teachers, the difficulties that arise while teaching transgender CYP were presented 

as separate from their presentation as transgender. This demonstrates that other contributing 

factors pose more of a challenge to teachers and that transgender associated difficulties do not 

present in isolation. A range of comorbid difficulties existed for these children which often 

resulted in more challenges in the school environment. Teachers were keen to note that being 

transgender does not necessarily mean that issues will exist or challenges will arise. 

However, the addition of comorbid disorders and problems often does result in challenges for 

teachers. Teachers in the sample commented on the correlation between transgender 
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presentations and Autistic Spectrum Disorder (ASD). The impact of anxiety disorders was 

also discussed. The children’s gender identity was often viewed as separate from these 

comorbid difficulties: 

 

“he was facing a diagnosis of Autism as well so again, that's what fascinates me the 

connection in girls between those two things you know…. then this was the 

conclusion, this is all Autism” (Adele) 

 

“they’re here because they have social anxiety and school-based anxiety, but they 

know they are in a safe space with other kids who have similar issues, you know 

nothing to do with transgender but issues none the less” (John) 

 

The influence of poor attention and behavioural difficulties was also discussed as a 

comorbid difficulty which teachers face. Teachers noted that behavioural difficulties such as 

attention seeking and distractible behaviours in the classroom were a challenge as it impacted 

upon classroom management and acted as a barrier to the formation of a positive relationship 

with the child. Behaviour difficulties in a transgender child was a shock to one participant, 

they felt that due to their struggles with gender identity that they would present in a 

composed and reserved manner, rather than choosing to stand out. Despite these thoughts, a 

teacher in the sample was keen to note she felt that behavioural difficulties were not solely 

caused by gender identity:  
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“I don’t think it necessarily because they’re transgender but I think, I think there is a 

link but.…it's not just it……he is probably the most difficult student I would find in the 

class, and he doesn’t engage in learning. He doesn’t do what you are asking him to 

do, will do anything to avoid work and just looking for negative attention” (Eileen) 

 

Perhaps the most challenging comorbid difficulty reported in the sample, was that of 

the impact of puberty. This is particularly relevant to this sample as it solely comprised 

teachers of adolescent children. Puberty has an impact on all adolescence and the change in 

mood and attitude that this can often bring poses a challenge to all teachers, particularly those 

of the transgender population. The impact of hormones and puberty can bring about physical 

changes that lead to a great deal of anxiety and discomfort to transgender youth. This can be 

challenging for teachers due to their discomfort with conversations of a sensitive nature. A 

further difficulty that this presents to teaching staff is their knowledge about the child’s 

medical interventions to achieve their transition, as the introduction of hormone blockers can 

have a large impact on their emotions. One teacher spoke about her shock when a transgender 

male child who she perceives as fully male came to her to say he had had his period. This 

posed as a challenge for the teacher as it left her feeling confused and fearful of not handling 

the situation in the best way possible. The impact of hormones on the child’s emotions and 

behaviour is a huge challenge to teachers especially when teaching transgender youth and is 

an area that causes much concern for teachers: 

 

“there was a knock on the door, ‘I need a sanitary towel’ and it was something out of 

the blue that you didn't expect” (Liz) 
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“even just hormonally and everything I'd say it's a tricky year if there’s something 

like this going on…. if they have any difficulty at all it gets magnified in that year” 

(Adele) 

 

Despite the existence of further challenges due to this range of comorbid difficulties, 

teachers within the sample demonstrated that the majority of challenges have been dealt with 

in an appropriate manner. Despite discomfort at dealing with some areas such as the 

influence of puberty, teachers have been able to combat their fears in these areas and rise to 

the challenge. This is reported to lead to further confidence in the future while dealing with 

these particular issues. 

Working with a transgender pupil is not a one size fits all approach. Further to a range 

of comorbid difficulties, pupils’ individual personalities can also prove a challenge for 

teaching staff. This impacts their relationships with teaching staff as well as their openness to 

receiving help and working collaboratively. Teachers demonstrated worry regarding 

potentially viewing all transgender children as the same and not respecting them as 

individuals. It was seen as important not to group all transgender children together and expect 

the same experience with each. Each experience with a transgender child is impacted by their 

individual personality: 

 

“they deal with it differently, but I think their characters come through, the two Year 

14's that we have one of them is a bit of a drama queen anyway and wants to be in the 

limelight…….whereas the other is very quiet and low key, so that's what I say they are 

all very individual and you can't tar them all with the same brush.” (Karen) 
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“In an LGBTQ+ group, sometimes they don’t have anything in common with each 

other, so you can't kinda lump them all together and say you know we'll have a 

meeting for everybody who is transgender” (Maria) 

 

Pupil personality was also seen to have an impact on their wellbeing in the school 

environment. Pupils who had strong peer relations were seen to have a more successful 

experience in the school environment, required less intervention and provided fewer 

challenges, whereas teachers reported feeling concerned for those who were isolated: 

 

“we found that if the pupil is liked, and have friends, then their friends know and it 

just goes ahead, and nobody says very much about it, whereas if they would be an 

isolated character or if they had been a difficult character and didn’t have many 

friends, then it doesn’t change that either, so it very much depends on the individual” 

(Maria) 

 

Participants concluded that while the gender identity of a child contributes to their 

personality and wellbeing, it does not determine that a pupil will act in a certain way, have 

friendships or require assistance from teaching staff. It is therefore unfair to assume that 

challenges will occur simply due to transgender identity. Each pupil should be treated as an 

individual and teachers should be informed that each experience with a transgender young 

person, just like experiences with cisgender pupils, is unique and individual:  
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“it’s not because you’re a transgender child you behave in a different way, I don’t 

think for one second, it's just another layer to their personality” (Eileen) 

 

“no two pupils are identical but, it's such a difference, I know that that word journey 

is overused but it is so different for every pupil” (Maria) 

 

The individuality of each child must be appreciated in order to offer the most effective 

support. It is important to remember that for some children, despite anxieties associated with 

the label of transgender, no intervention is needed and challenges may not appear. The level 

of challenge which each pupil creates for a teacher, and as a result the level of support they 

need, will often differ: 

“but he was very open, very honest and just told them exactly, ‘it wasn't me this is me 

this is who I am, I now feel comfortable’…. sometimes he might feel a little bit 

paranoid and he overthinks things some times and he will come to me crying” (Liz) 

 

“I don't have to do anything for some because they are, they get on with things and 

they are very sort of go ahead, others, don't want me to do anything and yet you know 

you see they might need a bit of help, and hopefully in the future they will come and 

ask for it but it's just about keeping an eye on them” (Maria) 

 

This calls for person centred practice in which the voice of each child is listened to. In 

this way of working, challenges which present can be targeted and overcome and anxiety is 

reduced. 
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Many allowances and accommodations need to be made in the school day in order to 

support transgender CYP. This may cause teachers to alter their practice which can often be 

perceived as difficult or anxiety provoking.  Switching names and pronouns for children 

presented a key difficulty for teachers. In cases where this did not present as a challenge, 

teachers noted that they had only ever known the child post-transition which minimised 

difficulty. However, when a teacher was part of and witnessed the child’s transition, they 

found it much more difficult to switch pronouns:  

 

“I would maybe struggle to, emmm, and continue to struggle to get the right pronouns 

for instance, and be aware of that and make mistakes” (John) 

 

“they know it's the pronoun that is the hardest thing for us because we are so used to, 

she/her/girls, that’s indoctrinated in us” (Karen) 

 

Further challenges, that are reported to prove difficult for teaching staff are 

difficulties with the change to uniform and the need for appropriate toileting arrangements. 

The majority of teachers reported these issues as solvable when conversation is open and this 

is successfully addressed in the school environment. Teachers reported that when these 

aspects are correctly managed it can lead to an increase in pupil wellbeing:  

“all they’ve been looking for is to change their uniform, that is the biggest thing cause 

they’ve said, they come into school feeling like they’re not themselves every day and 

having to sit through class, that's what they are thinking about, they’re thinking about 

how uncomfortable they are with their own appearance” (Laura) 
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 “we had to adapt the disabled toilets…..those disabled toilets are now unisex toilets” 

(Karen) 

Certain times within the school day, were identified as particularly difficult in the 

school environment, for example, P.E was noted as a challenge for some children due to 

discomfort with changing environments. For another child, break and lunch times were noted 

to be a difficulty due to the lack of structure. Across participants, the largest difficulty 

identified in school life was attendance on school trips. Teachers report that the community is 

a more difficult environment as they have no control over it and cannot make the necessary 

changes to aspects such as toileting facilities, something they can control in the school 

environment. Consequently, teachers are fearful of the potential negative impact to their 

young people. Residential trips were also reported to be a difficulty as there are implications 

for sleeping arrangements.  Apprehensions surrounding these challenges can be overcome 

through collaborative working with the young person and their families and empathy for the 

challenges they face:  

 

“because he didn't feel secure…..in public that he needed to go to the bathroom, and 

he felt uncomfortable because he didn't know,…… ‘will I use the disabled toilet, but 

will I get shouted at?’ or ‘will I, I'm not going to the female toilets because I'm not 

female, I'm going to go to the boys toilets but what if other boys in other school's 

make fun of me?’” (Liz) 

 

“We did have an issue actually, one of our transgender pupils had just come out and 

was on a trip, and was due to be in a room with 4 other girls, we contacted all the 

other parents and contacted his parents and they were all happy for him to remain in 
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the room and he wanted that ……….and also going through the airport with the 

passport, because the transition was all so new, he had to accept that he would be 

going through as Mary say and not as his new name and new gender, that was 

difficult” (Karen) 

 

Although teachers have reported that many of these areas require small and 

manageable changes, because of the lack of guidance that they have received from statutory 

services, a general feeling still exists that the situation is far from ideal and they fear making 

mistakes that could negatively impact the child: 

 

“the key things, the beginning things like the toilet, changing rooms, uniform and 

pronouns, they have been addressed now so they still aren’t perfect” (Karen) 

 

While some teachers in the sample noted that making mistakes in relation to the 

gender of the transgender CYP was not a problem for them, the majority of the sample 

acknowledged that mistakes can easily happen in the school environment. In general, those 

who did not recognise that they made mistakes were only introduced to the child post-

transition. This was seen as a major factor in why so few mistakes were made. Teachers 

reported a high level of anxiety around this, not only for their own wellbeing but for fear of 

the emotional impact that this may have for the child: 

 

“then it felt that if you made the mistake, you were drawing attention to the whole 

thing” (Adele) 
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“you know I don’t constantly make mistakes, but because he's still seems like a girl to 

me, emmm that's my problem I just get it wrong” (John) 

 

Teachers were keen to note that in the case of making an error, children in their 

settings have been accepting and have taken minimal offence. Liz identified that mistakes in 

her provision are rarely made by teaching staff, however mistakes with pupils can still occur. 

Pupils are reported to handle these mistakes very well and will politely correct the pupil in a 

pleasant manner. This eased teacher anxiety in these situations.  When mistakes were made, 

teachers commented that humour was a commonly used tool in order to manage the mistake:  

 

“the kids are very good here, and a lot of the time they will use humour you know if 

you make a mistake or something, they'll kind of lighten it with a bit of humour” 

(Adele) 

 

“so, he just laughs it off and there’s never any issue, at least I don’t think there is, 

perhaps there could be stored away underneath and I wouldn’t know…… I’ve been 

lucky in one sense that one in particular has a great sense of humour, and is almost 

quite self-deprecating about his transgenderism” (John) 

 

A further impact of having transgender CYP present in the school setting was the 

need for safeguarding and protection through school policy. Guidance on inclusion of LGBT 

issues in school policies such as anti-bullying policies has been provided by statutory 
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services. However, teachers felt that this can be generic, lack clarity and specificity regarding 

issues that directly affect transgender CYP: 

 

“I mean I did change my child protection policy, just to make sure that we, and it 

wasn’t just transgender it was just LGBTQ rights” (Karen) 

 

“I mean we have things here that we put into our policies here in school in relation to 

LGBT, because obviously we have a relationships and sexuality policy and things, but 

I do think there needs to be a lot more given in terms of guidance” (Laura) 

 

Apprehension about the need to offer education for both transgender CYP and their 

peer group was also expressed. Fear existed around this as it can lead to teachers teaching on 

transgender issues which they themselves do not feel well informed on. Teachers in the 

sample indicated concern on their own behalf in this respect, especially if teaching is not 

accurate: 

 

“there maybe things that you then become responsible for…...it’s a fragile situation 

for a transgender child, but it’s also a fragile situation for the other ones” (John) 

 

Inclusion of teaching on transgender rights is specifically prevalent within sex 

education programmes. Transgender children have the right to be well informed in areas of 

their own sexual health, this is currently not a requirement in most sexual education 
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programmes in NI and as a result is at the school’s discretion to add. This is however very 

difficult for teachers who already feel like their knowledge base is limited: 

 

“that the girls came, and it wasn’t the transgender students, but they said that our sex 

education programme is all heterosexual…. now it does broach some kinda same sex 

stuff, but not transgender so we have had a look at that” (Karen)  

 

Despite existing concerns regarding the inclusion of LGBT issues and the 

implications of this on the role of the teacher, some teachers in the sample indicated that this 

has been addressed and LGBT issues are currently being included in the curriculum through 

citizenship and learning for life and work programmes. Although not much emphasis is 

placed on transgender difficulties in such courses, the inclusion of LGBT issues in the 

curriculum reflects tolerance and acceptance from the school environment and evidence that 

issues that present as challenging can be overcome for the wellbeing of transgender CYP: 

 

“we teach about LGBT …...in Education for Love (EFL). So, we have an EFL 

curriculum in school and part of the year 10 course of it looks at LGBT, bullying, 

LGBT issues and things…...it was only introduced to our EFL curriculum about 4 

years ago and only because we recognised a real need for it to be addressed” (Laura) 

 

The school setting in which teachers are placed was reported to have a significant 

influence on teachers’ experiences. A range of challenges were reported to occur in certain 

settings that are not a difficulty in other provisions. The setting which posed the most 
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challenges to teachers of transgender individuals was same-sex school environments, for 

differing reasons. Some of the sample commented on the experience of transitioning in an all-

girls school environment. This posed a range of difficulties such as not having male toilets in 

place, only having a female uniform and a lack of changing facilities. It also had implications 

for staff in that it meant they would have to change the language they used when addressing 

pupils in the corridors as they are commonly used to using female pronouns and 

generalisations. Changing this practice proved a challenge to teachers involved in the sample. 

This also led to overall difficulties for the identity of the school and its ethos:  

 

“difficulty in terms of it being an all-girls school, so we were going to have to change 

our title because it's not an all-girls school now, and the challenges of course in terms 

of, I suppose uniform, toilets and all the routine in the school day” (Karen) 

 

“the other thing I find in an all-girls scenario when you are teaching, is that you just 

automatically for years, have been saying right girls, good girls, and suddenly you 

are so aware of that and having to be careful” (Adele)  

 

“if I think back to a previous school that I was in, not here, but, emmm, it was a same 

sex school, all boys, and I think that's where you have a challenge. You know, there 

was someone  it was in upper school and they had decided that they were going to 

transition, it was less so a challenge in terms of, I mean the teachers weren’t going to 

change how they treated the student or anything, but it was difficult in terms of trying 

to work out the arrangements that needed to be put in place for the student, because 
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you were going to have someone that identified them as female in an all-boys school” 

(Laura) 

 

 While reflecting on their experiences, teachers from mixed gender provisions noted 

that it was easier to overcome these challenges in this setting and as a result less fear existed. 

This was due to a range of factors such as the ease of which uniform policy can be altered. 

When discussing same-sex provisions and the difficulties this can pose it was reported that a 

child changing their uniform is an identifying factor of their transgender identity. Teachers 

feared that this made the child stand out and made them vulnerable to bullying behaviours or 

ridicule. This difficulty does not exist in mixed gender provisions. Participants who work in 

mixed gender provisions such as Alternative Educational Provisions and Integrated schools, 

concluded that these environments provide fewer challenges for both teacher and pupil:  

 

“it’s much easier for them to open up in a way that they would never been able to in 

mainstream school, or might not have even been allowed to…..I imagine we are 

probably lucky in this setting; I imagine the gender issues in mainstream schools are 

much more pronounced than here” (John) 

 

“I think that's because we are an integrated school I think that is the difference……I 

think the integrated sector is very different that you can react to the children, and we 

listen I think a lot more to what the kids.....cause I taught in a Catholic school, I went 

to a grammar school it's a very different culture than integrated, the kids have I would 

say a stronger voice” (Eileen) 
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4.4 Superordinate Theme 2: Teaching transgender CYP is a positive experience  

This theme offers an insight into the positive experiences which teachers have had in 

teaching transgender CYP in NI schools. It first examines the reactions which members of the 

school community, including fellow teaching staff and peers, have had to transgender CYP in 

their school environment through the subordinate theme reactions in school are generally 

positive. This subordinate theme demonstrates that teachers within NI consider school to be a 

positive environment for transgender CYP.  Through the subordinate theme of religion as a 

positive influence, teachers perceived impact of school religion on transgender CYP is 

explored. Overall, religion is viewed as a positive influencing factor within NI schools. This 

is an interesting finding with the unique context of religion in NI.  

