THE UNIVERSITY OF HULL

Investigating Compassion, Attachment and Psychological Factors in Relation
to Boarding School Experiences

being a Thesis submitted in partial fulfilment of the requirements for the degree of
Doctor of Clinical Psychology
in the University of Hull

by Lolly (Lauren) Hernandez,
BSc (Hons) Psychology
University of York

August 2021

1

Acknowledgements

Firstly, I’d like to thank everybody who gave up their time and participated in my
study. Without you all there would be no research, so thank you for your honesty and
commitment to the study.
A huge thank you is owed to my research supervisors; Tim, Philip and Eric. Thank
you all for your expertise and unwavering patience and belief in me. A special thank
you is owed to Philip; you have been one of the biggest sources of support to me
during a very difficult time in my life. I will forever be grateful to you for all the
wisdom, kindness and compassion you’ve shown me, along with laughs we’ve had.
I’d also like to acknowledge my wonderful year group. The past three years have
been a real journey and I feel very privileged to have had such intelligent,
determined and amazing individuals by my side.
Another massive thank you is owed to all those who helped me get to this point.
Thank you to my placement supervisors who have been extremely supportive and
accommodating of the thesis writing process. A huge thanks is owed to Amber,
Yasmin and Amy for all their support and consultation. As well as a special thank you
to Mary and Katie for going above and beyond to help me with this thesis. Thank you
to Mischa, Maddy and Emily and all my other friends for all the love and
encouragement you’ve shown me over years and especially during my thesis.
Finally, I would like to thank my family, in particular my parents. You’ve picked me up
when I have fallen and have made this whole thing possible. I could not have done it
without you.
This thesis is dedicated to my brother Jack, you mean the world to me.

2

Overview

This thesis portfolio comprises of three parts:

Part one- Systematic Literature Review

The systematic literature review explored the psychological impact of boarding
school. A systematic search of five databases found eight quantitative papers that
met the inclusion criteria. The Quality Assessment Tool for Quantitative Studies
(Effective Public Health Practice Project, 1998) was used to evaluate the quality of
the studies, whilst narrative synthesis was used to bring the studies together. Four
superordinate themes were identified: mental health difficulties, mental health
strengths, relationships and emotional responses. The findings revealed a range of
positive and negative psychological impacts, some of which did not appear to be
solely associated with boarding school attendance. Clinical implications and areas
for further research are explored.

Part two- Empirical Paper

The empirical report explored compassion, self-criticism and attachment style in
adult ex-boarders, relative to adult ex-day students. Participants completed an online
questionnaire consisting of measures of compassion, self-criticism and attachment
style. They also answered questions related to their school environment. Participants
also reported which experiences from boarding school had influenced them most in
their adult life. Correlational and regression analyses aimed to explore whether there
were differences between ex-boarders and ex-day students in terms of compassion,
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self-criticism and attachment and what factors may predict these three areas.
Content analysis explored the common themes with regard to the influential
experiences of the adult ex-boarders. The findings suggest that ex-boarders may
struggle to experience others as compassionate and be compassionate towards
others and be more likely to have insecure attachment styles. However, no
differences in self-compassion and self-criticism between ex-boarders and ex-day
students were identified. A range of positive and negative experiences were reported
by ex-boarders to have influenced them in their adult lives. The results are discussed
in the context of previous literature. Clinical implications and recommendations for
future research are also discussed.

Part three- Appendices

Part three consists of appendices relating to the systematic literature review and
empirical report. It also contains epistemological and reflective statements.

Total wordcount (excluding appendices): 23,074
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Abstract

Background

There is a large number of students attending boarding school in the UK. Evidence
exists to suggest that attending boarding school might have long term negative
consequences. However, the evidence tends to be anecdotal and qualitative in
nature. This review aimed to complement the existing qualitative evidence by
grouping together available quantitative studies involving larger sample sizes in
order to investigate the potential psychological impacts associated with boarding
school attendance.

Methods

A systematic literature search using five electronic data bases was conducted, to
investigate psychological impacts associated with boarding school attendance. Eight
studies were identified and quality assessed. These studies were then included in a
narrative synthesis.

Results

Four main groups of impacts were identified: mental health difficulties, mental health
strengths, relationships and emotional responses. Within these, specific impacts
were identified and explored.
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Conclusions
A range of potential positive and negative psychological impacts were identified,
some of which did not appear to be specifically associated with boarding school
attendance. Suggestions for further research and possible interventions that could
benefit boarders and non-boarders are discussed.

Key words: boarding school, psychological impacts, mental health
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Introduction

In 2020 there were 69, 680 boarders in the UK and of these nearly 5,000 were junior
school age or younger (Independent Schools Council, 2020). The total number of
boarders in the UK is similar to the number of children in the Looked After system
(80,080) (Department for Education, 2020). It has been suggested that being
separated from care givers (sometimes referred to as ‘broken attachments’) to attend
boarding school, particularly at a young age, can have negative psychological
impacts such as depression, anxiety and PTSD, particularly in later life (Schaverien,
2015; Duffell, 2010; Duffell & Basset, 2016). Based on years of psychotherapy with
adult ex-boarders and interviews and testimonies from ex-boarders, Schaverien
(2015) proposes that boarding school attendance can be considered as a form of
childhood trauma. Duffell (2010) has supported this theory and both he and Basset
(2016) and Schaverien (2015) have described how as well as struggling with the
psychological difficulties described above, ex-boarders can particularly struggle with
difficulties with interpersonal relationships and emotional regulation. It has also been
suggested that ex-boarders may struggle to seek help for their difficulties due to the
perceived privilege associated with attending boarding school (Duffell, 2010;
Schaverien, 2015). However, it has been acknowledged that there is a lack of
empirical research into boarding school and its effects (Schaverien, 2015;
Schaverien, 2002; Duffell, 2010; Simpson et al., 2021).

More general research into the psychological impact of separation from care givers
in childhood has demonstrated a link between separation from care givers in
childhood and psychological difficulties later in life. For example, Paksarian et al.
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(2015) reported how schizophrenia and bipolar disorder were positively associated
with separation from parents that occurred in childhood. Moreover, Astrup et al.
(2017) found that self-harm rates were higher in adolescents who had been
separated from their parents before the age of 15. However, both studies did not
record or take into account the reasons for child-parent separation, which could have
reduced the generalisability of the findings. Further evidence highlighting the
psychological impact of separation from parents came from research conducted by
Canetti et al. (2000). It was found that parental separation resulted in a greater
number of mental health difficulties (e.g., depression and anxiety) than parental
death, in their sample of adolescents. Taken together, these studies may provide
some support for the claims made by Schaverien (2015), Duffell (2010) and Duffell
and Basset (2016) that boarding school and the ‘broken attachments’ associated
with it can have a negative psychological impact, particularly later in life.

Specific qualitative research into the psychological impact of boarding school
attendance has revealed that ex-boarders describe experiences of dissociation,
denial, amnesia and compartmentalisation (Simpson et al., 2021). This may be seen
as evidence to support the claims made by Schaverien (2015), Duffell (2010) and
Duffell and Basset (2016). However, this study relied on a small sample of five exboarders, which may have reduced the generalisability of the findings. Further
research was conducted by Faulkner (2020) who found that ex-boarders
experienced 63% of traumas identified using the Dynamic Maturation Model-Adult
Attachment Interview (Crittenden & Landini, 2011), compared to the ex-day students,
who experienced 37%. A key finding was that all ex-boarders reported feelings of
rejection, whereas no ex-day students did. However, both Faulkner’s and Simpson’s
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samples included participants who were recruited from organisations that support
boarders experiencing difficulties which could have biased the sample and reduced
the extent to which the findings can be generalised to the wider boarding school
population.

Aims of the review

This review investigates the psychological impacts associated with boarding school
attendance. There have been reports of boarding school attendance being
detrimental to mental health (e.g., Duffell, 2010; Schaverien, 2015), with limited
empirical evidence to support these claims. No reviews of the psychological impacts
of boarding school attendance could be found, therefore this review is novel. The
review focuses on quantitative literature, in the hope of complementing the
qualitative and anecdotal evidence that exists and providing a review of evidence
taken from large sample sizes. For the current review, ‘psychological impacts’ were
defined as encompassing factors identified in existing literature, due to it being a
broad concept. Factors included: mental health difficulties (Schaverien, 2015; Duffell
2010; Duffell & Basset, 2016), homesickness/separation difficulties (Fisher, Elder &
Peacock, 1990; Duffell & Basset, 2016), trauma (Schaverien, 2015), substance use
(Duffell & Bassett, 2016) and relationships (Duffell & Basset, 2016; Schaverien,
2015).

Clinical Rationale
The current review aims to bring together the available literature on the
psychological impacts of boarding school. The review is needed as it has been
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suggested that increasing numbers of ex-boarders are seeking therapy (Duffell &
Basset, 2016). However, there is very little awareness and training in mental health
settings around the specific difficulties associated with boarding school attendance,
despite there being a similar number of boarders and Looked After Children in the
UK in 2020 (Independent Schools Council, 2020; Department for Education, 2020). It
may be suggested that Clinical Psychologists have a specific role in learning about
the impact boarding school attendance can have on clients who have been or are
current boarders, which this review aims to support. Clinical Psychologists may also
have a role in working into boarding school environments to promote psychological
wellbeing interventions informed by the literature, whilst researching the area further.
This review aims to inform readers of previous boarding school research designs
and evidence. It is also hoped that the findings can be used to make
recommendations for educational practice and future research. It seeks to answer
the question: What are the psychological impacts associated with attending boarding
school?

Method

Search Strategy

A systematic literature review was conducted between December 2020 and
February 2021 and again in June 2021. Five electronic data bases were searched
through the EBSCOhost search service: Academic Search Premier, Education
Research Complete, ERIC, APA PsycArticles and APA PsycInfo. The data bases
were chosen to increase the likelihood of finding all the relevant literature. Prior to
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the full literature search, a scoping search was conducted to ensure that there were
no existing reviews on this topic and to help identify key search terms.

Search Terms

No previous reviews could be identified, therefore search terms were derived
through a number of methods. These included identifying search terms (and their
synonyms) that had appeared in the abstracts and titles of papers in the scoping
search and existing literature, consulting another boarding school researcher (TB)
and consulting the secondary researchers (PM, TA). A search protocol was created
which included the research question, inclusion and exclusion criteria and the agreed
search terms, to ensure replicability and transparency. A third party experienced in
conducting literature reviews was consulted and further checks on the search terms
were run using two further electronic databases (MEDLINE and SCOPUS). No
further results were generated and as a result the search terms were accepted as
being suitable. The final search terms were:

boarder* OR boarding OR “residential school*” OR “institution* school*” OR
“residential institution*”

AND

psych* OR mental* OR madness OR trauma* OR “home sick*” OR homesick* OR
lonel* OR sad* OR “separat* reaction*” OR “boarding school syndrome” OR PTSD or
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“posttraumatic stress disorder*” OR “post-traumatic stress disorder*” OR
relationship* OR attachment OR abus* OR “substance misuse” OR alcohol*

Two limiters were applied when searching the databases to ensure that the articles
were peer reviewed and written in English. In order to narrow the search, to reveal
the most relevant papers, the ‘Expanders-apply equivalent subjects’ was removed,
along with applying the ‘Title’ limiter for the second group of search terms
(psychological based search terms). These limiters were used to ensure the quality
the of the sample and for practicality.

Selection

The titles of all the papers generated by the final search were screened for relevance
to the review and duplicates were removed. If it was unclear from the titles whether
the paper was relevant to the question, the abstract, and in some cases the full
article, was reviewed.
The abstracts of the remaining papers identified through the initial title search were
reviewed and the inclusion and exclusion criteria were applied (see Table 1 and 2).
Table 1
Inclusion Criteria and Rationale
Inclusion Criteria

Rationale

Population: People who had attended

The review aimed to investigate the

boarding school as boarders

psychological impact of boarding
school; therefore, boarders were the
sample of interest. There is little
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Context: Any boarding school setting

literature available therefore, no limit

(e.g., non-UK, single gender or

was implemented on the context of

coeducational)

boarding school settings.

Outcome: Indicators of psychological

Psychological impacts of boarding

impacts/phenomenon (e.g., mental

school were the focus of the review,

health) in boarding school populations

therefore studies that measured
psychological impacts/phenomenon
were included.

Language: English

As English is the only language the
researcher can understand and read.

Study Design: Quantitative or mixed

The review aimed to complement the

methods (where quantitative data was

qualitative and anecdotal boarding

separately reported)

school research literature by reporting
on studies that captured an objective

Independent variable: Boarding school

measurement of the psychological

(boarders) vs. non-boarding school (day

impacts of boarding school.

students)
Studies that compared boarders to nonboarders were included in order to
investigate the psychological impact of
boarding school in the context of a
control group.
Date range: No limit

As this review was novel and a small
sample of papers were found without a
date limit.
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Study type: Full text, primary research

The review aimed to explore empirical

articles, published in an academic peer-

studies which included a research

reviewed journal

question, collected data on
psychological impacts/phenomenon and
reported on a set of findings.

Table 2
Exclusion Criteria and Rationale
Exclusion Criteria

Rationale

Population: People who were non-

The review aimed to investigate the

boarders

psychological impact of boarding school
therefore studies which focused solely
on non-boarders (e.g., day students,
children in care, university students,
teachers or parents) or studies that did
not separate out the data for boarders
specifically were excluded.

Outcome: Studies that did not include

The review aimed to bring together the

data about psychological impacts or

quantitative evidence on the

phenomenon

psychological impacts of boarding
school. Therefore, studies that did not
measure psychological
impacts/phenomenon were not
included.

Language: Any non-English

As translating papers was not possible.

17

Study Design: Qualitative

The review wanted to focus on studies
that captured an objective measurement

Studies that did not compare boarders

of the psychological impact of boarding

and day students (non-boarders).

school, rather than qualitative
experiences.

The current review wanted to
investigate the impact of boarding
school, not another intervention.
Therefore, studies that did not have a
day student control group or that looked
at a specific intervention in a boarderonly sample were excluded.
Study type: Secondary research

The review aimed to explore original,

articles, studies not published in peer-

primary studies. Including secondary

reviewed journals. Papers that are

research was outside the scope of the

abstracts, literature reviews, meta-

review.

analyses, commentaries, letters,
editorials, reports, conferences, grey
literature, case reports, opinion articles
and book chapters

Articles that appeared to meet these criteria were included in a more detailed
screening. Some papers were excluded at this stage. A hand search of the reference
list of papers included in the final sample was completed to identify other papers that

18

might be relevant to the review. The same inclusion and exclusion criteria were
applied to papers identified in this way. See Figure 1 for a summary of this process.
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Figure 1
Article Selection Summary (The Preferred Reporting Items for Systematic Reviews and MetaAnalyses (PRISMA) Flow Diagram) (Moher et al., 2009)

Identification

Records identified through electronic database searching using the key search terms in the title only field for
the psychological terms
(n = 1,643)

Academic Search
Premier
(n = 428)

APA PsycArticles
(n = 21)

APA PsycINFO
(n = 663)

ERIC
(n = 354)

Education
Research Complete
(n = 177)

Records after limiters of academic journal, peer-reviewed and English language are applied
(n = 1,045)

Records after duplicates are removed
(n = 844)

Screening

Records excluded on basis of title: (n = 767)

Records screened by titles (n = 844)

Eligibility

Records screened by abstracts (n = 77)

Full-text articles assessed for eligibility
(n = 18)

Included

Records obtained from manual search
of reference lists (n = 9)

Records excluded based on the following
criteria:
qualitative, study type, evaluation of an
intervention, focused on non-boarding
populations, not focused on psychological
phenomenon/ impacts
(n = 59)
Records excluded based on the following
criteria: did not compare boarders and day
students, focused on evaluation of an
intervention focused on non-boarding
populations, not focused on psychological
phenomenon/impacts
(n = 10)

Records excluded based on the following
criteria: study type, qualitative, focused on
evaluation of an intervention and focused on
non-boarding populations
(n = 9)

Studies included in the final qualitative
synthesis: (n = 8) from database
searching and (n = 0) from reference
lists
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Quality Assessment

The quality of the studies in the final sample was assessed using the Quality
Assessment Tool for Quantitative Studies (Effective Public Health Practice Project,
1998) (Appendix E). The checklist met the review aims as it uses six areas to
critically assess the quality of quantitative studies. The checklist was modified to suit
the review as the original version has a section focussing on ‘Intervention Integrity’.
This was removed for the current quality assessment after discussion with the
research supervisor as the papers included in the current review do not focus on
interventions. One question relating to an ‘intention to treat analysis’ was also
removed from Section H (‘Analyses’) as it was not applicable to the sample of
studies included in the review. The two sections that were modified were not used in
the overall rating of the quality of papers, as per the scoring instructions (see
Appendix F). After rating, papers were classed as either ‘weak’, ‘moderate’ or
‘strong’ based on the overall number of ‘weak’ ratings they received. No papers were
excluded based on the overall rating.

The Quality Assessment Tool for Quantitative Studies was selected over alternative
checklists because it allows for comparison of a range of quantitative designs (e.g.,
cross sectional and longitudinal) using the same rating system (Armijo-Olivo et al.,
2012), is thorough and did not include as larger focus on intervention in the scoring
as other quantitative checklists. It has also been shown to have excellent interrater
reliability when assigning the final rating of papers (Armijo-Olivo et al., 2012).
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To check rater reliability, the sample was rated by a peer reviewer blind to the
original ratings. The percentage level of agreement was 77%. Discrepancies
revolved around deciding whether samples were representative, whether
confounders were controlled for in the studies and whether the data collection tools
were valid and reliable. These discrepancies were mainly due to the researcher and
peer reviewer interpreting the wording of the quality assessment tool instructions
differently. To resolve discrepancies, the researcher and peer reviewer consulted the
instructions in the dictionary (see Appendix F) that accompanied the quality checklist
together, reread the papers and discussed the scoring until an agreed rating could
be decided.

Data Extraction

Information relevant to the research question was extracted from each paper using a
bespoke data extraction form (see Appendix D). This meant that findings that were
not relevant from studies were not included. For example, data on academic
motivation and engagement (Martin et al., 2014) sleep duration and sleep complaints
and bedtimes (Kalak et al., 2019) and sports participation (Rathee & Pal, 2012). The
information collected included author(s), year of publication, title and location of the
study, research aims, sample, design, measurement tool(s) of psychological
impacts/phenomenon, method of quantitative analysis and key findings relevant to
the review question.

Data Analysis
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Despite the sample consisting of quantitative studies, a meta-analysis was deemed
as not appropriate due to the range of outcome data reported and the differences in
study design. Therefore, narrative synthesis was used, as it allows for studies that
vary in terms of study populations, designs and outcomes to be analysed (Popay et
al., 2006). The first step of synthesis involved extracting key findings from each study
relevant to the research question (see Table 3). The relationships between studies
were then explored to allow themes to be identified. Then the robustness of the
synthesis was examined. This involved discussing potential themes with peers and a
member of the research team before deciding on the final categories, considering
the methodological quality of the studies to identify issues that may reduce the
validity of the findings and reflecting on the limitations of the review.

Results

Study Characteristics

The 8 studies included in this review were published between 2012-2021. A wide
range of countries were represented: two from Australia and one study each from
India, Israel, USA, Germany, Switzerland and Turkey. All studies compared boarders
and day students, with one study comparing adult ex-boarder to adult ex-day
students (Evans-Campbell et al., 2012). The majority of studies aimed to compare
mental health related outcomes (e.g., psychological wellbeing, psychological
functioning and specific mental health difficulties). However, two studies compared
other factors as well as mental health e.g., youth problems (Rathee & Pal, 2012) and
substance use (Evans-Campbell et al., 2012). One study compared boarders and
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day students in terms of separation, identity status and relationships with parents
(Blau & Blau, 2019), whilst another compared achievement of social goals, perceived
social support and reported pro social behaviour (Pfeiffer et al., 2016). Across the
sample, there was a total of 12,137 participants. Sample sizes ranged from 187 to
5,276. Across all studies, the number of boarders was 2,957 and day-students was
9,180. Only two studies reported the average number of years boarders had boarded
for. These were 3.8 years (Evans-Campbell et al., 2012) and 3 years or more (Blau
and Blau (2019). All studies reported data about participant age. For the total
sample, ages ranged from 11-21 years in current students and the mean age was 39
years for adult participants (Evans-Campbell et al., 2012). All studies reported data
about participant gender, in total there were 6,313 males, 5,789 females and 35
transgender participants. Seven studies utilised a cross-sectional design. Within this,
one study also had a longitudinal analysis (Martin et al., 2014). One study used a
longitudinal design (Mander & Lester, 2017). All studies used self-report
measures/questionnaires to collect data. A range of measurement tools were used
across the studies to measure a range of psychological phenomena: mental health
(Mander & Lester, 2017; Singh & Gupta, 2000; Evans-Campbell et al., 2012; Kalak
et al., 2019; Mutluer et al., 2012), sense of meaning and purpose (Martin et al.,
2014), life satisfaction (Martin et al., 2014), emotional instability (Martin et al., 2014) ,
relationships with others (Martin et al., 2014; Blau & Blau, 2019; Pfeiffer et al., 2016)
youth problems (Rathee & Pal, 2012), identity status (Blau & Blau, 2019),
psychological separation (Blau & Blau, 2019), substance use (Evans-Campbell,
2012), prosocial behaviour (Pfeiffer et al., 2016) and social goals (Pfeiffer et al.,
2016). A range of quantitative analysis methods were used in the studies. These
included regressions (Mander & Lester, 2017; Mutluer et al., 2021), ANOVAs
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(Rathee & Pal, 2012; Blau & Blau, 2019; Kalak et al., 2019), MANOVA (Rathee &
Pal, 2012), MANCOVA (Pfeiffer et al., 2016), structural equation modelling (Martin et
al., 2014), Pearson’s chi-square tests (Evans-Campbell et al., 2012), t-tests (EvansCampbell et al., 2012; Mutluer et al., 2021) and Mann-Whitney-U Tests (Mutluer et
al., 2021).

In terms of quality assessment, the majority of studies were rated as ‘weak’ due to
their use of volunteer samples and cross-sectional designs. However, one study was
rated as ‘strong’ (Evans-Campbell et al., 2012).
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Table 3
Overview of Studies Included in the Review
Author(s),
Year of
Publication,
Title &
Location of
study
Mander and
Lester (2017)
A Longitudinal
Study into
Indicators of
Mental Health,
Strengths and
Difficulties
Reported by
Boarding
Students as
They Transition
From Primary
School to
Secondary
Boarding
Schools in
Perth, Western
Australia

Research
Aims

Sample

Design

Measurement
Tool(s) of
Psychological
Phenomenon/
Impact

Method of
Analysis

Key Findings

Quality
Assessme
nt
Rating

To examine
indicators of
mental
health and
strengths
and
difficulties in
boarders
and day
students as
they
transitioned
from primary
to boarding
school

Students from
21 schools
N= 3,459
Boarders (N=
150)
Day students
(N= 3,309)
Male (N= 1730)
Female (N=
1729)
Mean age = 12

Crosssectional study
with
longitudinal
element

The Strengths and
Difficulties
Questionnaire
(SDQ) (Goodman,
2001)
The Depression
Anxiety Stress
Scales-21 (DASS21) (Lovibond &
Lovibond, 1995)

Both boarders and day
students reported
significant increases in
depression, anxiety and
emotional symptoms over
time and reported
significant decreases in
prosocial behaviour

Weak

Self-report
questionnaire
at 4 time
points from
end of Grade 7
(before
transition to
boarding
school) until
end of Grade 9
(post
transition)

Mixed regression
models to
investigate
differences
between day
students’ and
boarders’ mental
health and
strengths and
difficulties over
time

Longitudinal
analysis
included
N= 1714
Boarders (N=78)
Aged 11-14

(Australia)

Martin,
Papworth,
Ginns and
Liem (2014)
Boarding
School,

To
investigate
the extent to
which
day/boardin
g status
predicts

Students from
12 schools
N= 5276
Boarders (N=
1477)
Day students
(N= 3799)

Crosssectional study
Self-report
measures

Items from the
World Health
Organization
Quality of Life
Instrument
(WHOQOL, 1998)

Structural
equation
modelling to
compare day
students’ and
boarders’
psychological

Boarders reported
significantly higher levels of
anxiety at the end of Grade
8 than day students. No
significant differences in
depressive symptoms were
found between boarders
and day students
At the beginning of Grade 8
and end of Grade 9,
boarders reported
significantly higher
emotional symptoms than
day students
Boarders were found to
have significantly higher
scores for emotional
instability, and lower scores
for peer relations. However,
they were also found to

Weak
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Author(s),
Year of
Publication,
Title &
Location of
study
Academic
Motivation and
Engagement,
and
Psychological
Well-Being: A
Large-Scale
Investigation
(Australia)

Rathee and Pal
(2012)
Effects of
Residential
Status and
Sports
Participation on
the Mental

Research
Aims

Sample

Design

Measurement
Tool(s) of
Psychological
Phenomenon/
Impact

Method of
Analysis

Key Findings

psychologic
al wellbeing
whilst
controlling
for
sociodemog
raphic, prior
achievemen
t,
personality
and school
factors

Mean age 14.41
(SD 1.61 years)
52% aged 11-14
years
48% aged 15-19
years
57% Male
43% Female

For the
longitudinal
analysis, pretest data was
available from
1 year earlier
(2010) for
comparison.

Items from the
Satisfaction with
Life Scale (Diener
et al., 1985)

wellbeing, whilst
controlling for
sociodemographic
, prior
achievement,
personality,
school factors

have significantly higher
scores for parent relations
Boarders scored
significantly higher than day
students on meaning and
purpose, life satisfaction
and parent relations when
sociodemographic, prior
achievement, personality
and school factors were
controlled for

To
investigate
gains or
declines in
psychologic
al wellbeing
across a
year for day
and
boarding
students
To
investigate
differences
in mental
health and
youth
problems
between
adolescent

Longitudinal
subsample
included
N= 2002
Boarders (N=
601)
Mean age=
14.88 (SD= 1.36
years)
41% aged 11-14
years
59% aged 15-19
years

Adolescents
from various
schools
N= 317
Boarders (N=
159; male= 79,
female = 79)

Items from the SelfDescription
Questionnaire II
(SDQ-II) (Martin &
Marsh, 2008)
Teacher–Student
Relationship Scale
(Martin & Marsh,
2008)

No notable differences in
gains or declines on
outcomes between
boarders and day students
over the course of one
academic year

Parent-Child
Relationship Scale
(Martin & Marsh,
2008)

Crosssectional study
Self-report
measures

Youth Problem
Inventory (Verma,
1996)
The Mental Health
Battery (Singh &
Gupta, 2000)

Quality
Assessme
nt
Rating

ANOVA to
investigate
difference
between boarders
and day students
in terms of mental
wellbeing

Boarders had significantly
higher mean scores on the
Mental Health Battery than
day students, suggesting
that boarders had better
mental health

Weak

There were no significant
differences in terms of
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Author(s),
Year of
Publication,
Title &
Location of
study
Wellbeing of
School
Children

Research
Aims

Sample

day
students
and
boarders

Day students
(N= 118; male=
80, female= 38)
Aged 14-18
years

To compare
differences
in parentadolescent
relationships
and
separation
and identity
statuses of
adolescent
day
students
and
boarders

Twelfth grade
students from 8
religious
modernorthodox statesupervised high
schools
N= 219
Boarders (N=
106; male= 53,
female= 53)
Day students
(N= 113; male=
64, female= 49)
Aged 17-18
years

(India)
Blau and Blau
(2019)
Identity Status,
Separation,
and Parentadolescent
Relationships
among
Boarding and
Day School
Students
(Israel)

Design

Measurement
Tool(s) of
Psychological
Phenomenon/
Impact

Method of
Analysis

Key Findings

Quality
Assessme
nt
Rating

youth problems between
boarders and day students.
However, boarders had a
higher mean score

Crosssectional study
Self-report
questionnaires

Objective Measure
of Ego Identity
Status (OMEIS)
(Adams et al.,
1989)

A mixed ANOVA
to compare
identity statuses
in boarders and
day students

Psychological
Separation
Inventory (PSI)
(Hoffman, 1984)

A two-way
MANOVA to
compare
separation from
parents in
boarders and day
students and
males and
females

Relationship with
Father and Mother
Questionnaire
(RFMQ)
(Mayseless et al.,
1998)

A two-way
MANOVA to test
whether boarders
perceive their
relationship with
their parents as
more facilitative of
autonomy and
less
supervisory/contr

Boarders had significantly
higher mean scores for
foreclosure identity status
than day students. There
were no significant
differences between
boarders/day students in
the other identity statuses

Weak

Conflictual independence
from parents was
significantly higher for male
boarders than male day
students. There was no
significant difference for
female day
students/boarders
Attitudinal independence
was significantly higher
among days than boarders
Boarders reported a
significantly lower sense of
parental supervision/control
by both parents
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Author(s),
Year of
Publication,
Title &
Location of
study

EvansCampbell,
Walters,
Pearson,
and Campbell
(2012)
Indian
Boarding
School
Experience,
Substance
Use, and
Mental Health
among Urban
Two-Spirit
American
Indian/Alaska
Natives

Research
Aims

To explore
substance
use and
mental
health
concerns
among
urban twospirit
American
Indian/Alask
a Native
adult exboarders

Sample

Native two-spirit
adults from 7
metropolitan
areas
N=447
Mean age= 39
(SD= 11 years)
Ex-boarders (N=
82)
Ex-day students
(N= 365)
Male=227,
Female=185,
Transgender=35

Design

Crosssectional
study
Self-report
measures

Measurement
Tool(s) of
Psychological
Phenomenon/
Impact

Mini-International
Neuropsychiatric
Interview, English
version for DSM-IV
(Sheehan et al.,
1998)
Posttraumatic
Diagnostic Scale
(PDS) (Foa et al.,
1997)

Method of
Analysis

olling than day
students
Pearson’s chisquare tests and
t-tests to identify
associations
between boarding
experience,
mental health and
substance use

To compare
day
students
and
boarders in

Students from 9
boarding and 6
day schools
N= 701

Crosssectional study
Self-report
questionnaire

Quality
Assessme
nt
Rating

No significant differences
reported between exboarders and ex-day
students in terms of
depression, anxiety or
PTSD

Strong

Ex-boarders were
significantly more likely to
have a diagnosis of alcohol
abuse or dependence

Centers for
Epidemiological
Studies Depression
Short Scale
(CESD-10)
(Anderson et al.,
1994)

Ex-boarders were
significantly more likely to
report using certain illicit
drugs more than once in
the past year including:
cocaine, narcotics and club
drugs

Prosocial
Behaviour
Subscale of the
Strengths and
Difficulties

Ex-boarders were
significantly more likely to
report having attempted
suicide at some point and
having ever had suicidal
thoughts
Boarders reported
significantly higher
perceived levels of success
in gaining autonomy from
parents and forming

(USA)

Pfeiffer,
Pinquart and
Krick (2016)

Key Findings

A MANCOVA to
compare
boarders’ and day
students’
perceived

Weak
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Author(s),
Year of
Publication,
Title &
Location of
study
Social
Relationships,
Prosocial
Behaviour, and
Perceived
Social Support
in Students
From Boarding
Schools.

Research
Aims

Sample

regard to
achievemen
t of specific
social goals,
perceived
social
support and
prosocial
behaviour

Boarders (N=
297)
Day students
(N= 404)
46.6% were
female
Aged 12-19
years

Design

Method of
Analysis

Key Findings

Questionnaire
(SDQ) (Goodman,
2001)

attainment of
social goals,
whilst controlling
for age, gender
and educational
status of parents

romantic relationships than
day students
Day students reported
significantly greater
perceived success in
belonging to a peer group
than boarders. No
between-group difference
was found with regard to
forming close friendships

Items from the
Development Task
Questionnaire
(DTQ) (SeiffgeKrenke, 1998)

(Germany)

Kalak, Gerber,
Sadeghi
Bahmani,
Kirov, Pühse,
Holsboer-

Measurement
Tool(s) of
Psychological
Phenomenon/
Impact

Modified version of
the Perceived
Emotional Support
and Perceived
Instrumental
Support subscales
from the Berlin
Social Support
Scales (Schulz &
Schwarzer, 2003)

To compare
psychologic
al
functioning
in

Adolescents
attending 11
boarding
schools
N= 1571

Crosssectional study
Self-report
measure

KID-SCREEN 52
(Ravens-Sieberer
et al., 2005)

A MANCOVA to
compare
perceived support
in boarders and
day students
whilst controlling
for age, gender
and educational
status of parents
Univariate
ANCOVA to
compare
prosocial
behaviour in
boarders and day
students, whilst
controlling for
age, gender and
educational status
of parents
ANOVA to
compare
psychological
functioning in

Quality
Assessme
nt
Rating

Boarders reported
significantly less perceived
support from parents but
significantly more support
from teachers than day
students
No significant difference in
prosocial behaviour was
found between boarders
and day students

Boarders had significantly
lower psychological
functioning compared to
day students

Weak
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Author(s),
Year of
Publication,
Title &
Location of
study
Trachsler and
Brand (2019)
Effects of
earlier
bedtimes on
sleep duration,
sleep
complaints
and
psychological
functioning in
adolescents.
(Switzerland)
Mutluer, Fatih,
Tayakısı,
Shabshog,
Capacı, Yürük
and Necef
(2021)
Psychopatholo
gy and
Dissociation
among
Boarding
School
Students in
Eastern Turkey
(Turkey)

Research
Aims

Sample

adolescent
day
students
and
boarders

Boarders (N=
1013)
Day students
(N= 558)
Male= 45%
Female= 55%
Aged 11-21
years
Mean age=
16.51 (SD= 1.83
years)

To assess
mental
health
difficulties
and
dissociative
experiences
in female
boarders

Adolescents
from 1 school
N= 187 females
Boarders (N=
128; mean age=
15.24 years)
Day students
(N= 59; mean
age = 15.71
years)

Design

Measurement
Tool(s) of
Psychological
Phenomenon/
Impact

Method of
Analysis

Key Findings

Quality
Assessme
nt
Rating

No significant difference
between boarders and day
students on 7/9 subscales
of BSI (somatization,
obsession, depression,
anxiety, hostility, phobic
anxiety and paranoid
ideation). There was a
significant difference
between the groups for the
Interpersonal sensitivity
and Psychoticism
subscales

Weak

boarders and day
students

Crosssectional study
using selfreport
questionnaire

Brief Symptom
Inventory (BSI)
(Derogatis &
Melisaratos, 1983)
Adolescent
Dissociative
Experiences Scale
(ADES) (Armstrong
et al., 1997)

Mann-Whitney-U
tests and t-tests
to assess
differences
between boarders
and day students
in terms of mental
health and
dissociative
experiences
Linear regression
analyses to
evaluate
predictors of
interpersonal
sensitivity,

Boarders had significantly
higher levels of dissociation
than day students
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Author(s),
Year of
Publication,
Title &
Location of
study

Research
Aims

Sample

Design

Measurement
Tool(s) of
Psychological
Phenomenon/
Impact

Method of
Analysis

Key Findings

psychotism and
dissociation

ADES score, interpersonal
sensitivity and
consanguinity of parents
were significant predictors
of psychoticism in boarders

Quality
Assessme
nt
Rating
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Synthesis of Findings

Key findings from each of the 8 papers were extracted and the relationships across
them were explored, resulting in themes linked to psychological impact. These were
then discussed with one of the co-authors. It was decided that the findings of the
review could be organised into four groups with subordinate themes:

1. Mental health difficulties
1. Depression
2. Anxiety
3. Unusual experiences
4. Trauma related symptoms

2. Mental health strengths
1. Life satisfaction
2. Sense of meaning and purpose
3. Prosocial behaviour

3. Relationships
1. Relationship with self
2. Relationship with parents/adults
3. Relationships with peers

4. Emotional responses
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Mental health difficulties

Mental health difficulties was one theme identified from the literature. Nearly half of
the papers included in the review reported findings related to mental health
difficulties. One general finding from Kalak et al. (2019) was that boarders had
significantly lower psychological functioning according to scores on the KIDSCREEN 25 (Ravens-Sieberer et al., 2005). Furthermore, Evans-Campbell et al.
(2012) found that their sample of adult ex-boarders were significantly more likely to
have attempted suicide and experienced suicidal thoughts, have been diagnosed
with alcohol dependence and to report using substances (e.g., cocaine, narcotics
and club drugs). However, findings from other studies regarding mental health
difficulties were more mixed:

Depression

Across studies, boarders and day students were found to have comparable levels of
depression (Mutluer et al., 2021; Mander & Lester, 2017; Evans-Campbell et al.,
2012). This was also reported to remain the same over time, with both groups
reporting significant increases in depression over time (Mander & Lester, 2017). This
was also found to be the case for the sample of adult ex-boarders studied by EvansCampbell et al., (2012), as over 70% of ex-boarders and ex-day students were found
to report symptoms of depression. This may suggest that developing depression is
not necessarily an experience limited to boarders/boarding school. However, EvansCampbell et al.’s sample may not generalise to the wider population, as they studied
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urban two-spirit American Indian/Alaska Native adults, who may not be
representative of individuals outside this context.

Anxiety

Similarly to depression, across studies, boarders and day students were found to
have similar levels of anxiety (Mutluer et al., 2021; Evans-Campbell et al., 2012),
which were reported to increase over time in both groups (Mander & Lester, 2017).
However, unlike depression, in Evans-Campbell et al.’s study, less than 50% of both
groups reported symptoms of anxiety. Another difference that was observed was that
when the ‘boarder x time interaction’ was studied, boarders reported significantly
higher levels of anxiety at the end of Grade 8, compared to day students (Mander &
Lester, 2017). Taken together, these findings may suggest that development of
anxiety is also not solely associated with boarders/boarding school. However, there
may be significant fluctuations at different time points during the boarding
experience, where levels of anxiety may increase. However, the reliability of this
evidence may be compromised by the fact that participants came from a small
number of schools in one area of Australia.

Unusual experiences

Unusual experiences was a mental health difficulty that was not as widely
researched, with just one study reporting data. Mutluer et al., (2012) found that
compared to day students, boarders reported significantly higher levels of
‘psychoticism’, which included experiences such as believing others control your
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thoughts (Derogatis & Melisaratos, 1983). However, they also found that there was
no difference between boarders and day students in terms of ‘paranoid ideation’,
which involved feeling suspicious of others, having difficulty trusting others and
feeling watched (Derogatis & Melisaratos, 1983). They also reported that levels of
dissociation, interpersonal sensitivity and the degree to which parents were related
to each other (consanguinity) significantly predicted experiences of ‘psychoticism’ in
boarders. This may suggest that other factors rather than the impact of boarding
school are responsible or contribute to the development of ‘psychoticism’. Although
this study appears to suggest that some unusual experiences appear to be more
present in boarders than day students, the evidence is weak, as the sample
consisted of female students from a specific region of Turkey.

Trauma related symptoms

Trauma related symptoms were reported in two studies. Evans-Campbell et al.
(2012) reported high levels of PTSD symptoms for both ex-boarders and ex-day
students (85% and 90%), which were not significantly different. However, Mutluer et
al. (2021) found that boarders had significantly higher levels of dissociation. The
findings may suggest trauma related difficulties are associated with boarding
experiences but are not limited to them. However, conclusions are limited due to the
small number of studies that investigated trauma related symptoms.

Summary
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In summary, there appear to be some mental health difficulties and experiences that
are more prevalent in boarders (e.g., suicide attempts/suicidal thoughts, substance
and alcohol use, dissociation and ‘psychoticism’), which may suggest they are
potential psychological impacts of boarding school. However, the majority of mental
health difficulties were experienced by both day students and boarders to similar
degrees (e.g., depression, anxiety, PTSD), which may be taken as evidence that
these are not psychological impacts of boarding school/ that only apply to boarders.

Mental health strengths

Mental health strengths was another theme identified in the literature. Half of the
studies in the review provided data related to positive mental health. One general
finding from Rathee and Pal (2012) was that boarders had significantly better mental
health than day students, when comparing scores on the Mental Health Battery
(Singh & Gupta, 2000). Similar findings are reported in other papers:

Life satisfaction

Boarders were found to have significantly higher life satisfaction compared to day
students when controlling for sociodemographic, prior achievements, personality and
school factors (Martin et al., 2014). This was also found to remain the same over the
course of a year (Martin et al., 2014). This may suggest that a psychological impact
of boarding school may be feeling satisfied with ones’ life. However, as the findings
come from one sample/study, this cannot be known for certain.
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Sense of meaning and purpose

Martin et al., (2014) also reported that when controlling for other factors (e.g.,
sociodemographic, prior achievements, personality and school) boarders had a
significantly higher sense of meaning and purpose than day students. This may
suggest that a psychological impact of boarding school may be feeling a sense of
meaning and purpose. However, the validity of the measure Martin et al. (2014) used
might have been compromised as they took items from the World Health
Organization Quality of Life Instrument (WHOQOL, 1998) and applied their own
scale to the questions, which is not a validated way of using the measure. Therefore,
conclusions drawn from these findings are made tentatively.

Prosocial behaviour

Across studies, similarities between day students and boarders were reported in
prosocial behaviour (Pfeiffer et al., 2016; Mander & Lester, 2017). Pfeiffer et al.
(2016) reported that there was no significant difference between the two groups in
their cross-sectional study. However, Mander and Lester (2017) reported in their
longitudinal analysis that both groups reported significant declines in prosocial
behaviour over time. Both studies used the same valid and reliable measure of
prosocial behaviour (Goodman, 2001). The findings suggest that prosocial behaviour
is not a psychological impact exclusively associated with boarding/boarders.

Summary
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In summary, it may be suggested that boarding is associated with better mental
health, life satisfaction and a sense of meaning and purpose for some individuals. In
terms of prosocial behaviour, this may not be a psychological impact related to
boarders specifically and rates of prosocial behaviour may decline over time for both
boarders and day students.

Relationships

Relationship with self

Across studies, findings suggested that boarders were found to have developed
more of a sense of autonomy (Blau & Blau, 2019; Pfeiffer et al., 2016; Kalak et al.,
2019) compared to day students. This may suggest that a psychological impact of
boarding school is developing an identity as an individual. However, boarders were
also found to have significantly higher scores on the ‘foreclosure identity status’
(Blau & Blau, 2019), which involves making commitments without exploring
alternatives, for example uncritically identifying with parents (Van Wicklin, 1984).
This may suggest that in terms of identity status specifically, boarders still identify
with their parents to an extent. No significant differences were found between
boarders and day students on any of the other identity statuses (Blau & Blau, 2019).
Boarders were also found to experience significantly higher feelings of inadequacy
and expectations of rejection compared to day students (Mutluer et al., 2021).
However, this research did not control for possible confounding variables such as
adverse childhood events, therefore the findings may not be valid.

39

Relationship with parents/adults

The findings related to relationships with parents/adults are mixed; some studies
report positive effects and others report more negative effects. In terms of positive
effects, boarders were found to have significantly more positive relationships with
their parents than day students (Blau & Blau, 2019; Martin et al., 2014). More
specifically, boarders were found to experience significantly lower levels of
supervision/control from their parents. With male boarders reporting closer
relationships with their fathers and significantly higher levels of conflictual
independence, not feeling guilt, anger, anxiety, mistrust or responsibility towards
parents (Hoffman, 1984), than day students (Blau & Blau, 2019). This may suggest
that a positive psychological impact of boarding school is improving relationships
with parents, particularly for males. Although both studies did not measure
participants relationships with their parents prior to boarding, therefore other factors
may have been involved.

Contrasting evidence from Pfeiffer et al. (2016) found that boarders reported
significantly less support from their parents compared to day students. This may
suggest that boarding school could have a negative psychological impact on feelings
of support from parents. Although there may be a potentially compensatory role for
teachers, as Pfeiffer et al. (2016) also found that boarders reported experiencing
significantly more support from teachers.

More unclear evidence regarding relationships with parents came from Kalak et al.
(2019) and Rathee and Pal (2012). Kalak et al. (2019) reported how boarders were
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found to have significantly lower psychological functioning scores compared to day
students when using the KID-SCREEN 52, which includes a ‘Parental Relationships
and Home Life’ domain (Ravens-Sieberer et al., 2005). However, as Kalak et al.
(2019) do not report specific data on the different domains it cannot be known
whether boarders had more difficulty within their parental relationships and home life
or not. Similarly, Rathee and Pal (2012) found that boarders had higher mean scores
on the Youth Problem Inventory, which includes questions relating to ‘Family
Problems’ (Verma, 1996), although this was not significantly different to day students
and no specific data was published in the study about participants’ family problems.

Relationships with peers

Similarly to relationships with parents/adults, the findings for relationships with peers
appear to be mixed. Pfeiffer et al. (2016) found that there was no significant
difference between day students and boarders in forming close friendships, they
both reported high scores associated with high success. Furthermore, boarders were
found to have significantly higher levels of success in forming romantic relationships
(Pfeiffer et al., 2016). This may suggest that a psychological impact of boarding
school may be the ability to form relationships with others.

However, Pfeiffer et al. (2016) also found that boarders had significantly lower
perceived success than day students in belonging to their peer groups. This may
also be supported by Martin et al. (2014)’s finding that boarders scored significantly
lower in relationships with peers. These findings may suggest that for some boarders
a psychological impact of boarding may be experiencing difficulties in relationships
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with peers. Similarly to findings related to relationships with parents/adults, both
measures used by Kalak et al. (2019) and Rathee and Pal (2012) include
domains/subscales that focus on social support and relationships with peers and
may suggest that boarders may have potential difficulties in these areas. However,
they do not provide specific results around this, so this cannot be known for sure.

Summary

In summary the literature surrounding relationships with the self, parents/adults and
peers in boarders is mixed. Some findings suggest that boarding may offer the
opportunity to gain an identity as an individual. Other findings suggest that boarding
may have positive implications for relationships with parents and the ability to form
relationships with peers. However, contrasting evidence also exists to suggest that
boarders may identify more with their parents and may feel less supported by them,
whilst also struggling within their relationships with peers.

Emotional Responses

Across studies, boarders were found to have significantly higher emotional difficulties
(e.g., feeling upset, moody, unhappy and unsettled) than day students (Martin et al.,
2014; Mander & Lester, 2017; Kalak et al., 2019). This may suggest that emotional
difficulties might be a psychological impact associated with boarding school.
However, it was also reported that no significant differences existed between
boarders and day students in terms of ‘hostility’ (e.g., feeling easily annoyed, getting
into arguments frequently etc.) (Mutluer et al., 2021). Another similarity was found
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between day students and boarders, in that both groups reported significant
increases in emotional symptoms over time (e.g., feeling unhappy, tearful, afraid etc)
(Mander & Lester, 2017). This may suggest that emotional responses are
experienced by both groups of students. A potentially contradictory finding was that
boarders had higher scores on the Mental Healthy Battery (Singh & Gupta, 2000),
part of which includes an Emotional Stability Subscale. However, as Rathee and Pal
(2012) did not publish data on the individual scores of the subscales, it cannot be
certain whether boarders did have higher levels of emotional stability specifically.

Summary

In summary, the findings on emotional responses in boarders appear to be mixed.
There is some evidence to suggest that emotional responses/difficulties might be an
associated psychological impact of boarding school. However other evidence
suggests that emotional responses are not limited to boarders specifically.

Discussion

Summary of evidence and implications

In the context of there being a large number of boarding students (Independent
Schools Council, 2020) and a lack of quantitative research focused on this
population, this review aimed to integrate the findings from eight studies to answer
the question “what are the psychological impacts associated with attending boarding
school?”. As it has been suggested that increasing numbers of ex-boarders are
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seeking psychological therapy (Duffell & Bassett, 2016), knowledge of potential
psychological impacts associated with boarding may highlight possible areas of
intervention that can be used to have a preventative approach; by either building on
existing strengths or mitigating against potential difficulties. Across the literature, four
overarching themes were identified: mental health difficulties, mental health
strengths, relationships and emotional responses.

A number of potential negative psychological impacts associated with boarding were
identified from the literature. These included mental health difficulties such as
dissociation, suicidal ideation and ‘psychoticism’. Other negative psychological
impacts included emotional difficulties and experiencing less support from parents
and more difficulties feeling a sense of belonging within peer groups. These findings
might provide support for the claims made by Schaverien (2015), Duffell (2010),
Duffell and Bassett (2016) and Canetti et al. (2000), that boarding school and
separation from parents can have a negative impact on mental health, emotional
wellbeing and relationships. They may also suggest that there is an important role for
interventions focused on improving mental health in boarding schools such as raising
awareness about mental health difficulties (Rickwood et al., 2004) or more
specialised, school-based CBT programs (Calear & Christensen, 2010). Other
interventions ensuring boarders feel like they belong (Whettingsteel et al., 2020)
might be helpful too, such as the Connect Programme (Mander & Lester, 2020),
which involves supporting children joining boarding schools by running orientation
activities and weekly opportunities for students to socialise with peers and teachers.
Additionally, promoting relationships and contact with parents through flexible
boarding arrangements and increased access to social media communication may
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be beneficial (Cree, 2000; White, 2004). There may be a specific role for Clinical
Psychologists in this area, in terms of implementing and evaluating interventions
directly with students, as well as using their knowledge of psychological theory in a
consultation capacity, to inform leadership and pastoral teams in boarding schools of
the potential psychological impacts and ways to support and prevent difficulties in
students. These findings may also inform Clinical Psychologists of the particular
difficulties (ex-) boarders may present with when seeking psychological therapy later
in life.

A number of potential positive psychological impacts of boarding were also identified
across the studies. These included a greater life satisfaction and sense of meaning
of purpose. Other positive psychological impacts included a greater sense of identity
as an individual; improved relationships with parents and an increased ability to form
romantic relationships. These findings appear to suggest that boarding is associated
with a positive impact for some individuals. It is possible that the boarding
environment offers opportunities for independence and autonomy, which have been
suggested to be important for young peoples’ development (Eccles, 1999) and be
beneficial for parent-adolescent relationships (Karabanova & Poskrebysheva, 2013).
However, this might not generalise to younger children who may be at a
development stage where they need their parents more (Batra, 2013), as studies in
the sample focused on adolescent samples and often did not record the age at which
participants started boarding or how long they boarded for. It could also be
suggested that boarders may learn to form romantic relationships in order to find
alternative sources of companionship and intimacy when separated from parents
(whom they may have positive relationships with) during term time, as Ivanova et al.
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(2010) found that adolescents used romantic relationships to compensate for
relationships with parents when they felt rejected by them. The finding that boarders
have better relationships with parents may also contradict Faulkner (2020)’s findings
that adult ex-boarders report more feelings of rejection. This could be understood
within a potentially more modern context, where individuals have more choice about
attending boarding school (Blau & Blau, 2019) and therefore may potentially feel less
of a sense of rejection. It could be suggested that interventions that support parents
to involve children in the decision-making process about whether to attend boarding
school as much as possible could be helpful e.g., facilitating tours of the prospective
school and boarding house (Mander & Lester, 2020). Alternatively, it may be
suggested that feelings of rejection and relational difficulties as described by
(Schaverien, 2015) are not acknowledged or realised until after individuals have left
boarding (Duffell, 2010; Duffell & Bassett, 2016). This may highlight another role for
Clinical Psychologists in boarding school environments, to ensure that transitions to
these schools are supportive, and that psychologically and relationally informed
ideas underpin boarders’ experiences of living away from home (e.g., relationships
with parents are supported and boarding staff understand the importance of
attachment theory and the parental role they may have during the term time).

There were also psychological impacts identified that appeared to affect both day
students and boarders. These included mental health difficulties such as depression,
anxiety and PTSD, increases in emotional symptoms and decreases in prosocial
behaviour over time. Additionally, boarders and day students were both found to
have equal success in forming relationships with peers. These findings regarding
mental health may reflect a more general effect for young people and increasing
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mental health difficulties (Burns & Birrell, 2014) and may highlight the importance of
funding mental health services and training for staff at all types of schools (Patel et
al., 2007). This may have implications for Clinical Psychologists working with the
general public. It may also be suggested that Clinical Psychologists could have a
role in teaching and training school staff about the mental health difficulties students
may face and how they can best be supported.

Strength of the evidence and the Review

The included studies were generally low in quality according to the quality checklist.
This was due to the reliance on volunteer sampling, which could have resulted in
bias within the sample. Furthermore, the use of cross-sectional designs, rather than
randomised control trials or longitudinal studies reduces the ability to draw
conclusions about causality. Conclusions about causality may also be compromised
by the lack of studies that controlled for possible confounding variables that could
account for the difference in findings. Only Martin et al. (2014) and Pfeiffer et al.
(2016) controlled for possible confounders such as sociodemographic factors,
personality and parental education level. Taken together, these factors may limit the
extent to which the review question can be answered with confidence in the quality
of the selected studies.

The sample of studies included in the review were published within the last seven
years. This may suggest that the findings are up to date and relevant for
understanding the topic under review. However, as studies mainly involved
adolescents the external validity of the findings may be reduced when seeking to

47

understand the psychological impacts of boarding school. Furthermore, as the
location of schools and their characteristics varied, the findings may not generalise to
UK boarding school settings.

Another limitation of this review is how psychological impacts was defined. The
search terms were reviewed multiple times within the context of the available
evidence and were discussed with supervisors and others with expertise in the area
(e.g., a boarding school researcher and a member of the university library research
team). However, not all possible search terms could be included as psychological
impacts is a broad topic. It is recognised that there is an element of subjectivity
involved in the review, as ultimately the search terms were selected by the lead
researcher.

A similar limitation related to how psychological impacts was defined, is the variety of
measures used in the studies. As only two studies used the same measure (Pfeiffer
et al., 2016; Mander & Lester, 2017), it may be suggested that studies are not
measuring the same concepts. This may limit the extent to which conclusions can be
drawn about the themes findings were grouped under. Furthermore, as the evidence
was collected using self-report measures the internal validity and accuracy of the
findings in the review may have been compromised (Palhus & Vazire, 2007).

Future research

The lack of available evidence to include in the review highlights the need for further
research into this area. From reviewing the quality of the available evidence, it may
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be suggested that more longitudinal evidence using the same measures of
psychological impacts and samples of younger children is needed, along with more
studies focused on adult ex-boarders to examine the long term impacts of boarding
school. These studies might also benefit from controlling for potential confounding
variables such as demographic characteristics, personality and pre-existing
relationships with parents. Comparing students at private (boarding) schools and
state schools in a longitudinal study may also allow inferences about causality to be
made, as it could be investigated whether psychological impacts are associated with
boarding specifically or the environment of private schools more generally.

Considering the tradition of boarding and large number of boarders in the UK
(Independent Schools Council, 2020) it would also be beneficial to study more UK
based populations, in order to provide insight into modern UK boarding practices and
impacts. There may be a specific role for Clinical Psychologists in this; to conduct
the research and implement interventions and training based on the evidence base
within these schools (Van Hoof & Hansen, 1999).

Conclusion

In conclusion, this review aimed to identify potential psychological impacts
associated with attending boarding school. Impacts identified from the literature were
grouped under the following themes: mental health difficulties, mental health
strengths, relationships and emotional responses. A range of potential positive and
negative psychological impacts were identified, some of which did not appear to be
specifically associated with boarding school attendance. This review highlights the
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need for further research into the area and possible interventions that could be
beneficial for boarders and non-boarders.
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Abstract
Background
Attending boarding school has been associated with positive and negative
consequences in adulthood. However little quantitative evidence exists to investigate
these claims. The current research aimed to explore whether boarding school
attendance influenced compassion, self-criticism and attachment style in adults;
what factors might be predictive of these outcomes and what boarding school
experiences influenced individuals most in their adult life.
Methods
626 participants (300 ex-day students, 305 ex-boarders and 21 ‘Other’) completed
an online questionnaire that included measures of compassion, self-criticism and
attachment. Ratings of the school environment (perceived levels of closeness of
peer group, supportiveness of staff, threat of school and competitiveness of school)
and qualitative comments about experiences from school that participants felt
influenced them most in their adult life were also collected. Analysis included
regression analyses, t-tests, chi-squared test and content analysis.
Results
Ex-boarders were found to have significantly lower levels of compassion from others
and compassion for others and be more likely to be insecurely attached. No
difference was found between ex-boarders and ex-day students in terms of selfcompassion and self-criticism. A range of factors were found to predict compassion,
self-criticism and attachment to varying degrees: the mix of the participants’ gender
and the gender of the school they attended, perceived closeness of the peer group,
perceived supportiveness of staff, perceived competitiveness of school and
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perceived threat of school. Participants also reported a range of positive and
negative boarding school experiences that influenced them in their adult lives.
Conclusions
The school environment plays an important role in the development of compassion,
self-criticism, and attachment for both ex-day students and ex-boarders. For some
individuals boarding school may be associated with the opportunities to build
friendships, have academic success, and develop independence. However, for
others, attending boarding school, particularly being separated from family and
experiencing bullying, abuse and neglect may lead to difficulties in attachment (and
future relationships), and both receiving and giving compassion.

Key words: boarding school, compassion, self-criticism, attachment
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Introduction

Boarding School

It has been a British tradition for many years to send children to boarding school
(Duffell, 2010) and in 2020 there were 69,680 boarders in the UK (Independent
Schools Council, 2020). The benefits of sending children to boarding school include
increased stability and structure in the educational setting and an increased
availability of opportunities (e.g., extracurricular activities) (Lawrence, 2005). Duffell
(2010) has also suggested that sending children to boarding school may be
associated with power and status, both for the parents who send them and the
children who attend them once they become adults. This is reflected in the number
of ex-boarders who hold positions of authority and power within British society
(Duffell, 2010). An example of this is that within the 2019 UK government cabinet,
64% of ministers were privately educated (Montacute, 2019) and at least 15% were
ex-boarders (Montacute & Nightingale, 2019). However, there is a suggestion in the
literature, that there may also be disadvantages to attending boarding school;
particularly for emotional and psychological wellbeing. For example, Fisher et al.
(1990) described the loss that boarders experience, as they have to leave behind
supportive relationships with family, friends and the familiarity of their home
environment. This was further highlighted by Schaverien (2015) when she likened
‘boarders’ to ‘looked after children’ or ‘children in care’. This may be viewed in the
context of attachment theory, which suggests that the loss of the relationship with the
attachment-figure (often the mother) can lead to significant distress (Bowlby, 1973).
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Whilst Schaverien and others (e.g., Duffell 2010, Fisher et al.,1990) have speculated
on the potential harmful effects of boarding school, there has been limited empirical
research to support these claims. For example, much of Duffell and Schaverien’s
writing is based on observations from years of clinical practice, case studies and
interviews. Indeed, there is limited research into any experiences of boarding school
and the findings that have been produced have been mixed. It should also be noted
that the majority of the existing research has been carried out with children whilst
they are still at boarding school, with little in the way of understanding the longerterm impact. This is an important area to research as in the UK in 2020, there were a
comparable number of children at boarding school (69,680) as there were in the
looked after system (80,080) (Department for Education, 2020). There is widespread
understanding of the significant psychological impact of children being placed in
care, living away from their birth families (Richardson & Lelliott, 2003). However,
there is strikingly little empirical understanding of the long-term psychological impact
of attending boarding school, perhaps because of the perceived privilege associated
with this experience as suggested by Schaverien (2015) and Duffell (2010). This
highlights how boarders make up a specific subset of the population who may
require a unique understanding of their experience, in order to provide them with the
best psychological care if they are referred to mental health services.

Attachment

Boarding at an early age has been suggested to be experienced as an extreme and
traumatic loss of attachment figures, which can develop into ‘Boarding School
Syndrome’, a pattern of behaviours largely associated with problematic interpersonal
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relationships (Schaverien, 2011). However, there is little empirical evidence for this
assertion as Schaverien’s findings are largely based on case studies, interviews with
ex-boarders and clinical experience, which may not be representative of the wider
population.

There is also limited empirical research on the impact of boarding school on
attachment/family relationships. One study, conducted by Martin et al. (2014)
investigated interpersonal relationships within their sample of 5,276 students (mean
age= 14.41, boarders N= 1,477) as part of a wider study into boarding school,
academic motivation, engagement and psychological wellbeing. Students undertook
a questionnaire consisting of items drawn from standardised instruments. One
section was aimed at capturing students’ views on their relationships with parents,
teachers, and peers. Their findings suggested that boarders felt they liked their
parents more and had higher quality interactions with them, compared to day
students. There was no significant difference between day students and boarders in
terms of relationships with peers or teachers. This may suggest that boarding can
have a positive impact on relationships with attachment figures, contrary to previous
claims made by Duffell (2010) and Schaverien (2011). However, a number of factors
could have influenced the findings. For example, the research was conducted with
existing boarders during adolescence, when it is a more natural time to separate
from parents (Freeman & Brown, 2001). Furthermore, as the research was
conducted more recently, it is possible that modern boarding school practices allow
greater contact with family via social media and flexible boarding arrangements
(Cree, 2000; White, 2004). It should also be noted that the study used a measure of
students’ perceptions of their relationships with their parents which was created from
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a measure of self-concept (Marsh et al., 2005) and was not based on an attachment
theory (e.g., Ainsworth, 1979; Crittenden & Landini, 2011). Although the measure is
reported to have “good” reliability (e.g., Cronbach’s alpha score of .88) (Marsh et al.,
2005) it may not be measuring attachment style per se. This research also does not
take into account boarding at a younger age and the potential longer-term impacts of
boarding. Therefore, the findings may not generalise to adult populations and also
UK based populations, as it was conducted in Australia. It has been suggested that
the Australian boarding school context differs to UK and US based boarding (Cree,
2000), in that there is a focus on providing educational opportunities for a wide range
of children, who may be unable to access schooling due to living in remote and
regional areas. In contrast, in the UK and US, there appears to be more of a focus
on preparation for college or education for the elite (Papworth, 2014).

In his 2010 book, ‘The Making of Them: The British Attitude to Children and the
Boarding School System’ Nick Duffell proposes that attending boarding school can
result in a person having to construct a ‘Strategic Survival Personality’ in order to
‘survive’ losing their family and adapting to a new environment, where vulnerability
and having needs (e.g., belonging and safety) are not accepted. Constructing the
‘Strategic Survival Personality’ involves the child shutting off their feelings, being
hypervigilant to threat and finding ways to ensure situations are advantageous to
them. Duffell (2014) explains how this personality results in individuals appearing
self-reliant and independent, however it can also result in problems with ‘emotional
intelligence’. This process appears to have negative long-term consequences for exboarders in adulthood, particularly in the context of their relationships (Schaverien,
2002, 2015). However, as Duffell’s evidence is based on his own boarding
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experience and the experiences of those who have also attended boarding school
(e.g., famous figures, therapy clients and group therapy workshop attendees) these
claims may not be generalisable without further rigorous research.

In an unpublished thesis Faulkner (2020) assessed attachment styles in 26
participants. Fourteen were adult ex-boarders (mean age= 52 years), who started
boarding before the age of 13 and 12 were adult ex-day students (mean age= 40
years), who had lived at home whilst attending a private, fee-paying school. Faulkner
used the Dynamic Maturation Model-Adult Attachment Interview (Crittenden &
Landini, 2011) to test the hypothesis that ex-boarders would have an insecure, selfdismissing attachment style (Type A) due to the trauma of being separated from their
primary caregiver. Faulkner suggested that this hypothesis was partially supported,
as ex-boarders had more Type A classifications than ex-day students, when
considering the number of times Type A classifications occurred. Faulkner also
hypothesised that ex-day students would have had more opportunity to form a
secure attachment (Type B) due to living at home with their caregivers, but found
that this was not supported. Faulkner suggested that there was only a small
difference in attachment styles between ex-boarders and ex-day students. However,
as the thesis was undertaken from a psychotherapy/attachment perspective,
quantitative statistics were not performed, which could have reduced the validity of
the findings. Faulkner also explained that all of the ex-boarders had undertaken
psychotherapy, compared with 3 of the ex-day students, which could have biased
the sample. Faulkner speculated that it may have been possible that undertaking
therapy could contribute to why 7 ex-boarders were reorganising from Type A
(Insecure, Self-Dismissing) to Type B (Secure, Balanced). However, as this was not
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tested, it cannot be concluded. Therefore, further research with a larger, less biased
sample to statistically compare attachment styles in ex-boarders and ex-day
students may be warranted. Faulkner also found that, between them, the exboarders experienced 63% of the total unresolved traumas recorded using the
Dynamic Maturation Model- Adult Attachment Interview, compared to the ex-day
students, who experienced 37%. Faulkner explained how all ex-boarders described
the feeling of rejection by being sent to boarding school and that it was a painful
topic for them. No day students reported experiences of rejection. This may highlight
the importance of therapeutic intervention for ex-boarders, whom may be suggested
to have unique experiences and difficulties.