 

 

 

 

 

4.4.1 Subordinate Theme 4: Reactions in school are generally positive   

When describing reactions from staff, teachers initially spoke of being informed by 

management that a child was intending to transition and live in a different role. This 

information was communicated in two distinctive ways, while some teaching staff had the 

experience of being informed in a staff meeting, other teachers spoke of being informed via 

email from senior management. The initial reaction to this from many of the teachers 

interviewed was one of shock: 
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“I remember when they first did that people were outraged, we were saying WHAT, 

because it did just seem so odd at the start…..you know that was quite a shock if I'm 

honest” (Adele) 

 

This was especially prevalent when a child was known to them before the transition 

journey as this meant that teachers had a fixed idea of that child in their previous gender role 

which they would now have to change. Teaching staff also discussed the element of 

prediction. In one school, teaching staff found it easier to accept the news of transition in a 

child who already conformed to many stereotypical features of the opposite gender, however 

when a child seemed at home in their biological sex to staff, this proved to be the largest 

shock: 

“She had beautiful hair and features and became just right on Monday morning, he 

had to do it, cut the hair off and everything else...the trousers. That was a shock to 

staff because with that student we didn’t see it coming at all” (Karen) 

 

However, without exception, all participants in this study noted that shock soon 

dissipated. Mixed reactions between teaching staff were described by participants. While all 

participants within the study unanimously noted a positive attitude to working with 

transgender CYP, they did comment on uncomfortable or potentially negative attitudes 

among their colleagues:  

 

“some of the teachers aren’t as comfortable with emm, treating him, weren’t as 

comfortable with treating him as a boy and found that difficult” (Adele) 
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Despite these initial negative attitudes, participants noted that this did change with 

time and commented on the changing attitudes of teaching staff, in line with society as a 

whole. Teachers noted that in their time as teachers they have observed a shift in attitudes to a 

more accepting and tolerant place and were keen to express the tolerance that they implement 

in their classroom settings:  

 

“it shouldn’t really be a big deal in my classroom, because no one is really being 

judged on the basis of whether they are male or female or anything else” (Eileen) 

 

“I suppose over the course of my teaching career, they have changed, in that I think 

that were we are now in terms of acceptance and society…. I really think times have 

changed a lot you know” (Laura)  

 

This was further solidified by Karen who commented on a personal discussion with a 

91-year-old grandmother of a pupil in her provision, concerning the inclusion of transgender 

CYP in her classroom: 

 

“you know gender is becoming less and less important, it's about the person, but as 

that 91-year-old granny said it's still the same person” (Karen) 

 

Due to this attitude of acceptance, all teachers in the sample noted their ability to have 

a positive experience of teaching a transgender young person. Not only was their experience 
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of teaching a transgender young person positive but they also commented on the positive 

relationships which they had with the children and how rewarding it had been to support 

them throughout their time in school: 

 

“he is a brilliant young person; he is a brilliant young man” (Liz)  

“from being nervous about what things were going to be like, to you know he's like 

my wee buddy” (Jane)  

 

The data expresses that not only have positive experiences and relationships been 

formed from teachers, but staff now present with a sense of admiration for the journey of the 

transgender CYP and pride in their role in their lives. This demonstrates the journey of the 

teachers have had from their initial reactions to teaching a transgender CYP, a journey from 

shock to pride:  

 

“like I'm proud to know him… he is my first experience, so I'm glad to have met him” 

(Jane) 

 

This theme also explores the relationships between transgender CYP and their peers 

and the reactions of peers following disclosure. Age was reported as an important factor in 

the reaction of peers. Teachers reported that most transitions occur in the later years of 

school, at this stage peers are mature enough to cope with the transition, however, it was 

noted that younger students displayed immature attitudes to the presence of transgender 

youth:  
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“the first few days and the student would have said you know, about sniggers from the 

first years, it wasn’t the older students, it was the younger students you know ‘that 

must be the person’" (Karen) 

 

“they said it wasn't their friends, it wasn’t their classmates, it was the wee ones that 

giggle and say ‘they’re wearing trousers’" (Karen)  

 

Despite immature attitudes from younger pupils in the school environment, teachers 

unanimously noted the accepting nature of peers in their school environments. A generational 

change was noted by multiple participants who feel that the pupils they are currently teaching 

represent a generation who are open to change and acceptance and have a negative view of 

discrimination. Participants noted that initial concerns surrounding peers’ reaction to their 

disclosure must be present with transgender CYP, however, teachers made clear that they had 

nothing to be concerned about:  

 

“they didn't think there was going to be the reaction from the peer group that they 

actually got, whereas people were like, ‘well we don't really care, you know, you be 

you’ and that's it…. I have actually heard people saying, ‘oh well that's such and such 

and they used to be but they transitioned’ but there’s no big issue made of it, it's just 

that's what happens it's very factual” (Laura)  

 

The high level of acceptance among peer groups has in turn been seen to influence the 

attitudes of teaching staff. One teacher in the data set spoke about what previously may have 
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been discomfort with teaching a transgender young person. However, witnessing the 

acceptance afforded to them by peers caused a complete change of mindset: 

 

“I've found anything to be a help, it's that because it seems like it's not an issue to 

them at all you know. So, I'm saying that now, as if it's a given and it’s pretty normal, 

but I suppose looking back 6 or 7 years ago, I may not have seen it as just as normal 

as it is so, I don't even expect there to be a problem anymore” (John) 

 

The result of the acceptance afforded to these children by their peers was excellent 

peer relationships. These were noted across the data set. Any negative relationships between 

a transgender CYP and a peer were concluded to be due to clashes of personality and 

completely separate from their identity as a transgender young person. Teachers noted that an 

overwhelming attitude of acceptance has been demonstrated by all peers in their school 

setting leading to feelings of acceptance for the transgender pupil:     

 

“he is normal, he is him, he is accepted” (Liz)  

“I know that their experience is good here” (John) 

 

The attitude of acceptance and positive reactions reported from both teachers and 

peers in NI schools, represents a reality of tolerance which may have differed greatly to 

preconceptions and expectations of what it would be like to have transgender CYP in the 

school environment. 
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4.4.2 Subordinate Theme 5: Religion as a positive influence  

In the NI context, the influence of religion is unique and complex. Preconceptions of 

the influence of religion on transgender CYP would most likely conclude that this would 

have a negative impact. This expectation is likely linked to the historical lack of acceptance 

and tolerance for the LGBT community in both religious groups in NI: 

 

“but there are a few people who would still be very Catholic, and find that hard you 

know…… I think particularly in a Catholic school, there used to be a sense that you 

know you have to leave stuff like that behind when you came in the gates” (Adele) 

 

However, despite these preconceptions and expectations, some participants in the 

sample noted that despite the religious ethos of their school environment, transgender CYP 

are afforded acceptance and support: 

 

“I think sometimes the perception is that, this is a Catholic school and it's not going 

to be accepted here and I mean, that's not the attitude that we take, you know, we 

have an inclusive school here, children from different religions, children from 

different backgrounds and I think that the perception is that we wouldn’t be 

supportive, or that we wouldn’t be caring around it and that's not the case” (Laura) 

 

Teachers presented their religion-based settings as accepting and tolerant of all pupils. 

However, teachers also indicated that in their experiences they had seen religion as a benefit 

for transgender CYP and a benefit for themselves as teachers. Therefore, their expectation of 
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teaching transgender children in a faith-based context, proves different than what might be 

expected by the general public. Teachers reported that the religion departments and teachers 

in their school environments have been a great source of support to transgender youth. It was 

also noted that the underpinning Christian ethos of the school helped teachers to work with 

children in a compassionate way: 

 

“it's actually easier because of the Christian values of tolerance and acceptance and 

love your neighbour and the compassion element, and we are supposed to be a school 

that's developing empathy at a time when it is being eroded by social media and 

outside influences, so we've got a foundation and something that we can always quote 

back to” (Karen) 

 

“in school it's all about compassion and empathy, and as I've said we don't always 

get it right but we've got to enforce that in school so actually the faith, in terms of a 

basis, it's given us a really good foundation to promote diversity” (Karen) 

 

The compassion and acceptance demonstrated by teachers in faith-based provisions 

defies expectations, and represents a general shift in attitudes towards transgender youth. This 

demonstrates a high degree of generational progression and represents a positive change for 

the wellbeing of transgender CYP. 
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4.5 Superordinate Theme 3: Learning through experience is as valuable as training  

The superordinate theme of learning through experience is as valuable as training 

gives a detailed narrative of how teachers learn a great deal through simply teaching a 

transgender CYP even when limited or no training is available.  The subordinate theme of 

learning experiences gives an insight into the differing forms of learning which teachers have 

been exposed to through both professional training and direct experiences. The subordinate 

theme of teachers’ role remains similar to teaching any other child demonstrates how the 

experience of teaching a transgender child has taught participants that their role as a teacher 

remains unchanged in that they still aim to work collaboratively with the systems around a 

child to support pupil learning and wellbeing.  

 

 

 

 

 

 

4.5.1 Subordinate Theme 6: Learning Experiences 

Within this theme, participants comment on the training they have received. This 

highlights the limited learning which teachers feel they have received through official 

training. Teachers within the sample noted initially that teaching on transgender issues is not 

available during teacher training programmes either historically or in the modern day: 
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“I suppose thinking back, I sometimes think for students that are just out of teacher 

training, it wasn’t covered, it wasn’t covered in universities so really it would be 

useful if students coming out into their induction year had something in place” 

(Laura) 

 

Training was most commonly received from charitable organisations which work to 

support Transgender CYP. However, participants also commented on the level of training 

they received from statutory services such as the Education Authority. Participants critiqued 

the effectiveness of this training as they felt it was more based on safeguarding for children’s 

mental health and staff wellbeing but did not offer practical strategies on how to effectively 

work with a transgender CYP. Teachers also felt that any information regarding transgender 

youth often came under the umbrella terms of LGBTQ+ training, with very little specific 

emphasis on transgender issues. The helpfulness of this type of approach was questioned: 

  

“we you know got some advice from the board (EA)…. emmm [pause] the board 

weren’t initially that helpful… its more under policies and protecting ourselves, 

emmm nobody has come from the board in terms of pastoral care that is offered…... 

all safeguarding yeh, but nobody has come out and give us any training” (Karen) 

 

Despite frustrations with the training and guidance received from statutory services, 

participants spoke of imminent guidance which was expected to be produced by the 

Education Authority with specific reference to working with transgender CYP. This was seen 

as a positive, protective development as teachers expressed anxiety surrounding doing the 
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wrong thing and being unfit to aid these children. Participants were optimistic regarding the 

effectiveness of this approach: 

 

“It probably would be because if it's endorsed by the board (EA), we would all be 

clipped, whereas we're all kind of contacting each other” (Karen)  

 

“that advice from the EA would be very useful because, sometimes, you feel as though 

you are trying to do the right thing but you could get in trouble for not doing something or, 

so it would be good to have guidance” (Maria) 

 

The majority of training received from schools seemed to come from charitable 

organisations. Multiple different NI based charities were mentioned across interview data 

such as The Rainbow Project, CARA Friend and SAIL NI. These charities were positively 

rated by staff in the help which they gave to teachers:  

 

“we got people in from Rainbow Project and SAIL, to give us a little bit of advice in 

terms of upskilling and training staff, SAIL were very good in terms of their, not only 

their emmm presentation to staff, their training…..they came in and gave us a really 

good long morning session with all staff, you know support staff and everybody there 

and they also gave us fantastic material, support material like PowerPoints and 

things” (Karen) 
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Teachers rated training from charitable organisations as much more practical and 

helpful than training received from statutory services and often found that when requesting 

advice from statutory services, they were signposted to charitable organisations. A direct line 

of communication was described between school and charities meaning that teachers, 

specifically in senior roles, felt they could reach out for advice and support when necessary. 

However, it was emphasised that this was often sourced by the school and a need for 

transgender training as mandatory still exists in order to meet teacher expectations of being 

fully trained and prepared to best support transgender CYP.  

Teachers within the sample did express however that other than professional training, 

the majority of their learning around this subject came from their experiences with a child in 

their classroom, this defies initial expectations of requiring training to work effectively and 

demonstrates that learning through experience can be just as valuable as training. Teachers 

noted that the impact of having a transgender pupil in their class has been huge and meant 

that they feel more comfortable and confident in teaching transgender youth going forward: 

 

“I get training through teaching him, getting to know him…...if we ever had another 

transgender child that came in to this school, we would be very comfortable and very 

aware and more educated” (Liz)  

 

“if you’ve had good experiences with students transitioning, then you know it sort of 

gives you a bit of a confidence boost that you can do this again, and you can have 

another successful experience of it” (Laura)  
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The importance of the pupil’s experience was paramount to teachers learning. If a 

pupil had a negative experience this taught teaching staff what they could do better to 

improve their school life, similarly, students reports on positive experiences helped to give 

staff confidence that they have been offering correct and appropriate support. The fact that 

the majority of learning comes through experience emphasises the need to gain feedback 

from pupils and take their recommendations on board:  

 

“whenever the two are leaving, I want to have a meeting with them and ask what did 

we do right and what did we do wrong” (Karen) 

 

The experience of having a transgender child in the school environment also 

prompted learning for teachers surrounding this topic as it encouraged them to source their 

own information to aid their practice. This was completed through the use of the internet and 

media as well as collaboration with other schools: 

 

“when we come up against things that we maybe don't know, you're going on Google, 

you know. You’re looking things up or looking at other schools and the experiences 

they have had and trying to replicate” (Laura) 

 

“I suppose really just, my own research outside of school……I suppose really I need 

to go and read a lot more and find out a lot more about it” (Adele) 
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4.5.2 Subordinate Theme 7: Teachers’ role remains similar to teaching any other child  

This theme highlights what the day to day role of the teacher is in relation to teaching 

a transgender young person. While some distinct difficulties may exist, many aspects of the 

teacher’s role is similar to work they would carry out with any pupil in their provision and is 

not specific to those who present as transgender. The theme highlights that the main 

components of a teacher’s standard role of supporting pupil wellbeing and collaborating with 

the systems around the child, remain largely unchanged. 

The first step in the role of a teacher of a transgender CYP in supporting their 

emotional wellbeing is reaction to disclosure. The topic of transgender was discussed among 

participants as a taboo subject that could lead to shock. As a result, teachers felt they had to 

be careful to convey an appropriate reaction when a child disclosed to them their transgender 

identity:  

 

“it was difficult, and it was difficult to not show that reaction on your face” (Laura) 

 

Teachers discussed the many different and creative ways in which pupils chose to 

disclose to them. In some cases, this was a one on one conversation. In this case the teacher’s 

role was to describe the transition process in school to the young person and aid the pupil in 

speaking to the senior management team about their decision. The teacher also gave advice at 

this point such as the benefit of writing down the reasoning for their decision to help them 

effectively communicate in anxiety provoking or overwhelming situations:  
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“I think as well some of them have this perspective that the principal is going to be 

really scary, and when I go in there, how am I going to speak to them and things but, 

whenever they get it down on paper and they have that sort of rationalised 

themselves, and then they go into a meeting, I think they find it easier to say oh well 

that's why cause I wrote that and it's something to go back to” (Laura) 

 

While a disclosure of transgender identity is distinctive, the steps taken by teachers to 

support children with disclosure, remain the same as supporting a child with a disclosure of 

any nature in the school environment. The fact that some teachers within this sample have 

been the recipient of disclosures from transgender CYP indicates the good relationships that 

these teachers make with their pupils and their dedication to student wellbeing. This was also 

demonstrated when teachers reflected on the experience of receiving such a disclosure: 

 

“I just felt really humbled in a way to be, to be made, the recipient of these you know” 

(Maria) 

 

The provision of a trusted and key adult in the school environment was seen as an 

important factor in supporting pupil wellbeing. It was noted that although on occasion the key 

adult in a child’s life can be a teacher, it can also be another member of support staff in the 

school environment and it is not essential for a staff member to be a teacher in order to offer 

the trust and support of a key adult. Key adults were most notably identified as school 

librarians due to their listening ear and pastoral nature and those in the arts:  
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“and that’s something that we would always push, that you talk to somebody that you 

feel you can talk to and it doesn’t have to be someone with a specific title, especially 

the art department would be very good” (Maria)  

 

A further part of the teacher’s role in supporting pupil wellbeing was acting as their 

advocate when they find it difficult to speak about their difficulties. This occurred both in the 

school and the home environment and teachers often viewed themselves as mediators 

between parents and their pupils in order to improve pupil wellbeing: 

 

“A positive is just when sometimes ehh, a transgender pupil will come and ask us to 

contact parents because they need a bit of help at home, about explaining things…. 

we will mediate between home and school” (Karen) 

 

Once again, this remains true for any child who is struggling with an issue in the 

school environment and the provision of a key trusted adult, or advocating on the behalf of a 

child, is a similar role which teachers would take in order to support any child in their care.  