Priel et al. (1998) investigated adolescent boarders’ interpersonal relationships with
peers, in terms of closeness, reciprocity and support. As part of this, participants
(N=184, 101 female, mean age= 16.7 years) completed the Relationship
Questionnaire (RQ) (Bartholomew & Horowitz, 1991). They found that 50% of
boarders had a ‘Secure’ attachment style, 28.26% had a ‘Fearful’ attachment style,
12.50% had a ‘Dismissing’ attachment style and 9.23% had a ‘Preoccupied’
attachment style. They reported small differences compared to Bartholomew and
Horowitz who found that 47% of their sample of adolescents in a Psychology class
(N=77, mean age= 19.6) had a ‘Secure’ attachment style, 21% had a ‘Fearful’
attachment style, 13% had a ‘Dismissing’ attachment style and 18% had a
‘Preoccupied’ attachment style. No data is available about whether Bartholomew and
Horowitz’ sample were ex-boarders; however, it may be suggested that there is little
difference between the attachment styles of adolescent boarders in Priel et al.’s
study and their sample, which may contradict claims made by Schaverien (2011) that
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boarding school can negatively impact boarders’ attachments. However, Priel et al.
did not include data about the age at which participants started boarding or the
number of years they had boarded for. Therefore, it may be important to conduct
research into the attachment styles of ex-boarders which controls for these factors in
order to understand if boarding school does impact attachment style.

Mental Health

Much of the existing research into boarding schools and mental health has focused
on the transition to boarding schools (Downs, 2001; Downs, 2003; Mason, 1997)
rather than the potential long term mental health impact of boarding school. Duffell
(2010) suggested that men who attended boarding schools experience depression
and anxiety in their adult years. Schaverien (2015) supported this claim and added
that many ex-boarders can experience mental health difficulties such as PTSD,
depression, separation anxiety and emotional numbing.

Homesickness, defined as distress or loss of function related to actual or anticipated
separation from home, associated with a yearning for home and attachment figures,
low mood and somatic symptoms (Thurber et al., 1999; Van Tilburg et al, 1996) has
been linked to the development and exacerbation of mental health difficulties
(Thurber, 1995; Thurber & Walton, 2012). Fisher et al. (1986) investigated
homesickness in a sample of 117 boarders, aged 11-14. Participants completed
questionnaires that collected data on their boarding experience (e.g., distance away
from home, whether they had siblings at the same school, previous boarding
experience etc.) and physical health (e.g., illnesses experienced over the year,
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duration of illness etc.) over the previous year. They were also asked to define
homesickness and confirm whether they felt they had experienced it over the last
year. It was found that 71% of boarders reported feeling homesick. Those who were
homesick also experienced significantly more physical health problems (e.g., colds,
headaches, feeling ill). This evidence suggests that boarding school attendance is
associated with homesickness, supporting the claims made by Duffell (2010) and
Schaverien (2015). However, this research adopted a retrospective design, which
could have reduced the reliability and validity of the findings, as it relied on
participants recalling their experiences. Fisher et al. (1986) completed two further
studies into homesickness in boarding school pupils (aged 13-17 and 12-16 years).
Participants used diaries to record their experiences of homesickness and any
issues they were worried about. Similar to the retrospective study, homesickness
was found to be experienced by 76% of the sample of boarders. In the second diary
study, 71% of participants who were new boarders at an all-male school reported
feeling homesick. Taken together, these studies support the notion that
homesickness is experienced by the majority of children attending boarding school.
However, as both studies included small sample sizes (n=18, n=21) the
generalisability of the findings may be limited. Generalisability of the findings might
also be compromised by the fact that the three studies completed by Fisher et al.
(1986) used participants from a total of 4 schools, which may not be representative
of the wider boarding school pupil population. Furthermore, as this research was
conducted in 1986, it seems that more recent evidence is required.

More recent research into the mental health of boarders was conducted by Mander
and Lester (2017). They investigated whether there were differences in indicators of
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mental health and strengths and difficulties in a sample of 3,459 students in Australia
(10% of which were boarders). Data was collected from the sample at four different
time points over a two-year period using questionnaires (e.g., baseline data
collection at the final year of primary school (Grade 7, average age 12 years), at the
start and end of the first year after moving to secondary school, (Grade 8, average
age 13 years) and 12 months later (end of Grade 9). Two mental health measures
were used, the Strengths and Difficulties Questionnaire (SDQ) (Goodman, 1997) and
the Depression Anxiety Stress Scales-21 (DASS-21) (Lovibond & Lovibond, 1995).
An analysis of boarder status and time interaction using multilevel models revealed
that boarders reported significantly higher levels of anxiety and stress compared to
non-boarding students at the end of Grade 8. However, there was no significant
difference in symptoms of depression for the two groups over time. It was also found
that at the beginning of Grade 8 and end of Grade 9, boarders reported significantly
more emotional symptoms on the SDQ. The authors concluded that over the period
of two years, boarders reported significantly more emotional symptoms and mental
health indicators relative to non-boarders. This research may suggest there is a
relationship between boarding school and mental health. However, it does not
explore the potential long-term mental health impacts of boarding school as
suggested by Duffell (2010) and Schaverien (2015).

Contradictory evidence has been reported by Martin et al. (2014) who collected data
on the ‘Psychological Wellbeing’ of 5,276 high school students (28% boarders) in
Australia. ‘Psychological wellbeing’ included: a sense of meaning and purpose, life
satisfaction, emotional instability, relationships with peers, teachers and parents and
extracurricular activity. After controlling for covariates (e.g., sociodemographic
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factors, personality type and school factors), boarders scored significantly higher
than day students on ‘meaning and purpose’ and ‘life satisfaction’. The researchers
suggested that boarders may have benefitted from being cared for by educators who
have had more formal training in pastoral care and the social-emotional development
of children, compared to day students who were cared for by parents.

Compassion

Compassion is defined as “the sensitivity to suffering in self and others, with a
commitment to try to alleviate and prevent it” (Gilbert, 2014, p.19). Compassion has
been suggested to ‘flow’ in three directions: compassion to the self from others,
compassion from the self to others and compassion for the self (Gilbert et al., 2017).

Compassion may be relevant for ex-boarders in a number of ways. Based on
observations from clinical practice, interviews and testimonies from adult exboarders, Schaverien (2015) theorised that individuals who boarded at an early age
may struggle with compassion, as they learn to close themselves off from it. She
added how, as a result, some ex-boarders may also struggle with empathy.
However, Schaverien does not elaborate on her definition of compassion. This may
suggest that further research is required into investigating whether the common
definition of compassion used by Gilbert (2014) is relevant to ex-boarders, in the way
that Schaverien has suggested. There are also a number of other factors that may
influence ex-boarders’ compassion. For example, compassion has been associated
with attachment style, with securely attached individuals having higher levels of selfcompassion (Neff & McGehee, 2010). Therefore, if attachment is affected by

72

boarding school attendance, as Duffell (2010) and Schaverien (2011, 2015) have
suggested, ex-boarders may struggle with compassion. Furthermore, boarding
schools have been associated with competitiveness (Duffell, 2010). Competing with
others, in particular focusing on competitive self-advantage, has been suggested to
be an inhibitor of compassion (Buss, 2014; Kirby et al., 2019). Therefore, this may
also influence ex-boarders’ experiences of compassion. Also, as previous research
has suggested that boarders may have poorer mental health (Mander et al., 2015;
Mander & Lester, 2017), understanding the role of compassion in ex-boarders may
be particularly important. Particularly, as developing compassion for the self (which
Gilbert et al., 2011, found was also highly linked to receiving compassion from
others) has been associated with improvements in mental wellbeing (Judge et al.,
2012). It might also follow that if ex-boarders struggle in adult relationships, as
described by Duffell (2010) and Schaverien (2002), supporting them to receive and
express compassion from and to others, may help to improve these relationships
and may be an avenue for intervention.

On a wider level, many ex-boarders hold positions of authority and power within
society, particularly within politics (Duffell, 2010; Duffell, 2016; Montacute &
Nightingale, 2019). Therefore, if ex-boarders do struggle with compassion, there may
be implications for policy and decision making. If compassion was identified to be
problematic for ex-boarders, interventions aimed at fostering compassion may have
wider reaching benefits in the future, for those around the ex-boarder and for society
in general. This might be in line with the agenda of the ‘Compassion in Politics’
movement, an organisation which is aiming to prioritise compassion in the political
system by ensuring that: policies do not harm future generations, policies aim to
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improve the lives of people, not only the economy, and that those most in need are
well supported. One way in which they are doing this is by attempting to create a
“compassionate threshold”, which all new legislation would have to meet. This
threshold would prevent government policies which exacerbate destitution for current
or future generations from being passed (Compassion in Politics, 2019). They are
also aiming to promote respect, honesty and inclusion in election campaigns and
parliamentary debates (Compassion in Politics, 2021).

Self-Criticism

Self-criticism has been defined as having a negative view of the self when compared
to others and measured against internalized, personal standards (Thompson &
Zuroff, 2004). Self-criticism has been associated with a fear of self-compassion and
compassion from others (Gilbert et al., 2011), as well as various mental health
difficulties (Gilbert et al., 2006; Cox et al., 2000; Gilbert et al., 2010).

It has been suggested that self-criticism is also associated with harsh parenting
and/or bullying at school (Gilbert & Irons, 2009). Schaverien (2015) suggested that
boarding school is associated with strict regimes and bullying. It is possible that
these experiences are not unique to students at boarding schools, however boarders
may have greater exposure to them as they spend more time at school. Duffell
(2010) has written about his and other ex-boarders’ struggles with self-criticism,
particularly in relation to a ‘fear of failure’ he claims is engendered by boarding
school. Duffell (2010) has also written about how his self-criticism has led him to
invalidate the negative impact he feels his boarding experience has had on him, due
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to the privilege associated with attending boarding school. Therefore, it may be
suggested that ex-boarders may struggle with self-criticism, although this warrants
further investigation.

Rationale

Despite there being a large number of boarders in the UK, there are important gaps
in understanding the effect of boarding school on compassion, self-criticism and
attachment. Duffell (2010) and Schaverien (2015) have theorised about the negative
long-term effects of boarding school. However, much of their evidence is based on
case studies, testimonies, interviews and personal experiences. Although, these
provide rich data, there has been little empirical investigation into the psychological
impact of boarding schools, particularly focusing on adult ex-boarders. Research on
attachment has been limited and has featured a number of methodological
limitations such as small sample size (Faulkner, 2020) and using measures focused
on perceived quality of relationships with parents rather than attachment style (e.g.,
Martin et al., 2014). Furthermore, research has been conducted with current
boarders in non-UK based boarding schools (e.g., Martin et al., 2014; Priel et al.,
1998) rather than adult ex-boarders in the UK. To date there has been no research
investigating the impact of boarding school on compassion and self-criticism with
adult ex-boarders, two factors that have been associated with mental health
difficulties as outlined above (Gilbert et al., 2006, Judge et al., 2012). Therefore, this
presents a novel area to be explored, which may have important implications for the
wellbeing of ex-boarders and current boarding practices, particularly as it may be
appropriate to introduce interventions targeting compassion and self-criticism in
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boarders whilst they are in school to potentially prevent difficulties occurring in
adulthood. This may also subsequently alleviate pressure on mental health systems
in the future. Whilst there are no statistics on the number of referrals of adult exboarders to mental health services, Duffell and Basset (2016) have suggested that
there are increasing numbers of ex-boarders seeking psychological therapy.
Faulkner (2020) also highlighted the importance of psychological support for exboarders who may have been traumatised by their experiences. As suggested by
Schaverien (2015), it is possible that there may be some similarities between exboarders and adults who were Looked After Children. A recent study found that
adults who were Looked After Children have higher levels of depression and anxiety
(Teyhan et al., 2018). It may be suggested that they may be more likely to require
psychological support compared to adults who were not in care, this may also apply
to ex-boarders. One reason for the lack of data available as to the number of
referrals of adult ex-boarders to mental health services (and why it is difficult to
provide a strong clinical rationale) may be that boarders could feel they are not
allowed to seek help due to the perceived privilege associated with attending
boarding school (Schaverien, 2015). The research may also have implications on a
societal level, in terms of ex-boarders making up a proportion of the Cabinet within
the UK government and being able to create more compassionate policies and
legislation, as proposed by Compassion in Politics (2019, 2021).

Research Questions

1. Is there a difference in compassion, self-criticism and attachment style between
adult ex-boarders and ex-day students?
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2. What factors predict compassion, self-criticism and attachment style?
3. What boarding school experiences influenced people most in their adult life?

Hypotheses

Due to the mixed findings and lack of previous research into the topic, it is difficult to
generate hypotheses. However, based on attachment theory (Bowlby, 1973) and
Duffell (2010) and Schaverien (2002, 2015)’s observations from clinical practice
regarding compassion and self-criticism, a difference between ex-boarders and exday students on these variables can be hypothesised. It may be hypothesised that
ex-boarders will have lower levels of compassion and higher levels of self-criticism
than ex-day students; and that more ex-boarders will have an insecure attachment
style than ex-day students.

Method

Design

A mixed-methods design was adopted. A between-groups design was used to
investigate whether there are differences in compassion, self-criticism and
attachment between the two groups. A cross-sectional design was employed to
investigate factors predicting compassion, self-criticism and attachment in exboarders and ex-day students. To identify (boarding) school experiences that
influenced participants most in their adult life, qualitative comments were collected
using a free response item on the online questionnaire.
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Participants

Participants formed an anonymous, volunteer sample of 626 adults recruited through
a variety of methods (e.g., LinkedIn, Facebook and Twitter advertising; Alumni
groups and ex-boarder support organisations; snowballing and word of mouth).
Table 1 illustrates that the majority of the sample identified as female (67%), with
approximately a third identifying as male (32%). A minority of participants gave
responses which resulted in them being classed as ‘Other’ (1%) or gave no response
(0.2%). The majority of the sample were also ‘White’ (86%), with little diversity of
ethnicity. In order to participate, participants had to have left school (e.g., be 18
years old or older). The sample ranged in age from 18-85 years (mean age= 44.10,
SD= 17.22). Participants formed four groups: ‘Ex-Full Boarders’ who resided at
school throughout the academic year, going home for the school holidays and/or
occasional weekends (N=294); ‘Ex-Weekly Boarders’ who resided at school
throughout the week and went home on weekends (N=11); ‘Ex-Day Students’ who
did not reside at school and went home at the end of the school day (N=300) and
‘Other’ students, who did not fit into either of the other groups (e.g. changed from a
boarding to a day student or vice versa, or a day student who boarded occasionally)
(N=21).
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Table 1
Demographic Characteristics of Participants
Characteristics

Gender
Male
Female
‘Other’
Prefer not to
say
Ethnicity
‘White’
‘Asian or
Asian
British’
‘Black,
African,
Caribbean
or Black
British’
‘Mixed or
Multiple
Ethnic
Groups’
‘Other ethnic
group’
Could not be
classified/
no data

Ex-Day
Students
(N= 300)
n
%

Ex-Full
Boarders
(N= 294)
n
%

Ex-Weekly
Boarders
(N= 11)
n
%

Other

Full sample

(N= 21)
n
%

(N= 626)
n
%

53
240
6
1

18
80
2
0

136
158
0
0

46
54
0
0

2
9
0
0

18
82
0
0

6
15
0
0

29
71
0
0

197
422
6
1

32
67
1
0

262
5

87
2

244
3

83
1

11
0

100
0

18
0

86
0

535
8

86
1

3

1

1

0

0

0

0

0

4

1

7

2

5

2

0

0

2

10

14

2

23

8

38

13

0

0

1

5

62

10

0

0

3

1

0

0

0

0

3

1

Procedure

Ethical approval was obtained from the local University Ethics Committee in June
2020. Recruitment for the study began in July 2020 and ran until January 2021.
Participants followed an online link to the study information and questionnaire, which
were accessed via Online Surveys (https://www.onlinesurveys.ac.uk). Participants
were asked to read the study information and were informed that by proceeding with
the questionnaire, they were consenting to their data being used in the research. The
online questionnaire consisted of quantitative measures of compassion, self-criticism

79

and attachment, questions relating to demographic information (e.g., age, gender,
ethnicity), four school environment 5-point Likert scale questions (e.g., ‘How
competitive was your school?’) and a qualitative question asking participants to
share experiences from their schooling which they believe have influenced them
most in their adult life.

Measures

Compassion

The Compassionate Engagement and Action Scales (CEAS) are three self-report
measures of the flow of compassion: compassion received from others, compassion
felt for others and compassion for the self (Gilbert et al., 2017). Each scale has two
sections; one that measures an individual’s engagement with distress and the
different attributes of compassion (e.g., distress tolerance, care for wellbeing,
empathy) and a second section which measures an individual’s capacity to respond
and prevent/reduce distress. There are 39 statements in total, which participants rate
using a 10-point Likert Scale (1-‘Never’ to 10-‘Always’) based on how frequently they
experience them (e.g. ‘When others are distressed or upset by things…I direct
attention to what is likely to be helpful to others’). The ratings are then used to give a
total score for each scale (Compassion for Self, Compassion from Others and
Compassion to Others) or two separate ‘Engagement’ and ‘Action’ scores for each
scale (Gilbert, 2017). Higher scores reflect higher levels of compassion in terms of
engagement and behaviour. The CEAS were used in the current study in order to
apply Gilbert et al.’s ‘flow of compassion’ to a novel sample (adult ex-boarders) and
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because the scales have been found to have ‘good’ to ‘excellent; internal
consistency (.89-.94) (Gilbert et al., 2017).

Self-Criticism

The Forms of Self Criticism and Self Reassuring Scale (FSCRS) is a self-report
measure of self-criticism and self-reassurance, which requires participants to rate on
a 5-point Likert Scale (0- ‘Not at all like me’, 4- ‘Extremely like me’) the extent to
which they identify with 22 statements that describe critical/attacking and
supportive/reassuring responses to when situations go wrong (Gilbert et al., 2004).
The FCSRS generates scores for two forms of self-criticism: Inadequate Self e.g. ‘I
think I deserve my self-criticism’ (M= 17.72) and Hated Self e.g. ‘I stop caring about
myself’ (M= 3.88) and one form of self-reassurance e.g. ‘I still like being me’
(Reassured-Self, M= 20.27). Normative means are taken from a student population
(Baião et al., 2015). Baião et al. also produced normative data for a mixed clinical
population (e.g., depression, ‘personality disorder’, substance use, anxiety and
bipolar disorder) (Inadequate Self, M= 27.47, Hated Self, M= 12.26, Reassured Self,
M= 10.66). Higher scores on the Inadequate self and Hated Self subscales reflect
higher levels of self-criticism. Whereas, higher scores on the Reassured Self
subscale suggest a self-soothing capability. The FSCRS was used for the current
research as it has been found to have excellent internal consistency (.89-.91) for
‘Inadequate Self’ and good internal consistency for ‘Hated Self’ (.82-.89) and
‘Reassured Self’ (.82-.88) subscales (Baião et al., 2015).

Attachment

81

The Relationship Questionnaire (RQ) (Bartholomew & Horowitz, 1991) is a forcedchoice measure of attachment style, which uses the ‘Secure’, ‘Dismissing’,
‘Preoccupied’ and ‘Fearful’ attachment styles (Ravitz et al., 2010). The RQ consists
of four different descriptions of each attachment type. Participants are asked to rate
on a seven-point scale, (1 being the lowest and 7 being the highest) the extent to
which they identify with each description (continuous rating) or circle which
description best matches their attachment style (categorical approach). The RQ was
used in the current study as it is short and has been found to have adequate testretest reliability and convergent, discriminant and predictive validity, with Cronbach’s
alpha scores of .32 for the ‘Secure’ attachment style and .79 for ‘Fearful’ attachment
style (Ravitz et al., 2010).

School Environment Likert Scale Questions

As no existing measures exist, four 5-point Likert scale questions aimed to capture
aspects of participant’s schooling environment that might have been important for
the development of compassion, self-criticism and affected attachment style. These
were decided in consultation with Professor Paul Gilbert and Nick Duffell. They
included: Perceived Supportiveness of Staff, Perceived Closeness of Peer Group,
Perceived Competitiveness of School and Perceived Threat at School (e.g.,
punishing, critical, punitive or harsh) (see Appendix O).
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Boarding Exposure Score (BES)

A ‘Boarding Exposure Score’ (BES) was calculated in order to quantitatively capture
the depth of exposure to boarding school to answer research question 2. This was
an ad-hoc calculation which took into account the age the participant started
boarding, the number of years they boarded for and their extent of separation from
attachment figures (e.g., Ex-Full Boarder vs. Ex-Weekly Boarder). The BES was
created due to there being no pre-existing measure of depth of boarding exposure
and because simply recording the number of years participants boarded for does not
capture the significance of the experience of boarding at an earlier age, and of being
separated from attachment figures for a longer amount of time, as suggested by
attachment theory (Bowlby, 1973) and others (Duffell, 2010; Schaverien, 2015).
Higher scores were associated with starting boarding at a younger age, boarding for
a longer length of time and with being an Ex-Full Boarder. The following equation
was used to calculate BES (see Table 2) and examples are provided below.

Table 2
Boarding Exposure Score Calculation
Participant
Classification
for Analysis

Boarding status

Boarding
Exposure Score
(BES) Equation
for Each School
Year

Ex-Full
Boarders

Ex-Full Boarders

2 x (18- age began
boarding)

Ex-Weekly
Boarders

Ex-Weekly
Boarders

1 x (18- age began
boarding)

Rationale

Weighted to reflect
being away from
parents/family for
whole terms and the
age at which
participant began
boarding.
Weighted to reflect
being with
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Ex-Day
Students

Ex-Day Students

0

Mixed
Full/Weekly

Ex-Full Boarders
BES + Ex-Weekly
Boarders BES

Mixed
Full/Weekly/Day

Ex-Full Boarders
BES + Ex-Weekly
Boarders BES + 0

Mixed Full/Day

Ex-Full Boarders
BES + 0

Mixed
Weekly/Day

Ex-Weekly
Boarders BES + 0

Other

parents/family at
weekends and the age
at which participant
began boarding.
Reflects experience of
Day Students being
with their
parents/family daily.
Reflects where
participants were both
a Full Boarder and
Weekly Boarder at
different times in their
schooling.
Reflects where
participants were a
Full-Boarder, Weekly
Boarder and Day
Student at different
times in their
schooling.
Reflects where
participants were both
a Full-Boarder and a
Day Student at
different times in their
schooling.
Reflects where
participants were both
a Weekly Boarder and
Day Student at
different times in their
schooling.

Example 1: Person X full boarded for 5 years and started boarding at the age of 13
and has a BES of 30:
2 x (18-13) = 10
2 x (18-14) = 8
2 x (18-15) = 6
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2 x (18-16) = 4
2 x (18-17) = 2
10 + 8+ 6+ 4+2 = 30.
Example 2: Person Y full boarded for 2 years from the age of 8 then became for a
weekly boarder for 2 years from the age of 10 and has a BES score of 53.
2 x (18-8) = 20
2 x (18-9) = 18
1 x (18-10) = 8
1 x (18-11) = 7
20 + 18 + 8+ 7= 53

Demographic Factors

Some of the demographic factors recorded were also used as predictor variables,
these were recorded as ‘International/home student status’, ‘Type of school
(Independent/Private or State)’ and ‘Gender mix of participant and school’. These
were included as it is likely that there are qualitative differences within these
experiences. For example, a person boarding or attending school in a country that is
not their home country (e.g., international student) may have different experiences,
being from a different culture (Straffon, 2003) and living further away from family,
than a person boarding in the same country in which they were born. Furthermore, it
is possible that students attending State or Independent/Private schools could have
different experiences due to the differences in their environments e.g., smaller class
sizes at Private schools (Graddy & Stevens, 2005). Likewise, research suggests that
different educational outcomes are associated with attending Private/Independent
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schools such as higher scores on standardised tests (Figlio & Stone, 2000). Finally,
it is likely that there are differences in experiences between single gender and coeducational schools, as research has suggested that girls do better academically in
single gender environments, whereas boys benefit from co-educational
environments (Van de gaer et al., 2004; Warrington & Younger, 2001).

Data analysis plan

Quantitative Data

Sample Size Calculation

As very little research exists in this area, it is not possible to specify likely effect sizes
with any degree of confidence. The sample size calculation was based on testing
whether Boarding Exposure was a significant predictor after controlling for other
predictors of interest as outlined above (corresponding to the research question ‘Is
there a difference in compassion, self-criticism and attachment style, between adult
ex-day students and ex-boarders?’). A test of significance for adding a regression
term with 1 df to a model containing 10 df was needed. To detect an effect size of
0.05 with 80% power and using a 5% significance level, a total of 160 participants
were needed. This was a fairly small effect size (effect sizes of 0.02 are
conventionally labelled “small” and those of 0.15 “medium”). Ideally, it was hoped
there would be a wide variation in Boarding Exposure (as indicated by the BES),
though it is recognised that this was outside the control of the researcher.
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Is there a difference in compassion, self-criticism and attachment style between adult
ex-boarders and ex-day students?

IBM SPSS Statistics for Macintosh, Version 27.0 was used to calculate the mean
self-criticism and compassion scores for ex-boarders and ex-day students. It was
also used to calculate the modal attachment style for each of the groups, using the
categorical approach to the RQ, as it was difficult to determine a predominant
attachment style for participants when using the continuous approach. Chi-squared
and t-tests were performed using the same software to identify statistically significant
differences between the two largest groups in regards to the dependent variables.

What factors predict compassion, self-criticism and attachment style?

SPSS 27.0 was used to perform a multiple regression. For each outcome (except
Attachment Style) the following predictor variables were included in the model: BES,
International/home student status, Type of school (Private/State), Perceived degree
of threat within the school environment, Perceived competitiveness of school,
Perceived closeness of peer group, Perceived supportiveness of staff and Gender
mix of participant and school.

The analysis was repeated for Attachment Style using a multinomial regression,
instead of multiple regression, as Attachment Style as measured using the
categorical approach to the RQ (Bartholomew & Horowitz, 1991) is a non-ordered
categorical outcome.
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Qualitative Data

What boarding school experiences influenced people most in their adult life?

Inductive content analysis was used to analyse the qualitative responses from the
Ex-full boarders, Ex-weekly boarders and ‘Other’ group, as there are no existing
categories with which to group the responses due to the little existing evidence (Elo
& Kyngäs, 2008). The content analysis aimed to reveal factors related to boarding
school experiences important in the development of compassion, self-criticism and
attachment style. Responses were read through and simultaneously annotated. The
responses varied in length (e.g., some participants gave a list of words, other
participants gave paragraphs of stories describing their experiences), therefore the
comments were broken down into smaller units that were analysed into headings
that best fit what was written. This meant that larger sections of text were analysed
as separate sentences based on the topics they related to. Some comments also
had to be excluded from the analysis as they did not answer the question, instead
they described how boarding school had influenced them in adult life, without naming
the specific experiences that participants believed had influenced them. Headings
related to the content of the responses were then recorded. These headings were
used to form categories, into which the responses were grouped. The categories
were then named, to describe themes and topics emerging from the data and the
number of comments in each category were quantified.

Reflexive Stance of the Researcher
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The primary researcher had been a Full Boarder from the age of 10 until their
adolescence, and was currently in their final year of Doctoral Clinical Psychology
training. Having a personal relationship to this research topic meant that the primary
researcher could use their own experience to inform the areas that were being
investigated and also bring a psychological perspective to the research (and the
findings). However, it is acknowledged that approaching the research from this
perspective will have also influenced the overall findings, in particular those related
to the third research question which involved analysing qualitative data. The primary
researcher tried to reduce the impact of bias in the research process by having
regular research supervision and by adopting the position that a person needs to be
willing to look past their personal experiences and challenge their assumptions
(Strauss & Corbin, 2008).

Results

Quantitative Results

Descriptive Statistics

Independent Variables
The number and percentage of participants in regards to the categorical independent
variables can be found in Table 3.

Type of School
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The majority of the participants attended a Private/Independent school (59%). In
terms of the four groups, the majority of Ex-day students attended a State school
(80%) and the majority of both Ex-boarder groups (96% and 100%) and the ‘Other’
group (95%) attended a Private/Independent school.

Home/International Status

Almost all of the sample attended schools in the same country they were born in
(‘Home students’). The largest number of ‘International’ students were Ex-full
boarders (18%). Eight percent of Ex-day students were ‘International students’ and
two percent of ‘Other’ students.

Gender Mix

Almost half (42%) of the total sample were female and attended a co-educational
school. Just over a quarter of the sample (26%) were female and attended an allgirls school.

Ex-Day Students

Over half of ex-day students were female and attended a co-educational school
(63%). A similar percentage of ex-day students were male and attended a coeducational school (16%) or were female and attended an all-girls school (19%).
Only 2% of ex-day students were males who attended an all-boys school.
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Ex-Full Boarders

A third of ex-full boarders were females who attended an all-girls school (32%). A
similar percentage of ex-full boarders were either male and attended a coeducational school (22%) or an all-boys school (24%) or were female and attended a
co-educational school (21%).

Ex-Weekly Boarders

Over half of the ex-weekly boarders were female and attended a co-educational
school (64%). The same percentage of ex-weekly boarders were either male and
attended a co-educational school (18%) or female and attended an all-girls school
(18%). None of the ex-weekly boarders were males who had attended an all-boys
school.

‘Other’

A similar percentage of participants in the ‘Other’ category were female and attended
either a coeducational (33%) or all-girls (38%) school. The percentage of participants
in the ‘Other’ category that were male and attended either a coeducational (19%) or
all-boys school (10%) were similar and were lower than females attending
coeducational or all-girls schools (33% and 38%).
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Table 3
Descriptive Statistics for Categorical Independent Variables
Categorical
Independent
Variables
Type of School
Private/Indep
endent
State
Total
Home/International
School Status
Home student
International
student
Total
Gender Mix
Male,
attended
coeducation
al
Male,
attended
all boys
Female,
attended
coeducation
al
Female
attended,
all girls
Total

Ex-Day
Students

Ex-Full
Boarders

n

%

n

%

n

%

n

%

n

%

61

20

281

96

11

100

19

95

372

59

238
299

80

13
294

4

0
11

0

1
20

5

252
624

40

290
8

97
3

274
18

94
6

11
0

100
0

18
2

90
10

593
28

95
5

298

292

Ex-Weekly
Boarders

11

Other

Full sample

20

621

48

16

66

22

2

18

4

19

120

19

5

2

70

24

0

0

2

10

77

12

184

63

63

21

7

64

7

33

261

42

56

19

95

32

2

18

8

38

161

26

293

294

11

21

619

The mean and standard deviations for the continuous independent variables can be
found in Table 4.

Boarding Exposure

As would be expected, ex-full boarders had the largest mean BES score (68.75),
reflecting that they, on average started boarding at an earlier age and spent more
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time in boarding, with more separation from their attachment figures compared to the
other groups. There was a large amount of variability (SD= 33.14) in BES for this
group, which may reflect how individual experiences differed. Also as expected, exweekly boarders had a lower mean BES (25.89) than ex-full boarders capturing a
less immersive boarding experience. Ex-day students had a BES score of zero,
having never attended boarding school and the mean BES score of participants who
were classed as ‘Other’ was between the means reported for Ex-full boarders and
Ex-weekly boarders (39.78). The standard deviation was also large for this group
(SD= 34.07), suggesting a variation in individual experiences within the ‘Other’
category.

Perceived Threat of School

Ex-full boarders had the highest Perceived Threat of School mean score (3.14) out
of the four groups, suggesting that they experienced their schools as the most
threatening (“Somewhat threatening”). Ex-day students had the lowest mean score
(2.25) (“A little threatening”).

Perceived Supportiveness of Staff

Ex-full boarders had the lowest mean score for Perceived Supportiveness of Staff
(2.74), suggesting they found staff the least supportive (“Unsupportive”). Ex-day
students had the highest mean score (3.35), suggesting they found staff the most
supportive (“Somewhat supportive”).
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Perceived Closeness of Peer Group

Ex-weekly boarders had the highest mean score for Perceived Closeness of Peer
Group (3.44) (“Somewhat close”), suggesting they perceived their peer groups as
being the closest. Participants who were classed as ‘Other’ had the lowest mean
score (3.33) (“Somewhat close”), suggesting they perceived their peer groups as
being the least close.

Perceived Competitiveness of School

Ex-full boarders had the highest mean score for Perceived Competitiveness of
School (4.08) (“Competitive”), suggesting they experienced their schools as the most
competitive. Ex-day students had the lowest mean score (3.14) (“Somewhat
Competitive”), suggesting they found their schools the least competitive.
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Table 4
Descriptive Statistics for Continuous Independent Variables
Continuous
Independent
Variables
Boarding
Exposure Score
(BES)a
Perceived threat
of schoolb
Perceived
supportiveness
of staffc
Perceived
closeness of
peer groupd
Perceived
competitivenes
s of schoole

Ex-Day
Students

Ex-Full
Boarders

Ex-Weekly
Boarders

Other

Full sample

M
0

SD
0

M
68.7
5

SD
33.1
4

M
25.8
9

SD
9.44

M
39.7
8

SD
34.0
7

M
33.6
8

SD
40.9
7

2.25

1.07

3.14

1.28

2.33

1.41

2.72

1.07

2.86

1.26

3.35

1.04

2.74

1.25

3.11

1.69

3.06

1.16

3.05

1.20

3.40

1.07

3.38

1.26

3.44

1.33

3.33

1.28

3.39

1.17

3.14

1.28

4.08

0.91

3.33

1.66

3.89

0.90

3.62

1.26

Note. M= mean, SD= standard deviation.
a Ex-day Students (N= 300), Ex-full boarders (N= 287), Ex-weekly boarders (N= 9), Other (N= 18),
Full sample (N=614).
b,c,d,e Ex-day Students (N=300), Ex-full boarders (N=294), Ex-weekly boarders (N= 11), Other
(N=21), Full sample (N= 626).

Dependent Variables

The mean compassion and self-criticism scores and standard deviations for all four
groups can be found in Table 5 and Table 6 (see below).
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Table 5
Compassion Engagement and Action Scores for Participants
Compassion
Engagement and
Action Scales
Compassion to
Self
Engageme
nt
Action

Compassion to
Others
Engageme
nt
Action

Compassion from
Others
Engageme
nt
Action

Ex-Day
Students
(N= 300)
M
SD
63.4 15.9
5
9
38.3 9.16
7
25.0 8.09
8

Ex-Full
Boarders
(N= 294)
M
SD
63.1 16.9
0
1
37.4 10.1
2
7
25.6 8.55
8

Ex-Weekly
Boarders
(N= 11)
M
SD
64.7 17.3
3
1
37.6 10.4
4
1
27.0 7.82
9

Other

Full sample

(N= 21)
M
SD
63.3 18.6
8
2
38.4 10.7
8
7
24.9 8.78
1

(N= 626)
M
SD
63.3 16.5
1
0
37.9 9.71
1
25.3 8.32
9

81.7
9
48.3
1
33.4
8

12.7
1
8.23

77.9
4
45.9
4
32.0
0

14.1
6
9.31

74.7
3
42.6
4
32.0
9

22.0
3
13.3
0
9.20

83.8
1
50.1
0
33.7
1

11.2
3
6.87

79.9
2
47.1
5
32.7
7

13.6
9
8.91

61.1
3
35.5
1
25.6
2

18.0
5
10.7
6
8.03

57.8
8
33.5
2
24.3
6

20.6
2
12.5
6
8.87

60.5
5
34.0
9
26.4
5

19.2
8
11.6
1
8.61

65.7
6
38.0
0
27.7
6

19.2
8
12.3
8
7.76

59.7
5
34.6
4
25.1
1

19.4
1
11.7
4
8.45

5.41

5.97

4.77

8.91

Note. M= mean, SD= standard deviation.

Table 6
Forms of Self-Criticising/Attacking and Self Reassuring Scale Scores for Participants
Forms of SelfCriticising/Attacking
and Self Reassuring
Scale
Inadequate Self
Hated Self
Reassured Self

Ex-Day
Students
(N= 300)
M
SD
19.08 8.93
4.44
4.91
19.41 6.52

Ex-Full
Boarders
(N= 294)
M
SD
18.04 9.67
4.31
4.44
19.15 6.73

Ex-Weekly
Boarders
(N= 11)
M
SD
17.55 9.22
2.45
1.92
21.64 4.27

Other

Full sample

(N= 21)
M
SD
20.19 10.46
4.86
5.83
19.38 7.96

(N= 626)
M
SD
18.60 9.34
4.36
4.69
19.33 6.63

Note. M= mean, SD= standard deviation.

Compassion

Compassion to Self
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The overall mean score for the sample on the Compassion to Self subscale was
63.31. The means for all four groups do not appear to vary from this. Ex-weekly
boarders had the highest mean score (64.73), suggesting they had the highest levels
of self-compassion. Whereas, ex-full boarders had the lowest mean score (63.10),
suggesting they had the lowest levels of self-compassion. Differences between the
groups are explored further in the analysis below in regards to research question 1.
The mean Compassion to Self subscale scores for the sample are similar to those
reported by Irons and Heriot-Maitland (2020) (e.g., 33.05 for engagement and 18.42
for action).

Compassion to Others

The overall mean score for the sample on the Compassion to Others subscale was
79.92. The ‘Other’ category had the highest mean score (83.81), suggesting they
had the highest levels of compassion for others. Whereas, Ex-weekly boarders had
the lowest mean score (74.73), suggesting they had the lowest levels of compassion
for others. The mean Compassion to Others subscale scores are similar to those
reported by Irons and Heriot-Maitland (2020) (e.g., 43.02 for engagement and 29.84
for action).

Compassion from Others

The overall mean score for the sample on the Compassion from Others subscale
was 59.75. The ‘Other’ category had the highest mean score (65.76), suggesting that
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they found it easier to experience others as being compassionate towards them.
Whereas, ex-full boarders had the lowest mean score (57.88), suggesting that they
found it the hardest to experience others as being compassionate towards them. The
mean Compassion from Others subscale scores are similar to those reported by
Irons and Heriot-Maitland (2020) (e.g., 32.95 for engagement and 23.25 for action).

Self-Criticism

Inadequate Self

There was little difference between each group for the Inadequate Self Subscale and
the overall mean of 18.60 is comparable to the normative data provided by Baiao et
al. (2015) (17.72) and lower than the mean of their clinical population (27.47).

Hated Self

There was also little difference between each group for the Hated Self Subscale. The
overall mean of 4.36 is comparable to the normative data provided by Baiao et al.
(2015) (3.88) and significantly lower than the mean for their clinical population
(12.26).

Reassured Self
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For the Reassured Self Subscale, there is little difference between the groups. The
overall mean of 19.33 is comparable to Baiao et al.’s (2015) normative data (20.27)
and significantly higher than the mean of their clinical population (10.66).

In summary, the current sample appears to be comparable to the general population
in terms of self-criticism and not representative of a clinical sample. Further analysis
of differences between the groups in terms of self-criticism can be found below, in
response to research question 1.

Attachment Style
The modal attachment style for all four groups can be found in Table 7.
Table 7
Attachment Styles of Participants
Attachment style

A: Secure
B: Fearful
C: Preoccupied
D: Dismissing

Ex-Day
Students
(N= 300)
n
%
122
41
79
26
48
16
51
17

Ex-Full
Boarders
(N= 294)
n
%
91
31
107
36
29
10
67
23

Ex-Weekly
Boarders
(N= 11)
n
%
4
36
3
27
3
27
1
9

Other

Full sample

(N= 21)
n
%
8
38
4
19
5
24
4
19

(N= 626)
n
%
225
36
193
31
85
14
123
20

Ex-day students appear to be more Securely attached, with the largest proportion of
the sample identifying as Secure (Style A). Ex-full boarders have a similar proportion
of Fearful (Style B) attachments and Secure (Style A) attachment style. Ex-weekly
boarders and participants in the ‘Other’ category, had a more even spread across
the attachment styles. However, their sample sizes were smaller compared to the
ex-day student and ex-full boarder groups.

Research Questions
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Is there a difference in compassion, self-criticism and attachment style between adult
ex-boarders and ex-day students?

Compassion

Compassion to Self

The independent samples t-test revealed there was no significant difference in the
scores for Ex-day students (M= 63.45, SD= 15.99) and Ex-full boarders (M=63.10,
SD= 16.91); t(592)= 0.26, p = .793). The results suggest that there is no evidence of
group differences in terms of self-compassion.

Compassion to Others

The independent samples t-test revealed there was a significant difference in the
scores for Ex-day students (M= 81.79, SD= 12.71) and Ex-full boarders (M=77.94,
SD= 14.16); t(582.498)= 3.490, p = .001). The results suggest that Ex-day students
were more compassionate to others than Ex-full boarders.

Compassion from Others

The independent-samples revealed there was a significant difference in the scores
for Ex-day students (M= 61.13, SD= 18.05) and Ex-full boarders (M=57.88, SD=
20.62); t(578.596)= 2.040, p = .042). The results suggest that Ex-day students were
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more able to experience others as being compassionate towards them than Ex-full
boarders.

Self-Criticism

Inadequate Self

An independent-samples t-test was conducted to compare Inadequate Self scores
between ex-day students and ex-full boarders. There was no significant difference in
the scores for ex-day students (M= 19.08, SD= 8.93) and ex-full boarders (M= 18.04,
SD= 9.67); t(592)= 1.365, p = .173). The results suggest that there is no evidence of
differences between ex-day students and ex-full boarders in regards to criticising
themselves and feeling inadequate.

Hated Self

An independent-samples t-test was conducted to compare Hated Self scores
between ex-day students and ex-full boarders. There was no significant difference in
the scores for ex-day students (M= 4.44, SD= 4.91) and ex-full boarders (M= 4.31,
SD= 4.44); t(592)= 0.348, p = .728). The results suggest that there is no evidence of
differences between ex-day students and ex-full boarders in regards to criticising and
hating themselves.

Reassured Self
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An independent-samples t-test was conducted to compare Reassured Self scores
between ex-day students and ex-full boarders. There was no significant difference in
the scores for ex-day students (M= 19.41, SD= 6.52) and ex-full boarders (M= 19.15,
SD= 6.73); t(592)= 0.473, p = .637). The results suggest that there is no difference
between ex-day students and ex-full boarders in regards to being able to reassure
themselves when things go wrong.

Attachment

A chi-square test of independence was performed to examine the relationship
between type of student and attachment style for ex-day students and ex-full
boarders. The results revealed this was a significant relationship, (X2 (3, N = 594) =
15.526, p = .001), suggesting there is a difference in attachment style between the
two groups. Examining the descriptive statistics results revealed that for ex-day
students, Style A (Secure) was the most commonly reported attachment style
(40.7%). Whereas, for ex-full boarders, this was Style B (Fearful) (36.4%).

What factors predict compassion, self-criticism and attachment style?

After removing participants with missing data, a final sample of 603 was used for the
regression analyses.

Compassion

Compassion to Self
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Regression analysis explored what factors predict compassion to self (Table 8). A
Kolmogorov-Smirnov test, performed to check the distribution of residuals found that
the assumption of normality was met (Kolmogorov-Smirnov D(603)= 0.034, p =
.153). The following variables were found to be significant predictors: Gender Mix
(F(3, 580) = 4.32; p = .005), Perceived closeness of peer group (F(4, 580) = 3.90; p
= .004), Perceived competitiveness of school (F(4, 580) = 3.01; p = .018) and
Perceived threat of school (F(4, 580) = 2.45; p = .045). The results suggested that
males and females who attended a co-ed school were less self-compassionate than
females who attended an all-girls school. There was no difference between females
who attended a co-educational or an all-girls school. Furthermore, the closer the
year group was perceived to be, the more self-compassionate participants were.
Similarly, the more competitive and threatening the school was perceived to be, the
less self-compassionate participants were. However, participants who perceived
their school as being the most threatening had the highest self-compassion scores.
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Table 8
Multiple Regression: Compassion to Self
Variable

Intercept

B

SE

t

95% CI

p

LL

UL

80.307

5.370

14.954

69.759

90.854

.000

-2.811

1.891

-1.486

-6.525

.904

.138

0

.

.

.

.

.

Male, attended co-educational

-5.778

2.029

-2.848

-9.763

-1.793

.005

Male, attended all boys

-1.110

2.418

-.459

-5.860

3.640

.646

Female, attended co-

-5.703

1.825

-3.125

-9.287

-2.118

.002

0

.

.

.

.

.

-5.006

3.240

-1.545

-11.370

1.358

.123

0

.

.

.

.

.

.032

.023

1.390

-.013

.076

.165

Very unsupportive

-4.979

3.100

1.606

-11.067

1.109

.109

Unsupportive

-6.214

2.800

-2.219

-11.713

-.715

.027

Somewhat supportive

-4.320

2.388

-1.809

-9.011

.370

.071

Supportive

-1.835

2.375

-.773

-6.498

2.829

.440

0

.

.

.

.

.

Not close at all

-8.545

3.200

-2.671

-14.830

-2.261

.008

Not very close

-8.114

2.388

-3.398

-12.804

-3.424

.001

Somewhat close

-4.861

1.989

-2.444

-8.767

-.955

.015

Close

-2.152

1.936

-1.111

-5.955

1.651

.267

0

.

.

.

.

.

Not at all competitive

9.250

3.017

3.066

3.324

15.175

.002

A little competitive

4.774

2.487

1.919

-.112

9.659

.055

Somewhat competitive

5.114

1.946

2.629

1.293

8.935

.009

Competitive

3.077

1.786

1.723

-.431

6.585

.085

Type of School
Private/ Independent School
State Schoola
Gender Mix

educational
Female, attended all girlsb
Home/International School Status
Home student
International studentc
BES
Perceived supportiveness of staff

Very supportived
Perceived closeness of peer group

Very closee
Perceived competitiveness of school
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Very competitivef

0

.

.

.

.

.

Not very threatening at all

-1.873

3.126

-.599

-8.013

4.267

.549

A little threatening

-3.085

2.892

-1.067

-8.765

2.595

.287

Somewhat threatening

-4.941

2.752

-1.795

-10.346

.465

.073

Threatening

-7.176

2.779

-2.583

-12.634

-1.719

.010

0

.

.

.

.

.

Perceived threat of school

Very threateningg

Note. N = 603. CI = confidence interval; LL = lower limit; UL = upper limit. p ≤ 0.05.
a ;b ; c ;d ;e ;f;g

= reference categories for regressions.

Compassion to Others

Regression analysis explored what factors predict compassion to others (Table 9). A
Kolmogorov-Smirnov test performed to check the distribution of residuals revealed
that the assumption of normality was not met (Kolmogorov-Smirnov D(603)= 0.079,
p = .000) and inspection of the histogram revealed the data was skewed. Therefore,
bootstrapping was necessary. The Gender Mix variable was found to be statistically
significant (F(3, 580) = 12.70; p = .000). No other variables were found to be
statistically significant. The results reveal that males who attended a co-educational
or all boys school are less compassionate to others than females who attended an
all-girls school. There was no difference between females who attended a coeducational or an all-girls school.
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Table 9
Multiple Regression with Bootstrapping Performed: Compassion to Others
Variable

Intercept

B

SE

95% CI

p

LL

UL

88.159

4.694

78.852

97.621

.001

-2.154

1.609

-5.461

.923

.157

0

.

.

.

.

Male, attended co-educational

-8.932

1.620

-12.263

-5.774

.001

Male, attended all boys

-7.886

2.082

-12.333

-4.011

.002

Female, attended co-

-1.794

1.544

-4.683

1.395

.243

0

.

.

.

.

3.701

2.710

-1.594

8.990

.184

0

.

.

.

.

-.008

.019

-.043

.031

.653

Very unsupportive

1.010

2.439

-3.844

6.226

.652

Unsupportive

-2.846

2.328

-7.315

1.871

.228

Somewhat supportive

-3.070

1.989

-6.681

1.076

.129

Supportive

-2.505

1.922

-6.224

1.364

.176

0

.

.

.

.

Not close at all

-3.329

2.719

-8.973

1.731

.220

Not very close

-4.158

1.897

-7.898

-.457

.031

Somewhat close

-1.710

1.512

-4.719

1.227

.261

Close

-2.636

1.390

-5.439

.136

.072

0

.

.

.

.

-1.791

2.391

-6.429

2.827

.462

A little competitive

.058

2.246

-4.396

4.485

.981

Somewhat competitive

3.332

1.612

.219

6.408

.031

Competitive

1.285

1.557

-1.657

4.319

.420

Type of School
Private/ Independent School
State Schoola
Gender Mix

educational
Female, attended all girlsb
Home/International School Status
Home student
International studentc
BES
Perceived supportiveness of staff

Very supportived
Perceived closeness of peer group

Very closee
Perceived competitiveness of school
Not at all competitive
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Very competitivef

0

.

.

.

.

Not very threatening at all

-4.371

2.715

-9.681

1.001

.102

A little threatening

-4.515

2.457

-9.139

.474

.061

Somewhat threatening

-3.689

2.249

-8.156

.800

.106

Threatening

-3.800

2.320

-8.337

.818

.106

0

.

.

.

.

Perceived threat of school

Very threateningg

Note. N = 603. CI = confidence interval; LL = lower limit; UL = upper limit. p ≤ 0.05.
a ;b ; c ;d ;e ;f;g

= reference categories for regressions.

Compassion from Others

Regression analysis explored what factors predict compassion from others (Table
10). A Kolmogorov-Smirnov test performed to check the distribution of residuals
revealed that the assumption of normality was not met (Kolmogorov-Smirnov
D(603)= 0.041, p = .016). However, examination of the histogram associated with
the regression revealed that the data was not skewed. The following variables were
found to be statistically significant: Gender Mix (F(3, 580) = 5.42; p = .001),
Perceived supportiveness of staff (F(4, 580) = 4.82; p = .001) and Perceived
closeness of peer group (F(4, 580) = 4.96; p = .001). The results suggested males
and females who attended a co-educational school are less able to experience
others as being compassionate towards them than females who attended an all-girls
school. There was no difference between females who attended a co-educational or
an all-girls school. The results also suggest that the less supportive staff were
perceived to be and the less close the peer group was perceived to be, the less able
participants are to experience others as compassionate.
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Table 10
Multiple Regression: Compassion from Others
Variable

Intercept

B

SE

t

95% CI

p

LL

UL

72.966

6.190

11.788

60.809

85.123

.000

-2.178

2.180

-.999

-6.459

2.104

.318

0

.

.

.

.

.

Male, attended co-educational

-8.958

2.339

-3.830

-13.551

-4.364

.000

Male, attended all boys

-.899

2.787

-.323

-6.374

4.576

.747

Female, attended co-

-4.126

2.103

-1.962

-8.257

.005

.050

0

.

.

.

.

.

-.512

3.735

-.137

-7.847

6.824

.891

0

.

.

.

.

.

.026

.026

1.004

-.025

.078

.316

Very unsupportive

-9.554

3.573

-2.674

-16.571

-2.537

.008

Unsupportive

-13.100

3.227

-4.060

-19.438

-6.762

.000

Somewhat supportive

-5.785

2.753

-2.102

-11.191

-.378

.036

Supportive

-3.701

2.737

-1.352

-9.077

1.674

.177

0

.

.

.

.

.

Not close at all

-10.756

3.688

-2.916

-17.999

-3.512

.004

Not very close

-9.606

2.752

-3.490

-15.012

-4.201

.001

Somewhat close

-7.675

2.292

-3.349

-12.177

-3.173

.001

Close

-2.846

2.232

-1.275

-7.229

1.537

.203

0

.

.

.

.

.

Not at all competitive

5.194

3.477

1.494

-1.636

12.023

.136

A little competitive

2.523

2.867

.880

-3.107

8.154

.379

Somewhat competitive

5.365

2.242

2.392

.960

9.769

.017

Type of School
Private/ Independent School
State Schoola
Gender Mix

educational
Female, attended all girlsb
Home/International School Status
Home student
International studentc
BES
Perceived supportiveness of staff

Very supportived
Perceived closeness of peer group

Very closee
Perceived competitiveness of school
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Competitive

3.771

2.059

1.832

-.272

7.815

.067

0

.

.

.

.

.

Not very threatening at all

.021

3.603

.006

-7.055

7.098

.995

A little threatening

1.345

3.333

.403

-5.202

7.891

.687

Somewhat threatening

-1.356

3.172

-.428

-7.586

4.874

.669

Threatening

-.005

3.203

-.001

-6.294

6.285

.999

0

.

.

.

.

.

Very competitivef
Perceived threat of school

Very threateningg

Note. N = 603. CI = confidence interval; LL = lower limit; UL = upper limit. p ≤ 0.05.
a ;b ; c ;d ;e ;f;g

= reference categories for regressions.

Self-Criticism

Inadequate Self

Regression analysis explored what factors predict participants criticising themselves
and feeling inadequate (Table 11). A Kolmogorov-Smirnov test performed to check
the distribution of residuals revealed that the assumption of normality was not met
(Kolmogorov-Smirnov D(603)= 0.044, p = .007). However, examination of the
histogram associated with the regression revealed that the data was not skewed.
The following variables were found to be statistically significant: Gender Mix (F(3,
580) = 5.76; p = .001), Perceived supportiveness of staff (F(4, 580) = 3.68; p = .006),
Perceived closeness of peer group (F(4, 580) = 4.97; p = .001), Perceived
competitiveness of school (F(4,580) = 3.48; p = .008) and Perceived threat of school
(F(4,580) = 2.54; p = .039). The results suggest that females who attended a coeducational school had higher Inadequate Self scores than females who went to an
all-girls school. There was no significant difference between males who attended a
co-educational or an all-boys school compared to females who attended an all-girls
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school. The results also suggest that the participants who perceived the staff at their
school to be very unsupportive had higher Inadequate Self scores compared to
participants who perceived staff at their school to be very supportive. Similarly, the
less close participants perceived their peer group to be and the more competitive
participants perceived their school to be, the higher their Inadequate Self scores
were. Although the pairwise comparisons with the reference category for Perceived
Threat at School were not statistically significant, there is a general trend that the
more threat participants perceived there to be at school, the higher their Inadequate
Self scores were.

Table 11
Multiple Regression: Inadequate Self
Variable

Intercept

B

SE

t

95% CI

p

LL

UL

17.785

2.929

6.071

12.031

23.538

.000

-.530

1.032

-.514

-2.556

1.496

.607

0

.

.

.

.

.

Male, attended co-educational

1.569

1.107

1.417

-.605

3.742

.157

Male, attended all boys

-2.443

1.319

-1.852

-5.034

.148

.065

Female, attended co-

2.700

.995

2.712

.744

4.655

.007

0

.

.

.

.

.

-.202

1.767

-.114

-3.673

3.270

.909

0

.

.

.

.

.

-.015

.012

-1.246

-.040

.009

.213

5.134

1.691

3.037

1.813

8.455

.003

Type of School
Private/ Independent School
State Schoola
Gender Mix

educational
Female, attended all girlsb
Home/International School Status
Home student
International studentc
BES
Perceived supportiveness of staff
Very unsupportive
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Unsupportive

2.056

1.527

1.346

-.943

5.056

.179

Somewhat supportive

.590

1.303

.453

-1.969

3.149

.651

Supportive

-.102

1.295

-.078

-2.645

2.442

.938

0

.

.

.

.

.

Not close at all

5.487

1.745

3.144

2.059

8.915

.002

Not very close

5.007

1.303

3.844

2.448

7.565

.000

Somewhat close

3.126

1.085

2.882

.996

5.257

.004

Close

1.573

1.056

1.489

-.501

3.647

.137

0

.

.

.

.

.

Not at all competitive

-5.395

1.646

-.3.278

-8.627

-2.163

.001

A little competitive

-2.816

1.357

-2.076

-5.481

-.152

.038

Somewhat competitive

-2.908

1.061

-2.740

-4.992

-.823

.006

Competitive

-2.343

.974

-2.405

-4.257

-.430

.016

0

.

.

.

.

.

Not very threatening at all

-3.082

1.705

-1.807

-6.431

.268

.071

A little threatening

-1.554

1.577

-.985

-4.652

1.544

.325

Somewhat threatening

-.011

1.501

-.007

-2.959

2.938

.994

Threatening

-.800

1.516

.528

-2.177

3.776

.598

0

.

.

.

.

.

Very supportived
Perceived closeness of peer group

Very closee
Perceived competitiveness of school

Very competitivef
Perceived threat of school

Very threateningg

Note. N = 603. CI = confidence interval; LL = lower limit; UL = upper limit. p ≤ 0.05.
a ;b ; c ;d ;e ;f;g

= reference categories for regressions.

Hated Self

Regression analysis explored what factors predict participants criticising and hating
themselves (Table 12). A Kolmogorov-Smirnov test performed to check the
distribution of residuals revealed that the assumption of normality was not met
(Kolmogorov-Smirnov D(603)= 0.125, p = .000). Inspection of the histogram revealed
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the data was skewed. Therefore, bootstrapping was necessary. The following
variables were found to be statistically significant: Gender Mix (F(3, 580) = 4.67; p =
.003), Perceived supportiveness of staff (F(4, 580) = 3.37; p = .010), Perceived
closeness of peer group (F(4, 580) = 7.42; p = .000) and Perceived competitiveness
of school (F(4,580) = 3.44; p = .009). The results suggest that females who attended
a co-educational school had higher Hated Self scores than females who attended an
all-girls school. There was no difference between males who attended a coeducational or an all-boys school compared to females who attended an all-girls
school. Participants who perceived the staff at their school as very unsupportive had
higher Hated Self scores than participants who perceived the staff at their school as
very supportive. The closer participants perceived their peer group to be, the lower
their Hated Self scores were. The more competitive participants perceived their
school to be, the higher their Hated Self scores were.

Table 12
Multiple Regression with Bootstrapping Performed: Hated Self
Variables

Intercept

B

SE

95% CI

p

LL

UL

3.371

1.321

.750

6.008

.014

-.735

.487

-1.620

.250

.121

0

.

.

.

.

Male, attended co-educational

.864

.546

-.178

1.936

.117

Male, attended all boys

-.604

.597

-1.795

.547

.314

Female, attended co-

1.469

.460

.527

2.350

.001

0

.

.

.

.

Type of School
Private/ Independent School
State Schoola
Gender Mix

educational
Female, attended all girlsb
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Home/International School Status
Home student

.093

.658

-1.165

1.936

.899

0

.

.

.

.

.003

.006

-.009

.016

.575

Very unsupportive

2.228

.835

.631

3.876

.006

Unsupportive

.744

.752

-.726

2.238

.317

Somewhat supportive

.221

.633

-.965

1.448

.727

Supportive

-.330

.612

-1.571

.818

.584

0

.

.

.

.

Not close at all

2.353

.982

.415

4.215

.015

Not very close

3.237

.656

2.036

4.549

.001

Somewhat close

1.382

.502

.460

2.446

.010

Close

.594

.455

-.304

1.525

.189

0

.

.

.

.

Not at all competitive

-2.789

.665

-4.045

-1.419

.002

A little competitive

-.909

.707

-2.205

.532

.208

Somewhat competitive

-1.295

.512

-2.261

-.257

.013

Competitive

-.933

.490

-1.952

.014

.049

0

.

.

.

.

Not very threatening at all

-.789

.863

-2.617

.942

.339

A little threatening

-.919

.820

-2.553

.639

.264

Somewhat threatening

.330

.812

-1.253

1.936

.702

Threatening

.169

.796

-1.535

1.732

.832

0

.

.

.

.

International studentc
BES
Perceived supportiveness of staff

Very supportived
Perceived closeness of peer group

Very closee
Perceived competitiveness of school

Very competitivef
Perceived threat of school

Very threateningg

Note. N = 603. CI = confidence interval; LL = lower limit; UL = upper limit. p ≤ 0.05.
a ;b ; c ;d ;e ;f;g

= reference categories for regressions.

Reassured Self
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Regression analysis explored what factors predict participants being able to reassure
themselves with things go wrong (Table 13). A Kolmogorov-Smirnov test used to
check the distribution of the residuals revealed that the assumption of normality was
met (Kolmogorov-Smirnov D(603)= 0.034, p = .097). The following variables were
found to be statistically significant: Gender Mix (F(3, 580) = 3.08; p = .027),
Perceived supportiveness of staff (F(4, 580) = 2.66; p = .032), Perceived closeness
of peer group (F(4, 580) = 7.38; p = .000) and Perceived competitiveness of school
(F(4,580) = 2.42; p = .047). The results suggest that females who attended a coeducational school had higher Reassured Self scores than females who attended an
all-girls school. No difference was found between males who attended a coeducational or an all-boys school compared to females who attended an all-girls
school. Participants who perceived the staff at their school as ‘very unsupportive’
and ‘unsupportive’ had lower Reassured Self scores than participants who perceived
staff to be ‘very supportive’. The closer participants experienced their year group to
be, the higher their Reassured Self scores were. Similarly, the more competitive
participants experienced their school to be, the lower their Reassured Self scores
were.
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Table 13
Multiple Regression: Reassured Self
Variable

Intercept

B

SE

t

95% CI

p

LL

UL

24.707

2.122

11.641

20.538

28.875

.000

.107

.747

.143

-1.361

1.575

.886

0

.

.

.

.

.

Male, attended co-educational

-.436

.802

-.544

-2.011

1.139

.587

Male, attended all boys

1.116

.956

1.168

-.761

2.993

.243

Female, attended co-

-1.565

.721

-2.169

-2.981

-.148

.030

0

.

.

.

.

.

-1.815

1.281

-1.417

-4.331

.700

.157

0

.

.

.

.

.

-.003

.009

-.321

-.020

.015

.749

Very unsupportive

-3.219

1.225

-2.627

-5.625

-.812

.009

Unsupportive

-2.634

1.107

-2.380

-4.807

-.460

.018

Somewhat supportive

-1.712

.944

-1.813

-3.566

.142

.070

Supportive

-.571

.938

-.608

-2.414

1.272

.543

0

.

.

.

.

.

Not close at all

-4.605

1.265

-3.642

-7.089

-2.122

.000

Not very close

-4.272

.944

-4.527

-6.126

-2.419

.000

Somewhat close

-2.489

.786

-3.167

-4.033

-.946

.002

Close

-.876

.765

-1.144

-2.379

.627

.253

0

.

.

.

.

.

Not at all competitive

2.808

1.192

2.355

.466

5.149

.019

A little competitive

1.901

.983

1.934

-.030

3.832

.054

Somewhat competitive

2.087

.769

2.714

.577

3.597

.007

Competitive

1.205

.706

1.707

-.182

2.591

.088

Type of School
Private/ Independent School
State Schoola
Gender Mix

educational
Female, attended all girlsb
Home/International School Status
Home student
International studentc
BES
Perceived supportiveness of staff

Very supportived
Perceived closeness of peer group

Very closee
Perceived competitiveness of school
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Very competitivef

0

.

.

.

.

.

Not very threatening at all

.189

1.236

.153

-2.238

2.616

.878

A little threatening

-.766

1.143

-.670

-3.011

1.479

.503

Somewhat threatening

-1.244

1.088

-1.144

-3.380

.892

.253

Threatening

-1.390

1.098

-1.266

-3.547

.767

.206

0

.

.

.

.

.

Perceived threat of school

Very threateningg

Note. N = 603. CI = confidence interval; LL = lower limit; UL = upper limit. p ≤ 0.05.
a ;b ; c ;d ;e ;f;g

= reference categories for regressions.

Attachment Style

A multinomial regression was run to identify what factors predict attachment style
(Table 14). The following variables were found to be significant predictors of
attachment style: Gender Mix (χ² (9) = 18.201, p = .033), Perceived supportiveness
of staff (χ² (12) = 29.409, p = .003) and Perceived closeness of peer group (χ² (12) =
33.759, p = .001).

The results suggest that females who attended a co-educational school are the most
likely to be classed as Style A (Secure) relative to Style D (Dismissing). Males who
attended either a co-educational or an all-boys school were the least likely to be
classed as Style A (Secure attachment), relative to Style D (Dismissing). Females
who attended an all-girls school were the next most likely to be classed as Style A
(Securely attached), relative to Style D (Dismissing).