The importance of support and collaboration for this population at a systemic level is 

paramount. Participants in this study were keen to express the level of collaboration that 

occurs between the systems surrounding the child. However, one of the most important 

collaborations expressed was that with the child themselves. The importance of listening to 

the voice of the child was seen as key and collaboration with pupils regarding any decisions 

made was evident: 
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“we just keep touching base with the students and asking if everyone is okay. As I 

keep saying we follow suit of the students……. you’ve gotta ask them what they want” 

(Karen) 

 

“I mean we sat down with them and discussed what changes that needed to be made, 

and where did they feel comfortable say changing for P.E, where did they feel 

comfortable going to the toilet, all of those sorts of thing” (Laura) 

 

While decisions made regarding the transition of a child in the school setting are often 

based on policies and guidance, teachers in this sample commented on the influence of 

collaboration with other schools in their decision making.  Schools with prior experience of 

teaching transgender youth offered support and guidance surrounding uniform policy, 

toileting and changing room arrangements as well as the introduction of LGBT alliances in 

the school environment. Teachers felt that collaboration with their schools left them better 

informed and supported:  

 

“but I just felt, the best support was just other schools…..had just phoned and had 

some conversations you know, this is what we did, you know, I'll send you my policy” 

(Karen)” 

 

“so, I would meet with all the SENCO's in the area, emmm, so we would get to 

discuss issues like that, things that have worked well for us that we can share and, 
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that's why the different schools would invite each other along to training courses as 

well” (Laura) 

 

The collaborative style of working described among schools, aids teachers who feel 

they are lacking in experience and knowledge and leads to more confidence in their role and 

practice. This again, is typical of the steps teachers would take in order to support their 

learning in any area they felt a lack of confidence and is not specific to transgender CYP.  

A further systemic collaboration which occurs as part of the role of the teacher is 

collaboration with parents. Teachers reported a range of different experiences in regards to 

working alongside parents. While some teachers report negative interactions with parents 

who are struggling with their children’s transitions, and some teachers report positive and 

supportive collaborations, teachers in the sample agreed that working alongside parents in a 

supportive and collaborative manner is of the upmost importance. This is similar to working 

with any child in the school provision in that collaboration between parents and school are 

key. This style of practice leads to congruence for teacher, child and family: 

 

“well that is the first thing we would do, would be to bring the parents and the family 

in and to have that meeting” (Karen) 

“I'm in constant, emm, contact with his parents, and I would phone mummy on a 

regular basis and let mummy know, you know, how he's been getting on” (Liz) 
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 4.6 Summary of Results  

TA of the data set indicated that there are a variety of important factors to consider 

when working with transgender CYP. Experiences are influenced heavily by a range of 

external factors and challenges. A general feeling of lack of confidence has been explored 

among teachers in this sample and has resulted in the request for further relevant training. A 

desire for concrete guidance from statutory authorities has been expressed. However, despite 

variability, many teachers within the study indicate a positive response to teaching 

transgender CYP. The themes presented in this research all have links to previous research 

and implications for further research which will be explored in the next chapter. This chapter 

shows that despite the difficulties, challenges and considerations that have to be made when 

working with transgender CYP, experiences overall have taught teachers that while some 

challenges may exist, teaching a transgender child is no different than teaching any other 

child in the school environment: 

“when that person comes into the room and sits in front of me, that's the same 

person, you know nothing has changed, I might call them a different name and I might 

use a different pronoun, but it's the same, the soul's the same, the heart's the same, the 

organs are the same, so nothing has changed” (Karen)  
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Chapter 5 – Discussion  

5.1 Chapter Overview  

This chapter firstly aims to present a brief overview of the findings presented in 

Chapter 4 of this study and to discuss in relation to the literature review and the research 

question. Recommendations and implications based on the outcome of this study are then 

presented with relevance to both teachers and other educational professionals such as EPs. 

Following this, a critical appraisal of the study is provided and future research directions that 

derive from this work will be outlined. The chapter will conclude with the researcher’s 

personal reflections on the process.  

 

5.2 Review of Research Aim  

This study aimed to explore the experiences and perspectives of teachers of 

transgender CYP within NI schools using qualitative methods. It sought to provide greater 

knowledge of an area that is, at the time of writing, lacking in academic research.   

 

5.3 Review of Findings   

This study sought to explore the research question: What are the perspectives and 

experiences of teachers of transgender youth in NI? 

 Findings of this study have resulted in a depiction of the experiences which NI 

teachers have of working with transgender CYP. Participants reported a range of experiences 

across a variety of setting. Analysis of the data indicated anxiety in relation to ability to teach 

transgender CYP and the factors which might influence teaching practice. The data analysis 

shows that teaching a transgender young person is a positive experience and that much 
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learning occurs through direct experience with these children, making up for the lack of 

training received. This demonstrates a stark contrast between the fears concerning personal 

ability to teach these children and the reality of teaching these children. Analysis of the data 

set generated three superordinate themes and seven subordinate themes.  

 

5.3.1 Superordinate Theme 1: Fear existed around teaching transgender CYP 

The findings of this study indicated general feelings of a lack of knowledge 

surrounding the transgender community. This led to apprehension among teachers who felt 

their lack of knowledge and training would lead to negative outcomes for transgender pupils.  

This was described as an important factor impacting teacher practice, leading to general 

feelings of disempowerment, lack of confidence and anxiety. The literature validates these 

concerns, acknowledging that this is in fact a significant issue for transgender CYP. Riggs 

and Bartholomaeus (2015) note that lack of knowledge from teaching staff can result in a 

negative educational experience. The anxiety reported among teaching staff due to their lack 

of knowledge, links with the work of Morgan and Taylor (2019) who validate these concerns. 

This is also in line with Morgan and Taylor’s (2019) hypothesis that worry exists surrounding 

the prospect of introducing pupils to the transgender community due to perception of the 

potential impact on childhood innocence. However, it could be argued that an adequate 

knowledge base in this area would diminish worries and concerns. Feelings of 

disempowerment, due to lack of knowledge expressed in these findings, has implications for 

the research community in this area as the majority of research in the past has addressed lack 

of knowledge among teaching staff from the point of view of CYP. The current study shows 

teachers also feel vulnerable and are open and willing to learn to provide the best support to 

their pupils. 
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 The lack of training received by teachers in the study appears to be in line with other 

teachers’ reports as discussed within the global literature. Riggs and Bartholomew (2015) 

presented this as a historical problem that has yet to be considered and addressed 

appropriately. Swanson (2015) made the call for the introduction of LGBT awareness and 

guidelines to be implanted into teacher training, this was followed up four years later by 

Airton et al. (2019) who expressed their disappointment that this has yet to be resolved. A 

lack of current training on working with transgender CYP is also expressed within the current 

study, particularly in relation to the in-house training offered by statutory bodies. 

Opportunities provided by statutory bodies for training in this area appear to be limited which 

has negative implications for the continued professional development of teaching staff. This 

is mirrored by Wiltz (2018) who notes that while teachers are willing to learn, few 

opportunities are provided to them by governing bodies. It is therefore understandable, that 

teaching staff have sometimes developed concerns regarding their ability to teach transgender 

CYP effectively. The current study further strengthens this argument and reiterates demands 

to address this issue. As presented within the findings of this study, if this issue was to be 

resolved, teachers could possibly feel more confident in their practice with transgender CYP 

leading to better outcomes for staff and pupils.   

The impact of teachers’ personal viewpoints surrounding teaching transgender CYP 

and their impact on anxiety levels was evident in this study. The importance of recognising 

teachers as individuals with their own viewpoints and life experiences in this area is 

paramount. This is supported by Wiltz (2018) who viewed teachers’ attitude to transgender 

CYP as a major predictor of success both academically and socially. It could therefore be 

concluded that anxiety associated with lack of knowledge may have a negative impact on the 

teaching of transgender CYP.  Literature suggests that experiences with transgender CYP in 

teachers’ personal lives led to positive implications for practice (Meyer & Leonardi, 2018). 
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This was shown in the current study as one teacher discussed how her diverse friendship 

group in her personal life has left her with a more accepting attitude and a higher degree of 

confidence in working with transgender CYP. In contrast, those who presented with more 

conservative views and less life experience of working with transgender CYP, demonstrated 

greater fear of making mistakes and a worry over the trajectory these young people are 

choosing. This was especially evident in participants who were parents. The discomfort 

initially presented by some participants is in line with the findings of Meyer and Leonardi 

(2018) who note that discomfort and vulnerability exists among teachers but that engagement 

in conversations surrounding this topic is necessary and key to becoming an advocate. A 

degree of prejudice was initially noted by one participant in the study however it is clear from 

the findings that this participant gained a more accepting attitude through working with 

transgender CYP. This is congruent with the work of Bartholomeus et al. (2017) who noted 

that teacher attitudes often become more positive through experience and exposure.  

A further group whose views impact teaching practice are parents. Findings suggest 

that a range of complaints arose from parents who did not agree with their child’s transition 

and from parents of peers. This mirrors the work of Ullman (2018) who reported a multitude 

of disagreeable attitudes and complaints from parents, highlighting teachers’ fears of ‘getting 

it wrong’ in response to these complaints. However, the current study also demonstrates 

support from parents regarding changing gender norms, for example, in the case of room 

assignments on school trips and uniform. This again reflects that, while teachers may face 

controversy from parents, many parents are accepting of transgender CYP and are supportive 

of the changes made in the school environment to support their transition.  

The range of challenges which teachers face are displayed within the data. Many of 

these challenges contained an element of worry regarding dealing with challenges optimally. 

Similarly, to previous literature (Reisner et al., 2016; Dowling & Doyle, 2017; VanKim et al., 
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2014) this study identifies that transgender CYP often present with a range of comorbid 

difficulties alongside their presentation as transgender. However, the existing literature 

focuses heavily on the comorbid mental health difficulties which transgender CYP can face. 

This is shown through the work of Bailey (2017) who noted a high percentage of anxiety and 

depression in transgender CYP in Ireland. The present study, interestingly, does not explore 

the mental health of these young people in depth. Comments on comorbidity seem to focus 

on the academic difficulties which pupils present with such as attentional and behavioural 

difficulties. This may be explained by the fact that teachers focus largely on academic and 

externalising behaviours due to their profession. This finding is supported by the work of 

Connolly et al. (2016) who note that higher levels of behavioural and academic issues are 

often present in this community. It is key to note that within the context of this study the term 

comorbidity is used by teachers to establish that more than one challenge is presenting itself 

to the child at one time. Critique surrounding use of this term could be used in regards to its 

medical pathologization. Within the literature, the term comorbidity is used widely to discuss 

conditions co-occurring, however this can be met with controversy in regards to transgender 

individuals due to disagreement among some that transgender is included within the DSM 

and has been pathologized (Zucker & Spitzer, 2005).   

 Participants in this study recognise the importance of respecting the individuality of 

each child and assert that it is not correct to associate all difficulties experienced by this 

population with their presentation as transgender as this is just another layer of personality 

and presentation. It could be asserted that lack of conversation regarding mental health 

difficulties within this sample, may be a cause for concern. McBride (2013) notes that it is 

crucial that the threat of mental health difficulties is recognised at a school level in order to 

prevent future and long-term consequences. This is therefore an area that may benefit from 

being explicitly addressed in future studies.  
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 It could be argued that mental health and pupils’ emotional wellbeing was addressed 

when participants explored the impact of puberty. Within the sample, puberty was presented 

as a challenge which can lead to poor emotional wellbeing among students. This is in support 

of the work of Bailey (2017) who noted that the onset of puberty has a significant link to 

negative mental health. While previous literature explores the many ways in which puberty 

can affect a young person, it does not explore how teachers deal with this complex and 

challenging issue. The current study adds new information to their field of literature as it 

sheds light on how teachers have dealt with issues surrounding puberty in the school 

environment and their potential comfort levels with this issue. As the impact of puberty is 

such a detrimental factor to transgender CYP mental health, imparting four times the risk of a 

depressive disorder (Witcomb et al., 2018), then it is key that educators who spend such a 

large amount of time with these children are appropriately informed and supported to work 

with this issue.  

 Teaching a transgender CYP within the school setting can possibly lead to a range of 

changes within the school. For example, teachers in the sample discussed the importance and 

difficulties with changing pronouns. Wiltz (2018) discusses the positives of using the correct 

pronouns and how this contributes to the acceptance of transgender students. Literature rarely 

commented on teacher experiences of switching pronouns. This study shows teaching staff 

are willing to change pronouns to support child wellbeing, however, this can often prove 

difficult and mistakes can be made without intention, adding a new perspective on this issue. 

The changes to school uniform have been identified within the literature as a predictor of 

emotional wellbeing in transgender CYP (Kosciw et al., 2016) due to its highly gendered 

nature and impact on identity. This is a particular difficulty in same-sex school provisions 

where often another uniform choice is unavailable.  This study echoes the previous literature 

of Jones et al. (2016) by identifying these issues while demonstrating willingness for 
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flexibility in approach. The findings of the current study show that anxiety surrounding these 

areas has been respected and teachers have implemented change to the best of their ability. 

Despite general feelings from this group that practice is not perfect in regards to uniform, 

toileting and changing situations, it is noteworthy that all teachers within the sample have 

made significant effort to implement appropriate change.  This is particularly important in 

relation to the work of Jones et al. (2016) which states that when these areas are not 

appropriately addressed, detrimental consequences exist for both the physical and emotional 

wellbeing of transgender CYP.  

 This study is in line with the thoughts of Ratner (2019) who called for review of 

curriculum and policy to include LGBT issues.  Some teachers within the study noted how 

there was no reference to LGBT in their current teaching, for example in regards to sex 

education programmes. This could potentially be damaging for the wellbeing of transgender 

CYP as it could leave these children uninformed and vulnerable. As well as this 

consideration, the lack of commonplace conversation around LGBT narratives in the school 

environment could lead to feelings of exclusion. Schools from both the religious and 

integrated sector within this data set demonstrated parts of their curriculum and policies 

which have been altered to include LGBT narratives. This contrasts with the findings of 

Bailey (2017) and McBride (2013) who noted that teaching including an LGBT perspective 

has historically been omitted from the NI curriculum. This once again potentially 

demonstrates positive progress in recent years. However, it is key to note that much of the 

inclusion of LGBT narratives in the curriculum has quite a small specific focus on 

transgender narratives. As a result, this is still an area that could benefit from ongoing 

improvement.  
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5.3.2 Superordinate Theme 2: Teachers have had a positive experience of teaching 

transgender CYP 

Within the current study, teachers have generally reported that despite fears and 

challenges, their experiences of teaching transgender CYP have been positive. Much of this is 

reported to be due to excellent relationships with their pupils and a will to support and 

advocate on their behalf. This is in stark contrast to much of the literature in this area which 

paints a picture of negative relationships between teachers, peers and transgender CYP. 

Kosciw et al. (2016) details the negative experiences which transgender pupils have had in 

the school environment in the US. Many of these children reported feeling their school 

environment was hostile towards them specifically in relation to their gender identity and had 

been exposed to derogatory remarks from both teachers and peers. Peers were specifically 

viewed as policing gender norms in the school environment and as a result not tolerating 

transgender peers (Kearns et al., 2017). This is in contrast to the findings of the current study 

where peers are presented as the catalyst in a changing generation of acceptance. On a more 

local level, within NI, McBride and Schubotz (2017) report that transgender pupils have been 

called “queer” or “gay” by their teachers. McBride (2013) reported the experience of 

harassment in the corridors and feelings of fear from young transgender pupils in NI schools. 

Once again, the contrast between these findings and the findings of the current study possibly 

demonstrate changing attitudes in the present day. While the majority of previous literature 

highlights teacher experiences with transgender CYP as negative, positive experiences 

similar to those reported in this work are evident in some literature. Frohard-Dourlent (2016) 

in their study presented attitudes to transgender CYP as either indifferent or accepting, no 

negative feelings were recorded. Notably, Wiltz’s (2018) study demonstrates the concept of 

new normal, whereby teaching staff commented on a change in attitudes. A sense of diversity 

and inclusion was noted among peer groups, which reinforced a more accepting culture in the 
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school environment (Wiltz, 2018). The findings of the current study mirror this, as peers are 

presented as progressive and inclusive. It is perhaps important to note that Wiltz’s study was 

completed in 2018, indicating changing attitudes of inclusion. With the 7-year timeline from 

these last reports of transphobic behaviour in NI schools (McBride, 2013), and the current 

study which demonstrates inclusive attitudes, this displays the potential image of a changing, 

progressive society. However, it must be taken into consideration that the results of this study 

come from the viewpoint of 8 teachers in NI and may not be representative of the whole 

population. It is also key to note that as these findings come from the viewpoint of the 

teacher, they may be unaware of any bullying behaviours or negative attitudes in their 

schools.  

Within the current study the impact of faith-based school organisations was discussed. 