In terms of Perceived peer group closeness, participants who perceived their peer
group to be ‘not very close’ were less likely to be classed as Style A (Secure) relative
to Style D (Dismissing). Furthermore, participants who perceived their peer group to
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be ‘not very close’ were more likely to have a Fearful (Style B) or Preoccupied (Style
C) attachment than a Secure (Style A) attachment style, relative to participants who
perceived their year group to have been ‘very close’.

The less supportive staff were perceived to be, the less likely participants were to be
classed as Style A (Securely attached) relative to Style D (Dismissing). Furthermore,
the less supportive staff were perceived to be, the more likely participants were to be
classed as Style B (Fearful attachment), relative to Style A.

Table 14
Multinomial Regression: Attachment Style
Parameter

B

SE

Wald

95% CI
LL

p
UL

Style B: Fearfula
Intercept

-.650

.958

.460

.497

-.397

.328

1.457

.353

1.280

.227

0

.

.

.

.

.

Male, attended co-educational

-.555

.360

2.371

.283

1.164

.124

Male, attended all boys

-.707

.432

2.674

.212

1.151

.102

Female, attended co-

-.071

.303

.055

.514

1.686

.814

0

.

.

.

.

.

-.842

.578

2.118

.139

1.339

.146

0

.

.

.

.

.

.007

.004

3.272

.999

1.015

.070

1.840

.559

10.851

2.107

18.818

.001

Type of School
Private/ Independent School
State Schoolb
Gender Mix

educational
Female, attended all girlsc
Home/International School Status
Home student
International studentd
BES
Perceived supportiveness of staff
Very unsupportive
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Unsupportive

1.964

.513

14.640

2.606

19.493

.000

Somewhat supportive

1.360

.445

9.329

1.628

9.331

.002

Supportive

.477

.452

1.114

.664

3.908

.291

0

.

.

.

.

.

Not close at all

1.438

.613

5.502

1.267

14.019

.019

Not very close

1.634

.431

14.362

2.201

11.935

.000

Somewhat close

.879

.333

6.960

1.253

4.625

.008

Close

.046

.332

.019

.546

2.008

.890

0

.

.

.

.

.

Not at all competitive

-.507

.504

1.012

.224

1.618

.314

A little competitive

-.500

.419

1.423

.267

1.379

.233

Somewhat competitive

-.689

.332

4.307

.262

.962

.038

Competitive

.112

.307

.133

.613

2.041

.716

0

.

.

.

.

.

Not very threatening at all

.086

.557

.024

.366

3.246

.877

A little threatening

-.047

.518

.008

.346

2.635

.928

Somewhat threatening

-.373

.496

.566

.260

1.821

.452

Threatening

.420

.510

.678

.560

4.133

.410

0

.

.

.

.

.

-2.166

1.232

3.091

.065

.397

.027

.490

2.323

.870

0

.

.

.

.

.

Male, attended co-educational

.587

.432

1.845

.771

4.199

.174

Male, attended all boys

-.139

.567

.060

.287

2.642

.806

Female, attended co-

.475

.397

1.425

.737

3.503

.233

Very supportivee
Perceived closeness of peer group

Very closef
Perceived competitiveness of school

Very competitiveg
Perceived threat of school

Very threateningh
Style C: Preoccupieda
Intercept

.079

Type of School
Private/ Independent School
State Schoolb
Gender Mix

educational
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Female, attended all girlsc

0

.

.

.

.

.

-.327

.761

.185

.162

3.203

.667

0

.

.

.

.

.

-.003

.005

.364

.987

1.007

.546

Very unsupportive

.948

.709

1.789

.643

10.359

.181

Unsupportive

1.348

.633

4.541

1.114

13.298

.033

Somewhat supportive

1.150

.531

4.691

1.116

8.936

.030

Supportive

.623

.527

1.396

.663

5.245

.237

0

.

.

.

.

.

Not close at all

1.870

.693

7.284

1.668

25.219

.007

Not very close

1.524

.529

8.315

1.629

12.935

.004

Somewhat close

.703

.411

2.925

.902

4.524

.087

Close

.037

.416

.008

.459

2.348

.928

0

.

.

.

.

.

Not at all competitive

-1.449

.840

2.975

.045

1.219

.085

A little competitive

-.264

.510

.267

.283

2.086

.605

Somewhat competitive

-.284

.409

.482

.338

1.677

.488

Competitive

.386

.378

1.040

.701

3.085

.308

0

.

.

.

.

.

Not very threatening at all

-.169

.694

.059

.217

3.291

.808

A little threatening

-.200

.642

.097

.233

2.882

.755

Somewhat threatening

-.193

.614

.099

.247

2.746

.753

Threatening

.419

.625

.449

.447

5.173

.503

0

.

.

.

.

.

-1.139

1.037
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Home/International School Status
Home student
International studentd
BES
Perceived supportiveness of staff

Very supportivee
Perceived closeness of peer group

Very closef
Perceived competitiveness of school

Very competitiveg
Perceived threat of school

Very threateningh
Style D: Dismissinga
Intercept

.272

Type of School
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Private/ Independent School

.002

.351

.000

.504

1.994

.995

0

.

.

.

.

.

Male, attended co-educational

.379

.365

1.077

.714

2.988

.299

Male, attended all boys

.307

.437

.493

.577

3.201

.482

Female, attended co-

-.212

.347

.372

.410

1.597

.542

0

.

.

.

.

.

-.857

.617

1.927

.127

1.423

.165

0

.

.

.

.

.

.004

.004

.835

.996

1.012

.361

Very unsupportive

.925

.590

2.460

.794

8.006

.117

Unsupportive

1.217

.523

5.404

1.210

9.420

.020

Somewhat supportive

.775

.439

3.120

.919

5.132

.077

Supportive

.531

.430

1.525

.732

3.948

.217

0

.

.

.

.

.

Not close at all

1.279

.698

3.361

.915

14.106

.067

Not very close

1.474

.471

9.798

1.735

10.994

.002

Somewhat close

.569

.373

2.327

.850

3.670

.127

Close

.441

.353

1.567

.779

3.104

.211

0

.

.

.

.

.

Not at all competitive

.217

.541

.160

.430

3.586

.689

A little competitive

.005

.471

.000

.399

2.530

.991

Somewhat competitive

-.300

.370

.658

.359

1.530

.417

Competitive

.496

.336

2.174

.849

3.175

.140

0

.

.

.

.

.

Not very threatening at all

.050

.596

.007

.327

3.384

.933

A little threatening

-.089

.560

.025

.305

2.741

.874

State Schoolb
Gender Mix

educational
Female, attended all girlsc
Home/International School Status
Home student
International studentd
BES
Perceived supportiveness of staff

Very supportivee
Perceived closeness of peer group

Very closef
Perceived competitiveness of school

Very competitiveg
Perceived threat of school
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Somewhat threatening

-.332

.533

.387

.253

2.040

.534

Threatening

-.283

.571

.246

.246

2.305

.620

0

.

.

.

.

.

Very threateningh

Note. N = 603. CI = confidence interval; LL = lower limit; UL = upper limit. p ≤ 0.05.
a=

Qualitative Results
reference category for regression is Style A: Secure

b ; c ;d ;e ;f;g

= reference categories for regressions.

What boarding school experiences influenced people most in their adult life?

Participants answered the open question “what experiences from your school life do
you think have influenced you the most in your adult life?”. Only responses from
participants reporting boarding experience (e.g., Ex-full boarders, Ex-weekly
boarders and ‘Other’) were analysed, in order to answer research question 3. Of
these three groups, three hundred and twenty-three participants (52% of the overall
sample) gave responses. Of these responses, 66 were excluded, as it appeared
participants misread/misunderstood the question. This resulted in responses from
two hundred and fifty-seven participants (41% of the overall sample, 79% of ‘Other’
and boarders combined) (See Table 15). Responses were read through and coded,
with themes emerging over time. The majority of responses, particularly lists and
paragraphs of text appeared to contain information relating to multiple different
themes and were recorded as such.

Two superordinate themes were identified; positive and negative experiences, with
more negative than positive experiences being noted. A narrative and supporting
quotes for themes that had a frequency count of 20 or higher can be found below.
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Table 15
Superordinate and Subordinate Themes Identified Through Content Analysis in Response to the Question “what
experiences from your school life do you think have influenced you the most in your adult life?”
Superordinate
theme

Positive
experiences

Total
frequency
across
participants
with boarding
experience
that theme
appears
146

Subordinate theme

Extracurricular
opportunities

Total
frequency
across
participants
with boarding
experience
that theme
appears
36

Positive
relationships with
peers

36

Striving

21

Being independent

14

Examples

“being independent” (47-year-old Female ExFull Boarder)
“The independence I had by being a boarder.
Everyone says that I am very mature for my
age.” (21-year-old Male Ex-Full Boarder)

Achieving/Success

14

“Doing well academically.” (57-year-old
Female Ex-Full Boarder)
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“My school also gave me a good education
which set me on the way to a career” (82-yearold Female Ex-Full Boarder)
Supportive
environment

13

“The school gave a real sense of belonging
and community which has lasted with old
school friends.” (44-year-old Female Ex-Full
Boarder)
“Supportive staff.” (57-year-old Female Ex-Full
Boarder)

Exposure to
difference and
diversity

8

“Attending school with people from many
different cultures had a positive impact on me”
(23-year-old Male ‘Other’ student)
“Living closely with people from all walks of
life” (32-year-old Female Ex-Full Boarder)
“Sense of prestige as it was a competitive
entry.” (51-year-old Male ‘Other’ student)

Privilege

4
“Assuming privilege” (53-year-old Female ExFull Boarder)

Negative
experiences

417

Lack of support
and nurture

97

Bullying and
difficult peer
relationships

57
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Separation from
loved ones

51

Fear and feeling
unsafe

50

Abuse

49

Feeling controlled

34

Loneliness/isolation

26

Lack of
privacy/own space

24

Feeling different

8

“Out of culture.” (62-year-old Male Ex-Full
Boarder)
“But being a relatively 'poor' kid among some
insanely rich kids was hard.” (23-year-old Male
‘Other’ student)

Mental health
difficulties

8

“being around other girls with eating disorders
and copying the behaviour as I was unhappy
led to me having an eating disorder” (44-yearold Female Ex-Full Boarder)
“Struggling with mental health at school” (18year-old Female Ex-Full Boarder)
“Trying to prevent suicides by younger boys”
(70-year-old Male Ex-Full Boarder)
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Competitiveness

8
“Expectation of competitiveness” (62-year-old
Female Ex-Full Boarder)
“cut-throat competition” (68-year-old Male ExFull Boarder)

Feeling not good
enough

5

“My father was in the army and in sending my
brother and I to public schools ran up a huge
overdraft over the years and I remember the
guilt of seeing their bank statements and
realising that my achievements at school
weren't a fair return for their investment.” (47year-old Female Ex-Full Boarder)
“Failure to thrive emotionally and
academically” (60-year-old Female Ex-Weekly
Boarder)
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Positive experiences

Extracurricular opportunities

Within the positive experiences superordinate theme, ‘Extracurricular opportunities’
was the most frequently noted theme across participants that influenced them most
in their adult life, along with positive relationships with peers:

“Singing in the choir and small groups. Performing in music festivals, recitation
competitions, plays” (64-year-old Female Ex-Full Boarder)

“I found solace in sport. I developed fortitude, empathy, tact and diplomacy and a
great sense of fairness. My participation in competitive sports has proved beneficial
in adult life and career.” (69-year-old Female Ex-Full Boarder)

Positive relationships with peers

‘Positive relationships with peers’ was the other most prominent theme:

“Building strong bonds with peers” (39-year-old Male Ex-Full Boarder)

“Looking after the underdog.” (74-year-old Male Ex-Full Boarder)

Striving

126

Striving was the second most frequently occurring theme within the positive
experiences category.

“Trying to be outstanding or the best.” (60-year-old Male Ex-Full Boarder)

“all or nothing” approach to success.” (58-year-old Male Ex-Full Boarder)

Negative experiences

Lack of support and nurture

Within the negative experiences superordinate theme, ‘Lack of support and nurture’
was the most frequently noted theme that influenced participants most in adult life. A
range of experiences were described including feeling unsupported, not receiving
attention or love as well as not being physically nurtured (e.g., shortages of food):

“being in a loveless environment” (85-year-old Male Ex-Full Boarder)

“Lack of access during term time to loving and caring adults through all of the years
of boarding (8-17).” (62-year-old Male Ex-Full Boarder)

“hunger” (54-year-old Female Ex-Full Boarder)

Some participants also reported potential coping mechanisms:
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” Withholding emotions and ‘getting on with things” (42-year-old Female Ex-Full
Boarder)

“Having to rely on myself. No-one to turn to to “rescue” me” (52-year-old Female ExFull Boarder)

Bullying and difficult peer relationships

‘Bullying and difficult peer relationships’ was the second most frequently noted
theme. Participants described being bullied by peers and staff and finding it difficult
to form relationships with peers:

“Being bullied and isolated from my year group while I was a full border.” (34-yearold Female Ex-Full Boarder)

“Bullying from house mistress” (42-year-old Female Ex-Full Boarder)

“I found forming meaningful relationships very difficult, and still do.” (54-year-old
Male Ex-Full Boarder)

Separation from loved ones

The third most frequently noted theme was ‘Separation from loved ones’:
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“Being separated/rejected by parents has been the main influence. It felt like a
punishment or rejection by them.” (65-year-old Female Ex-Full Boarder)

“Losing my mother and home environment” (55-year-old Male Ex-Full Boarder)

Fear and feeling unsafe

The ‘Fear and feeling unsafe’ theme had a similar number of responses to the
‘Separation from loved ones’ theme:

“constantly on guard” (85-year-old Male Ex-Full Boarder)

“being unsafe and not believed” (59-year-old Male Ex-Full Boarder)

Abuse

Experiences of ‘Abuse’ was the fifth most frequently reported theme. Participants
described experiences of sexual, emotional and physical abuse:

“being passed into the care of a sadistic headmaster and physically and sexually
abusive staff.” (55-year-old Male Ex-Full Boarder)

“being beaten” (74-year-old Male Ex-Full Boarder)
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“The punishment of weakness (crying, homesickness were all punishable offended).”
(43-year-old Male Ex-Full Boarder)

Feeling controlled

‘Feeling controlled’ was another theme reported to have influenced participants in
their adult life:

“Lack of personal freedom.” (73-year-old Male Ex-Full Boarder)

“Rigid routines and rules, little/no free time or flexibility” (62-year-old Female Ex-Full
Boarder)

Loneliness/isolation

Experiences of ‘Loneliness/isolation’ was the seventh most frequently theme
identified within negative experiences:

“being lonely” (85-year-old Male Ex-Full Boarder)

“Isolation from peer group” (35-year-old Female Ex-Full Boarder)

Lack of privacy/own space
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Comments relating to experiencing a ‘Lack of privacy/own space’ were nearly as
frequent as ‘Loneliness/isolation’:

“Being made to have baths in the same room as other girls and being washed by the
matrons.” (44-year-old Female Ex-Full Boarder)

“No respite 24/7 from peer group” (65-year-old Female Ex-Full Boarder)

Discussion

Summary of findings

Is there a difference in compassion, self-criticism and attachment style between adult
ex-boarders and ex-day students?

Compassion

The current research aimed to investigate whether compassion for the self, for
others and from others (Gilbert et al., 2017) differed between adult ex-boarders and
ex-day students. It was revealed that levels of self-compassion were the same for
both groups. However ex-boarders were less able to feel compassion for others and
to experience others as being compassionate towards them. These findings may be
taken as evidence to support the claims made by Schaverien (2015) that exboarders may have difficulties with compassion.
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In terms of compassion for others, it may be suggested that the boarding
environment may not have been conducive to the development of compassion for
others. For example, it has been suggested that boarding environments feature high
levels of competitiveness (Duffell, 2010); which has been associated with inhibiting
compassion (Buss, 2014; Kirby et al., 2019). Support for this claim may be taken
from both groups of ex-boarders rating their schools as ‘competitive’ and the
qualitative comments collected to answer research question 3, where ex-boarders
gave descriptions of their schools as competitive. Another feature of the boarding
environment that could explain the lower levels of compassion for others that exboarders experienced could be their own experiences of care and compassion within
the environment. For example, it has been suggested that the way people are cared
for in childhood influences their ability to care about and be compassionate towards
others (Gilbert, 2005; Gillath et al., 2005). It has been suggested that boarding
school environments may be experienced as not being supportive of vulnerability
and having needs such as belonging and safety (Duffell, 2010). The qualitative
comments from ex-boarders describing experiences of ‘lack of care and nurture’ may
provide support for this claim. These experiences may also be linked to the findings
on attachment, which suggest that experiencing secure attachments, in particular
feeling safe and soothed increases individuals’ abilities to feel empathy for others
(Mikulincer et al., 2001). In the current research, ex-boarders were found to have
lower levels of secure attachments, which may link to Mikulincer et al.’s findings and
provide insight into Schaverien’s (2015) claim that boarders struggle with empathy.
Furthermore, as empathy is a key component of compassion (Gilbert, 2005) it may
explain why ex-boarders had lower levels of compassion for others. Another key
component of compassion is distress tolerance (Gilbert, 2005). Boarders have been
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hypothesised to have to learn to ‘cut off’ from their feelings in order to ‘survive’
(Duffell, 2010). The qualitative comments in the current study provided support for
this, as ex-boarders described having to suppress emotions and become selfsufficient. This may also contribute to boarders having lower levels of compassion for
others, as they may not have had the opportunity to learn ways to tolerate distress or
had access to caring adults who could help them with this (Gilbert, 2009a). These
findings may also have implications for society as a number of ex-boarders have
positions of power, particularly within politics (Duffell, 2010; Duffell, 2016; Montacute
& Nightingale, 2019) and may highlight the importance of the Compassion in Politics
organisation. However, more research may be required to investigate this.

With regards to ex-boarders being less able to experience others as acting
compassionately towards them, it can be suggested that this may be linked to factors
associated with developing compassion for others. For example, if the boarding
environment is not experienced as supportive or caring, it is possible that exboarders may not have had as many opportunities to experience compassion. For
example, Gilbert (2009b) has explained that individuals need to experience
understanding, kindness and gentleness from others in order to feel safe and
soothed, which are key components of compassion and emotional regulation
(Gilbert, 2005). Furthermore, Schaverien (2015)’s claim that boarders have to learn
to cut themselves off from compassion may partly explain why the current sample of
ex-boarders struggled to experience others as compassionate. However, as
Schaverien (2015) does not provide more information about why or how boarders
might do this, this cannot be known for certain. It is also possible that boarders
experiencing their school environment as threatening could contribute to difficulties
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in experiencing others as compassionate. For example, in the current study, exboarders rated their schools as ‘somewhat threatening’ and in the qualitative
comments, reported high numbers of instances of bullying and abuse, which have
previously been associated with boarding school (Duffell, 2010; Schaverien, 2015). It
could be suggested that if ex-boarders lived in environments which activated their
threat systems, behaviours not related to surviving the threat (e.g., experiencing or
noticing compassion from others) were suppressed (Gilbert, 2020), potentially
resulting in ex-boarders finding it more difficult to experience others as
compassionate.

With regards to self-compassion, similar levels were found in ex-boarders and exday students. This does not support the research hypothesis that ‘ex-boarders will
have lower levels of compassion’. This finding may be considered as surprising, as
self-compassion has been associated with secure attachments (Neff & McGehee,
2010). However, ex-boarders were found to be more insecurely attached in the
current study and were found to have lower scores on the other flows of compassion
from others and for others. It may be suggested that boarders developed a sense of
self-compassion, in order to survive (Gilbert, 2020) and compensate for the lack of
care and support they may have experienced from others, however more research is
required to investigate this.

Self-Criticism

No difference was found between the two groups on any of the subscales measuring
self-criticism. This does not support the hypothesis ‘ex-boarders may have higher
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levels of self-criticism’. This may suggest that boarding school is not necessarily
associated with the development of high levels of self-criticism, as suggested by
Duffell (2010). This finding could also be suggested to be surprising, as experiences
of abuse, bullying and lack of affection, which have been associated with boarding
school (Duffell, 2010; Schaverien, 2015) and were frequently reported in the current
study, have been found to be associated with problems with shame and self-criticism
(Kaufman, 2004; Andrews, 1998; Schore, 1998). Further research into protective
factors against the development of self-criticism in ex-boarders may be helpful in the
future.

Attachment

More ex-full boarders were found to be insecurely (Fearful) attached, whereas more
ex-day students were securely attached. This supports the third research hypothesis
‘Ex-boarders may also be expected to have more insecure attachments’ and
previous suggestions that boarding school can be experienced as a loss of
attachment figures (Schaverien, 2015; Fisher et al., 1990). Ex-boarders developing a
more insecure (Fearful) attachment style may be associated with more threatening
parenting experiences (Mikulincer & Schaver, 2007) from boarding staff, as
described in the qualitative comments from the current study and by Duffell (2010).
Findings from the current study may also suggest that staff may have been
experienced as being uncaring, unsupportive and not providing love, or as providing
inconsistent or unpredictable care. As a result, ex-boarders may have been left
feeling insecure and as a result may have adapted their attachment behaviour in
order to reduce feelings of uncertainty or rejection as suggested by Bowlby (1973).
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However, Bowlby’s (1973) findings were based on infant attachment behaviour,
therefore may not apply to older children. It may also be suggested that the
separation from caregivers associated with boarding school may result in a lack of
feelings of security (Erokzan, 2009). This coupled with feelings of rejection from
parents reported to be experienced by ex-boarders in the current study and
suggested others (Schaverien, 2015; Faulkner, 2020), could result in ex-boarders
developing a more negative model of themselves and others. This could involve exboarders experiencing others as uncaring and unavailable, viewing themselves as
unlovable and avoiding intimacy for fear of being abandoned or hurt by others
(Bartholomew & Horrowitz, 1991). This may also be relevant to the suggestions by
Schaverien (2011) that ex-boarders struggle with interpersonal relationships. These
conclusions are tentative as further research is required to confirm whether
attachment style changes after attending boarding school or whether insecurely
attached children are more likely to attend boarding school.

What factors predict compassion, self-criticism and attachment style?

Compassion

For all three flows of compassion, females attending an all-girls school had the
highest scores. This may suggest that being female in an-all female school
environment may aid the development of compassion. Previous research has
suggested that there may be gender differences in compassion to others, with
females being more able to be compassionate towards others (Henshall et al.,
2018). However, these findings came from a sample that mainly consisted of female
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health care professionals, which may not be generalisable to the current sample.
This may suggest that further research in to all-girls school environments and the
development of compassion may be warranted.

Perceptions of participants’ peer groups as being close were found to predict selfcompassion and being able to experience others as compassionate, with closer peer
groups being associated with higher scores. It may be suggested that strong peer
relationships facilitate the development of compassion, perhaps by activating the
soothing system, which is associated with experiences of care and kindness and a
motivation to connect with others (Gilbert, 2009b).

Perceptions of the school environment as threatening and competitive were
associated with lower self-compassion scores. However, participants who perceived
their school as being the most threatening had the highest self-compassion scores.
Two contradictory processes explain these results, e.g., those individuals who
perceived their school environments as threatening but with lower self-compassion
scores may have internalised threatening, critical comments aimed at them during
school and as such developed views of themselves as less deserving of
compassion. In contrast, individuals who perceived their school as being the most
threatening may have developed a greater sense of self-compassion in order to
survive the high threat environment (Gilbert, 2020). Further research is required to
make sense of these findings.

Perceptions of staff as being unsupportive were found to be associated with lower
compassion from others scores. This might relate to findings discussed above that

137

individuals need to experience others as being understanding, kind and gentle, in
order to feel safe and soothed (Gilbert, 2009b), which are important for the
development of compassion and emotional regulation (Gilbert, 2005). If staff at
school are not perceived to be supportive, it may be difficult for children to learn to
experience others as acting compassionately towards them.

Self-Criticism

Females at co-educational schools were found to have significantly higher levels of
self-criticism and self-reassurance than females at an all-girls school. It could be
suggested that higher levels of self-reassurance may have developed in response to
the higher levels of self-criticism these individuals experienced. However further
research may be required to confirm this. It might also be useful to investigate
whether rates of self-criticism differ between different genders attending different
types of schools (e.g., single gender or co-educational). These findings could then
be used to implement interventions aimed at reducing self-criticism with groups
identified to be most at risk of developing self-criticism. Particularly as self-criticism
has been associated with various mental health difficulties (Gilbert et al., 2006; Cox
et al., 2000; Gilbert et al., 2010).

Individuals who perceived staff to be unsupportive and perceived their peer group to
be less close had higher levels of self-criticism and were less able to reassure
themselves when things went wrong. This may be linked to previous findings that
affiliative behaviour (which may potentially be associated with having supportive staff
and close relationships with peers) can reduce self-criticism (Naismith et al., 2018).
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Participants who perceived their schools to be the most competitive had higher
levels of self-criticism and lower levels of self-reassurance. This may be related to
previous findings that have found competitiveness and self-criticism to be correlated
(Zuroff & Duncan, 1999). Furthermore, perceiving the school environment as
threatening was associated with increases in self-criticism and feeling inadequate.
This may be linked to previous findings that experiences of threatening and unsafe
environments have been associated with the development of self-criticism (Gilbert &
Irons, 2009).

A post-hoc regression analysis revealed that when the school environment variables
(perceived supportiveness of staff, closeness of peer group, competitiveness of
school and threat of school) and type of school were removed, BES was statistically
significant. The results suggested that increased exposure to boarding school was
associated with higher Hated Self scores and a reduced ability to reassure oneself
when things go wrong. The school environment variables were also found to be
highly correlated with BES, which may suggest that boarding school environments
could be experienced as more threatening and competitive (as suggested by Duffell,
2010) and could involve less support from staff and closeness of peers. This may be
supported by the current findings that ex-boarders rated their schools as the most
threatening and competitive, with the lowest levels of perceived support from staff.
Coupled with the qualitative reports of boarding school experiences that involved
‘competitiveness’, ‘fear and feeling unsafe’ and ‘abuse’. However, ex-boarders also
had the highest scores for perceived closeness of peer group and gave qualitative
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reports of ‘positive relationships with peers’ which may suggest that further
investigation into boarding school environments is required.

Attachment

Perceptions of peer groups being less close and of staff as being unsupportive were
associated with participants being more likely to be insecurely attached (Fearful and
Preoccupied). It might be suggested that it is more difficult to develop secure
attachments if individuals do not feel close to or supported by others in their
environment (Bowlby, 1973; Ainsworth et al., 2015).

In a post-hoc regression analysis, when the school environment factors were
removed, it was found that the higher the BES score was, the more likely participants
were to be classed as Style B (Fearful) than Style A (Secure). This may suggest that
increased exposure to boarding school has a potentially negative impact on
attachment style. This may be related to ex-boarders in the current study
experiencing their schools as the most competitive and threatening, which has been
suggested by Duffell (2010) and the qualitative comments regarding ‘Separation
from loved ones’ and experiences of ‘Lack of care and nurture’ discussed above.

What boarding school experiences influenced people most in their adult life?

A range of positive and negative boarding experiences were reported by participants
to have influenced them in their adult lives. These may be understood within the
context of three emotional regulation systems (Gilbert, 2009b).
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In terms of the positive experiences, experiences of positive relationships with peers
and finding their environment to be supportive may be associated with activating the
soothing system, which involves feelings of safeness, connection and has an
affiliative focus (Gilbert, 2009b). The soothing system has been linked with the
secure attachment experiences and the development of compassion (Gilbert, 2009b;
Gilbert, 2020).

Experiences of extra-curricular activities, independence and striving may be
associated with the drive system, which involves resource seeking and has an
incentive focus (Gilbert, 2009b). However, it is possible that experiences of striving,
could be experienced negatively too and lead to the development of self-criticism in
some ex-boarders, particularly if they are trying to avoid failure (as suggested by
Duffell, 2010) or rejection (Castilho et al., 2017). This may also reduce individuals’
abilities to activate their soothing system and develop compassion (Gilbert & Irons,
2009).

Reports of negative experiences outweighed positive experiences. Experiences of
fear and feeling unsafe, feeling controlled, abuse, lack of support and nurture,
bullying and separation from loved ones, may be suggested to activate the threat
system (Gilbert, 2009b). This system is associated with detecting threats quickly and
triggering emotions such as anxiety, anger and disgust, which result in survival
behaviours such as fight, flight and submit (Gilbert, 2001). It has been suggested
that activation of this system also involves suppressing behaviours not related to
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surviving the threat (Gilbert, 2020), therefore it may be suggested that developing
compassion (for the self, others and experiencing it from others) could be affected.

As discussed above, the development of compassion may also be affected by
experiences of care at boarding school that lacked support and nurture. For
example, experiences of understanding, kindness and gentleness from others is
required to feel safe and soothed, which is important for compassion and emotional
regulation (Gilbert, 2005). Furthermore, it may be suggested that ex-boarders having
to suppress emotions and become self-sufficient (Duffell, 2010), in the face of not
having adults who can support and nurture them could negatively impact on their
ability to learn ways to tolerate distress, which is another key component in the
development of compassion (Gilbert, 2009a). This may also reflect a negative
consequence of positive experiences associated with ‘independence’.

Experiences reported in the current study may also be suggested to have negative
impacts on attachment, as described above. For example, feeling insecure and
adapting attachment behaviours to avoid rejection or uncertainty in the response to
care that lacked support or was unpredictable (Bowlby, 1973). Furthermore,
experiences related to ‘separation from loved ones’ as reported by participants in the
current study could be associated with feelings of rejection. This may result in exboarders avoiding intimacy with others for fear of being abandoned (Bartholomew &
Horrowitz, 1991). This may be relevant to the suggestions from Schaverien (2011)
that ex-boarders experience difficulties in their interpersonal relationships.
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Negative experiences reported in the current study have also been reported to play
an important role in the development of self-criticism. For example, Gilbert and Irons
(2009) found that experiences of threatening and unsafe environments, harsh
parenting and bullying have been associated with the development of self-criticism,
although this was not supported in the current study.

In summary, a range of positive and negative boarding experiences were reported by
participants to have influenced them in adulthood. These may be understood within
the context of the emotional regulation systems (Gilbert, 2009b) and influence the
development of compassion, self-criticism and attachment style. However, it is
acknowledged that in the current study, the qualitative comments from ex-day
students were not analysed. Therefore, the experiences described may not be solely
reflective of boarding experiences and further investigation may be required.

Clinical Implications

The findings may suggest that interventions focused on fostering compassion to
others and noticing compassion from others, such as group or individual
Compassionate Mind Training (Gilbert & Irons, 2005; Irons & Heriot-Maitland, 2020)
may have a useful preventative role within current boarding practices, to reduce the
likelihood of longer-term difficulties for ex-boarders. This may also have longer-term
positive financial implications for mental health services and reputational benefits for
boarding schools who are seen to be actively addressing factors related to mental
health in their students. This may also bring societal benefits, if ex-boarders continue
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to hold positions of power, where compassion in law and policy making can be
introduced, in line with the Compassion in Politics’ aims.

The findings also highlight other preventative measures that could be undertaken in
current boarding practices, such as: ensuring staff are experienced as supportive
and caring; actively supporting boarders’ relationships with their loved ones;
reducing threat in the environment by trying to eradicate instances of bullying and
abuse and ensuring there is a balance between competitiveness and compassion.

Limitations and Further Areas for Research

A main limitation of this research is that the data is retrospective and self-report in
nature. This may have resulted in biases in recalling experiences or when answering
the questions, reducing the validity of the findings.

Furthermore, although the online questionnaire format increased accessibility and
resulted in a large sample size, this method of data collection is associated with a
lack of control. This may have resulted in participants reporting inaccurate
information, reducing the reliability of the findings.

Similarly, although recruitment methods were varied, they also involved contacting
ex-boarder support organisations, which could have resulted in the sample being
vulnerable to bias and not representative of boarding experiences more widely.
Unfortunately, data on how many participants were recruited from each source was
not recorded, therefore the true extent of this cannot be known. Future research may
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consider recording/controlling where participants were recruited from and conducting
interviews with ex-boarders to overcome the risk of bias and the limitations of
anonymous, online data collection methods. However, it is also possible that the
anonymous nature of the online questionnaire also reduced the likelihood of social
desirability bias and facilitated participation.