Previous literature presents faith as a negative factor for transgender CYP. Teachers’ 

viewpoints regarding transgender individuals may be heavily influenced by religious beliefs, 

however, the religious viewpoint of the institution in which a teacher is working may also 

impact upon practice, as teachers must uphold the ethos of the school. This was evidenced by 

McBride and Schubotz (2017) who in their interviewing of sixteen transgender CYP, 

reported that schools with a Christian ethos were generally unwilling to engage in sex 

education training from voluntary transgender agencies. The findings of the current study are 

in contrast with McBride and Schubotz (2017), as teachers within this sample from faith-

based schools, spoke highly of their engagement with transgender voluntary agencies and 

positively rated the training which they had received on this matter. However, it must be kept 

under consideration that the current study offers a smaller sample size. In most cases, training 

from these agencies had been actively sought out by schools rather than offered to them. This 

shows willingness to engage in a meaningful and helpful manner with the transgender 

community. Similarly, the high turnout from staff from faith-based provisions in this study 
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demonstrates willingness to engage. Perhaps, this is also indicative of progression of NI 

society. This is potentially a positive finding, especially due to the high quantity of faith-

based schools within NI. Teachers were keen to note that times have changed in regards to 

the impact of religion and while transgender CYP may not have been accepted historically, 

this has changed. Faith was described as a foundation which leads to the promotion of 

diversity. However, it is key to consider that the findings of this work come from the 

perspective of teachers, it can therefore not be definitively stated that transgender CYP do not 

still experience negative impacts as a result of attending a religious school.  

 

5.3.3 Superordinate Theme 3: Learning through experience is as valuable as training 

When discussing their individual learning experiences, many teachers spoke on their 

experience of learning through direct and formal training. The first finding in this regard was 

that many of the teachers in the sample felt that training on transgender CYP should be 

provided at the point of teacher training. Unanimously, no teachers in the sample recall 

receiving any relevant training in this area during teacher training programmes. This is 

supported by Airton et al. (2019) who discussed the lack of relevant teaching within teacher 

training programmes. Both the findings of this study and the previous literature in the area 

suggest that teachers would increase in confidence if they were given appropriate training and 

experience at teacher training level. Unanimously, all teachers in the sample reported 

engagement in training specific to the needs of transgender CYP. This training was usually 

reported to be sourced directly by the school and provided by voluntary sectors. Many 

teachers within the sample critiqued the fact that training was sourced independently as this 

meant that little or no guidance was provided by statutory bodies. Although training was 

generally rated as helpful, learning through direct experience was viewed as the most 
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effective learning experience. This is in line with the thoughts of Meyer and Leonardi (2018) 

who note that training is not enough in order to aid teacher practice, conversations 

surrounding supporting transgender CYP must extend from just training and workshops to 

every day practice in the school environment.  

The findings of this study conclude that some of the best learning when working with 

transgender individuals is the learning which occurs through experience rather than direct 

training. This is likely due to the fact that working directly with a child allows for the 

formation of a positive relationship that training does not. The literature states that teachers 

who have had previous experiences of teaching transgender CYP have had more positive 

attitudes of transgender CYP than those who have no direct experience (Bartholomeus et al., 

2017). It reflects the impact that learning experiences have had on teachers, for many it has 

led to positive attitudes towards transgender CYP and a desire to make school the most 

inclusive environment possible for them. This is evident with the work of McBride (2013) 

who noted that teachers in rural Ireland have taken it upon themselves to include transphobic 

bullying in their anti-bullying policies despite there being no government led requirement for 

them to do so. This phenomenon is reflected within the current data set; despite teachers 

having no formal training they have utilised both their experiences and colleagues in order to 

update their policies to include the rights of the transgender child. While teachers within the 

study did not discuss the formation of a GSA within their school environment, teachers did 

specifically note the inclusion of transgender representatives in student council, in a bid to 

have the voices of these children heard. Research suggests that the use of a platform such as 

this can lead to greater learning and understanding for teachers as well as a positive 

experience for pupils (Griffin et al., 2004).  

Unanimously, all teachers within the sample could recall a positive experience of 

working with transgender CYP in their practice. This acted as a blueprint for working with 
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transgender CYP in the future and was informed by gathering feedback from pupils. It also 

prompted a personal interest and motivation in teaching staff to improve their individual 

practices, leading to the organisation of independent training from charitable organisations to 

further support learning. This supports the findings of Meyer and Leonardi (2018) who view 

teachers as advocates for the child who must individually promote change within their 

institutions. The teachers within this sample demonstrated motivation to change their school 

setting for the benefit of transgender CYP. The current study supports the idea presented by 

Ullman (2018) which noted that change will not come through provision of training alone but 

by effective conversations on the topic. It is the belief of the researcher that through 

engagement with this research study, participants have engaged in meaningful conversations 

regarding their experience and practice in this area. This echoes the thoughts of Kearns et al. 

(2017) who emphasise the importance of reflection on practice for learning.  

 An interesting conclusion of the current study which has not been highlighted in 

existing literature is that, for some, teaching a transgender child is no different than teaching 

any other child in the school environment, as all children in the school environment present 

with a unique set of needs independent of their gender identity. Teachers identified that 

looking out for the wellbeing of their pupils was a key element of their role, this is perhaps 

especially important as previous literature indicates the large percentage of mental health 

difficulties which can occur in this population (McBride, 2013). However, interventions put 

in place to support CYP with their needs were not different to steps made to support any child 

in the school environment. Teachers also noted that a key aspect of their role when 

supporting a transgender individual is communicating effectively with the systems around the 

child such as parents and peers. Once again, this is a role that teachers have when supporting 

any child and is not specific to the transgender population. This finding could potentially 

increase teacher confidence and reduce anxiety, as it shows that teaching a transgender child 
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does not alter the job role of a teacher. However, while this is an important finding within the 

current study, it is also important to take into account the differing set of circumstances 

transgender CYP may experience such as marginalisation, exposure to adversity and bullying 

behaviours. Due to the vulnerabilities of transgender CYP in this regard, the author 

acknowledges that treating all children as similar, as suggested by the findings that teaching a 

transgender child is no different to any other child, may be detrimental to wellbeing in some 

cases. It may be appropriate for teachers to acknowledge the marginalization or 

vulnerabilities which young people have as a result of their presentation as transgender in 

order to validate their adversity, have their voice be heard and increase their visibility as a 

transgender individual. The findings of this work suggest that when considering the level of 

differentiation that must be made for a transgender CYP, it is vitally important that a person-

centred approach is used. The results of this study indicate that while some children may 

want to be treated similarly to their peers, others will welcome opportunities to discuss their 

experiences as a transgender CYP. Teachers should be welcoming of the approach that each 

young person feels is best for them and should engage in open and honest communication 

with the young person to establish the best way in which to work with each individual young 

person and to strengthen relationships between teacher and pupil. The results of this study 

show that although training is beneficial, learning through experience and relationships with 

transgender CYP has shown teachers that their role remains the same. This may serve as a 

powerful message for teachers who will work with transgender CYP in the future. 

 

5.3.4 Application of Psychological Theory  

When accessing the findings of this work, it is clear that application of psychological theories 

may be helpful for teachers to better understand these findings. Firstly, it is key that this work 
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is understood in line with Maslow’s influential hierarchy of needs (Maslow, 1987). The 

results of this study demonstrate that teachers tend to focus on academic attainment, however 

recognise that academic potential cannot be fulfilled when issues in relation to wellbeing are 

co-occurring. This is in line with the theory of Maslow that basic safety and emotional 

wellbeing needs are the foundation to CYP reaching their full potential in regards to 

academic attainment. The experiences of the teachers in this study have demonstrated that 

making changes such as uniform and name changes and providing a nurturing environment 

for these young people are key components to the role of the teacher. Only when this is taken 

into consideration can a CYP feel safe and happy enough in the school environment to 

achieve academically. This model as presented by Maslow (1987), has key implications for 

the psychoeducation of staff in relation to supporting transgender CYP.  

 A further aspect of psychological theory displayed within the current findings is that 

of systems theory, (Bronfenbrenner, 1992). The experiences of teachers within this study are 

explored within the many systems described by Bronfenbrenner, (1992). The individual level 

of systems theory is displayed through exploration of the individual and how different 

circumstances and personalities attribute to experience. The impacts within the microsystems 

are explored through experiences of peer reactions and support as well as communication 

with the family of transgender CYP.  Bronfenbrenner’s (1992) mesosystem is explored 

through the systemic challenges presented within the school environment in these findings 

such as changes to uniform policies or the reactions of other teaching staff.  The exosystem is 

also discussed by participants in this study through their experiences with community 

reactions such as the reactions of other parents within the school and also through the 

collaborative work that has been undertaken with a network of other schools in their area. 

Understanding the findings of this study in relation to systems theory reinforces the idea that 

all systems must work together in a congruent manner in order to provide the best experience 
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for both transgender CYP and teacher. This has implications for those working with 

transgender CYP in the future in that it promotes a systemic and holistic approach when 

working with transgender CYP. 

 

5.4 Recommendations  

Following exploration of the experiences of the teachers within this study, several 

implications and recommendations for the practice of educational professionals can be 

asserted. While participants in this study have reported a positive experience of working with 

transgender CYP, it is important to consider that the existing literature does not affirm the 

positive attitudes and experiences that this data set has depicted. As such, it would be useful 

for both school staff and statutory agents such as EPs to take the following recommendations 

into consideration:  

 

5.4.1 Teacher Based Recommendations   

All teachers within the sample have expressed feelings of lack of knowledge and an 

air of dissatisfaction with the level of training which they have received around this specific 

topic. This is an area that needs to be addressed. Although the literature depicts the 

difficulties in achieving accurate estimates of the rise in cases of transgender CYP, it is clear 

that cases are rising and as such the demand for teachers to feel confident in supporting this 

population will continue to increase. The data demonstrates that an introduction to supporting 

transgender CYP should be included in teacher training programmes. Introductory teaching to 

this topic at an early phase may help to alleviate anxiety. Training within this area should 

continue throughout practice to reflect an ever-evolving area of research. This could for 

example be incorporated into school inset days. While schools within this study have 
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commendably reached out to voluntary agencies to plan their own training, it must be 

appreciated that not every school will be willing to make this step.  

 The findings of this study emphasise that while training is an important step for all 

teachers to take, learning through experience can often be the most valuable aspect in 

increasing teacher confidence. However, not all teachers within their career will have the 

opportunity to directly work with transgender CYP. Supplementing learning through seeking 

out resources such as documentaries and articles on the subject may be useful. It would also 

be useful to seek out learning through the experiences of colleagues with experience in the 

area. Teachers within this sample on multiple occasions outlined the effectiveness of liaising 

with other schools and teaching staff who have had a greater level of experience in the area. 

This also offers an element of peer support.  

While many teachers within the current sample have liaised with the charitable sector 

in regards to the organisation of training, only one teacher in the sample spoke of reaching 

out to charitable agencies with further questions and for advice. Within NI specifically, a 

range of highly skilled and experienced organisations which specialise in the support of 

transgender CYP exist. The participant in this study who did make use of this valuable 

resource reported it as incredibly useful. It would therefore be a key recommendation that 

teachers feel confident in consulting with professionals in this field outside of the school 

sector, in order to ensure confidence in their practice and that the children in their care are 

supported in the best way possible. This may also help to dissipate some of the anxiety 

obvious in this data.  

The implications of this study are significant not only for those teachers who have 

taught or are currently teaching transgender CYP, but also for teachers in all settings who 

have not yet had this experience. This research suggests that if school environments are made 
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gender inclusive and are viewed as tolerant and accepting environments, children who are 

identifying as transgender will feel more comfortable to disclose this. This will also mean 

that supporting a transgender CYP will come with fewer changes to teacher and school 

practice as these will already be in place as standard procedure. This has the potential to be 

beneficial for the mental health of transgender CYP but also to leave teachers less concerned 

about altering their practice to match the needs of the transgender population. Participants in 

this study have outlined a range of ways in which a school can be made gender inclusive such 

as gender fluid bathroom availability and the provision of trousers for all sexes within the 

school uniform. However, perhaps the key to making a school a gender inclusive and 

supportive environment for transgender CYP is communication. The participants in this study 

have shown that communication with this population regarding their needs in the school 

environment has been key to success both within school and after leaving school. It is 

important that teachers within this sample have reflected on the value of listening to the voice 

of the child and acted accordingly. For example, some schools may include a transgender 

CYP within their student council to represent this population. While the data suggested that 

some teachers feel nervous about having frank discussions around sensitive areas with 

transgender CYP, those conversations often lead to positive outcomes. Once again, the 

implication of this finding is the potential to reduce concern and encourage them to change 

their practice ahead of time in order to have the most positive experience of teaching this 

population.  

  

5.4.2 Implications for Educational Psychologists    

While the sample within this study focuses on the practice of teachers, it also has a 

number of implications for the education sector as a whole, most importantly to those 
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working within Educational Psychology. Due to the unique role of the EP as someone who 

has input in all of the systems around the child including home and school life, informed 

practice is key. EPs must be informed on the experiences and challenges which teachers face 

in order to complete their role of supporting both teacher and young person. Many EPs will 

find that they are called upon to support teachers in their network. This study has indicated 

that teachers currently feel anxious and undereducated in regards to working with transgender 

CYP, which has the potential to result in contacting the EPS to seek support. The implication 

of this for EPs is that they must become informed in this area in order to provide the best 

guidance. Guidance and support may be, although limited, available through statutory bodies 

of employment. However, attendance at these training days is often voluntary. It is therefore 

crucial that EPs make a conscious effort of their own accord to acquire basic knowledge in 

this area. This may also be done through engagement with charitable agencies. Not only will 

engaging with these agencies increase EPs knowledge, but will enable them to effectively 

recommend these agencies to teachers. 

 While some psychologists may feel they lack knowledge in this area, other EPs will 

already have an interest in this area. This interest could be furthered through academic 

research during study and continuing professional development. Those with a particular 

interest in this area are well placed to offer some of the training that participants in this 

sample have expressed a need for. The benefits of training from a local EP are that a 

psychologist is often known to the school and has built a relationship with school staff. This 

may lead to individuals being more receptive to training and more willing to ask awkward or 

sensitive questions due to their pre-established relationship. Additionally, this also leaves a 

role for the psychologist to answer any follow up questions and to offer continuing advice to 

the school. This, potentially, could facilitate the creation of positive school experiences for 

transgender CYP.  
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 Many of the challenges associated with making a gender inclusive school 

environment have been documented, for example, the change of a name and pronoun on a 

school system. This has implications for how EPs write their reports. This study emphasises 

the importance of EPs being up to date on the correct terminology to use when writing their 

reports to minimise any offence caused. EPs must also be aware of the importance of using 

the correct pronoun and name when completing their reports. As seen within this data set, this 

can on occasion bring about controversy between parent and child. It is important that EPs 

are aware of the potential for conflict in this situation and have communicated effectively 

with all parties, in order to agree on the pronouns and names that will be used in their reports. 

It is also key for psychologists to know the legalities around these issues if the name of a 

transgender CYP has not been legally changed by deed poll. These findings show that many 

schools navigate this issue by giving the child a preferred name on their system while not 

eradicating their name given at birth. This prevents legal issues arising. It is key that this 

issue is considered by EPs and local authorities in order to develop a united approach on how 

best to manage this potential challenge. Once again however, what this ultimately 

demonstrates is that when working with a transgender CYP and their families, 

communication is key to wellbeing.  

 

5.5 Critical Appraisal and Future Directions  

The strengths and limitations of the current study were identified through a process of 

critical appraisal utilising the eight criteria for excellent qualitative research as identified by 

Tracy (2010). Tracy (2010) notes that this approach is appropriate or use with all qualitative 

method-based paradigms and as a result was deemed useful for the critical appraisal of this 

study. A critique of this study contributes to the reflexivity of the researcher through 
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addressing and identifying criticisms within the study which improves trustworthiness and 

directs potential future research.  

 

5.5.1 Worthy topic  

Tracy (2010) defines a worthy topic as one that is relevant, timely, significant or 

interesting. This study occurs at a time were the worldwide prevalence of cases of 

transgender CYP are steadily rising. A rise in the prevalence of this population indicates a 

need for schools to react in an appropriate manner. Limited research in the area has been 

conducted. As a result, this study is interesting and timely. A further stipulation expressed by 

Tracy (2010) is that often, worthy topics come with an element of surprise in regards to 

assumptions and practice. This is clearly evident within this work as literature seems to 

suggest teachers would have a negative experience of teaching transgender CYP, however the 

findings of this study convey the opposite experience. This outcome prompts future research, 

e.g. into classroom assistant or peer experiences.  

 

5.5.2 Rich Rigour 

Within this study, every effort has been taken to ensure a rigorous methodology. 