Representativeness of the sample may also limit the extent to which the findings
generalise to the current educational context, as there are more males than females
in State and Private schools and more male boarders (Department for Education,
2021; Independent Schools Council, 2020). However, the current sample had a
greater number of participants identifying as female. In terms of ethnicity, the sample
reflected the current educational context, in that ‘White’ was the majority ethnic
group. This is the same in State and Private schools (Department for Education,
2021; Independent Schools Council, 2020). In regards to age, there was a large
range in the ages of participants, which may have resulted in some of the findings
reflecting previous boarding school experiences that may not apply to present
boarding school life.

A strength of this study was how it was a novel application of measures of
compassion and self-criticism in adult ex-boarders. However, as these measures
were not applied prior to starting boarding school, causality cannot be assumed. This
may highlight an avenue for a longitudinal study in the future. Future research may
also want to consider alternative measures of attachment, as in the current study
continuous ratings on the RQ (Bartholomew & Horrowitz, 1991) were not easily
categorised and resulted in the categorical approach being adopted. It might be
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appropriate to use the Adult Attachment Interview (George et al., 1996), which is the
most established measure of attachment with excellent psychometric properties
(Ravitz et al., 2010).

A further limitation of the current study is how participants may have had different
interpretations of some of the questions, reflecting a possible influence of
subjectivity. This may have reduced the generalisability and validity of the findings
(e.g., different people may have interpreted ‘competitiveness of school’ differently).

Validity of the BES might also be questionable, as it was an ad hoc measure aimed
at capturing depth of exposure to boarding school, which has not been used in
research before. In future, capturing boarding exposure in alternative ways may be
useful.

Conclusion

Various school environment factors such as perceived closeness of peers, perceived
threat of school and the gender mix of pupil and school were found to differentially
predict compassion, self-criticism and attachment in both ex-boarders and ex-day
students. This study also revealed one picture of boarding school providing
opportunities for friendship, academic success and independence. However, a
second picture also emerged from the data. One where being separated from family
at an early age coupled with experiences of abuse, neglect and bullying may lead to
difficulties in attachment (and future relationships), and both receiving and giving
compassion.
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Appendix A: Epistemological statement

Epistemological statement

It is necessary to take into account the ontological and epistemological perspectives
adopted by the researcher in order to understand the assumptions underpinning the
research within this thesis. This statement aims to explain what is meant by ontology
and epistemology and to clarify the stance the researcher adopted.

Ontology refers to the nature of reality (Goertz & Mahoney, 2016) and what can be
known about the world (Snape & Spencer, 2003). There are two main ontological
positions, realist and relativist (Willig, 2012). A realist position assumes that there is
one observable truth that can be measured (Merriam, 2002), whereas a relativist
position assumes that experiences are subjective and can be interpreted in multiple
different ways (Willig, 2012). Epistemology refers to the nature of knowledge and
how it can be acquired (Willig, 2019). Willig (2012) argued that it is essential for
researchers to be aware of their assumptions surrounding knowledge and its
acquisition. This is because epistemology influences the methodology chosen and
thus the methodologies used (Carter & Little, 2007). Quantitative and qualitative
methodologies have different epistemological and ontological perspectives (Yilmaz,
2013). Quantitative approaches tend to adopt a realist ontology and positivist
epistemology, where predictions and generalisations arise from quantitative data
collection and analysis. In contrast, qualitative approaches tend to adopt a relativist
ontology and constructionist epistemology, aiming to provide an in-depth
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understanding of experiences and the meanings associated with them (Yilmaz,
2013).

It has been suggested that due to their differing epistemological and ontological
underpinnings, qualitative and quantitative approaches may be incompatible (Howe,
1992). However, an alternative view exists to suggest that combining research
methods can complement each other (Greene et al., 1989; Jick, 1979). A critical
realist perspective includes elements of both positivist and interpretivist positions
(Bhaskar, 1975); as it assumes that findings can provide insight to a
phenomenon/event that is happening in the world, but that these findings need to be
interpreted further to understand the factors and interactions that underlie the
phenomenon/event (Willig, 2012).

When conceptualising my portfolio thesis and reflecting on my own personal
ontological and epistemological beliefs, I discovered that I do not align solely with a
relativist or positivist position. Instead, I found myself valuing both approaches and
deciding that a combination of methodologies associated with these positions may
allow me to answer my research questions. Therefore, a critical realist approach was
found to fit best with my personal ideology.

It was important to ensure that the approach used in the research was relevant to my
research questions, as well as my personal views. McEvoy and Richards (2006)
described how the critical realist perspective values the use of both quantitative and
qualitative methods; as quantitative methods can test theories of how causal
processes occur within a certain context (Mingers, 2004), whereas qualitative
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methods enable the discovery of factors and themes not previously identified.
Therefore, quantitative methods were used within the empirical study to answer the
research questions that considered whether there is a difference in compassion, selfcriticism and attachment style between adult ex-boarders and ex-day students and
what factors predicted these three variables. Qualitative data was collected in order
to understand these findings further and the factors and interactions that could
underpin them, by asking participants what experiences from their schooling they felt
had influenced them most in their adult life. Collecting qualitative data from
participants about their experiences using this question was also in line with the
critical realist view that there are different, valid perspectives on reality (Maxwell,
2012).

In terms of the systematic literature review, a narrative synthesis of quantitative
studies was performed. It could be argued that this research may have been more in
line with a positivist approach, as only quantitative data was focused on. However,
part of critical realism involves using methods that fit with nature of the research
problem (McEvoy & Richards, 2006). As the systematic literature aimed to collate the
limited available quantitative research in order to compliment the pre-existing
qualitative and anecdotal knowledge base, the approach was deemed acceptable.

To conclude, a critical realist approach was adopted for this thesis. This involved
utilising both quantitative and qualitative methodologies to different extents to answer
the research questions, in the hope of developing casual explanations of complex
phenomenon (Wynn & Williams, 2012).
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Appendix B: Reflective statement

Reflective Statement

The Empirical Paper

Conceptualising the idea/ where it all began

When preparing for the Clinical Psychology Doctorate interview, I began thinking
about what sort of questions I might be asked by the panel. One of the areas I
expected to be asked about was my idea for my doctoral thesis. Having recently had
the opportunity to reflect on my own experiences of attending boarding school from
aged 10 and the considerable influence this has had on me, I felt that this might be
an interesting area to investigate. I was aware of some of the literature on this topic
after completing an assignment for my English A-Level, which I had ‘filed away for
rainy day’.

When I was successful upon getting onto the Clinical Psychology Doctorate and the
time came for me to design my own research study, I felt excited and enthused
about revisiting this topic, which was very close to my heart, whilst also feeling a little
overwhelmed at the size of challenge I was about to undertake. I was unsure of the
direction I wanted to take my research, however after being introduced to
Compassion Focused Therapy (Gilbert, 2009) by my personal tutor (who was also
one of my Research Supervisors) I felt that this was an area worth exploring further.
Further examination of the literature base revealed that this was an area that had not
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been explored before, which added to my motivation to make the most of the
opportunity I had to research this topic. My idea was further shaped by discussions
with Professor Paul Gilbert, who also shared his own experiences of attending
boarding school and the relevance this might have to the development of
compassion and self-criticism.

Considerable time was spent with my personal tutor/research supervisors reflecting
on whether this would be an appropriate topic for me due to my personal
experiences. We acknowledged that my interest and passion could be a valuable
source of motivation when the research journey hit inevitable difficult patches but
also considered that being ‘close’ to the topic could have negative consequences on
my wellbeing and result in potential bias. In order to limit this, regular supervision
sessions were scheduled, where the emotional impact of the research was a key
item on the agenda. I feel very lucky that I had such strong relationships with my
supervisors, where we could openly reflect and discuss when things were getting too
much or if they felt that potential bias was creeping in. On reflection, I am glad that I
chose this topic as I remained interested and passionate about it, even after many
hours spent in front of the laptop feeling quite hopeless at times. If investigating the
topic again or a different topic that has personal resonance with my life experiences
in future, I would try to ensure that I had a strong support network (both related to the
research and outside of it) again and encourage others to do the same.

Designing the study felt like a relatively straightforward process. I was keen to collect
data from a large sample using quantitative measures, as I was aware that there was
not a lot of quantitative data available on (ex) boarding school populations. These
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also seemed to fit best with my research questions. An online questionnaire felt like
the most appropriate method to use to collect data from a large sample within the
relatively short amount of time to conduct the study. When discussing the originally
proposed research questions with my research supervisors, I felt that something was
missing. I proposed including an additional, qualitative element to the online
questionnaire in order to give participants a voice and a platform to share their
experiences in relation to this area that had not been studied before. On reflection,
although this left me with a considerable amount of data and analysis (which was
very difficult at times), I am really pleased that I did this as I feel that my study has
produced rich and interesting findings. In future, I think it will be important for me to
consider again what designs best suit the topic being researched and address any
potential gaps in the evidence base.

Participant Recruitment and Data Collection

Recruiting participants involved sharing the online questionnaire link via social media
and through email contact. I expected that recruiting participants for the boarding
group might be potentially difficult due to them being quite a niche group, who might
feel a sense of loyalty of their schools and not want to be part of research that could
potentially show boarding in a negative light. I was also aware that a major source of
recruiting ex-boarders would be from a support organisation and this could lead to
bias. In order to overcome these potential obstacles, I personally contacted 434
boarding school alumni groups in the hope of increasing participation and ensuring
responses reflected as balanced a view of boarding experiences as possible. On
reflection, this was an incredibly time-consuming part of my research, however I
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believe it was useful as I had a very similar number of ex-boarders and ex-day
students in my final sample. When conducting research in the future, particularly if
there is a time constraint, I would consider methods of recruiting participants that are
more time efficient.

I expected data collection to be a difficult process which would involve me having to
‘nag’ people to participate, as this had been my experience of using online
questionnaires previously. However, I was pleasantly surprised when I had nearly
100 responses on the first day of advertising the study. I believe this is a reflection of
the context in which I was collecting my data, as the COVID-19 pandemic had
resulted in a number of people being furloughed and a general feeling of wanting to
help each other, which I think my data collection process benefitted from. I also
expected this method of data collection to feel impersonal as participants were
anonymous. In reality I experienced it to be very personal, in particular the qualitative
comments brought the participants ‘to life’ and showed me the importance of
conducting this research. Surprisingly, I also received a number of emails from
participants who were keen to make contact with me. These emails brought up a
range of emotions, some people sent messages of support for the research and
offers to further share their stories or poems they had written about their
experiences. I found these emails deeply moving as I could identify with some of the
things people had shared and was humbled by the general willingness to show
vulnerability. Other emails I received brought up more difficult emotions, some
people were critical of my research and shared their views on how it could be
improved. This unexpected email communication, in particular the criticism, made
me reflect on how it must feel to undertake my questionnaire. I wondered if it would

169

be particularly upsetting for some individuals to recount their experiences via an
online questionnaire, without any ‘human contact’. I later received more specific
feedback that some participants found answering the questions relating to the
FSCRS (Gilbert et al., 2004) particularly difficult, this may be something for
researchers using this measure to bear in mind and ensure there is adequate
sources of support made available/known to participants.

Data analysis

Once I had all my data, I was both excited and nervous to see what I had ‘found’.
Throughout the data collection process, I had been monitoring the qualitative
comments to identify ‘loose’ themes, some of which were particularly moving (e.g.,
feelings of rejection, abandonment and reports of abuse). I felt a sense of anxiety
and responsibility when conducting the qualitative analysis, as participants had been
extremely generous with sharing their experiences and being very open. I wanted to
ensure that I communicated what they had said in the most sensitive and informative
manner.

I also felt overwhelmed with the amount of data I had, particularly with regards to
quantitative data and the subsequent analysis this would require, as this felt out of
my comfort zone. The department’s statistician was an invaluable source of
knowledge and support with the quantitative analysis. I found that once we had
discussed the statistical tests and how to run and interpret them on SPSS, I felt more
confident and enjoyed seeing what the results were. In future research endeavours,
it would be useful to remember how at times it felt impossible to understand and
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conduct some of the quantitative analysis, however with perseverance and time
spent reading up on the tests I could overcome these obstacles.

On reflection, I am glad I chose to conduct both quantitative and qualitative analysis
as it allowed me to learn more about statistical and content analysis, whilst
refreshing my memory of using SPSS. These are skills I feel are beneficial to future
research I may conduct.

Report writing

Writing up my research felt like the most anxiety provoking part of the research
journey. I found it rewarding to reflect on what I had found and think about the clinical
implications of this. However, I also felt a sense of fear about how to put these
findings into words that people would potentially read and how to actually start
writing a thesis. To manage this, I tried to break it down into sections, which I tackled
one at a time. Starting with parts that had more certainty and structure surrounding
them (e.g., methods) also helped me to get started and gain a sense of
achievement. This is how I have approached written assignments in the past and I
found it a helpful strategy again to stay calm and keep writing. I am sure I will rely on
this method in the future when faced with pieces of work that are anxiety inducing.

Systematic Literature Review (SLR)

I found the SLR to be one of the most difficult and least enjoyable parts of the thesis.
I tried to select a topic that I felt had value and was of interest to me, in the hope of
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keeping me interested and motivated. However, I struggled with self-doubt at each
step, which significantly hindered my progress. I think part of this was self-doubt was
induced by how long the process takes generally, I would put in hours of work and
often feel like I had not got anywhere. It was only after I had completed a stage, I
would understand that I had overcome a huge step in the process which brought me
closer to completing the task. Another factor which contributed to myself doubt was
the lack of evidence I could report on. When I read other reviews and returned to
mine, I often felt overwhelmed and disappointed. My supervisor had to remind me
constantly that I can only report on what has been written and that the lack of
evidence was not my personal responsibility. In identifying themes from the
literature, I felt it was a shame that I ended up using diagnostic categories, as I
personally prefer to adopt a more holistic and individualised understanding of mental
health, such as the Power Threat Meaning Framework (Johnstone & Boyle, 2018) in
my clinical work. On one level I felt uncomfortable with some of the language used in
my review and about privileging the medical model of mental health (Klerman, 1977).

It is possible that I may need to conduct another review of the literature in future
research or clinical work and I will try to hold on to the lessons I have learnt through
conducting this one.

Dealing with obstacles and difficulties

When undertaking this thesis, I have been faced with a number of significant
challenges and obstacles both in my clinical training and in my personal life. These
often left me feeling helpless and unable to write anything that I deemed coherent
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towards my thesis. In particular, losing one of my research supervisors to long term
sickness was experienced as a real loss, and induced much concern for them, as
they had brought much valued expertise and laughter to the research process.
Conducting research in a pandemic was also challenging, as I did not have the same
coping mechanisms for dealing with the stress undertaking a thesis induces. I found
that I had to adapt and be more creative about how I took care of myself, a lesson
that will definitely benefit me in my future career.

One particularly difficult ethical issue I was faced with was having to act on an
anonymous report of abuse that was included in the qualitative comments. This
involved me seeking advice from my research supervisor and the local Safeguarding
team as to what do to with this information. I ended up having to phone the Police to
report this as a crime. I felt mixed feelings about this as I knew I had a responsibility
to share this information but also felt guilty that I could not discuss this with the
person first as I did not know their identity. I had to draw comfort from the fact that I
had stated clearly in the Participant Information Sheet that this would be the protocol
if identifiable information was provided within the study. On reflection I feel that my
approach to this issue was professional and appropriate.

Summary

In summary, I have found the research process exciting, rewarding, stressful and
difficult. I have learnt the value of having a supportive and patient research team
around me, which I will definitely aim to replicate if conducting research with others
in the future. Throughout the whole process I have learnt more about the benefits
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and costs to researching a topic with personal relevance and still feel passionate
about conducting more research into this area in the future.
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General information
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Editorial procedure
Double-blind peer review
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•

•

A blinded manuscript without any author names and affiliations in the text or
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should be avoided.
A separate title page, containing title, all author names, affiliations, and the
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Manuscript Submission
Manuscript Submission
Submission of a manuscript implies: that the work described has not been published
before; that it is not under consideration for publication anywhere else; that its
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manuscript files following the instructions given on the screen.
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For authors that are (temporarily) unaffiliated we will only capture their city and
country of residence, not their e-mail address unless specifically requested.
Abstract
Please provide an abstract of 150 to 250 words. The abstract should not contain any
undefined abbreviations or unspecified references.
For life science journals only (when applicable)
Trial registration number and date of registration
Trial registration number, date of registration followed by “retrospectively registered”
Keywords
Please provide 4 to 6 keywords which can be used for indexing purposes.
Declarations
All manuscripts must contain the following sections under the heading 'Declarations'.
If any of the sections are not relevant to your manuscript, please include the heading
and write 'Not applicable' for that section.
To be used for all articles, including articles with biological applications
Funding (information that explains whether and by whom the research was
supported)
Conflicts of interest/Competing interests (include appropriate disclosures)
Availability of data and material (data transparency)
Code availability (software application or custom code)
Authors' contributions (optional: please review the submission guidelines from the
journal whether statements are mandatory)
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Additional declarations for articles in life science journals that report the results of
studies involving humans and/or animals
Ethics approval (include appropriate approvals or waivers)
Consent to participate (include appropriate statements)
Consent for publication (include appropriate statements)
Please see the relevant sections in the submission guidelines for further information
as well as various examples of wording. Please revise/customize the sample
statements according to your own needs.
Text
Text Formatting
Manuscripts should be submitted in Word.
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•
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•
•
•
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Use the automatic page numbering function to number the pages.
Do not use field functions.
Use tab stops or other commands for indents, not the space bar.
Use the table function, not spreadsheets, to make tables.
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Save your file in docx format (Word 2007 or higher) or doc format (older
Word versions).
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Headings
Please use no more than three levels of displayed headings.
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Abbreviations should be defined at first mention and used consistently thereafter.
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indicated by superscript lower-case letters (or asterisks for significance values and
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reference symbols.
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Acknowledgments
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section on the title page. The names of funding organizations should be written in
full.
Terminology
•

Please use the standard mathematical notation for formulae, symbols
etc.:Italic for single letters that denote mathematical constants, variables, and
unknown quantities Roman/upright for numerals, operators, and punctuation,
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chapter. This feature can add dimension to the author's article, as certain information
cannot be printed or is more convenient in electronic form.
Before submitting research datasets as Supplementary Information, authors should
read the journal’s Research data policy. We encourage research data to be archived
in data repositories wherever possible.
Submission
•
•
•

Supply all supplementary material in standard file formats.
Please include in each file the following information: article title, journal name,
author names; affiliation and e-mail address of the corresponding author.
To accommodate user downloads, please keep in mind that larger-sized files
may require very long download times and that some users may experience
other problems during downloading.

Audio, Video, and Animations
•
•
•
•

Aspect ratio: 16:9 or 4:3
Maximum file size: 25 GB
Minimum video duration: 1 sec
Supported file formats: avi, wmv, mp4, mov, m2p, mp2, mpg, mpeg, flv, mxf,
mts, m4v, 3gp
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Text and Presentations
•
•

Submit your material in PDF format; .doc or .ppt files are not suitable for longterm viability.
A collection of figures may also be combined in a PDF file.

Spreadsheets
•

Spreadsheets should be submitted as .csv or .xlsx files (MS Excel).

Specialized Formats
•

Specialized format such as .pdb (chemical), .wrl (VRML), .nb (Mathematica
notebook), and .tex can also be supplied.

Collecting Multiple Files
•

It is possible to collect multiple files in a .zip or .gz file.

Numbering
•
•

•

If supplying any supplementary material, the text must make specific mention
of the material as a citation, similar to that of figures and tables.
Refer to the supplementary files as “Online Resource”, e.g., "... as shown in the
animation (Online Resource 3)", “... additional data are given in Online
Resource 4”.
Name the files consecutively, e.g. “ESM_3.mpg”, “ESM_4.pdf”.

Captions
•

For each supplementary material, please supply a concise caption describing
the content of the file.

Processing of supplementary files
•

Supplementary Information (SI) will be published as received from the author
without any conversion, editing, or reformatting.

Accessibility
In order to give people of all abilities and disabilities access to the content of your
supplementary files, please make sure that
•

The manuscript contains a descriptive caption for each supplementary
material

186

•

Video files do not contain anything that flashes more than three times per
second (so that users prone to seizures caused by such effects are not put at
risk)

Ethical Responsibilities of Authors
This journal is committed to upholding the integrity of the scientific record. As a
member of the Committee on Publication Ethics (COPE) the journal will follow the
COPE guidelines on how to deal with potential acts of misconduct.
Authors should refrain from misrepresenting research results which could damage
the trust in the journal, the professionalism of scientific authorship, and ultimately
the entire scientific endeavour. Maintaining integrity of the research and its
presentation is helped by following the rules of good scientific practice, which
include*:
•
•

•

•

•

•

The manuscript should not be submitted to more than one journal for
simultaneous consideration.
The submitted work should be original and should not have been published
elsewhere in any form or language (partially or in full), unless the new work
concerns an expansion of previous work. (Please provide transparency on the
re-use of material to avoid the concerns about text-recycling (‘selfplagiarism’).
A single study should not be split up into several parts to increase the
quantity of submissions and submitted to various journals or to one journal
over time (i.e. ‘salami-slicing/publishing’).
Concurrent or secondary publication is sometimes justifiable, provided certain
conditions are met. Examples include: translations or a manuscript that is
intended for a different group of readers.
Results should be presented clearly, honestly, and without fabrication,
falsification or inappropriate data manipulation (including image based
manipulation). Authors should adhere to discipline-specific rules for acquiring,
selecting and processing data.
No data, text, or theories by others are presented as if they were the author’s
own (‘plagiarism’). Proper acknowledgements to other works must be given
(this includes material that is closely copied (near verbatim), summarized
and/or paraphrased), quotation marks (to indicate words taken from another
source) are used for verbatim copying of material, and permissions secured
for material that is copyrighted.

Important note: the journal may use software to screen for plagiarism.
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•
•

•

•

•

Authors should make sure they have permissions for the use of software,
questionnaires/(web) surveys and scales in their studies (if appropriate).
Research articles and non-research articles (e.g. Opinion, Review, and
Commentary articles) must cite appropriate and relevant literature in support
of the claims made. Excessive and inappropriate self-citation or coordinated
efforts among several authors to collectively self-cite is strongly discouraged.
Authors should avoid untrue statements about an entity (who can be an
individual person or a company) or descriptions of their behavior or actions
that could potentially be seen as personal attacks or allegations about that
person.
Research that may be misapplied to pose a threat to public health or national
security should be clearly identified in the manuscript (e.g. dual use of
research). Examples include creation of harmful consequences of biological
agents or toxins, disruption of immunity of vaccines, unusual hazards in the
use of chemicals, weaponization of research/technology (amongst others).
Authors are strongly advised to ensure the author group, the Corresponding
Author, and the order of authors are all correct at submission. Adding and/or
deleting authors during the revision stages is generally not permitted, but in
some cases may be warranted. Reasons for changes in authorship should be
explained in detail. Please note that changes to authorship cannot be made
after acceptance of a manuscript.

*All of the above are guidelines and authors need to make sure to respect third
parties rights such as copyright and/or moral rights.
Upon request authors should be prepared to send relevant documentation or data in
order to verify the validity of the results presented. This could be in the form of raw
data, samples, records, etc. Sensitive information in the form of confidential or
proprietary data is excluded.
If there is suspicion of misbehavior or alleged fraud the Journal and/or Publisher will
carry out an investigation following COPE guidelines. If, after investigation, there are
valid concerns, the author(s) concerned will be contacted under their given e-mail
address and given an opportunity to address the issue. Depending on the situation,
this may result in the Journal’s and/or Publisher’s implementation of the following
measures, including, but not limited to:
•
•

If the manuscript is still under consideration, it may be rejected and returned
to the author.
If the article has already been published online, depending on the nature and
severity of the infraction:
- an erratum/correction may be placed with the article
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- an expression of concern may be placed with the article
- or in severe cases retraction of the article may occur.
The reason will be given in the published erratum/correction, expression of concern
or retraction note. Please note that retraction means that the article is maintained on
the platform, watermarked “retracted” and the explanation for the retraction is
provided in a note linked to the watermarked article.
•
•

The author’s institution may be informed
A notice of suspected transgression of ethical standards in the peer review
system may be included as part of the author’s and article’s bibliographic
record.

Fundamental errors
Authors have an obligation to correct mistakes once they discover a significant error
or inaccuracy in their published article. The author(s) is/are requested to contact the
journal and explain in what sense the error is impacting the article. A decision on
how to correct the literature will depend on the nature of the error. This may be a
correction or retraction. The retraction note should provide transparency which parts
of the article are impacted by the error.
Suggesting / excluding reviewers
Authors are welcome to suggest suitable reviewers and/or request the exclusion of
certain individuals when they submit their manuscripts. When suggesting reviewers,
authors should make sure they are totally independent and not connected to the
work in any way. It is strongly recommended to suggest a mix of reviewers from
different countries and different institutions. When suggesting reviewers, the
Corresponding Author must provide an institutional email address for each
suggested reviewer, or, if this is not possible to include other means of verifying the
identity such as a link to a personal homepage, a link to the publication record or a
researcher or author ID in the submission letter. Please note that the Journal may not
use the suggestions, but suggestions are appreciated and may help facilitate the
peer review process.
Authorship principles
These guidelines describe authorship principles and good authorship practices to
which prospective authors should adhere to.
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Authorship clarified
The Journal and Publisher assume all authors agreed with the content and that all
gave explicit consent to submit and that they obtained consent from the responsible
authorities at the institute/organization where the work has been carried
out, before the work is submitted.
The Publisher does not prescribe the kinds of contributions that warrant authorship.
It is recommended that authors adhere to the guidelines for authorship that are
applicable in their specific research field. In absence of specific guidelines it is
recommended to adhere to the following guidelines*:
All authors whose names appear on the submission
1) made substantial contributions to the conception or design of the work; or the
acquisition, analysis, or interpretation of data; or the creation of new software used in
the work;
2) drafted the work or revised it critically for important intellectual content;
3) approved the version to be published; and
4) agree to be accountable for all aspects of the work in ensuring that questions
related to the accuracy or integrity of any part of the work are appropriately
investigated and resolved.
* Based on/adapted from:
ICMJE, Defining the Role of Authors and Contributors,
Transparency in authors’ contributions and responsibilities to promote integrity in
scientific publication, McNutt at all, PNAS February 27, 2018
Disclosures and declarations
All authors are requested to include information regarding sources of funding,
financial or non-financial interests, study-specific approval by the appropriate ethics
committee for research involving humans and/or animals, informed consent if the
research involved human participants, and a statement on welfare of animals if the
research involved animals (as appropriate).
The decision whether such information should be included is not only dependent on
the scope of the journal, but also the scope of the article. Work submitted for
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publication may have implications for public health or general welfare and in those
cases it is the responsibility of all authors to include the appropriate disclosures and
declarations.
Data transparency
All authors are requested to make sure that all data and materials as well as software
application or custom code support their published claims and comply with field
standards. Please note that journals may have individual policies on (sharing)
research data in concordance with disciplinary norms and expectations.
Role of the Corresponding Author
One author is assigned as Corresponding Author and acts on behalf of all co-authors
and ensures that questions related to the accuracy or integrity of any part of the
work are appropriately addressed.
The Corresponding Author is responsible for the following requirements:
•
•
•

•

ensuring that all listed authors have approved the manuscript before
submission, including the names and order of authors;
managing all communication between the Journal and all co-authors, before
and after publication;*
providing transparency on re-use of material and mention any unpublished
material (for example manuscripts in press) included in the manuscript in a
cover letter to the Editor;
making sure disclosures, declarations and transparency on data statements
from all authors are included in the manuscript as appropriate (see above).

* The requirement of managing all communication between the journal and all coauthors during submission and proofing may be delegated to a Contact or
Submitting Author. In this case please make sure the Corresponding Author is clearly
indicated in the manuscript.
Author contributions
In absence of specific instructions and in research fields where it is possible to
describe discrete efforts, the Publisher recommends authors to include contribution
statements in the work that specifies the contribution of every author in order to
promote transparency. These contributions should be listed at the separate title
page.
Examples of such statement(s) are shown below:

191

• Free text:
All authors contributed to the study conception and design. Material preparation,
data collection and analysis were performed by [full name], [full name] and [full
name]. The first draft of the manuscript was written by [full name] and all authors
commented on previous versions of the manuscript. All authors read and approved
the final manuscript.
Example: CRediT taxonomy:
• Conceptualization: [full name], …; Methodology: [full name], …; Formal analysis and
investigation: [full name], …; Writing - original draft preparation: [full name, …];
Writing - review and editing: [full name], …; Funding acquisition: [full name], …;
Resources: [full name], …; Supervision: [full name],….
For review articles where discrete statements are less applicable a statement should
be included who had the idea for the article, who performed the literature search and
data analysis, and who drafted and/or critically revised the work.
For articles that are based primarily on the student’s dissertation or thesis, it is
recommended that the student is usually listed as principal author:
A Graduate Student’s Guide to Determining Authorship Credit and Authorship Order,
APA Science Student Council 2006
Affiliation
The primary affiliation for each author should be the institution where the majority of
their work was done. If an author has subsequently moved, the current address may
additionally be stated. Addresses will not be updated or changed after publication of
the article.
Changes to authorship
Authors are strongly advised to ensure the correct author group, the Corresponding
Author, and the order of authors at submission. Changes of authorship by adding or
deleting authors, and/or changes in Corresponding Author, and/or changes in the
sequence of authors are not accepted after acceptance of a manuscript.
•

Please note that author names will be published exactly as they appear on the
accepted submission!
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Please make sure that the names of all authors are present and correctly spelled, and
that addresses and affiliations are current.
Adding and/or deleting authors at revision stage are generally not permitted, but in
some cases it may be warranted. Reasons for these changes in authorship should be
explained. Approval of the change during revision is at the discretion of the Editorin-Chief. Please note that journals may have individual policies on adding and/or
deleting authors during revision stage.
Author identification
Authors are recommended to use their ORCID ID when submitting an article for
consideration or acquire an ORCID ID via the submission process.
Deceased or incapacitated authors
For cases in which a co-author dies or is incapacitated during the writing, submission,
or peer-review process, and the co-authors feel it is appropriate to include the
author, co-authors should obtain approval from a (legal) representative which could
be a direct relative.
Authorship issues or disputes
In the case of an authorship dispute during peer review or after acceptance and
publication, the Journal will not be in a position to investigate or adjudicate. Authors
will be asked to resolve the dispute themselves. If they are unable the Journal
reserves the right to withdraw a manuscript from the editorial process or in case of a
published paper raise the issue with the authors’ institution(s) and abide by its
guidelines.
Confidentiality
Authors should treat all communication with the Journal as confidential which
includes correspondence with direct representatives from the Journal such as
Editors-in-Chief and/or Handling Editors and reviewers’ reports unless explicit
consent has been received to share information.
Compliance with Ethical Standards
To ensure objectivity and transparency in research and to ensure that accepted
principles of ethical and professional conduct have been followed, authors should
include information regarding sources of funding, potential conflicts of interest
(financial or non-financial), informed consent if the research involved human
participants, and a statement on welfare of animals if the research involved animals.
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Authors should include the following statements (if applicable) in a separate section
entitled “Compliance with Ethical Standards” when submitting a paper:
•
•
•

Disclosure of potential conflicts of interest
Research involving Human Participants and/or Animals
Informed consent

Please note that standards could vary slightly per journal dependent on their peer
review policies (i.e. single or double blind peer review) as well as per journal subject
discipline. Before submitting your article check the instructions following this section
carefully.
The corresponding author should be prepared to collect documentation of
compliance with ethical standards and send if requested during peer review or after
publication.
The Editors reserve the right to reject manuscripts that do not comply with the
above-mentioned guidelines. The author will be held responsible for false statements
or failure to fulfill the above-mentioned guidelines.
Conflicts of Interest / Competing Interests
Authors are requested to disclose interests that are directly or indirectly related to
the work submitted for publication. Interests within the last 3 years of beginning the
work (conducting the research and preparing the work for submission) should be
reported. Interests outside the 3-year time frame must be disclosed if they could
reasonably be perceived as influencing the submitted work. Disclosure of interests
provides a complete and transparent process and helps readers form their own
judgments of potential bias. This is not meant to imply that a financial relationship
with an organization that sponsored the research or compensation received for
consultancy work is inappropriate.
Interests that should be considered and disclosed but are not limited to the
following:
Funding: Research grants from funding agencies (please give the research funder and
the grant number) and/or research support (including salaries, equipment, supplies,
reimbursement for attending symposia, and other expenses) by organizations that
may gain or lose financially through publication of this manuscript.
Employment: Recent (while engaged in the research project), present or anticipated
employment by any organization that may gain or lose financially through
publication of this manuscript. This includes multiple affiliations (if applicable).
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Financial interests: Stocks or shares in companies (including holdings of spouse
and/or children) that may gain or lose financially through publication of this
manuscript; consultation fees or other forms of remuneration from organizations
that may gain or lose financially; patents or patent applications whose value may be
affected by publication of this manuscript.
It is difficult to specify a threshold at which a financial interest becomes significant,
any such figure is necessarily arbitrary, so one possible practical guideline is the
following: "Any undeclared financial interest that could embarrass the author were it
to become publicly known after the work was published."
Non-financial interests: In addition, authors are requested to disclose interests that
go beyond financial interests that could impart bias on the work submitted for
publication such as professional interests, personal relationships or personal beliefs
(amongst others). Examples include, but are not limited to: position on editorial
board, advisory board or board of directors or other type of management
relationships; writing and/or consulting for educational purposes; expert witness;
mentoring relations; and so forth.
Primary research articles require a disclosure statement. Review articles present an
expert synthesis of evidence and may be treated as an authoritative work on a
subject. Review articles therefore require a disclosure statement. Other article types
such as editorials, book reviews, comments (amongst others) may, dependent on
their content, require a disclosure statement. If you are unclear whether your article
type requires a disclosure statement, please contact the Editor-in-Chief.
Please note that, in addition to the above requirements, funding information (given
that funding is a potential conflict of interest (as mentioned above)) needs to be
disclosed upon submission of the manuscript in the peer review system. This
information will automatically be added to the Record of CrossMark, however it
is not added to the manuscript itself. Under ‘summary of requirements’ (see below)
funding information should be included in the ‘Declarations’ section.
Summary of requirements
The above should be summarized in a statement and included on a title page that is
separate from the manuscript with a section entitled “Declarations” when submitting
a paper. Having all statements in one place allows for a consistent and unified review
of the information by the Editor-in-Chief and/or peer reviewers and may speed up
the handling of the paper. Declarations include Funding, Conflicts of
interest/competing interests, Ethics approval, Consent, Data, Materials and/or Code
availability and Authors’ contribution statements. Please use the title page for
providing the statements.
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Once and if the paper is accepted for publication, the production department will put
the respective statements in a distinctly identified section clearly visible for readers.
Please see the various examples of wording below and revise/customize the sample
statements according to your own needs.
When all authors have the same (or no) conflicts and/or funding it is sufficient to use
one blanket statement.
Provide “Funding” as a heading (see template)
•
•
•
•

Partial financial support was received from [...]
The research leading to these results received funding from […] under Grant
Agreement No[…].
This study was funded by […]
This work was supported by […] (Grant numbers […] and […]

In case of no funding:
•
•
•
•

The authors did not receive support from any organization for the submitted
work.
No funding was received to assist with the preparation of this manuscript.
No funding was received for conducting this study.
No funds, grants, or other support was received.

Provide “Conflicts of interest/Competing interests” as a header (see template)
•

Financial interests: Author A has received research support from Company A.
Author B has received a speaker honorarium from Company Wand owns stock
in Company X. Author C is consultant to company Y.
Non-financial interests: Author C is an unpaid member of committee Z.

•

Financial interests: The authors declare they have no financial interests.
Non-financial interests: Author A is on the board of directors of Y and receives
no compensation as member of the board of directors.

•

Financial interests: Author A received a speaking fee from Y for Z. Author B
receives a salary from association X. X where s/he is the Executive Director.
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Non-financial interests: none.
•

Financial interests: Author A and B declare they have no financial interests.
Author C has received speaker and consultant honoraria from Company M
and Company N. Dr. C has received speaker honorarium and research funding
from Company M and Company O. Author D has received travel support from
Company O.
Non-financial interests: Author D has served on advisory boards for Company
M, Company N and Company O.

When authors have nothing to declare the following statement may be used:
•
•
•

•

The authors have no relevant financial or non-financial interests to disclose.
The authors have no conflicts of interest to declare that are relevant to the
content of this article.
All authors certify that they have no affiliations with or involvement in any
organization or entity with any financial interest or non-financial interest in
the subject matter or materials discussed in this manuscript.
The authors have no financial or proprietary interests in any material
discussed in this article.

Authors are responsible for correctness of the statements provided in the
manuscript. See also Authorship Principles. The Editor-in-Chief reserves the right to
reject submissions that do not meet the guidelines described in this section.
Research involving human participants, their data or biological material
Ethics approval
When reporting a study that involved human participants, their data or biological
material, authors should include a statement that confirms that the study was
approved (or granted exemption) by the appropriate institutional and/or national
research ethics committee (including the name of the ethics committee) and certify
that the study was performed in accordance with the ethical standards as laid down
in the 1964 Declaration of Helsinki and its later amendments or comparable ethical
standards. If doubt exists whether the research was conducted in accordance with
the 1964 Helsinki Declaration or comparable standards, the authors must explain the
reasons for their approach, and demonstrate that an independent ethics committee
or institutional review board explicitly approved the doubtful aspects of the study. If
a study was granted exemption from requiring ethics approval, this should also be
detailed in the manuscript (including the reasons for the exemption).
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Retrospective ethics approval
If a study has not been granted ethics committee approval prior to commencing,
retrospective ethics approval usually cannot be obtained and it may not be possible
to consider the manuscript for peer review. The decision on whether to proceed to
peer review in such cases is at the Editor's discretion.
Ethics approval for retrospective studies
Although retrospective studies are conducted on already available data or biological
material (for which formal consent may not be needed or is difficult to obtain) ethics
approval may be required dependent on the law and the national ethical guidelines
of a country. Authors should check with their institution to make sure they are
complying with the specific requirements of their country.
Ethics approval for case studies
Case reports require ethics approval. Most institutions will have specific policies on
this subject. Authors should check with their institution to make sure they are
complying with the specific requirements of their institution and seek ethics approval
where needed. Authors should be aware to secure informed consent from the
individual (or parent or guardian if the participant is a minor or incapable) See also
section on Informed Consent.
Cell lines
If human cells are used, authors must declare in the manuscript: what cell lines were
used by describing the source of the cell line, including when and from where it was
obtained, whether the cell line has recently been authenticated and by what method.
If cells were bought from a life science company the following need to be given in
the manuscript: name of company (that provided the cells), cell type, number of cell
line, and batch of cells.
It is recommended that authors check the NCBI database for misidentification and
contamination of human cell lines. This step will alert authors to possible problems
with the cell line and may save considerable time and effort.
Further information is available from the International Cell Line Authentication
Committee (ICLAC).
Authors should include a statement that confirms that an institutional or
independent ethics committee (including the name of the ethics committee)
approved the study and that informed consent was obtained from the donor or next
of kin.
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Research Resource Identifiers (RRID)
Research Resource Identifiers (RRID) are persistent unique identifiers (effectively
similar to a DOI) for research resources. This journal encourages authors to adopt
RRIDs when reporting key biological resources (antibodies, cell lines, model
organisms and tools) in their manuscripts.
Examples:
Organism: Filip1tm1a(KOMP)Wtsi RRID:MMRRC_055641-UCD
Cell Line: RST307 cell line RRID:CVCL_C321
Antibody: Luciferase antibody DSHB Cat# LUC-3, RRID:AB_2722109
Plasmid: mRuby3 plasmid RRID:Addgene_104005
Software: ImageJ Version 1.2.4 RRID:SCR_003070
RRIDs are provided by the Resource Identification Portal. Many commonly used
research resources already have designated RRIDs. The portal also provides authors
links so that they can quickly register a new resource and obtain an RRID.
Clinical Trial Registration
The World Health Organization (WHO) definition of a clinical trial is "any research
study that prospectively assigns human participants or groups of humans to one or
more health-related interventions to evaluate the effects on health outcomes". The
WHO defines health interventions as “A health intervention is an act performed for,
with or on behalf of a person or population whose purpose is to assess, improve,
maintain, promote or modify health, functioning or health conditions” and a healthrelated outcome is generally defined as a change in the health of a person or
population as a result of an intervention.
To ensure the integrity of the reporting of patient-centered trials, authors must
register prospective clinical trials (phase II to IV trials) in suitable publicly available
repositories. For example www.clinicaltrials.gov or any of the primary registries that
participate in the WHO International Clinical Trials Registry Platform.
The trial registration number (TRN) and date of registration should be included as
the last line of the manuscript abstract.
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For clinical trials that have not been registered prospectively, authors are encouraged
to register retrospectively to ensure the complete publication of all results. The trial
registration number (TRN), date of registration and the words 'retrospectively
registered’ should be included as the last line of the manuscript abstract.
Standards of reporting
Springer Nature advocates complete and transparent reporting of biomedical and
biological research and research with biological applications. Authors are
recommended to adhere to the minimum reporting guidelines hosted by
the EQUATOR Network when preparing their manuscript.
Exact requirements may vary depending on the journal; please refer to the journal’s
Instructions for Authors.
Checklists are available for a number of study designs, including:
Randomised trials (CONSORT) and Study protocols (SPIRIT)
Observational studies (STROBE)
Systematic reviews and meta-analyses (PRISMA) and protocols (Prisma-P)
Diagnostic/prognostic studies (STARD) and (TRIPOD)
Case reports (CARE)
Clinical practice guidelines (AGREE) and (RIGHT)
Qualitative research (SRQR) and (COREQ)
Animal pre-clinical studies (ARRIVE)
Quality improvement studies (SQUIRE)
Economic evaluations (CHEERS)
Summary of requirements
The above should be summarized in a statement and placed in a ‘Declarations’
section before the reference list under a heading of ‘Ethics approval’.
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Examples of statements to be used when ethics approval has been obtained:
• All procedures performed in studies involving human participants were in
accordance with the ethical standards of the institutional and/or national research
committee and with the 1964 Helsinki Declaration and its later amendments or
comparable ethical standards. The study was approved by the Bioethics Committee
of the Medical University of A (No. ...).
• This study was performed in line with the principles of the Declaration of Helsinki.
Approval was granted by the Ethics Committee of University B (Date.../No. ...).
• Approval was obtained from the ethics committee of University C. The procedures
used in this study adhere to the tenets of the Declaration of Helsinki.
• The questionnaire and methodology for this study was approved by the Human
Research Ethics committee of the University of D (Ethics approval number: ...).
Examples of statements to be used for a retrospective study:
• Ethical approval was waived by the local Ethics Committee of University A in view of
the retrospective nature of the study and all the procedures being performed were
part of the routine care.
• This research study was conducted retrospectively from data obtained for clinical
purposes. We consulted extensively with the IRB of XYZ who determined that our
study did not need ethical approval. An IRB official waiver of ethical approval was
granted from the IRB of XYZ.
• This retrospective chart review study involving human participants was in
accordance with the ethical standards of the institutional and national research
committee and with the 1964 Helsinki Declaration and its later amendments or
comparable ethical standards. The Human Investigation Committee (IRB) of
University B approved this study.
Examples of statements to be used when no ethical approval is required/exemption
granted:
• This is an observational study. The XYZ Research Ethics Committee has confirmed
that no ethical approval is required.
• The data reproduced from Article X utilized human tissue that was procured via our
Biobank AB, which provides de-identified samples. This study was reviewed and
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deemed exempt by our XYZ Institutional Review Board. The BioBank protocols are in
accordance with the ethical standards of our institution and with the 1964 Helsinki
declaration and its later amendments or comparable ethical standards.
Authors are responsible for correctness of the statements provided in the
manuscript. See also Authorship Principles. The Editor-in-Chief reserves the right to
reject submissions that do not meet the guidelines described in this section.
Informed consent
All individuals have individual rights that are not to be infringed. Individual
participants in studies have, for example, the right to decide what happens to the
(identifiable) personal data gathered, to what they have said during a study or an
interview, as well as to any photograph that was taken. This is especially true
concerning images of vulnerable people (e.g. minors, patients, refugees, etc) or the
use of images in sensitive contexts. In many instances authors will need to secure
written consent before including images.
Identifying details (names, dates of birth, identity numbers, biometrical
characteristics (such as facial features, fingerprint, writing style, voice pattern, DNA or
other distinguishing characteristic) and other information) of the participants that
were studied should not be published in written descriptions, photographs, and
genetic profiles unless the information is essential for scholarly purposes and the
participant (or parent/guardian if the participant is a minor or incapable or legal
representative) gave written informed consent for publication. Complete anonymity
is difficult to achieve in some cases. Detailed descriptions of individual participants,
whether of their whole bodies or of body sections, may lead to disclosure of their
identity. Under certain circumstances consent is not required as long as information
is anonymized and the submission does not include images that may identify the
person.
Informed consent for publication should be obtained if there is any doubt. For
example, masking the eye region in photographs of participants is inadequate
protection of anonymity. If identifying characteristics are altered to protect
anonymity, such as in genetic profiles, authors should provide assurance that
alterations do not distort meaning.
Exceptions where it is not necessary to obtain consent:
• Images such as x rays, laparoscopic images, ultrasound images, brain scans,
pathology slides unless there is a concern about identifying information in which
case, authors should ensure that consent is obtained.
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• Reuse of images: If images are being reused from prior publications, the Publisher
will assume that the prior publication obtained the relevant information regarding
consent. Authors should provide the appropriate attribution for republished images.
Consent and already available data and/or biologic material
Regardless of whether material is collected from living or dead patients, they (family
or guardian if the deceased has not made a pre-mortem decision) must have given
prior written consent. The aspect of confidentiality as well as any wishes from the
deceased should be respected.
Data protection, confidentiality and privacy
When biological material is donated for or data is generated as part of a research
project authors should ensure, as part of the informed consent procedure, that the
participants are made aware what kind of (personal) data will be processed, how it
will be used and for what purpose. In case of data acquired via a
biobank/biorepository, it is possible they apply a broad consent which allows
research participants to consent to a broad range of uses of their data and samples
which is regarded by research ethics committees as specific enough to be considered
“informed”. However, authors should always check the specific biobank/biorepository
policies or any other type of data provider policies (in case of non-bio research) to be
sure that this is the case.
Consent to Participate
For all research involving human subjects, freely-given, informed consent to
participate in the study must be obtained from participants (or their parent or legal
guardian in the case of children under 16) and a statement to this effect should
appear in the manuscript. In the case of articles describing human transplantation
studies, authors must include a statement declaring that no organs/tissues were
obtained from prisoners and must also name the institution(s)/clinic(s)/department(s)
via which organs/tissues were obtained. For manuscripts reporting studies involving
vulnerable groups where there is the potential for coercion or where consent may
not have been fully informed, extra care will be taken by the editor and may be
referred to the Springer Nature Research Integrity Group.
Consent to Publish
Individuals may consent to participate in a study, but object to having their data
published in a journal article. Authors should make sure to also seek consent from
individuals to publish their data prior to submitting their paper to a journal. This is in
particular applicable to case studies. A consent to publish form can be found here:
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(Download docx, 36 kB)
Summary of requirements
The above should be summarized in a statement and placed in a ‘Declarations’
section before the reference list under a heading of ‘Consent to participate’ and/or
‘Consent to publish’. Other declarations include Funding, Conflicts of
interest/competing interests, Ethics approval, Consent, Data and/or Code availability
and Authors’ contribution statements.
Please see the various examples of wording below and revise/customize the sample
statements according to your own needs.
Sample statements for "Consent to participate":
Informed consent was obtained from all individual participants included in the study.
Informed consent was obtained from legal guardians.
Written informed consent was obtained from the parents.
Verbal informed consent was obtained prior to the interview.
Sample statements for “Consent to publish”:
The authors affirm that human research participants provided informed consent for
publication of the images in Figure(s) 1a, 1b and 1c.
The participant has consented to the submission of the case report to the journal.
Patients signed informed consent regarding publishing their data and photographs.
Sample statements if identifying information about participants is available in the
article:
Additional informed consent was obtained from all individual participants for whom
identifying information is included in this article.
Authors are responsible for correctness of the statements provided in the
manuscript. See also Authorship Principles. The Editor-in-Chief reserves the right to
reject submissions that do not meet the guidelines described in this section.
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Images will be removed from publication if authors have not obtained informed
consent or the paper may be removed and replaced with a notice explaining the
reason for removal.
English Language Editing
For editors and reviewers to accurately assess the work presented in your manuscript
you need to ensure the English language is of sufficient quality to be understood. If
you need help with writing in English you should consider:
•
•
•
•

Getting a fast, free online grammar check.
Asking a colleague who is proficient in English to review your manuscript for
clarity.
Visiting the English language tutorial which covers the common mistakes
when writing in English.
Using a professional language editing service where editors will improve the
English to ensure that your meaning is clear and identify problems that
require your review. Two such services are provided by our affiliates Nature
Research Editing Service and American Journal Experts. Springer authors are
entitled to a 10% discount on their first submission to either of these services,
simply follow the links below.

Free online grammar check
English language tutorial
Nature Research Editing Service
American Journal Experts
Please note that the use of a language editing service is not a requirement for
publication in this journal and does not imply or guarantee that the article will be
selected for peer review or accepted.
If your manuscript is accepted it will be checked by our copyeditors for spelling and
formal style before publication.
.
为便于编辑和评审专家准确评估您稿件中陈述的研究工作，您需要确保您的英语语言
质量足以令人理解。如果您需要英文写作方面的帮助，您可以考虑：
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● 获取快速、免费的在线 语法检查。
● 请一位以英语为母语的同事审核您的稿件是否表意清晰。
● 查看一些有关英语写作中常见语言错误的教程。
● 使用专业语言编辑服务，编辑人员会对英语进行润色，以确保您的意思表达清晰，
并识别需要您复核的问题。我们的附属机构 Nature Research Editing Service 和合作伙
伴 American Journal Experts 即可提供此类服务。
免费在线 语法检查
教程
Nature Research Editing Service
American Journal Experts
请注意，使用语言编辑服务并非在期刊上发表文章的必要条件，同时也并不意味或保
证文章将被选中进行同行评议或被接受。
如果您的稿件被接受，在发表之前，我们的文字编辑会检查您的文稿拼写是否规范以
及文体是否正式。
.
エディターと査読者があなたの論文を正しく評価するには、使用されている英語の
質が十分に高いことが必要とされます。英語での論文執筆に際してサポートが必要
な場合には、次のオプションがあります：
・高速なオンライン 文法チェック を無料で受ける。
・英語を母国語とする同僚に、原稿で使用されている英語が明確であるかをチェッ
クしてもらう。
・英語で執筆する際のよくある間違いに関する英語のチュートリアルを参照する。
・プロの英文校正サービスを利用する。校正者が原稿の意味を明確にしたり、問題
点を指摘し、英語の質を向上させます。Nature Research Editing Service とAmerican
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Journal Experts の2つは弊社と提携しているサービスです。Springer の著者は、いず
れのサービスも初めて利用する際には10%の割引を受けることができます。以下の
リンクを参照ください。
無料のオンライン 文法チェック
英語のチュートリアル
Nature Research Editing Service
American Journal Experts
英文校正サービスの利用は、投稿先のジャーナルに掲載されるための条件ではない
こと、また論文審査や受理を保証するものではないことに留意してください。
原稿が受理されると、出版前に弊社のコピーエディターがスペルと体裁のチェック
を行います。
.
영어 원고의 경우, 에디터 및 리뷰어들이 귀하의 원고에 실린 결과물을 정확하게
평가할 수 있도록, 그들이 충분히 이해할 수 있을 만한 수준으로 작성되어야 합니다.
만약 영작문과 관련하여 도움을 받기를 원하신다면 다음의 사항들을 고려하여
주십시오:
• 귀하의 원고의 표현을 명확히 해줄 영어 원어민 동료를 찾아서 리뷰를 의뢰합니다.
• 영어 튜토리얼 페이지에 방문하여 영어로 글을 쓸 때 자주하는 실수들을
확인합니다.
• 리뷰에 대비하여, 원고의 의미를 명확하게 해주고 리뷰에서 요구하는 문제점들을
식별해서 영문 수준을 향상시켜주는 전문 영문 교정 서비스를 이용합니다. Nature
Research Editing Service와 American Journal Experts에서 저희와 협약을 통해
서비스를 제공하고 있습니다. Springer 저자들이 본 교정 서비스를 첫 논문 투고를
위해 사용하시는 경우 10%의 할인이 적용되며, 아래의 링크를 통하여 확인이
가능합니다.
영어 튜토리얼 페이지
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Nature Research Editing Service
American Journal Experts
영문 교정 서비스는 게재를 위한 요구사항은 아니며, 해당 서비스의 이용이 피어
리뷰에 논문이 선택되거나 게재가 수락되는 것을 의미하거나 보장하지 않습니다.
원고가 수락될 경우, 출판 전 저희측 편집자에 의해 원고의 철자 및 문체를 검수하는
과정을 거치게 됩니다.
Research Data Policy
This journal operates a type 1 research data policy. The journal encourages authors,
where possible and applicable, to deposit data that support the findings of their
research in a public repository. Authors and editors who do not have a preferred
repository should consult Springer Nature’s list of repositories and research data
policy.
List of Repositories
Research Data Policy
General repositories - for all types of research data - such as figshare and Dryad may
also be used.
Datasets that are assigned digital object identifiers (DOIs) by a data repository may
be cited in the reference list. Data citations should include the minimum information
recommended by DataCite: authors, title, publisher (repository name), identifier.
DataCite
Authors who need help understanding our data sharing policies, help finding a
suitable data repository, or help organising and sharing research data can access
our Author Support portal for additional guidance.
After acceptance
Upon acceptance, your article will be exported to Production to undergo typesetting.
Once typesetting is complete, you will receive a link asking you to confirm your
affiliation, choose the publishing model for your article as well as arrange rights and
payment of any associated publication cost.
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Once you have completed this, your article will be processed and you will receive the
proofs.
Article publishing agreement
Depending on the ownership of the journal and its policies, you will either grant the
Publisher an exclusive licence to publish the article or will be asked to transfer
copyright of the article to the Publisher.
Offprints
Offprints can be ordered by the corresponding author.
Color illustrations
Online publication of color illustrations is free of charge. For color in the print
version, authors will be expected to make a contribution towards the extra costs.
Proof reading
The purpose of the proof is to check for typesetting or conversion errors and the
completeness and accuracy of the text, tables and figures. Substantial changes in
content, e.g., new results, corrected values, title and authorship, are not allowed
without the approval of the Editor.
After online publication, further changes can only be made in the form of an Erratum,
which will be hyperlinked to the article.
Online First
The article will be published online after receipt of the corrected proofs. This is the
official first publication citable with the DOI. After release of the printed version, the
paper can also be cited by issue and page numbers.
Open Choice
Open Choice allows you to publish open access in more than 1850 Springer Nature
journals, making your research more visible and accessible immediately on
publication.
Article processing charges (APCs) vary by journal – view the full list
Benefits:
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•
•

•

Increased researcher engagement: Open Choice enables access by anyone
with an internet connection, immediately on publication.
Higher visibility and impact: In Springer hybrid journals, OA articles are
accessed 4 times more often on average, and cited 1.7 more times on
average*.
Easy compliance with funder and institutional mandates: Many funders require
open access publishing, and some take compliance into account when
assessing future grant applications.

It is easy to find funding to support open access – please see our funding and
support pages for more information.
*) Within the first three years of publication. Springer Nature hybrid journal OA
impact analysis, 2018.
Open Choice
Funding and Support pages
Copyright and license term – CC BY
Open Choice articles do not require transfer of copyright as the copyright remains
with the author. In opting for open access, the author(s) agree to publish the article
under the Creative Commons Attribution License.
Find more about the license agreement
Open access publishing
Educational Psychology Review publishes open access articles. Authors of open
access articles published in this journal retain the copyright of their articles and are
free to reproduce and disseminate their work.
Visit our Open access publishing page to learn more
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Appendix D: Data Extraction Form
Author(s),
Year of
Publication,
Title &
Location of
study

Research Aims

Sample

Design

Measurement
Tool(s) of
Psychological
Phenomenon/
Impact

Method of Analysis

Key Findings

Strengths/
weaknesses
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Appendix E: Quality Assessment Tool
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214
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Appendix F: Dictionary to Accompany Quality Assessment Tool
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217
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Appendix G: Summary of Methodological Quality of Included Articles

Paper

Mander and
Lester (2017)
Martin et al.,
(2014)
Rathee and
Pal (2012)
Blau and Blau
(2019)
EvansCampbell et
al., (2012)
Pfeiffer et al.,
(2016)
Kalak et al.,
(2019)
Mutluer et al.,
(2021)