Tracy (2010) defines rigor in a study as the diligence, care, time and effort put into a study, 

not by prior experience with qualitative research, this is beneficial as the researcher 

recognises that their lack of experience with qualitative research could be perceived as a 

limitation of this study. The size of the data set and sample size must be called into 

consideration. While a clear limitation of this study is the fact that some may consider eight 

participants a small sample, the outcome of these interviews and the fact that a rich and 

valuable contribution has been made is deemed more important in establishing rigor (Tracy, 
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2010). Tracy (2010) also recommends consideration to the amount of time spent obtaining 

and analysing data. This study was completed as part of a doctoral programme. As such it 

may be critiqued that due to the many other elements involved in the programme, research 

was not the sole focus of the researcher.  However, the research has been undertaken over a 

three-year period with set time periods dedicated solely to this project. The procedures used 

in qualitative research also determine rigor, and all procedures undertaken during this 

research were in line with the qualitative guidelines laid out by Braun and Clarke (2013). 

Additionally, they were also subject to supervision by an expert qualitative researcher. 

Perhaps, in future research, rigor could be improved through a mixed-method approach which 

has the potential to gain a wider scope of experience through a survey approach.  

 

 

5.5.3 Sincerity    

The characteristic of sincerity is marked by the ability to demonstrate self-reflexivity 

as well as transparency (Tracy, 2010). The researcher has demonstrated reflexivity 

throughout the chapters of this work and in detailed form through the provision of a reflective 

diary (See Appendix D). Procedures and methods taken to conduct this research were 

reported in a detailed and transparent manner, as seen in Chapter 3 of this dissertation.  

 

5.5.4 Credibility  

Credibility is important for a study as it dictates the level of dependability and 

trustworthiness which can be attached to it (Tracy, 2010). A key aspect of credibility is thick 

description, achieved by presenting in-depth information. This has been achieved by the 

current study through the accounts provided during qualitative interviews where a rich 
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description of experience is explored. This detailed process is also evidenced by the studies 

audit trail, (Appendix O). Tacit knowledge is also important to consider, whereby researcher 

learning does not arise from contextual written information but via lived experience. Prior to 

completion of this study the researcher completed work with the young transgender 

population and had many meaningful conversations with them about their educational 

experiences. This, paired with the experience of face to face interviews with teachers in their 

school provisions has led to a higher degree of tacit knowledge, however the researcher 

acknowledges that further time spent directly in this field would be beneficial to improve 

knowledge. It may also be critiqued that a detailed account of participants prior life 

experiences and knowledge, relevant to this research topic, were not collected or explored in 

depth by the researcher. In further studies it may be advisable to gain a higher degree of 

information concerning this from participants in order to add further understanding to 

participants’ experiences. A more explicit exploration of the personal lives and experiences 

of participants’ and how this influences practice may lend greater credibility to findings.  

  The presence of an element of triangulation in a study is also vital to achieve 

credibility. In critique of the current study, the research was conducted by a single researcher 

and a fully qualitative approach was taken. Therefore, methodological triangulation was not 

fully achieved, presenting a limitation of the current study and a direction for future research 

to improve upon. Despite this, triangulation was achieved in some form through frequent 

supervision from the researcher’s personal tutor and a qualitative expert within the university. 

Triangulation was a consideration taken at all stages of this research from the design of the 

study right through to the analysis of data. Perhaps a further critique of the study is the focus 

on solely the voice of teachers. Focusing on one singular set of voices has been viewed by 

Tracy (2010) as lacking multivocality. While it was not viable to consider more than one 

range of participants in this timeframe, participant demographics show a range in gender and 
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in school provision, adding an element of multivocality to the current study. Gaining a 

sample from a wider population and offering the opportunity to compare experiences may be 

a direction for future research. Notably, of these eight participants, only one participant 

identified as male while seven participants identified as female. When reflecting on the 

previous literature in the area, this links with the study of Bartholomeus et al. (2017) who 

noted that women presented with more positive attitudes to working with transgender 

individuals than men.  This was also noted by Silveira and Goff (2016) who noted more 

inclusive attitudes from female teachers when compared to male teachers. This study adds 

further weight to this assumption and requires a greater deal of exploration.  According to 

Tracy (2010) member checks are extremely important in the credibility of a study. This 

details the process by which participants read their transcripts in order to ensure accuracy or 

examine the researcher’s analysis of their interviews. This was unfortunately not employed 

and demonstrates a limitation of the current study and could serve as a clear direction in 

which this study could be improved in the future.  

 

5.5.5 Resonance 

The researcher feels that the findings of this study and the themes which have resulted 

from TA will resonate with both teachers and the transgender population. The results have 

demonstrated meaningful feelings which teachers experience and have been directly related 

to the wellbeing of transgender pupils. Tracy (2010) notes that a researcher can test for the 

resonance of their study through reflecting on the effect which it has had on them personally 

while writing of their findings. The finding that the difficulties these children may face in the 

school environment can be overcome positively resonated with the researcher. The structure 

of the results section of this report offers a journey from initial anxious reactions to positive 
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experiences. Although it is felt that this study is transferable to other settings and other age 

ranges of teachers who are teaching transgender CYP, it is clear that perhaps further work on 

teachers experiences in both the primary and further education sectors could contribute to 

existing knowledge.  

 

5.5.6 Significant contribution  

Assessment of whether a study is making a significant contribution to its specific area 

is achieved through consideration of whether the findings have extended knowledge and have 

the potential to improve practice. A focused review of the literature in the area demonstrated 

that only five relevant studies could be found. None of these studies have taken place in 

either the UK or Ireland. Furthermore, none of these studies have taken place in the wider 

context of Europe. This demonstrates that this area of research was significantly lacking and 

as such the current study adds to the theoretical knowledge base in the local context. The 

findings of this study lead to direct recommendations for teaching staff and other educational 

professionals in the field. As a result, the author would argue, this demonstrates a 

contribution to improving practice.    

 There are many contributions that this work makes in the local context of NI 

which is historically categorised as being socially conservative, and has often been seen to 

refute LGBT rights. The impact of existing in a socially conservative climate is displayed 

through the lack of confidence teachers have displayed surrounding communicating with 

their pupils in regards to transgender issues. The lack of confidence reported by teachers 

during the findings of this study, add weight to the argument that both the NI curriculum and 

teacher training programmes need to be updated to include LGBT history. The experiences of 

the teachers in this sample and their perspectives on what would have improved these 
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experiences indicate that formal teaching on this topic would lead to better, more assured 

experiences for both teachers and transgender CYP.  

Furthermore, the unique socially conservative nature of NI, may lead many to believe 

that faith based educational settings will not be inclusive to transgender CYP. This research 

makes a significant contribution in this area as it provides the voice of teachers from faith-

based schools and displays them as advocates for transgender CYP. This may have wider 

applications in that it demonstrates that religion is not necessarily a negative impacting factor 

for transgender CYP. The unique contribution of this research is that it increases the visibility 

of transgender CYP in faith-based schools and indicates a positive experience. While it is 

recognised that the experience of 8 teachers does not necessarily generalise to the population, 

it is a positive finding that faith-based schools agreed to take part in this study, this is also a 

positive indicator of inclusion. This along with the recent legislative changes in NI 

surrounding LGBT marriage, may indicate a changing society with more progressive 

attitudes.  

While assessing the contribution of this work, it is key to examine how the findings of 

this study generalise. This is an area that is constantly changing in regards to guidelines and 

knowledge, however it is the feeling of the researcher that the key ideas that come out of this 

study, may have significant applications in that teaching a transgender child is not necessarily 

a challenge and small basic changes can aid the wellbeing of both teachers and young people. 

The key message of this study that a person-centred approach to teaching transgender CYP 

should remain unchanged and generalise across provisions.   
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5.5.7 Ethical  

Tracy (2010) notes that much of the ethical basis of a study comes from the 

researcher’s ability to engage in self-reflective practice and to provide an element of 

multivocality. The ways in which the current study sought to meet these criteria are outlined 

above. The procedural steps applied in this study in order to ensure ethical research have been 

previously detailed in Chapter 3 of this dissertation. 

 

5.5.8 Meaningful coherence  

The aim of this study was first and foremost to give teachers of transgender CYP in 

NI a voice and a chance to share their experiences of working with transgender CYP. It is felt 

that alongside this accomplishment this study could have potentially positive outcomes for 

transgender CYP as it has offered them an understanding of their teachers’ worries and 

concerns and has presented their teachers as advocates who are willing to learn and help in 

any way they can. This study also achieved the goal of gaining participation from a range of 

differing provisions. While this was an underlying goal and not the immediate aim of this 

work, this has strengthened the level of multivocality available in the study. The study chose 

to use a qualitative methodology as it was felt that this would gain the richest responses and 

best answer the study’s research question. While it is acknowledged that a range of differing 

qualitative methodologies may have been helpful in the undertaking of this study, 1-to-1 

interviews were thought to be the most valuable for capturing the richness of experience. 

Reflection on the methodology of this study indicates that it would be beneficial to complete 

further work with perhaps quantitative methodologies in order to capture a broader scope of 

teachers’ attitudes to teaching transgender CYP in NI schools. This study has connected with 

the previous literature in many ways demonstrated above and has made a unique contribution 
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in highlighting that expectation of teaching this population in NI differs somewhat from the 

reported reality.   

 

5.6 Reflections  

When it came to choosing a topic on which to base this dissertation, I knew almost 

instantly that completing a piece of work that would be beneficial to the young transgender 

community in NI was a priority for me. I was passionate about discovering a gap in the 

literature in which I could add to the research in the field, especially within the unique 

context of NI were up until 2019, LGBT rights such as the right to marry were non-existent. 

NI is also a unique context in that there are a wide number of faith-based school 

environments, which sets a further unique challenge for transgender CYP. As a trainee EP it 

has become clear that pupil wellbeing is linked to the experiences with the teachers they 

come into contact with. Completion of a focused search and subsequent literature review in 

this area demonstrated that much of the research into the school life of transgender CYP is 

focused on the direct experiences of the young person and often their families, however few 

have focused on the experience of the teacher. A teacher is a key person in the life of any 

child as school is the greatest social exposure which young people experience and a key part 

of their everyday life. I am, on reflection, glad to have chosen to study the experiences of 

teachers of transgender CYP in NI as I feel it has made their voice heard and led to a great 

deal of learning in how to support transgender CYP. 

 This was my third experience of completing qualitative research, but my first 

experience of completing this task as a solo researcher. I found the experience interesting and 

enjoyable, however experienced a number of anxieties and challenges surrounding 

interviewing skills and analysis. When it came to analysis, I personally found that the 
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transcribing of my data independently was a key step as it familiarised me with the data and 

helped me to make the connections necessary during the analysis stage. As a novel qualitative 

researcher, I found it difficult to be analytical rather than descriptive in my findings. The 

assistance of both my personal supervisor and an experienced qualitative researcher greatly 

assisted me in gaining a higher level of analysis and extracting key learning from the data in a 

meaningful way.  This taught me the value of frequent supervision and consulting with 

experts on your data set.  

 I was, and remain, tremendously appreciative of all the participants who have given 

their time in order to share their experiences with me. As much of the literature depicts 

negative school experiences for this population and an air of disregard from teaching staff, I 

was very surprised to get such a positive reaction from the participants in this study. All 

teachers within the study demonstrated admirable regard from their students and a desire to 

improve their school experiences. I am grateful for the open and honest conversations which 

these teachers had with me and the level of vulnerability they were able to show by 

expressing their concerns. It is, in my opinion, a positive finding that while there are many 

challenges in the school environment for this population, this study has demonstrated that NI 

have teachers who are willing to take whatever necessary steps to help transgender CYP have 

a good experience of school. A finding from the study, which I feel is important, is that 

despite the unique faith-based culture of NI schools, teachers demonstrated accepting, 

tolerant and loving attitudes to their pupils. I found many of the interviews in this study 

extremely emotional due to the obvious compassion and advocacy for the transgender 

community that these teachers demonstrated. I am a passionate advocate for the transgender 

community, it is my hope that this study gives a higher degree of confidence to teachers 

working with transgender CYP and those that will support this population in the future. It is 

also a hope, that transgender CYP reading this study, whether they have disclosed their 
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gender identity or not, will have a positive picture of the support they could receive in their 

school environment and will as such have the confidence to live out their true identity 

without fear.  

 

5.7 Concluding remarks 

A thorough search of the literature, both from the perspective of transgender CYP and 

teaching staff, presented a negative portrait of the school experiences of this population.  

Much of the previous literature in this area has a direct focus on the experiences of CYP 

however few have focused directly on teacher experiences. Many of these studies did not 

occur in the local context, an extensive search of the literature produced two studies which 

have been completed within the NI context (McBride, 2013) and (McBride & Schubotz, 

2017). These studies while invaluable in their contribution to the literature, do not focus on a 

teacher’s perspective of teaching transgender CYP. This demonstrates a distinct lack of 

research in this field in the local context and identifies a specific gap in the literature.  

 The current study aimed to explore this gap and make a meaningful contribution to 

the understanding of the educational experience of teachers of transgender CYP and their 

pupils in NI. An exploratory approach was employed in order to allow participants the 

freedom to express their experience during interview without a particular goal. Interestingly, 

many of the teachers within the sample have reported similar concerns, challenges and 

positive outcomes across their experiences. The exploratory nature of this study and lack of 

direction given to participants during interview, adds authenticity to the common experiences 

which teachers in NI have reported.  

 The current study demonstrated a high degree of honesty among participants who 

openly reported their insecurities at the prospect of teaching a transgender CYP in NI schools 
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and the challenges which come with this. However, all teachers within the sample were able 

to identify positive experiences which they have had with this population and have noted that 

the worry they felt was not necessary in reality. It is a key finding of this study that the 

experience of teaching a transgender CYP comes with challenges, but no greater challenge 

than teaching any other child in the school environment. This is a positive finding which adds 

to the culture of acceptance and tolerance within NI schools. This is an inspiring message for 

both teachers and pupils as it has the potential to ease teacher anxiety but also pupil anxiety, 

by sharing the message that teachers view themselves as advocates willing to help this 

community. This delivers a message to transgender CYP that they will be accepted by 

teaching staff in NI schools.  

 In conclusion, this study has added to the literature in this area on both local and 

global contexts by providing a focused and deep exploration of the experiences of teachers of 

transgender CYP. While it is important not to over generalise and to consider the relatively 

small sample size of this study, it is a positive outcome that all teachers within the sample felt 

that teaching this population has been a positive experience. In order to gain a wider scope of 

experience and further validate these findings, future research in the area may offer a broad 

and differing insight into the experience of teaching transgender CYP, further benefitting 

both teaching staff and the transgender community. 
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Appendices  

Appendix A - Articles Excluded from Focused Review after Application of 

Inclusion/Exclusion Criteria 

Study Reference Exclusion 

Criteria 

Rationale for Exclusion  

Bartholomaeus, C., Riggs, D. W., & Andrew, 

Y. (2017). The capacity of South Australian 

primary school teachers and pre-service 

teachers to work with trans and gender diverse 

students. Teaching and Teacher Education, 65, 

127-135. 

1b This study utilises a survey 

which was completed by 

180 participants, this does 

not allow the depth of 

information needed 

available in qualitative 

studies and needed to 

answer the research question  

 

2a This study focuses on 

teachers attitudes to working 

with transgender CYP rather 

than experiences.  

 

Bowskill, T. (2017). How educational 

professionals can improve the outcomes for 

transgender children and young 

2a This study includes the 

experiences of transgender 

individuals as well as 
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people. Educational & child psychology, 34(3), 

96-108. 

teaching assistants, 

educational and clinical 

psychologists  

2b While this study includes a 

small number of teachers in 

the sample, their experiences 

have not been separated or 

reported independently.  

 

Collier, K. L., Bos, H. M., & Sandfort, T. G. 

(2015). Understanding teachers' responses to 

enactments of sexual and gender stigma at 

school. Teaching and Teacher Education, 48, 

34-43. 

1b This study implemented a 

quantitative design whereby 

a survey yielding 519 

responses from participants. 

Survey design focused on 

beliefs and norms rather 

than experiences.  

2b Study focuses on both 

sexual orientation and 

gender diversity, 

experiences are not 

sufficiently separated. 

Dowling, K. B. (2016). Homophobic Bullying: 

Understanding Teacher, LGBTQ CYP, and 

Advocate Perspectives (Doctoral dissertation). 

2b This study focuses on 

homophobic bullying among 

the LGBTQ population, this 
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study at no point talks 

specifically about 

transgender pupils.  

Mangin, M. (2018). Supporting transgender 

and gender-expansive children in school. Phi 

Delta Kappan, 100(2), 16-21. 

1a This study offers guidance 

on how to support 

transgender pupils in the 

school environment but has 

not collected independent 

primary data and does not 

offer an insight into teacher 

experiences.  

 

Wells, K. (2018). Transgender Teachers: The 

Personal, Pedagogical, and Political. Journal of 

homosexuality, 65(12), 1543-1581. 

2a The study focuses on the 

experience of teachers who 

themselves have transitioned 

gender. The focus of this 

study is therefore on 

personal experiences and not 

on experiences as a teacher 

of a transgender pupil.  
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Appendix B – Critical Appraisal Skills Programme Checklist for Qualitative Studies 
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Appendix C – Focused review – Key Findings of Included Studies  

Frohard-Dourlent, H. (2016). ‘I don’t care what’s under your clothes’ the discursive positioning of educators working with trans and 

gender-nonconforming students 

Study Aims Research Question Findings Summary  

To explore the meaning made by 

educators on their experiences of 

working with transgender and gender-

non conforming CYP 

 

To utilise discursive resources to 

analyse teacher experience  

 

To explore how the role of the 

educator impacts the lives of 

What do the stories that educators 

tell about their experiences reveal 

about how they understand their 

role in systems of power that 

enforce gender and sexual 

conformity? 