Selection Bias

Study Design

Confounders

Blinding

Withdrawals
and Dropouts

Global Rating

Moderate

Data
Collection
Methods
Weak

Moderate

Moderate

Weak

Strong

Weak

Weak

Weak

Weak

Moderate

Weak

Weak

Weak

Weak

Weak

Weak

Moderate

Strong

N/A

Weak

Weak

Weak

Strong

Moderate

Strong

N/A

Weak

Moderate

Moderate

Strong

Moderate

Strong

N/A

Strong

Moderate

Weak

Strong

Moderate

Weak

N/A

Weak

Weak

Weak

Moderate

Moderate

Strong

N/A

Weak

Weak

Weak

Strong

Moderate

Strong

Weak

Weak
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Appendix H: Author Guidelines for Empirical Paper Submission to the Journal
of School Psychology
Guide for Authors
Types of contributions
The Journal of School Psychology publishes research on assessment; consultation;
intervention mechanisms and approaches; and schooling effects on social, cognitive,
mental health, and achievement-related outcomes. The vast majority of its articles
focus on issues directly relevant to children, adolescents, or families in school and
related settings. The Journal of School Psychology editorial team is striving to
publish the most methodologically and statistically sophisticated research in the
pages of the journal in order to contribute to the science of school psychology. Fulllength manuscripts presenting original quantitative and qualitative research are ideal
to meet this goal. Scholarly narrative reviews of the literature on research and
practices relevant to psychological and behavioral processes in school settings may
also be appropriate. The Journal of School Psychology does not typically test
reviews, book reviews, obituaries, or comments.
Please format your manuscript according to the Publication Manual of the American
Psychological Association, Seventh Edition.
Special Issues
JSP encourages the scholarly community to suggest special issues for the journal.
Please fill in the special issue proposal form and send to Editor-in-Chief, Craig A.
Albers @ craig.albers@wisc.edu.
Questions about the appropriateness of a manuscript for the Journal of School
Psychology should be directed to:
Craig A. Albers
Editor-in-Chief
University of Wisconsin at Madison
Associate Professor of Educational Psychology
Chair, Prevention and Intervention Sciences
Co-Director, Rural Education Research and Implementation Center (RERIC)
333 Educational Sciences
1025 W. Johnson St.
Madison, WI 53706
Telephone: (608) 262-4586
Email: craig.albers@wisc.edu
Submission checklist
You can use this list to carry out a final check of your submission before you send it
to the journal for review. Please check the relevant section in this Guide for Authors
for more details.
Ensure that the following items are present:
One author has been designated as the corresponding author with contact details:
• E-mail address
• Full postal address
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All necessary files have been uploaded:
Manuscript:
• Include keywords
• All figures (include relevant captions)
• All tables (including titles, description, footnotes)
• Ensure all figure and table citations in the text match the files provided
• Indicate clearly if color should be used for any figures in print
Graphical Abstracts / Highlights files (where applicable)
Supplemental files (where applicable)
Further considerations
• Manuscript has been 'spell checked' and 'grammar checked'
• All references mentioned in the Reference List are cited in the text, and vice versa
• Permission has been obtained for use of copyrighted material from other sources
(including the Internet)
• A competing interests statement is provided, even if the authors have no competing
interests to declare
• Journal policies detailed in this guide have been reviewed
• Referee suggestions and contact details provided, based on journal requirements
For further information, visit our Support Center.
Ethics in publishing
Please see our information on Ethics in publishing.
Studies in humans and animals
If the work involves the use of human subjects, the author should ensure that the
work described has been carried out in accordance with The Code of Ethics of the
World Medical Association (Declaration of Helsinki) for experiments involving
humans. The manuscript should be in line with the Recommendations for the
Conduct, Reporting, Editing and Publication of Scholarly Work in Medical
Journals and aim for the inclusion of representative human populations (sex, age
and ethnicity) as per those recommendations. The terms sex and gender should be
used correctly.
Authors should include a statement in the manuscript that informed consent was
obtained for experimentation with human subjects. The privacy rights of human
subjects must always be observed.
All animal experiments should comply with the ARRIVE guidelines and should be
carried out in accordance with the U.K. Animals (Scientific Procedures) Act, 1986
and associated guidelines, EU Directive 2010/63/EU for animal experiments, or the
National Institutes of Health guide for the care and use of Laboratory animals (NIH
Publications No. 8023, revised 1978) and the authors should clearly indicate in the
manuscript that such guidelines have been followed. The sex of animals must be
indicated, and where appropriate, the influence (or association) of sex on the results
of the study.
Declaration of interest
All authors must disclose any financial and personal relationships with other people
or organizations that could inappropriately influence (bias) their work. Examples of
potential competing interests include employment, consultancies, stock ownership,
honoraria, paid expert testimony, patent applications/registrations, and grants or
other funding. Authors must disclose any interests in two places: 1. A summary
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declaration of interest statement in the title page file (if double anonymized) or the
manuscript file (if single anonymized). If there are no interests to declare then please
state this: 'Declarations of interest: none'. 2. Detailed disclosures as part of a
separate Declaration of Interest form, which forms part of the journal's official
records. It is important for potential interests to be declared in both places and that
the information matches. More information.
Submission declaration and verification
Submission of an article implies that the work described has not been published
previously (except in the form of an abstract, a published lecture or academic thesis,
see 'Multiple, redundant or concurrent publication' for more information), that it is not
under consideration for publication elsewhere, that its publication is approved by all
authors and tacitly or explicitly by the responsible authorities where the work was
carried out, and that, if accepted, it will not be published elsewhere in the same form,
in English or in any other language, including electronically without the written
consent of the copyright-holder. To verify originality, your article may be checked by
the originality detection service Crossref Similarity Check.
Preprints
Please note that preprints can be shared anywhere at any time, in line with
Elsevier's sharing policy. Sharing your preprints e.g. on a preprint server will not
count as prior publication (see 'Multiple, redundant or concurrent publication' for
more information).
Use of inclusive language
Inclusive language acknowledges diversity, conveys respect to all people, is
sensitive to differences, and promotes equal opportunities. Content should make no
assumptions about the beliefs or commitments of any reader; contain nothing which
might imply that one individual is superior to another on the grounds of age, gender,
race, ethnicity, culture, sexual orientation, disability or health condition; and use
inclusive language throughout. Authors should ensure that writing is free from bias,
stereotypes, slang, reference to dominant culture and/or cultural assumptions. We
advise to seek gender neutrality by using plural nouns ("clinicians, patients/clients")
as default/wherever possible to avoid using "he, she," or "he/she." We recommend
avoiding the use of descriptors that refer to personal attributes such as age, gender,
race, ethnicity, culture, sexual orientation, disability or health condition unless they
are relevant and valid. These guidelines are meant as a point of reference to help
identify appropriate language but are by no means exhaustive or definitive.
Changes to authorship
Authors are expected to consider carefully the list and order of
authors before submitting their manuscript and provide the definitive list of authors at
the time of the original submission. Any addition, deletion or rearrangement of author
names in the authorship list should be made only before the manuscript has been
accepted and only if approved by the journal Editor. To request such a change, the
Editor must receive the following from the corresponding author: (a) the reason for
the change in author list and (b) written confirmation (e-mail, letter) from all authors
that they agree with the addition, removal or rearrangement. In the case of addition
or removal of authors, this includes confirmation from the author being added or
removed.
Only in exceptional circumstances will the Editor consider the addition, deletion or
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rearrangement of authors after the manuscript has been accepted. While the Editor
considers the request, publication of the manuscript will be suspended. If the
manuscript has already been published in an online issue, any requests approved by
the Editor will result in a corrigendum.
Copyright
Upon acceptance of an article, authors will be asked to complete a 'Journal
Publishing Agreement' (see more information on this). An e-mail will be sent to the
corresponding author confirming receipt of the manuscript together with a 'Journal
Publishing Agreement' form or a link to the online version of this agreement.
Subscribers may reproduce tables of contents or prepare lists of articles including
abstracts for internal circulation within their institutions. Permission of the Publisher
is required for resale or distribution outside the institution and for all other derivative
works, including compilations and translations. If excerpts from other copyrighted
works are included, the author(s) must obtain written permission from the copyright
owners and credit the source(s) in the article. Elsevier has preprinted forms for use
by authors in these cases.
For gold open access articles: Upon acceptance of an article, authors will be asked
to complete a 'License Agreement' (more information). Permitted third party reuse of
gold open access articles is determined by the author's choice of user license.
Author rights
As an author you (or your employer or institution) have certain rights to reuse your
work. More information.
Elsevier supports responsible sharing
Find out how you can share your research published in Elsevier journals.
Role of the funding source
You are requested to identify who provided financial support for the conduct of the
research and/or preparation of the article and to briefly describe the role of the
sponsor(s), if any, in study design; in the collection, analysis and interpretation of
data; in the writing of the report; and in the decision to submit the article for
publication. If the funding source(s) had no such involvement then this should be
stated.
Open access
Please visit our Open Access page for more information.
Language (usage and editing services)
Please write your text in good English (American or British usage is accepted, but
not a mixture of these). Authors who feel their English language manuscript may
require editing to eliminate possible grammatical or spelling errors and to conform to
correct scientific English may wish to use the English Language Editing
service available from Elsevier's Author Services.
Submission
Our online submission system guides you stepwise through the process of entering
your article details and uploading your files. The system converts your article files to
a single PDF file used in the peer-review process. Editable files (e.g., Word, LaTeX)
are required to typeset your article for final publication. All correspondence, including
notification of the Editor's decision and requests for revision, is sent by e-mail.
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Submit your article
Please submit your article via https://www.editorialmanager.com/jspsy/default.aspx
Peer review
This journal operates a double anonymized review process. All contributions will be
initially assessed by the editor for suitability for the journal. Papers deemed suitable
are then typically sent to a minimum of two independent expert reviewers to assess
the scientific quality of the paper. The Editor is responsible for the final decision
regarding acceptance or rejection of articles. The Editor's decision is final. Editors
are not involved in decisions about papers which they have written themselves or
have been written by family members or colleagues or which relate to products or
services in which the editor has an interest. Any such submission is subject to all of
the journal's usual procedures, with peer review handled independently of the
relevant editor and their research groups. More information on types of peer review.
Double anonymized review
This journal uses double anonymized review, which means the identities of the
authors are concealed from the reviewers, and vice versa. More information is
available on our website. To facilitate this, please include the following separately:
Title page (with author details): This should include the title, authors' names,
affiliations, acknowledgements and any Declaration of Interest statement, and a
complete address for the corresponding author including an e-mail address.
Anonymized manuscript (no author details): The main body of the paper (including
the references, figures, tables and any acknowledgements) should not include any
identifying information, such as the authors' names or affiliations.
Use of word processing software
It is important that the file be saved in the native format of the word processor used.
The text should be in single-column format. Keep the layout of the text as simple as
possible. Most formatting codes will be removed and replaced on processing the
article. In particular, do not use the word processor's options to justify text or to
hyphenate words. However, do use bold face, italics, subscripts, superscripts etc.
When preparing tables, if you are using a table grid, use only one grid for each
individual table and not a grid for each row. If no grid is used, use tabs, not spaces,
to align columns. The electronic text should be prepared in a way very similar to that
of conventional manuscripts (see also the Guide to Publishing with Elsevier). Note
that source files of figures, tables and text graphics will be required whether or not
you embed your figures in the text. See also the section on Electronic artwork.
To avoid unnecessary errors you are strongly advised to use the 'spell-check' and
'grammar-check' functions of your word processor.
Article structure
Subdivision - unnumbered sections
Divide your article into clearly defined sections. Each subsection is given a brief
heading. Each heading should appear on its own separate line. Subsections should
be used as much as possible when cross-referencing text: refer to the subsection by
heading as opposed to simply 'the text'.
Introduction
State the objectives of the work and provide an adequate background, avoiding a
detailed literature survey or a summary of the results.
Material and methods
Provide sufficient details to allow the work to be reproduced by an independent
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researcher. Methods that are already published should be summarized, and
indicated by a reference. If quoting directly from a previously published method, use
quotation marks and also cite the source. Any modifications to existing methods
should also be described.
Experimental
Provide sufficient details to allow the work to be reproduced by an independent
researcher. Methods that are already published should be summarized, and
indicated by a reference. If quoting directly from a previously published method, use
quotation marks and also cite the source. Any modifications to existing methods
should also be described.
Theory/calculation
A Theory section should extend, not repeat, the background to the article already
dealt with in the Introduction and lay the foundation for further work. In contrast, a
Calculation section represents a practical development from a theoretical basis.
Results
Results should be clear and concise.
Discussion
This should explore the significance of the results of the work, not repeat them. A
combined Results and Discussion section is often appropriate. Avoid extensive
citations and discussion of published literature.
Conclusions
The main conclusions of the study may be presented in a short Conclusions section,
which may stand alone or form a subsection of a Discussion or Results and
Discussion section.
Appendices
If there is more than one appendix, they should be identified as A, B, etc. Formulae
and equations in appendices should be given separate numbering: Eq. (A.1), Eq.
(A.2), etc.; in a subsequent appendix, Eq. (B.1) and so on. Similarly for tables and
figures: Table A.1; Fig. A.1, etc.
Essential title page information
• Title. Concise and informative. Titles are often used in information-retrieval
systems. Avoid abbreviations and formulae where possible.
• Author names and affiliations. Please clearly indicate the given name(s) and family
name(s) of each author and check that all names are accurately spelled. You can
add your name between parentheses in your own script behind the English
transliteration. Present the authors' affiliation addresses (where the actual work was
done) below the names. Indicate all affiliations with a lower-case superscript letter
immediately after the author's name and in front of the appropriate address. Provide
the full postal address of each affiliation, including the country name and, if available,
the e-mail address of each author.
• Corresponding author. Clearly indicate who will handle correspondence at all
stages of refereeing and publication, also post-publication. This responsibility
includes answering any future queries about Methodology and Materials. Ensure that
the e-mail address is given and that contact details are kept up to date by the
corresponding author.
• Present/permanent address. If an author has moved since the work described in
the article was done, or was visiting at the time, a 'Present address' (or 'Permanent
address') may be indicated as a footnote to that author's name. The address at
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which the author actually did the work must be retained as the main, affiliation
address. Superscript Arabic numerals are used for such footnotes.
Abstract
A concise and factual abstract is required. The abstract should state briefly the
purpose of the research, the principal results and major conclusions. An abstract is
often presented separately from the article, so it must be able to stand alone. For this
reason, References should be avoided, but if essential, then cite the author(s) and
year(s). Also, non-standard or uncommon abbreviations should be avoided, but if
essential they must be defined at their first mention in the abstract itself.
Keywords
Immediately after the abstract, provide a maximum of 6 keywords, using American
spelling and avoiding general and plural terms and multiple concepts (avoid, for
example, 'and', 'of'). Be sparing with abbreviations: only abbreviations firmly
established in the field may be eligible. These keywords will be used for indexing
purposes.
Abbreviations
Define abbreviations that are not standard in this field in a footnote to be placed on
the first page of the article. Such abbreviations that are unavoidable in the abstract
must be defined at their first mention there, as well as in the footnote. Ensure
consistency of abbreviations throughout the article.
Acknowledgements
Collate acknowledgements in a separate section at the end of the article before the
references and do not, therefore, include them on the title page, as a footnote to the
title or otherwise. List here those individuals who provided help during the research
(e.g., providing language help, writing assistance or proof reading the article, etc.).
Formatting of funding sources
List funding sources in this standard way to facilitate compliance to funder's
requirements:
Funding: This work was supported by the National Institutes of Health [grant
numbers xxxx, yyyy]; the Bill & Melinda Gates Foundation, Seattle, WA [grant
number zzzz]; and the United States Institutes of Peace [grant number aaaa].
It is not necessary to include detailed descriptions on the program or type of grants
and awards. When funding is from a block grant or other resources available to a
university, college, or other research institution, submit the name of the institute or
organization that provided the funding.
If no funding has been provided for the research, please include the following
sentence:
This research did not receive any specific grant from funding agencies in the public,
commercial, or not-for-profit sectors.
Units
Follow internationally accepted rules and conventions: use the international system
of units (SI). If other units are mentioned, please give their equivalent in SI.
Math formulae
Please submit math equations as editable text and not as images. Present simple
formulae in line with normal text where possible and use the solidus (/) instead of a
horizontal line for small fractional terms, e.g., X/Y. In principle, variables are to be
presented in italics. Powers of e are often more conveniently denoted by exp.
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Number consecutively any equations that have to be displayed separately from the
text (if referred to explicitly in the text).
Footnotes
Footnotes should be used sparingly. Number them consecutively throughout the
article. Many word processors can build footnotes into the text, and this feature may
be used. Otherwise, please indicate the position of footnotes in the text and list the
footnotes themselves separately at the end of the article. Do not include footnotes in
the Reference list.
Artwork
Electronic artwork
General points
• Make sure you use uniform lettering and sizing of your original artwork.
• Embed the used fonts if the application provides that option.
• Aim to use the following fonts in your illustrations: Arial, Courier, Times New
Roman, Symbol, or use fonts that look similar.
• Number the illustrations according to their sequence in the text.
• Use a logical naming convention for your artwork files.
• Provide captions to illustrations separately.
• Size the illustrations close to the desired dimensions of the published version.
• Submit each illustration as a separate file.
• Ensure that color images are accessible to all, including those with impaired color
vision.
A detailed guide on electronic artwork is available.
You are urged to visit this site; some excerpts from the detailed information are given
here.
Formats
If your electronic artwork is created in a Microsoft Office application (Word,
PowerPoint, Excel) then please supply 'as is' in the native document format.
Regardless of the application used other than Microsoft Office, when your electronic
artwork is finalized, please 'Save as' or convert the images to one of the following
formats (note the resolution requirements for line drawings, halftones, and
line/halftone combinations given below):
EPS (or PDF): Vector drawings, embed all used fonts.
TIFF (or JPEG): Color or grayscale photographs (halftones), keep to a minimum of
300 dpi.
TIFF (or JPEG): Bitmapped (pure black & white pixels) line drawings, keep to a
minimum of 1000 dpi.
TIFF (or JPEG): Combinations bitmapped line/half-tone (color or grayscale), keep to
a minimum of 500 dpi.
Please do not:
• Supply files that are optimized for screen use (e.g., GIF, BMP, PICT, WPG); these
typically have a low number of pixels and limited set of colors;
• Supply files that are too low in resolution;
• Submit graphics that are disproportionately large for the content.
Color artwork
Please make sure that artwork files are in an acceptable format (TIFF (or JPEG),
EPS (or PDF), or MS Office files) and with the correct resolution. If, together with
your accepted article, you submit usable color figures then Elsevier will ensure, at no
additional charge, that these figures will appear in color online (e.g., ScienceDirect
and other sites) regardless of whether or not these illustrations are reproduced in
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color in the printed version. For color reproduction in print, you will receive
information regarding the costs from Elsevier after receipt of your accepted article.
Please indicate your preference for color: in print or online only. Further information
on the preparation of electronic artwork.
Figure captions
Ensure that each illustration has a caption. Supply captions separately, not attached
to the figure. A caption should comprise a brief title (not on the figure itself) and a
description of the illustration. Keep text in the illustrations themselves to a minimum
but explain all symbols and abbreviations used.
Tables
Please submit tables as editable text and not as images. Tables can be placed either
next to the relevant text in the article, or on separate page(s) at the end. Number
tables consecutively in accordance with their appearance in the text and place any
table notes below the table body. Be sparing in the use of tables and ensure that the
data presented in them do not duplicate results described elsewhere in the article.
Please avoid using vertical rules and shading in table cells.
References
Citation in text
Please ensure that every reference cited in the text is also present in the reference
list (and vice versa). Any references cited in the abstract must be given in full.
Unpublished results and personal communications are not recommended in the
reference list, but may be mentioned in the text. If these references are included in
the reference list they should follow the standard reference style of the journal and
should include a substitution of the publication date with either 'Unpublished results'
or 'Personal communication'. Citation of a reference as 'in press' implies that the item
has been accepted for publication.
Web references
As a minimum, the full URL should be given and the date when the reference was
last accessed. Any further information, if known (DOI, author names, dates,
reference to a source publication, etc.), should also be given. Web references can be
listed separately (e.g., after the reference list) under a different heading if desired, or
can be included in the reference list.
Data references
This journal encourages you to cite underlying or relevant datasets in your
manuscript by citing them in your text and including a data reference in your
Reference List. Data references should include the following elements: author
name(s), dataset title, data repository, version (where available), year, and global
persistent identifier. Add [dataset] immediately before the reference so we can
properly identify it as a data reference. The [dataset] identifier will not appear in your
published article.
References in a special issue
Please ensure that the words 'this issue' are added to any references in the list (and
any citations in the text) to other articles in the same Special Issue.
Reference management software
Most Elsevier journals have their reference template available in many of the most
popular reference management software products. These include all products that
support Citation Style Language styles, such as Mendeley. Using citation plug-ins
from these products, authors only need to select the appropriate journal template
when preparing their article, after which citations and bibliographies will be
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automatically formatted in the journal's style. If no template is yet available for this
journal, please follow the format of the sample references and citations as shown in
this Guide. If you use reference management software, please ensure that you
remove all field codes before submitting the electronic manuscript. More information
on how to remove field codes from different reference management software.
Users of Mendeley Desktop can easily install the reference style for this journal by
clicking the following link:
http://open.mendeley.com/use-citation-style/journal-of-school-psychology
When preparing your manuscript, you will then be able to select this style using the
Mendeley plug-ins for Microsoft Word or LibreOffice.
Reference style
Text: Citations in the text should follow the referencing style used by the American
Psychological Association. You are referred to the Publication Manual of the
American Psychological Association, Seventh Edition, ISBN 978-1-4338-3215-4,
copies of which may be ordered online.
List: references should be arranged first alphabetically and then further sorted
chronologically if necessary. More than one reference from the same author(s) in the
same year must be identified by the letters 'a', 'b', 'c', etc., placed after the year of
publication.
Examples:
Reference to a journal publication:
Van der Geer, J., Hanraads, J. A. J., & Lupton, R. A. (2010). The art of writing a
scientific article. Journal of Scientific Communications, 163, 51–59.
https://doi.org/10.1016/j.sc.2010.00372.
Reference to a journal publication with an article number:
Van der Geer, J., Hanraads, J. A. J., & Lupton, R. A. (2018). The art of writing a
scientific article. Heliyon, 19, Article e00205.
https://doi.org/10.1016/j.heliyon.2018.e00205.
Reference to a book:
Strunk, W., Jr., & White, E. B. (2000). The elements of style (4th ed.). Longman
(Chapter 4).
Reference to a chapter in an edited book:
Mettam, G. R., & Adams, L. B. (2009). How to prepare an electronic version of your
article. In B. S. Jones, & R. Z. Smith (Eds.), Introduction to the electronic age (pp.
281–304). E-Publishing Inc.
Reference to a website:
Powertech Systems. (2015). Lithium-ion vs lead-acid cost analysis. Retrieved from
http://www.powertechsystems.eu/home/tech-corner/lithium-ion-vs-lead-acid-costanalysis/. Accessed January 6, 2016
Reference to a dataset:
[dataset] Oguro, M., Imahiro, S., Saito, S., & Nakashizuka, T. (2015). Mortality data
for Japanese oak wilt disease and surrounding forest compositions. Mendeley Data,
v1. https://doi.org/10.17632/xwj98nb39r.1.
Reference to a conference paper or poster presentation:
Engle, E.K., Cash, T.F., & Jarry, J.L. (2009, November). The Body Image
Behaviours Inventory-3: Development and validation of the Body Image Compulsive
Actions and Body Image Avoidance Scales. Poster session presentation at the
meeting of the Association for Behavioural and Cognitive Therapies, New York, NY.
Reference to software:
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Coon, E., Berndt, M., Jan, A., Svyatsky, D., Atchley, A., Kikinzon, E., Harp, D.,
Manzini, G., Shelef, E., Lipnikov, K., Garimella, R., Xu, C., Moulton, D., Karra, S.,
Painter, S., Jafarov, E., & Molins, S. (2020, March 25). Advanced Terrestrial
Simulator (ATS) v0.88 (Version 0.88). Zenodo.
https://doi.org/10.5281/zenodo.3727209.
Journal abbreviations source
Journal names should be abbreviated according to the List of Title Word
Abbreviations.
Video
Elsevier accepts video material and animation sequences to support and enhance
your scientific research. Authors who have video or animation files that they wish to
submit with their article are strongly encouraged to include links to these within the
body of the article. This can be done in the same way as a figure or table by referring
to the video or animation content and noting in the body text where it should be
placed. All submitted files should be properly labeled so that they directly relate to
the video file's content. In order to ensure that your video or animation material is
directly usable, please provide the file in one of our recommended file formats with a
preferred maximum size of 150 MB per file, 1 GB in total. Video and animation files
supplied will be published online in the electronic version of your article in Elsevier
Web products, including ScienceDirect. Please supply 'stills' with your files: you can
choose any frame from the video or animation or make a separate image. These will
be used instead of standard icons and will personalize the link to your video data.
For more detailed instructions please visit our video instruction pages. Note: since
video and animation cannot be embedded in the print version of the journal, please
provide text for both the electronic and the print version for the portions of the article
that refer to this content.
Data visualization
Include interactive data visualizations in your publication and let your readers interact
and engage more closely with your research. Follow the instructions here to find out
about available data visualization options and how to include them with your article.
Supplementary material
Supplementary material such as applications, images and sound clips, can be
published with your article to enhance it. Submitted supplementary items are
published exactly as they are received (Excel or PowerPoint files will appear as such
online). Please submit your material together with the article and supply a concise,
descriptive caption for each supplementary file. If you wish to make changes to
supplementary material during any stage of the process, please make sure to
provide an updated file. Do not annotate any corrections on a previous version.
Please switch off the 'Track Changes' option in Microsoft Office files as these will
appear in the published version.
Research data
This journal encourages and enables you to share data that supports your research
publication where appropriate, and enables you to interlink the data with your
published articles. Research data refers to the results of observations or
experimentation that validate research findings. To facilitate reproducibility and data
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reuse, this journal also encourages you to share your software, code, models,
algorithms, protocols, methods and other useful materials related to the project.
Below are a number of ways in which you can associate data with your article or
make a statement about the availability of your data when submitting your
manuscript. If you are sharing data in one of these ways, you are encouraged to cite
the data in your manuscript and reference list. Please refer to the "References"
section for more information about data citation. For more information on depositing,
sharing and using research data and other relevant research materials, visit
the research data page.
Data linking
If you have made your research data available in a data repository, you can link your
article directly to the dataset. Elsevier collaborates with a number of repositories to
link articles on ScienceDirect with relevant repositories, giving readers access to
underlying data that gives them a better understanding of the research described.
There are different ways to link your datasets to your article. When available, you
can directly link your dataset to your article by providing the relevant information in
the submission system. For more information, visit the database linking page.
For supported data repositories a repository banner will automatically appear next to
your published article on ScienceDirect.
In addition, you can link to relevant data or entities through identifiers within the text
of your manuscript, using the following format: Database: xxxx (e.g., TAIR:
AT1G01020; CCDC: 734053; PDB: 1XFN).
Mendeley Data
This journal supports Mendeley Data, enabling you to deposit any research data
(including raw and processed data, video, code, software, algorithms, protocols, and
methods) associated with your manuscript in a free-to-use, open access repository.
During the submission process, after uploading your manuscript, you will have the
opportunity to upload your relevant datasets directly to Mendeley Data. The datasets
will be listed and directly accessible to readers next to your published article online.
For more information, visit the Mendeley Data for journals page.
Data statement
To foster transparency, we encourage you to state the availability of your data in
your submission. This may be a requirement of your funding body or institution. If
your data is unavailable to access or unsuitable to post, you will have the opportunity
to indicate why during the submission process, for example by stating that the
research data is confidential. The statement will appear with your published article
on ScienceDirect. For more information, visit the Data Statement page.
Online proof correction
To ensure a fast publication process of the article, we kindly ask authors to provide
us with their proof corrections within two days. Corresponding authors will receive an
e-mail with a link to our online proofing system, allowing annotation and correction of
proofs online. The environment is similar to MS Word: in addition to editing text, you
can also comment on figures/tables and answer questions from the Copy Editor.
Web-based proofing provides a faster and less error-prone process by allowing you
to directly type your corrections, eliminating the potential introduction of errors.
If preferred, you can still choose to annotate and upload your edits on the PDF
version. All instructions for proofing will be given in the e-mail we send to authors,
including alternative methods to the online version and PDF.
We will do everything possible to get your article published quickly and accurately.
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Please use this proof only for checking the typesetting, editing, completeness and
correctness of the text, tables and figures. Significant changes to the article as
accepted for publication will only be considered at this stage with permission from
the Editor. It is important to ensure that all corrections are sent back to us in one
communication. Please check carefully before replying, as inclusion of any
subsequent corrections cannot be guaranteed. Proofreading is solely your
responsibility.
Offprints
The corresponding author will be notified and receive a link to the published version
of the open access article on ScienceDirect. This link is in the form of an article DOI
link which can be shared via email and social networks. For an extra charge, paper
offprints can be ordered via the offprint order form which is sent once the article is
accepted for publication. Both corresponding and co-authors may order offprints at
any time via Elsevier's Author Services.
Additional information
The review process. The Journal of School Psychology editorial team strives to
provide comprehensive and constructive reviews of manuscripts submitted to the
journal in a timely manner, and it relies heavily on content experts in the field of
school psychology as well as methodological and statistical advisors. All manuscripts
are screened upon receipt by the Editor in order to determine the appropriateness of
the manuscript's focus for the journal as well as adherence to organization and
formatting as prescribed by the Publication Manual of the American Psychological
Association. Authors are promptly contacted if the manuscript is not deemed
appropriate for peer review by the journal. If the manuscript is deemed appropriate,
corresponding authors will receive an email notification from the Editor that informs
them of the number assigned to the manuscript, the action editor assigned to the
manuscript, and a target editorial decision date (which is generally 8 weeks from
acknowledgement of receipt). Action editors may be the Editor, an Associate Editor,
or a Guest Editor (i.e., an individual with significant expertise in the area of
investigation who was specially invited to co-ordinate the review). The action editor
will send the manuscript out for review to approximately three reviewers who are
blind to the identity of authors. Reviewers may be from the Editorial Advisory Board
or ad-hoc reviewers invited because of special expertise. (Review the most current
Editorial Board at https://www.journals.elsevier.com/journal-of-schoolpsychology/editorial-board). The Action Editor will write an editorial decision letter
within approximately 8 weeks and send it by email to the corresponding author. The
editorial decision letter will include a decision regarding publication (i.e., Accept
contingent on revision, Rejection encouraging revision, or Reject) and a rationale for
the decision. The decision of Accept is reserved to the Editor. Therefore, Associate
Editors and Guest Editors cannot accept an article for publication. Should an action
editor other than the Editor find a manuscript suitable for publication in the Journal of
School Psychology, the action editor will forward the manuscript to the Editor with a
recommendation of acceptance. The Editor and a methodological and statistical
advisor will review such manuscripts and make final recommendations for revision.
Revisions are handled electronically. Authors should always provide a detailed letter
outlining revisions when corresponding with action editors.
Copies may be ordered from http://www.apa.org/pubs/books/4200066.aspx. Thus,
manuscripts should contain the standard sections outlined in the Publication Manual
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of the American Psychological Association. These sections include an abstract, an
Introduction section, a Method section, a Results section, Discussion section, and a
Reference section. Tables and figures should be formatted as prescribed in
the Publication Manual of the American Psychological Association. Manuscripts
should be written in formal American or British English. (Authors may
visit https://webshop.elsevier.com/language-editing-services/language-editing/ for
more information about its language editing services and to obtain general
recommendations). Manuscripts that do not conform to these publication guidelines
will not be distributed for peer review.
Visit the Elsevier Support Center to find the answers you need. Here you will find
everything from Frequently Asked Questions to ways to get in touch.
You can also check the status of your submitted article or find out when your
accepted article will be published.
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Appendix I: Confirmation of Ethical Approval

REMOVED FOR SUBMISSION TO HYDRA
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Appendix J: Recruitment Email/ Message

Dear Sir/ Madam,
My name is Lolly Hernandez and I am a Trainee Clinical Psychologist. Part of my
training involves conducting doctorate research. I am investigating boarding school
experiences, attachment, self-criticism and compassion. I was wondering if you may
please share the advert and link for my study below with the members of your alumni
group? Participation is anonymous and voluntary and involves filling out an online
questionnaire. If you have any questions or queries about this, please do not hesitate
to get in touch.
Kind regards,
Lolly
https://hull.onlinesurveys.ac.uk/school-experiences-compassion-self-criticismattachme-2

236

Appendix K: Social Media Post to Advertise the Study (accompanied by the
Advert in Appendix L)
Some of you may know that I am currently doing my Clinical Psychology Doctorate.
Part of this involves me having to conduct some research. I am investigating how
peoples’ school experiences have influenced them in later life. If you would mind
filling out the online questionnaire (link below) I would be really grateful! Please feel
free to share it with anyone else who might be willing to too! Thank you so much!
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Appendix L: Advert for the Study
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Appendix M: Participant Information Sheet
YOU ARE WELCOME TO MAKE A COPY OF THIS INFORMATION
Title of study Investigating school experiences, compassion, self-criticism and
attachment in adults.
I would like to invite you to participate in a research project which forms part of my
doctorate research. Before you decide whether you want to take part, it is important
for you to understand why this research is being done and what your participation
will involve. Please take time to read the following information carefully and discuss it
with others if you wish. Ask me if there is anything that is not clear or if you would
like more information.
What is the purpose of the study?
We know very little about how the type of school people attend may influence them
in later life. This study is looking to understand more about how people’s
relationships with themselves (self-criticism and compassion) and others (attachment
and compassion) might be influenced by their schooling and what factors and
experiences might be particularly important. To do this, we will be comparing
attachment styles and levels of compassion and self-criticism in ex-boarders and ex
non-boarders. We hope that this study will help us understand more about this area,
which may hopefully help to influence practice in schools and therapy settings in the
future.
Why have I been invited to take part?
You are being invited to participate in this study because you are aged 18 or over
and have attended school.
What will happen if I take part?
If you agree to take part please tick the consent box below to begin the online
questionnaire. The questionnaire will take approximately 30-40 minutes, please
complete it in a quiet room, free of distractions. You will first be asked some short
questions about you and your school experience (e.g. your age, your gender, how
long you attended your school for and how close your year group was). Then you will
be asked to fill out three questionnaires which measure attachment style, selfcriticism and compassion. The final question will ask you what experiences from your
school time have influenced you most in your adult life. There are no right or wrong
answers and I am only interested in your opinions and experiences.
Do I have to take part?
Participation is completely voluntary. You should only take part if you want to and
choosing not to take part will not disadvantage you in any way. Once you have read
this information page, please contact me if you have any questions that will help you
make a decision about taking part. If you decide to take part please tick the consent
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box below and feel free to make a copy of this information (e.g. take a photo or print)
for your own records (optional).
What are the possible risks of taking part?
Participating in the study will require 20-30 minutes of your time and this may be
inconvenient for you. Some people may experience emotional distress when they
think about their early life or school experiences because it might bring to mind
difficult memories. If this happens please feel free to take a break from the
questionnaire. At the end of the questionnaire there will be various sources of
support that might be helpful to contact should you feel you need this (e.g. your GP,
mental health charities and specialist organisations).
Please note that if identifiable details of any victim or perpetrator of abuse or harm is
disclosed in the survey the researcher will be obliged to seek advice from the
Safeguarding Team at Humber Teaching NHS Foundation Trust. These details may
then need to be passed to the Council Safeguarding Team local to the identified
school.
What are the possible benefits of taking part?
We cannot promise that you will have any direct benefits from taking part in the
study. However, it is hoped that the information you give us will help us to
understand more about attending boarding school and how it influences people in
later life. It may also help to inform current practices in schools and in therapy
settings.
Data handling and confidentiality
Your data will be processed in accordance with the General Data Protection
Regulation 2018 (GDPR).
All of the personal information that you provide will be kept strictly confidential. Data
you provide in the questionnaire and direct quotes from the final question about your
experiences may be used in research publications and presentations, but you will not
be identified in these. To protect your anonymity, you will be assigned a code or
pseudonym, to ensure it will not be possible to identify you from the information you
provide. To protect the security of your answers, they will be stored on an encrypted
NHS laptop. After the research is completed, all of responses will be deleted from
the encrypted NHS laptop. These will be stored securely in an online storage
repository at the University of Hull for ten years. The only time that information
cannot be kept confidential is if you disclose something that suggests that you or
someone else is at risk of serious harm. If this happens the researcher will need to
contact appropriate authorities to ensure that you and other people are safe.

Data Protection Statement
The data controller for this project will be the University of Hull. The University will
process your personal data for the purpose of the research outlined above. The legal
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basis for processing your personal data for research purposes under GDPR is a
‘task in the public interest’ You can provide your consent for the use of your personal
data in this study by clicking the box below. Information about how the University of
Hull processes your data can be found at https://www.hull.ac.uk/choosehull/university-and-region/key-documents/data-protection.aspx
You have the right to access information held about you. Your right of access can be
exercised in accordance with the General Data Protection Regulation. You also have
other rights including rights of correction, erasure, objection, and data portability.
Questions, comments and requests about your personal data can also be sent to the
University of Hull Information Compliance Manager (dataprotection@hull.ac.uk). If
you wish to lodge a complaint with the Information Commissioner’s Office, please
visit www.ico.org.uk.
What if I change my mind about taking part?
You are free to withdraw from the study at any point during completion of the
questionnaire by exiting the screen. Withdrawing from the study will not affect you in
any way. However, after you submit your responses/ complete the questionnaire,
withdrawal of your data will no longer be possible, as the data is anonymised. If you
choose to withdraw from the study before this point the data collected will be deleted.
What will happen to the results of the study?
The results of the study will be summarised in a written thesis as part of a Doctorate
in Clinical Psychology. The thesis will be available on the University of Hull’s online
repository https://hydra.hull.ac.uk. The findings may also be published in academic
journals or presented at conferences. At the end of the questionnaire there will be an
exit screen with the link to a blog, where you can access the results when the
research is written up if you wish to do so.
Who should I contact for further information?
If you have any questions or require more information about this study, please
contact me using the following contact details:
Lolly Hernandez
Clinical Psychology
Aire Building
The University of Hull
Cottingham Road
Hull
HU6 7RX
E-mail: l.e.hernandez-2018@hull.ac.uk
What if I have further questions, or if something goes wrong?
If you wish to make a complaint about the conduct of the study, you can contact the
University of Hull using the research supervisors’ details below for further advice and
information:
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Dr Philip Molyneux and Dr Tim Alexander
Clinical Psychology
Aire Building
The University of Hull
Cottingham Road
Hull
HU6 7RX
Email address: P.Molyneux@hull.ac.uk
Email address: T.Alexander@hull.ac.uk
Thank you for reading this information and for considering taking part in this
research. By continuing with the questionnaire, you confirm that you
understand the information provided, the terms of participating and give your
consent to your data being used in this research.
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Appendix N: Demographic Information Questions from the Online
Questionnaire
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Appendix O: School Environment Questions from the Online Questionnaire
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Appendix P: Relationship Questionnaire
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Appendix Q: Forms of Self-Criticising/Attacking and Self-Reassuring Scale
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Appendix R: The Compassionate Engagement and Action Scales
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Appendix S: Final Screen of Questionnaire with Links to Further Support
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