 

What effects do these narratives 

have on the (im)possibilities of 

transgender and gender non-

1.Focusing on Bullying  

- Educators felt that harassment, teaching, violence and exclusion 

could become an issue and had an expectation of bullying 

behaviours. 

- Teachers were surprised to find that most students reacted to 

transgender peers with acceptance or indifference  

- Peer harassment commonly found in institutional settings was 

minimised 

- Educators did not include other adults as part of the problem  

- Adults are framed as protectors rather than part of a resistant 

system  
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transgender and gender non-

confirming students  

 

To understand how the role of the 

educator is importance in disrupting 

systems of gender and sexual 

conformity that form the foundation of 

bullying and gender policing 

 

 

To understand the power of 

institutional systems and how adults 

negotiate these systems.  

 

conforming students being 

supported in schools? 

 

 

2. Constructing oneself as an open-minded adult 

- Ensuring teachers were presented as caring and open-minded 

prevented adults from articulating their implications in systems of 

power 

- It was difficult for educators to recognise themselves as embedded 

in regulatory systems of power.  

- While staff recognise that they are not trained they make it clear 

that their intentions are open minded  

- Acknowledgement that skills and awareness are different things 

3.Emphasising external systemic obstacles  

- Issues with working within an entrenched system such as binary 

gender markers in classrooms and documentation were identified 

as problematic 

- Education can reiterate the notion of gender as fixed and binary  

- Institutional constraints such as bathroom use are discussed  

- The local community was identified as a systemic obstacle. 



174 
 

 

 

 

 

 

4.Acknowledging complicity  

- Teacher discussed their complicity of thinking or acting in 

patterns that contribute to heteronormativity 

- The use of gender categories in school structure was discussed 

- Evidence of attempting to rethink assumptions and practices in 

school 

- Educators realised that while they have the potential to be agents 

of change, they are largely complicit in school systems.  
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Meyer, E. J., & Leonardi, B. (2018). Teachers’ professional learning to affirm transgender, non-binary, and gender-creative CYP: 

Experiences and recommendations from the field.  

Study Aims Research Question Findings Summary  

To critically examine the 

professional learning needs called 

for by educators working to support 

transgender CYP 

 

To explore the experience of 

educators working with transgender 

CYP 

 

To provide recommendations for 

supporting the professional learning 

needs for educators working with 

No specific 

research question 

identified  

Pedagogies of Exposure  

- Exposure to transgender people in their own lives helped teachers to feel 

more educated on the subject  

- Increased exposure would help with inclusivity surrounding gender 

diversity  

- Urban areas allow for proactively addressing gender and sexually diverse 

topics 

- Teachers should be exposed to this topic during teacher training  

- It is up to individual teachers to advocate and change institutional 

thinking  

- More educators would affirm gender diversity if they knew how their 

behaviours negatively impacted on students  
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transgender CYP – which the 

researchers argue is all educators 

whether they are aware of this or 

not.  

 

 

To examine professional and 

institutional practices rather than 

the lives of transgender CYP 

themselves  

 

To contribute to the literature on 

professional learning 

- Transgender CYP exposing their gender identity leads to vulnerability  

- Underlying belief that one needs to know a transgender person to affirm 

change – focus on the transgender person and not the schools embedded 

culture of cisnormativity.  

Culture of Conversation 

- Conversation was noted as a tool for teacher learning and growth 

- Conversations around transgender CYP are viewed as interactive, 

ongoing and involving critical self-reflection  

- A culture of conversation was defined as teachers coming as they are with 

all pre-existing biases and assumptions and working alongside one 

another with the aid of critical self-reflection 

- Conversation must be beyond training and workshops but must extend into 

daily interactions and decisions surrounding the curriculum. 

- Vulnerability and discomfort can exist in conversations around this area 

and is necessary to stay engaged and change practice. 
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- Educators identify that they can often be complicity in the oppression of 

their students  

- A culture of conversation is necessary to affirm gender diversity into the 

fabric of schools.  

 

 

 

 

 

 

 

 

  



178 
 

Ullman, J. (2018). Breaking out of the (anti) bullying ‘box’: NYC educators discuss trans/gender diversity-inclusive policies and 

curriculum.  

Study Aims Research Question  Findings Summary  

To explore what can be 

learned about schools’ work 

in the area of gender and 

sexual diversity (GSD) 

inclusion 

 

To seek knowledge about 

GSD inclusion in a 

perceived progressive city 

(New York) outside of the 

No specific 

research question 

identified 

1.Language Use 

-Educators spoke of the importance of their language choices in classrooms 

Cluster 1: Public Schools 

- Use of transphobic language perceived as a predictor of a non-supportive 

environment 

- View of intolerant students who failed to follow policy rules around language as 

the problem rather than viewing language as a symptom of a wider cultural issue  

Cluster 2: Private Schools  

- Relationship between language and power, placing the power of language as a 

whole school responsibility  



179 
 

home country of this study 

(Australia)  

 

To gain further 

understanding of how New 

York state and local 

education policies translate 

to classroom settings and 

how the bullying discourse 

in these policies impacts an 

educator’s sense of what 

GSD inclusion should look 

like  

 

-Professional development meetings with students’ present can often be held to 

discuss use of inclusive language and critical engagement with the concepts of 

gender and sexuality 

2. Purpose of trans/gender-diverse inclusions/accommodations  

-Educators offered rationale concerning their school’s transgender inclusive 

initiatives 

Cluster 1: Public Schools 

- Educators feel that if no transgender pupils present within the school 

environment gender diverse subjectivities are unnecessary 

-Inclusion was not seen as socially relevant to the whole school meaning that 

transgender students were seen as a ‘problem’ which needed accommodated 

- Educators externalised the source of the difficulty that shaped the student body 

without acknowledging how the school environment itself reinforces attitudes of 

social marginalisation 

Cluster 2: Private Schools 
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To gain insight into policy 

uptake and enactment on a 

global level  

 

To explore schools’ framing 

and acknowledgement of 

transgender inclusive 

practices 

 - Some educators demonstrated awareness that schools framing of GSD served 

as a model for how students conceptualise GSD 

-Some schools demonstrated the importance of whole school inclusivity and the 

importance of staff commitment to this 

 

 

3.Perspectives on Surveillance  

Cluster 1 : Public Schools  

-Participants raised many complaints from parents/ carers  

- Public schools teachers felt like they were under surveillance in regards to their 

reaction on issues such as age-appropriateness of transgender visibility 

-Teachers felt worried that they would ‘get it wrong’ and overstep the reach of 

their policy  

-Educators felt worried about the prospect of operating outside of their policy 

guidelines  

-GSD topics were viewed as a ‘minefield’ leaving educators feeling vulnerable  
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-Concerns arose regarding the age appropriateness of teaching about GSD issues 

 

Cluster 2: Private Schools  

-Educators expressed a sense of freedom when discussing GSD topics broadly  

- Educators discussed the security that the selective process in their independent 

schools allowed them  

-Families of GSD students would have a previous knowledge of the affirmation of 

GSD students within the private school culture 

-School leaders are described as demanding GSD inclusivity  

-Educators demanded the importance of GSD inclusion as part of curricular 

activities from a young age.  
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Wiltz, J. (2018). Secondary School Teachers' Perceptions of Working with Students Who Identify as Transgender  

Study Aims Research Question Findings Summary  

 

Theme Subtheme  

To increase 

teacher awareness 

of potential biases 

and personal 

perceptions of 

marginalized 

students 

 

To explore 

secondary level 

teachers’ 

a) What are select 

secondary teachers’ 

perceptions of 

working with students 

who identify as 

transgender? 

  

b) What kinds of school-

wide supports do 

teachers describe as 

necessary to support 

School-

wide 

support 

Counsellor 

Support  

-Teachers perceived the role of the counsellor to be of 

vital importance 

-Importance of communication between teachers and 

counsellors  

Administrator 

Support  

-Importance of school leaders encouraging feelings of 

safety 

-Importance of principal’s role in supporting diversity 

and inclusion when creating their school’s policies  

Culturally 

respectful 

environment 

-Importance of gender inclusive language as part of 

culture  

-Importance of using the correct name for the student  
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perceptions of 

working with 

transgender 

students 

 

To uncover 

potential supports 

and intervention 

strategies for 

transgender young 

people through 

understanding 

teacher’s 

perspectives  

 

the success of 

students who identify 

as transgender? 

 

 

c) What professional 

development needs do 

select secondary 

school teachers report 

might assist them in 

supporting the 

success of students 

who identify as 

transgender? 

- Need for education for all ages on gender inclusivity  

Teacher 

preparation 

and 

training 

-Few teacher training programmes discuss gender and sexual diversity 

leading to teachers feeling inadequately trained to work with transgender 

CYP 

-Professional development is often used to skill up on these issues 

however in-service training is very limited 

- Teachers often feel they need more training especially for students who 

have not revealed that they are transgender yet – notion of school 

policies treating this issue as “out of sight, out of mind” 

- School district highlighted as being reactive in working with 

transgender CYP rather than proactive  

-Greater knowledge is needed around practical changes such as 

changing name on the system and use of bathrooms 

Teacher 

Behaviour 

Acceptance of 

all students 

-Feelings of acceptance can improve student’s 

connection to education and foster a sense of belonging  
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-Use of pronouns and names is described as a 

contributing factor 

- Exploration of the impact of personal beliefs and 

experiences of teachers who have known transgender 

people 

-A negative school climate can have an impact on social 

and educational outcomes for transgender students 

Response to 

Bullying 

-Teachers expressed fear that transgender pupils will be 

bullied or victimized  

-Some teachers felt they should deal with the problem on 

an individual basis while others felt class discussion 

was more effective  

- Teachers exercise caution over the context of 

conversations as some may be perceived as ‘mean’ 

while others are just ‘playing among friends’ 
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New 

Normal 

-Teachers indicated that they have noticed a change in the diversity and 

views of their students away from more traditional notions of gender and 

sexuality 

- Teachers noticed that student’s portrayal of stereotypical gender roles 

have changed within the school environment  

-Teachers appeared aware of the changing culture of their classrooms 

and expressed support for all of their student.  
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Kearns, L. L., Mitton-Kükner, J., & Tompkins, J. (2017). Transphobia and cisgender privilege: Pre-service teachers recognizing and 

challenging gender rigidity in schools. Canadian Journal of Education/Revue canadienne de l'éducation, 40(1), 1-27. 

Study Aims Research Question Findings Summary  

To explore the experiences of 5 pre-

service teacher of working with 

transgender students 

 

To explore the gender binary present 

in school settings  

 

To reflect on critical incidents relating 

to transphobia and gender 

construction  

 

No specific 

research question 

identified. 

1.Policing Gender and Responding  

Educators policing gender  

- Participants reported a range of treatment and reactions from differing staff 

members 

- Negative reactions from teachers left a feeling of discomfort in the classroom 

- Participant emphasised the importance of treating the child as normal 

 

Students policing gender  

- Participants note negative reactions from peers who do not tolerate classmates 

acting outside typical gender roles  

- The participant felt she had to push against gender performativity as a norm in 

the classroom  
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To reflect on how anti-discrimination 

work can be included in teaching 

practice 

 

 

To highlight how gender surveillance 

reinforces heteronormativity in school 

environments. 

- The potential for bullying was highlighted here 

 

Parents policing gender 

- Messages concerning gender are delivered from a young age which develops a 

fear of non-conformity  

- Participants note experiences of young boy’s fear of getting in trouble for 

playing ‘house’ 

- The classroom can offer freedom to play in a way that does not cause offense to 

parents who police gender norms. 

 

2. Unpacking Gender through Writing 

- Pre-service teachers reported an increase in incidents in relation to gender and 

experiences with transgender children and their families  

- It is important to reflect on incidents that happen through recording these in 

written format 
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- Reflection on critical incidents through writing unveiled underlying frustration 

concerting the lack of gender education in schools  

- Reflecting on troublesome experiences with transgender young people is effective 

in allowing for an understanding of how gender education could be better 

implemented in the school context  

 

3.Identifying the Challenges Associated with Re-Teaching Gender  

- Gender norms are instilled from birth, re-teaching ideas on what is appropriate 

for each gender comes with a range of barriers 

 

Fear of parents intersecting with societal norms 

- Although schools feel they can open up the conversation around gender diversity 

they feel that they face the ‘wrath’ of unhappy parents  

- The views and beliefs of parents are a major barrier to inclusivity  

- Challenging social norms in the school environment is difficult 
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Interrupting the gender binary  

- Construction of school environments have normally been based on notions of 

gender binary 

- The physical structure of school increases the notion of gender as fixed and 

binary 

- A critical evaluation of every aspect of school including classroom organisation, 

hallways, bathroom and changing facilities and curriculum is required 

 

Lack of resources 

- Participants are willing to support gender diversity but insufficient funding for 

this area is a difficulty 

- Teachers would like to be able to purchase books teaching on gender diversity  

- While some participants present as committed to change despite lack of 

resources this is not present in every school  
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Appendix D – Reflective Diary  

Participant  Reflections Post Interview Reflections Following Initial Coding  

1 - Initial concerns existed regarding the length 

and content of the interview. 

- Felt that the teacher was embarrassed about her 

lack of experience and the lack of training she 

had received and found it difficult to probe 

further questioning.  

 

- Felt the teacher had preconceived worries which were 

quickly dispelled after working with a transgender young 

person. 

- Felt that the teacher had a want for more knowledge and 

still had worries for the future. 

- Interesting to reflect on how she felt the need to question 

the young person’s wellbeing and whether he had made 

the correct ‘choice’.  

- It seemed evident that concerns about the young person 

ran deeper than just school-based issues  

- It felt positive to hear about the high level of peer 

acceptance in the school environment.  
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- Some concerns existed regarding the detail of codes and 

whether it was acceptable to repeat codes throughout the 

data – this required investigation  

 

2 - Found this interview difficult to conduct as I 

disagreed with some of the viewpoints of the 

participant  

- Concern regarding interviewing technique and 

remaining neutral 

- Overall it was a positive experience to hear that 

the transgender children attending this 

provision seem to have had positive outcomes  

 

- Found this difficult to code as I felt the participant 

presented with a range of opinions and prejudices that do 

not match with my own views 

- Concerned about coding as I felt I had negative feelings 

towards the participants views and was cautious to avoid 

bias in the formation of initial codes  

- Interested that this participant also discussed the idea of 

the child’s capacity to make the correct choice. 

 

3 - Found this interview very emotional to conduct 

and felt extremely touched during the interview  

- Felt this transcript emphasised the positive input which 

faith-based schools can have 
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- Struggled to control emotions during interview 

as the interviewee was so passionate 

- Felt I improved in this interview on allowing 

the participant space to elaborate  

- Left the school with a great deal of admiration 

for the work that they do and their caring ethos 

that shone through during my time in the 

school  

 

- I could tell even by reading the transcript that this 

teacher has pushed the limits of her role in order to 

provide the best care and practice for the children in her 

care  

- Felt this interview outputted a range of strong data 

extracts that were powerful in their sentiment.  

- This interview highlighted that some interviews are a lot 

richer in content and lead to the formation of a greater 

number of codes 

 

4 - Felt this interview flowed very well, the 

participant answered all questions in a very 

detailed manner 

- Initially the participant claimed that they had 

limited experience of working with transgender 

youth, however through the course of the 

- Felt this teacher had an open mind and a willingness to 

learn  

- Felt she was very calm and sensible in her approach  

- working with transgender young people  
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interview I felt she was extremely competent 

and experienced and was underestimating her 

ability 

- Found it difficult to encourage the teacher to 

elaborate on her experience as she perceived 

her experience to be minimal 

- It was interesting to reflect on the power and 

influence of a supportive senior management 

team within the school setting.  

 

- I was in agreement with all of the participants views and 

approaches to working with transgender young people 

and therefore found coding of the document enjoyable 

- Started to notice overlapping codes with the first three 

interviews   

- I got the overwhelming sense that the happiness of 

transgender youth was key to the experience of this 

teacher.  

5 - This was an enjoyable experience; it was 

positive to hear of such a supportive school 

environment who have made appropriate 

changes to their practice to support transgender 

youth 

- This participant portrayed how positive a child’s 

experience can be when a school, parents and a pupil are 

in agreement 

- Pondering what challenges may have arose for the child 

if there was not the high level of parental support in this 

case 
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- This teacher obviously cared about the pupil 

and demonstrated an excellent relationship  

 

- Importance of the high level of pastoral support this 

school can offer through the provision of a nurture 

teacher and timetabled social/emotional support for 

needy pupils.  

 

6 - This participant was perhaps not as able as 

other participants to comment on the changes 

to practice which a school had made 

- This made me consider the impact of having a 

child in the environment who has not disclosed 

their transgender identity and the implications 

of this. 

 

- Interesting to speak to a teacher who does not have such 

a positive relationship with her young person 

- Interesting to reflect on a situation where it is not known 

to pupils that the child is transgender 

- Important to reflect on the impact of an integrated school 

environment.  

7 - I had previously read media coverage of this 

school and their supportive attitude to 

transgender pupils, following interview I was 

- I felt that this teacher was knowledgeable and 

compassionate in her approach  
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impressed with their inclusive attitude and their 

practical attitude to making changes  

- I felt this participant had a really good grasp on 

the multiple transgender pupils in her school 

and appreciated the individuality of each child.  

 

- School have made clear adaptions to policy in order to 

make the school lives of transgender youth as positive as 

possible  

- This schools attitude seemed to reflect the notion that a 

transgender child is no different than any other teenager 

8 - I found this interview slightly difficult as the 

participant had a clear agenda and strong 

beliefs which she wanted to discuss  

- Found it difficult to steer back to the research 

questions  

- It was difficult to gain the information I felt I 

needed to answer my research question 

 

- It was interesting to reflect on how a teacher’s own 

values and beliefs can impact her teaching of a 

transgender young person 

- Interesting to reflect on how teaching specific subjects in 

school can lend itself more to discussions around 

transgender issues. This helped me to consider the 

implications of subject taught 

- Coding this interview led to a range of overlapping 

themes with other interviews. 
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- Interesting to reflect on how faith-based schools can still 

offer support to transgender youth in a positive way 
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Appendix E – Participant Information Sheet – Principal Educational Psychologist 

 

 

                                    

 

 

Participant Information Sheet – Principal Educational Psychologist   

 

“The experiences of teachers of transgender pupils in Northern Ireland (NI) post-primary 

schools.” 

Introduction 

My name is Zara Phair and I am a trainee Educational Psychologist from Queen’s University, 

Belfast. As part of my studies I am carrying out a research project looking at the experiences 

of teachers who have taught or are currently teaching children who identify as transgender in 

Northern Ireland schools. The term ‘Transgender’ is often seen as an umbrella term, which 

encompasses any individual whose gender identity does not conform with typical notions 

associated with the sex assigned at birth, (APA, 2015). 

      

I would like to invite you to take part in my research project. This will involve you, as the 

head of the Educational Psychology Service, allowing me permission to discuss possible 

schools, which may have transgender youth in place with the psychologists in your service. 

Following this contact will be made with the school principal to seek permission to speak to a 

member of their staff about their experiences of working with a transgender young person. 
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An interview will be conducted with the identified staff member by myself and recorded on a 

digital Dictaphone. The interviews should last between 30 minutes to 1 hour.  

 

I have provided some more information on the research and what it will involve below. 

Please read this before making a decision about whether or not you would like to take part. 

 

What will you have to do if you agree to take part? 

If you are happy to participate in the research, you will need to give me permission to speak 

with your staff member across all Educational Psychology offices. I will then make contact 

with them and provide them with all relevant information on the study. 

Do you have to take part? 

No, your participation in this research is voluntary. If you do not wish to take part, you do not 

have to give a reason and you will not be contacted again.  

 

Will your participation in the study be confidential? 

If you agree to take part in the study, all of your responses as deeply anonymised as is 

possible, in order to minimise the risk that personal details relating to you will be identifiable. 

Your name will not be used at any time.  

 

If you agree to permit the Educational Psychologists in your service to speak with me, a 

teacher in an appropriate school will be identified to take part in interview, the interview will 

be recorded on an audio recorder to allow me to create an accurate account of what they say. 
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Again all attempts will be made to deeply anonymise their account, to try to minimise the risk 

of any information that relates to them being identifiable.  Audio recordings once transferred 

to a computer will be deleted from the digital Dictaphone. Any electronic, digital files and 

audio files will be password protected on computers.  

 

I will use the information provided by the identified teacher to help me complete the project. 

Both my supervisor and I will have access to the information they provide, although she will 

not know their name. During interview, the data and information provided will not be 

discussed with any other professionals unless they say something that places them or 

someone else at harm.  

 

The information gathered in this project will be used to contribute to a thesis, which may 

possibly be published as a journal article in the future. No identifying information will be 

present in this work.  

 

Confidentiality will be a key concern during the undertaking of this study. It may be 

necessary to gain the names of specific schools and teachers which work closely with 

transgender youth during the selection process. However, it will be made clear to all staff that 

no information that will enable identification of the transgender young people discussed 

should be given during interview. Information gained regarding the names of specific 

teachers and schools will be kept in the utmost confidentiality and will be anonymised during 

the transcription of interviews. 
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What happens now? 

You can think about whether or not you want to participate in this research. If you would like 

further information or have any questions, please feel free to ask me or if at a later stage, 

please do not hesitate to contact me using the details below. Alternatively, you can contact 

my supervisor. 

 

 

 

 

 

 

 

 

If you would like further information or have any questions, please do not hesitate to contact 

me and I will be happy to discuss the research with you. 

 

Thank You! 

 

 

 

 

Zara Phair 

Trainee Educational Psychologist, 
DECAP Student. 

School of Psychology 

David Keir Building 

Queen’s University Belfast 

BT9 5BP 

Telephone: 028 90 97 4745 

Email: zphair01@qub.ac.uk 

 

 

Ms Patricia Davison 

Professional & Academic Tutor 

School of Psychology 

David Keir Building 

Queen’s University Belfast 

BT9 5BP 

Telephone: +44 (0)28 9097 4544 

Email: p.davison@qub.ac.uk 
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Appendix F – Letter to Principal Educational Psychologist – Educational Psychology 

Service  

 

 

                                    

 

Dear Mrs Devlin, 

I am writing to you concerning an upcoming research project that I am hoping to complete 

and you may be able to assist with. The research is titled “Experiences of teachers of 

transgender pupils in Northern Ireland (NI) schools” 

Further information on the study is available in the attached participant information sheet. 

I would like to be able to gain permission to discuss with psychologists in the Educational 

Psychology Service provisions they may know which currently teach or have taught 

transgender youth. I would really appreciate it if you could read the participant information 

sheet and decide whether you think you would be able to assist with the upcoming study. 

 

Confidentiality will be a key concern during the undertaking of this study. It may be 

necessary to gain the names of specific schools and teachers which work closely with 

transgender youth during the selection process. However, it will be made clear to all staff that 

no information that will enable identification of the transgender young people discussed 

should be given during interview. Information gained regarding the names of specific 
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teachers and schools will be kept in the utmost confidentiality and will be anonymised during 

the transcription of interviews. 

 

If you would like further information or have any questions, please do not hesitate to contact 

me and I will be happy to discuss the research with you. Alternatively, you may contact my 

chief supervisor Ms Patricia Davison. Contact information can be found below. 

 

Kind Regards, 

----------------------- 

 

Zara Phair 

Trainee Educational Psychologist 

 

 

 

 

 

 

 

  

Zara Phair 

Trainee Educational Psychologist, 
DECAP Student. 

School of Psychology 

David Keir Building 

Queens University Belfast 

BT9 5BP 

Telephone: 028 90 97 4745 

Email: zphair01@qub.ac.uk 

 

 

Ms Patricia Davison 

Professional & Academic Tutor 

School of Psychology 

David Keir Building 

Queens University Belfast 

BT9 5BP 

Telephone: +44 (0)28 9097 4544 

Email: p.davison@qub.ac.uk 
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Appendix G – Participant Information Sheet – Educational Psychologists 

 

                                    

 

 

Participant Information Sheet – Psychologists  

“The experiences of teachers of transgender pupils in Northern Ireland (NI) post-primary 

schools.” 

 

Introduction 

My name is Zara Phair and I am a trainee Educational Psychologist from Queen’s University, 

Belfast. As part of my studies I am carrying out a research project looking at the experiences 

of teachers who have taught or are currently teaching children who identify as transgender in 

Northern Ireland schools. The term ‘Transgender’ is often seen as an umbrella term, which 

encompasses any individual whose gender identity does not conform with typical notions 

associated with the sex assigned at birth, (APA, 2015). 

      

I would like to invite you to take part in my research project which will involve discussing 

with me schools within your practice which you have known to teacher transgender youth. I 

will then make contact with the principal of the school to ask if a suitable teacher who has 

worked closely with a transgender young person in that school would be willing to participate 

in a short interview. The topic of this interview will be teacher’s experiences of teaching 

transgender youth. Consenting teachers will then be interviewed at a location best suited to 
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them, and asked a series of questions about their experiences of teaching children who 

identify as transgender.  

 

This interview will be conducted by myself and recorded on a digital Dictaphone. The 

interviews should last between 30 minutes to 1 hour.  

 

I have provided some more information on the research and what it will involve below. 

Please read this before making a decision about whether or not you would like to take part. 

 

What will you have to do if you agree to take part? 

If you are happy to participate in the research, I will meet with you at a time suitable to you 

to discuss possible provisions that you feel may be appropriate for my study 

 

Do you have to take part? 

No, your participation in this research is voluntary. If you do not wish to take part, you do not 

have to give a reason and you will not be contacted again.  

 

Will your participation in the study be confidential? 

If you agree to take part in the study, all of your responses as deeply anonymised as is 

possible, in order to minimise the risk that personal details relating to you will be identifiable. 

Your name will not be used at any time.  
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Both my supervisor and I will have access to the information provided by you, although she 

will not know your name.  

 

The information gathered in this project will be used to contribute to a thesis, which may 

possibly be published as a journal article in the future. No identifying information will be 

present in this work.  

 

Confidentiality will be a key concern during the undertaking of this study. It may be 

necessary to gain the names of specific schools and teachers which work closely with 

transgender youth during the selection process. However, it will be made clear to all staff that 

no information that will enable identification of the transgender young people discussed 

should be given during interview. Information gained regarding the names of specific 

teachers and schools will be kept in the utmost confidentiality and will be anonymised during 

the transcription of interviews. 

 

What happens now? 

You can think about whether or not you want to participate in this research. If you would like 

further information or have any questions, please feel free to ask me or if at a later stage, 

please do not hesitate to contact me using the details below. Alternatively, you can contact 

my supervisor. 
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If you would like further information or have any questions, please do not hesitate to contact 

me and I will be happy to discuss the research with you. 

Thank You! 

 

 

 

 

 

 

 

 

 

 

Zara Phair 

Trainee Educational Psychologist, 
DECAP Student. 

School of Psychology 

David Keir Building 

Queen’s University Belfast 

BT9 5BP 

Telephone: 028 90 97 4745 

Email: zphair01@qub.ac.uk 

 

 

Ms Patricia Davison 

Professional & Academic Tutor 

School of Psychology 

David Keir Building 

Queen’s University Belfast 

BT9 5BP 

Telephone: +44 (0)28 9097 4544 

Email: p.davison@qub.ac.uk 
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Appendix H – Letter to Educational Psychologists – Educational Psychology Service  

 

 

                                    

 

 

To whom it may concern, 

I am writing to you concerning an upcoming research project that I am hoping to complete 

and you may be able to assist with. The research is titled “Experiences of teachers of 

transgender pupils in Northern Ireland (NI) schools” 

 

Further information on the study is available in the attached participant information sheet. 

I would like to speak with you about any provisions you may know that have taught or are 

currently teaching transgender youth.  I would really appreciate it if you could read the 

participant information sheet and decide whether you think you would be able to assist with 

the upcoming study.  

 

Confidentiality will be a key concern during the undertaking of this study. It may be 

necessary to gain the names of specific schools and teachers which work closely with 

transgender youth during the selection process. However, it will be made clear to all staff that 

no information that will enable identification of the transgender young people discussed 

should be given during interview. Information gained regarding the names of specific 
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teachers and schools will be kept in the utmost confidentiality and will be anonymised during 

the transcription of interviews. 

If you would like further information or have any questions, please do not hesitate to contact 

me and I will be happy to discuss the research with you. Alternatively, you may contact my 

chief supervisor Ms Patricia Davison. Contact information can be found below. 

 

Kind Regards, 

----------------------- 

Zara Phair 

Trainee Educational Psychologist 

 

 

 

 

 

 

 

 

 

 

Zara Phair 

Trainee Educational Psychologist, 
DECAP Student. 

School of Psychology 

David Keir Building 

Queen’s University Belfast 

BT9 5BP 

Telephone: 028 90 97 4745 

Email: zphair01@qub.ac.uk 

 

 

Ms Patricia Davison 

Professional & Academic Tutor 

School of Psychology 

David Keir Building 

Queen’s University Belfast 

BT9 5BP 

Telephone: +44 (0)28 9097 4544 

Email: p.davison@qub.ac.uk 
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Appendix I – Participant Information Sheet – School Principals                                  

 

 

 

Participant Information Sheet – Principals  

“The experiences of teachers of transgender pupils in Northern Ireland (NI) post-primary 

schools.” 

 

Introduction 

My name is Zara Phair and I am a trainee Educational Psychologist from Queen’s University, 

Belfast. As part of my studies I am carrying out a research project looking at the experiences 

of teachers who have taught or are currently teaching children who identify as transgender in 

Northern Ireland schools. The term ‘Transgender’ is often seen as an umbrella term, which 

encompasses any individual whose gender identity does not conform with typical notions 

associated with the sex assigned at birth, (APA, 2015). 

      

I would like to invite you to take part in my research project. This will involve you, as the 

principal of a provision which has transgender youth in attendance, identifying a teacher 

within your school who has worked closely with a transgender youth. This teacher will then 

be asked with your permission to participate in a short interview to discuss their experiences 

of working with a transgender young person. This interview will be conducted by myself and 

recorded on a digital Dictaphone. The interviews should last between 30 minutes to 1 hour.  
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I have provided some more information on the research and what it will involve below. 

Please read this before making a decision about whether or not you would like to take part. 

 

What will you have to do if you agree to take part? 

If you are happy to participate in the research, you will need to identify an appropriate 

member of your teaching staff to participate in the study. I will then make contact with them 

and provide them with all relevant information on the study. I will then ask them to complete 

the consent form which will be provided prior to interview. 

If you are willing to participate, I will arrange a time to speak with the teacher you have 

identified in order to make arrangements for them to engage with interview.  

 

Do you have to take part? 

No, your participation in this research is voluntary. If you do not wish to take part, you do not 

have to give a reason and you will not be contacted again.  

 

Will your participation in the study be confidential? 

If you agree to take part in the study, all of your responses as deeply anonymised as is 

possible, in order to minimise the risk that personal details relating to you will be identifiable. 

Your name will not be used at any time.  

 

If you agree to permit a teacher in your school to take part in interview, the interview will be 

recorded on an audio recorder to allow me to create an accurate account of what they say. 
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Again all attempts will be made to deeply anonymise their account, to try to minimise the risk 

of any information that relates to them being identifiable.  Audio recordings once transferred 

to a computer will be deleted from the digital dictaphone. Any electronic, digital files and 

audio files will be password protected on computers.  

 

I will use the information provided by a teacher in your school to help me complete the 

project. Both my supervisor and I will have access to the information they provide, although 

she will not know their name. During interview, the data and information you provide will 

not be discussed with any other professionals unless they say something that places them or 

someone else at harm.  

 

The information gathered in this project will be used to contribute to a thesis, which may 

possibly be published as a journal article in the future. No identifying information will be 

present in this work.  

 

Due to the qualitative nature of this work, direct quotes from interviews will be published in 

the final piece of work. These quotes will not contain any identifying information concerning 

the school, teacher or pupil.  

 

Confidentiality will be a key concern during the undertaking of this study. It may be 

necessary to gain the names of specific schools and teachers which work closely with 

transgender youth during the selection process. However, it will be made clear to all staff that 

no information that will enable identification of the transgender young people discussed 
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should be given during interview. Information gained regarding the names of specific 

teachers and schools will be kept in the utmost confidentiality and will be anonymised during 

the transcription of interviews. 

 

What happens now? 

You can think about whether or not you want to participate in this research. If you would like 

further information or have any questions, please feel free to ask me or if at a later stage, 

please do not hesitate to contact me using the details below. Alternatively, you can contact 

my supervisor. 

 

 

 

 

 

 

 

If you would like further information or have any questions, please do not hesitate to contact 

me and I will be happy to discuss the research with you. 

 

 

Thank You! 

Zara Phair 

Trainee Educational Psychologist, 
DECAP Student. 

School of Psychology 

David Keir Building 

Queen’s University Belfast 

BT9 5BP 

Telephone: 028 90 97 4745 

Email: zphair01@qub.ac.uk 

 

 

Ms Patricia Davison 

Professional & Academic Tutor 

School of Psychology 

David Keir Building 

Queen’s University Belfast 

BT9 5BP 

Telephone: +44 (0)28 9097 4544 

Email: p.davison@qub.ac.uk 
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Appendix J – Letter to School Principals                                     

 

 

 

 

To whom it may concern, 

I am writing to you concerning an upcoming research project that I am hoping to complete 

and you may be able to assist with. The research is titled “Experiences of teachers of 

transgender pupils in Northern Ireland (NI) schools” 

 

Further information on the study is available in the attached participant information sheet. 

 

I would like if you could identify a teacher within your provision who could speak with me 

about their experiences of teaching a transgender young person. I would really appreciate it if 

you could read the participant information sheet and decide whether you think you would be 

able to assist with the upcoming study. 

 

Confidentiality will be a key concern during the undertaking of this study. It may be 

necessary to gain the names of your specific school and teachers which work closely with 

transgender youth during the selection process. However, it will be made clear to all staff that 

no information that will enable identification of the transgender young people discussed 

should be given during interview. Information gained regarding the names of specific 
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teachers and schools will be kept in the utmost confidentiality and will be anonymised during 

the transcription of interviews. 

If you would like further information or have any questions, please do not hesitate to contact 

me and I will be happy to discuss the research with you. Alternatively, you may contact my 

chief supervisor Ms Patricia Davison. Contact information can be found below. 

 

Kind Regards, 

----------------------- 

Zara Phair 

Trainee Educational Psychologist 

 

 

 

 

 

 

 

 

 

 

Zara Phair 

Trainee Educational Psychologist, 
DECAP Student. 

School of Psychology 

David Keir Building 

Queen’s University Belfast 

BT9 5BP 

Telephone: 028 90 97 4745 

Email: zphair01@qub.ac.uk 

 

 

Ms Patricia Davison 

Professional & Academic Tutor 

School of Psychology 

David Keir Building 

Queen’s University Belfast 

BT9 5BP 

Telephone: +44 (0)28 9097 4544 

Email: p.davison@qub.ac.uk 
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Appendix K – Participant Information Sheet  

                                    

 

 

 

Participant Information Sheet 

“The experiences of teachers of transgender pupils in Northern Ireland (NI) schools.” 

 

Introduction 

My name is Zara Phair and I am a trainee Educational Psychologist from Queen’s University, 

Belfast. As part of my studies I am carrying out a research project looking at the experiences 

of teachers who have taught or are currently teaching children who identify as transgender in 

Northern Ireland schools. The term ‘Transgender’ is often seen as an umbrella term, which 

encompasses any individual whose gender identity does not conform with typical notions 

associated with the sex assigned at birth, (APA, 2015). 

      

I would like to invite you to take part in my research project which will involve being 

interviewed at a location best suited to you, and asked a series of questions about your 

experiences of teaching children who identify as transgender.  

 

This interview will be conducted by myself and recorded on a digital Dictaphone. The 

interviews should last between 30 minutes to 1 hour.  
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I have provided some more information on the research and what it will involve below. 

Please read this before making a decision about whether or not you would like to take part. 

 

What will you have to do if you agree to take part? 

If you are happy to participate in the research, you will need to complete the consent form 

which will be provided prior to interview. 

If you are willing to participate, I will arrange a time to complete an interview with you to 

obtain your views about your experiences of teaching transgender youth. 

 

Do you have to take part? 

No, your participation in this research is voluntary. If you do not wish to take part, you do not 

have to give a reason and you will not be contacted again. If you do agree to take part, you 

are able to withdraw at any time during, before and up until 1/06/2019 when the research will 

be synthesised. After this point, it will not be possible to remove the information that you 

have supplied that has been used in the write up of the research. 

 

Will your participation in the study be confidential? 

If you agree to take part in the study, all of your responses as deeply anonymised as is 

possible, in order to minimise the risk that personal details relating to you will be identifiable. 

Your name will not be used at any time.  
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If you agree to complete an interview with me, the interview will be recorded on an audio 

recorder to allow me to create an accurate account of what you say. Again all attempts will be 

made to deeply anonymise your account, to try to minimise the risk of any information that 

relates to you being identifiable.  Audio recordings once transferred to a computer will be 

deleted from the digital Dictaphone. Any electronic, digital files and audio files will be 

password protected on computers.  

I will use the information provided by you to help me complete the project. Both my 

supervisor and I will have access to the information you provide, although she will not know 

your name. During interview, the data and information you provide will not be discussed with 

any other professionals unless you say something that places you or someone else at harm.  

 

The information gathered in this project will be used to contribute to a thesis, which may 

possibly be published as a journal article in the future. No identifying information will be 

present in this work.  

 

Due to the qualitative nature of this work, direct quotes from interviews will be published in 

the final piece of work. These quotes will not contain any identifying information concerning 

the school, teacher or pupil.  

 

Confidentiality will be a key concern during the undertaking of this study. It may be 

necessary to gain the names of specific schools and teachers which work closely with 

transgender youth during the selection process. However, it will be made clear to all staff that 

no information that will enable identification of the transgender young people discussed 
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should be given during interview. Information gained regarding the names of specific 

teachers and schools will be kept in the utmost confidentiality and will be anonymised during 

the transcription of interviews. 

 

What happens now? 

You can think about whether or not you want to participate in this research. If you would like 

further information or have any questions, please feel free to ask me or if at a later stage, 

please do not hesitate to contact me using the details below. Alternatively, you can contact 

my supervisor. 

 

 

 

 

 

 

 

If you would like further information or have any questions, please do not hesitate to contact 

me and I will be happy to discuss the research with you. 

 

 

Thank You! 

Zara Phair 

Trainee Educational Psychologist, 
DECAP Student. 

School of Psychology 

David Keir Building 

Queen’s University Belfast 

BT9 5BP 

Telephone: 028 90 97 4745 

Email: zphair01@qub.ac.uk 

 

 

Ms Patricia Davison 

Professional & Academic Tutor 

School of Psychology 

David Keir Building 

Queen’s University Belfast 

BT9 5BP 

Telephone: +44 (0)28 9097 4544 

Email: p.davison@qub.ac.uk 
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Appendix L – Participant Consent Form                               

 

                                     

 

 

Participant Consent Form – Stage 1: Semi-structured interviews 

 

Research Title: “The experiences of teachers of transgender pupils in Northern Ireland (NI) 

schools.” 

Researcher: Zara Phair: Student – Doctorate in Educational, Child & Adolescent Psychology 

Research Supervisor: Ms Patricia Davison, Academic and Professional Tutor, Queen’s 

University, Belfast.       

Tick if in agreement 

I confirm that I have read and understood the information sheet for 

the study and have had the opportunity to ask questions, with all 

questions asked answered to my satisfaction. 

 

 

I have been given a copy of the research information sheet for my 

own keeping. 
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I understand that my participation is voluntary and confirm that my 

participation is out of choice. 

 

I understand that I can withdraw from the study at any stage without 

reason and I am aware that the information provided cannot be 

removed from the final write up after 1st June 2018  

 

 

I confirm that I am willing to take part in a short interview as part of 

the research 

 

 

I have been given enough time to consider my participation and have 

received enough information regarding the above study to allow me 

to make an informed decision and consent to my participation in the 

research. 

 

 

I understand that all of the data provided by me will be stored 

securely and will remain anonymous and confidential at all times. 
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I understand that no reference will be made to any data that makes 

me identifiable and thus agree to my data being used in publications, 

including anonymous quotes. 

I understand that although direct quotes from interviews will be 

included in publicly available data, no information that will enable 

identification of the transgender young people discussed will be 

available. 
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 Please complete the following section to confirm your consent for your participate in the research. 

 

Declaration by participant: 

 

I hereby consent to taking part in this study. 

 

 

 

Participant’s name:     ___________________________________ 

 

Signature: _____________________________________________ 

 

Date: _________________________________________________ 

 

 

Declaration by member of research team: 

 

 

I have given a verbal explanation of the research project to the participant and have answered any questions 
about it. 

 

 

I believe that the participant understands the study and has given informed consent to participate. 

 

 

Researcher’s name: ____________________________________ 

 

Signature: ____________________________________________ 
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Appendix M– Interview Schedule  

 

 

 

 

1. What are your experiences of working with transgender young people? 

2. Can you recall a positive experience? 

3. Can you recall a challenging time?   

4. In your experience, are there any particular parts of the school day that have been 

challenging? 

5. Is there anything you have found helpful when dealing with a transgender young 

person? 
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Appendix N – Weighing up qualitative approaches  
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Qualitative Method 

 

Advantages Disadvantages  

Thematic Analysis (TA) 

 

- Flexible approach 

which can be used 

with any theoretical 

framework, data 

collection method, 

sample size or 

research question  

- Little experience 

required  

- Easy and relatively 

quick to learn 

method  

- Viewed as quick in 

regards to analysis in 

comparison to other 

methods  

- Results derived from 

TA can be easily 

understood by a wide 

audience who are not 

- Has received 

criticism for lack of 

theoretical 

background  

- Can be viewed as 

having limited 

interpretative power  

- Due to the focus 

across data sets, 

continuity and 

contradictions in 

individual accounts 

cannot be accessed 

- Participants can on 

occasion feel their 

voice can be lost 

- It is not possible to 

make claims about 

the effects of 

language use, unlike 

other methods 
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necessarily versed in 

academic research.  

- Suited to small 

sample sizes  

Interpretive 

phenomenological Analysis 

(IPA) 

 

- Accessible method 

for relatively new 

qualitative methods  

- Procedure is clear 

and concise 

- Offers a high level of 

reflection and 

interpretation  

- Originates within the 

psychological field 

and is well versed 

with psychological 

concerns  

- Allows for an in-

depth focus on 

personal experiences 

- Can lack the 

substance of TA and 

richness of narrative 

analysis  

- Has been viewed in 

the academic world 

as lacking substance 

and sophistication  

- The clear and 

concise procedure 

can also be viewed 

as a recipe that must 

be followed  

- Can only be used to 

answer research 

questions that focus 

on a self-report of 

personal experiences  

- Analysis can often 

be limited to simply 
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describe participant 

concerns  

- Compared to TA is 

lacks theoretical 

flexibility   

Narrative Analysis  - Allows for an insight 

into the emotional 

and contextual 

quality of 

participants lives  

- Can be useful to 

illuminate personal 

experience  

- Offers an 

understanding of 

individuals not only 

as unique individuals 

but as socio-

culturally fashioned  

 

- Interested in 

individual stories  

- Helps individuals to 

make sense of inner 

lives an allows 

participants to be 

selective in their 

storytelling – 

sometimes 

preventing a full 

realised picture of 

experience from 

forming 

- No procedure to 

follow and as a result 

difficult for novice 

qualitative 

researchers 
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- Seen as a craft 

gained through 

experience 
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Appendix O – Audit Trail - Thematic Analysis Process, (Braun & Clarke, 2013)  

Phase 1 - Familiarisation of data - Initially all eight interviews were transcribed by the researcher. This gave an insight into the data and helped 

the researcher to understand the intention and meaning behind statements made in the data set. Interviews were read multiple times in order to 

familiarise the researcher with the data. During the reading of the data at this stage the researcher recorded initial thoughts concerning 

commonalities between transcripts and interesting points made by participants.  
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Phase 2 – Generation of Initial Codes – During this stage all transcripts were re-read and information that seemed relevant to the researcher or 

answered the research question in detail was coded. Complete coding as outlined by Braun & Clarke, (2013) then took place. This involves the 

creation of a document which encompasses each code formed and its corresponding extract from the data. Codes were then clustered together to 

find areas of overlap both within and between data sets.  
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Phase 3 – Searching for themes – Codes were then re-read by the researcher to ensure that they were still representative of the data. Codes 

were laid out against each other and the researcher began to group codes into themes in common areas. Initial themes were formed and a 

thematic map was created to display the themes and their relationships.  

 

Themes Systemic Reactions Role of the Teacher Training and Knowledge Challenges Factors Impacting 

Practice 

Codes Differing opinions 

among staff (p1) 

Limitations of 

teacher’s role (p1) 

Lack of training (p1) Pupils acceptance of 

mistakes (p1) 

Reflecting on own 

prejudice (p1) 

Attitude of acceptance 

(p1) 

Importance of child 

wellbeing (p1) 

Terminology confusion 

(p1)  

Lack of challenges 

(p1) 

Stereotypes (p1) 

Impact of unsupportive 

family (p1) 

Academic discussions 

regarding transgender 

(p1) 

Want for training (p1) Impact of puberty (p1) Dealing with personal 

prejudices (p2) 
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Changing views of 

society (p1) 

Avoidance of 

transgender issues 

(p1) 

Need for whole-staff 

training (p1) 

Changing trajectory 

with puberty (p2) 

Religion as beneficial to 

transgender CYP (p3) 

Supportive school 

environment (p1) 

Air of caution (p2) Impact of lack of training 

on child (p1) 

Comorbid difficulties 

(p2) 

Impact of religion (p3) 

Importance of friendship 

(p1) 

Getting it right (p2) Learning experience for 

teacher (p1) 

Struggling with 

pronouns (p2) 

Personality impacting 

experience (p3) 

Peer attitudes to 

transgender (p2) 

Expectation of 

teacher’s role (p2) 

Concerns around lack of 

knowledge (p1) 

Handling mistakes 

(p2) 

Each child as an 

individual (p3) 

Importance of friendship 

(p2) 

Transgender in 

curriculum (p2) 

Experience with one child 

is not enough (p1) 

Making mistakes (p2) Differing presentations 

of transgender (p3) 

Peer acceptance (p2)  Collaboration with 

student (p3) 

Level of experience (p2) Use of pronouns (p2) Religion doesn’t inhibit 

acceptance (p4) 

Individuality of opinions 

(p2) 

Informing school staff 

(p3) 

Limitations of experience 

(p2) 

Perceptions of 

prejudice (p2) 

Religion could be 

viewed as negative (p4) 
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School wide acceptance 

(p2) 

Importance of 

communication (p3) 

First experience (p2) Challenges with dress 

code (p2) 

Separating personal 

from professional (p4) 

Practical attitude (p3) LGBT in school 

policy (p3) 

Concerns regarding 

terminology (p2) 

Difficulties with 

same-sex school 

environment (p3) 

Personality of pupils 

(p4) 
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Phase 4 – Reviewing Themes – Themes were reviewed. It was clear following review that many themes where descriptive in nature and 

required deeper analysis. Following collaboration with an experienced qualitative researcher, some themes were merged and codes were 

reorganised to make a clearer, comprehensive thematic map. This thematic map proved to tell the story of the data set in a more effective 

manner.  Themes were checked to ensure they answered the research question and fitted with the superordinate themes.  

 

Phase 5 – Defining and Naming the themes – During this stage the researcher concluded what was meant by each theme and defined the limits 

for each theme. Themes were finalised and the final thematic map was created and exerts of this map can be found for each individual 

subordinate theme within the data to clarify the relationship between each.
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Appendix P – Ethical Approval from Queen’s University Belfast  
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Appendix Q – Braun and Clarke (2006) 6 – point guide to good thematic analysis  

No Phase Process  

1 Familiarisation with the data  

 

- Immersion with the data until you are 

familiar with both breath and depth of 

content 

- Repeated reading of the data in an active way 

searching for meanings and patterns.  

- Personal transcription of verbal data in order 

to aid familiarisation with data 

- Transcript should be a verbatim account of 

all verbal and non-verbal utterances and 

should be presented in a manner true to its 

original nature 

- Generate an initial list of ideas about the data 

and what is interesting about it 

  

2 Generating initial codes 

 

- Production of initial codes from the data  

- Codes demonstrates basic meanings linked to 

the raw information which add meaning to 

the phenomenon being studied  

- Codes offer units of analysis  

- Codes will be in direct relation to the 

research question  
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3 Searching for the themes 

 

- Re-focus of the analysis on a broader level of 

themes  

- Analysis of codes and combining together to 

form themes  

- This may be accomplished through tables, 

mind-maps etc  

- Consideration of the relationship between 

codes, themes and different levels of themes  

- An early thematic map may be created 

- Extracts of data are coded in relation to 

theme 

 

4 Reviewing of the themes 

 

- Refinement of themes  

- It will usually become evident that some 

candidate themes are not really themes and 

some themes may collapse into each other  

- Reviewing must occur at the level of coded 

data extracts 

- Consideration of whether all data extracts fit 

within each candidate theme 

- Often this leads to reworking of themes or 

creation of new themes to better match the 

data 

- Assessment of whether candidate themes 

reflect the data set as a whole  
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- If the thematic map works move on to the 

next phase  

- At the end of this phase, the researcher 

should have a sense of what the different 

themes are, how they relate and the overall 

picture or story the data tells 

 

5 Defining and naming 

themes 

 

- This phase begins with a satisfactory 

thematic map of the data  

- At this point, define and further refine themes 

that will be presented in analysis and analyse 

the data that goes alongside them 

- It is important to access whether themes are 

aiming to ‘do too much’  

- Each theme should have a written description 

which details the theme in relation to the full 

story  

 

6 Producing the report 

 

- Final analysis and write up of a set of fully 

worked out themes  

- To tell the story of your data in a way that 

convinces the reader of the merit and validity 

of your analysis  

- Provide a concise, coherent and logical 

account of the story of the data  
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- Provide sufficient evidence of the themes 

within the data 

- Data extracts must be sufficient to 

demonstrate the prevalence of the theme  

- Extracts should be embedded in an analytic 

narrative that tells the story of the data but 

also makes an argument in relation to your 

research question 
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