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Abstract

Education, Health and Care Plans (EHCPs) were introduced into the education system in
2015 following updated guidance from the Children and Families Act (Department for
Education (DfE), 2014) and the Special Educational Needs and Disability Code of Practice
(DfE & Department of Health and Social Care, 2015).

EHCPs were implemented to support children and young people (CYP) with special
educational needs or disabilities in education, creating a plan around the CYP, driven by
outcomes and the support they require to progress. The plans were to be person-centred in
philosophy, giving the CYP a voice in decisions, while embracing their families’ views
alongside educational, health and care professionals involved in their life (Frederickson &
Cline, 2015).

To date, some research has aimed to investigate professionals, families’ and educational
systems’ implementation of EHCPs (Boesley & Crane, 2018; Sharma, 2021). There is little to
date of CYPs’ experiences of having an EHCP. This research aims to fill this void by
exploring these experiences with CYP who have reached post-16 education and are heading

towards adulthood.

Adopting an interpretive phenomenological positionality, | sought to explore CYPs’
experiences of having an EHCP, alongside what it was like to hear the information in the
plans. Using semi-structured interviews and Interpretative Phenomenological Analysis as a
research method, the study sought to interpret their experiences, presenting an initial
venture into what has happened for these young people, and how professionals can

potentially learn from these findings.

Personal and group-level themes were identified, including the role of having a voice during
their EHCP journeys, relationships and belonging, feelings around being an ‘other’, and the
role the EHCP serves in feeling understood. Some inaccessible, troubling descriptions were

highlighted in plans, alongside a sense EHCPs were creating a pathway to enter adulthood.

Recommendations are made at the conclusion related to findings that have implications for
Educational Psychologists, educational staff, special educational needs professionals, CYP
and families. A framework based on self-determination theory (Ryan & Deci, 2000), a theme
of the findings, linking to young people’s progression towards adulthood is discussed.
Limitations such as the small sample size conclude the thesis. Future research opportunities
are then proposed such as attempting to gain a better understanding of how EHCP
outcomes are constructed and more participatory research with CYP with EHCPs as an

important future avenue to explore.
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Chapter 1: Introduction

This thesis explores the experiences of children and young people (CYP) who have had
Education, Health and Care Plans (EHCPSs) during their education and have now progressed
to post-16 study.

This chapter introduces the reader to the research topic and some of the reasons why | have
selected this area of study, including personal interests relating to the topic. | also discuss
the important reasons for carrying out this research and the significance of the findings for

practitioners working in the educational field.

Education, Health and Care Plans

EHCPs were introduced following legislation brought about in the Children and Families Act
(Department for Education (DfE), 2014) and the Special Educational Needs and Disability
Code of Practice (CoP), (DfE & Department of Health and Social Care (DoH), 2015). EHCPs
were introduced as a replacement for the previous statement of educational needs for CYP

across educational settings (Frederickson & Cline, 2015).
In the CoP, it explains their purpose:

The purpose of an EHC plan is to make special educational provision to meet the
special educational needs of the child or young person, to secure the best possible
outcomes for them across education, health and social care and, as they get older,
prepare them for adulthood. (DfE & DoH, 2015, p. 142)

These plans are still recent developments in the educational landscape. The CoP explains
that most CYP with special educational needs or disabilities (SEND) will be supported in
mainstream education without an EHCP. However, an assessment period is initiated for
CYP who are believed to require extra provision to progress and succeed in education, and
if deemed necessary, an EHCP will be awarded to the CYP. This can lead to the plan
providing extra statutory support within their educational settings for CYP, via extra funding,
access to further provision, interventions or enhanced specialist support for example.
(Frederickson & Cline, 2015). It can also support CYP accessing specialist education outside
of their mainstream settings (where EHCPs are required for access), if this is seen as a

necessary and beneficial move for the CYP (DfE, 2015).

The CoP outlines the sections an EHCP must have within it, these include detailing a CYPs
educational needs, views and further sections discussed in subsequent chapters (appendix

1). However, each Local Authority (LA) in England, where EHCPs are initiated, can design
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their own templates and there appear to be some discrepancies around thresholds on how
CYP receive EHCPs, often leading to disagreements at various levels of how the SEND
systems are being implemented nationwide (Cullen & Lindsay, 2019).

According to the latest official figures from the government, the number of CYP with EHCPs
in England has risen every year since they were introduced, and around 473,255 CYP had
EHCPs in England in 2022, a total that rose 9.9% from the previous year (DfE, 2022). To
illustrate their uptake, when EHCPs were introduced in 2019 — the first year in which the
previous statements of SEND were phased out — there were 353,995 CYP with them in
England, a figure that has since grown by over 100,000 CYP in under five years. That trend
has been consistent in terms of EHCP increases, with the numbers of CYP with EHCPs

having risen year on year in all educational key stage groups.

Educational psychologists (EPs) are involved in EHCPs’ application in that they have
statutory duties to write psychological advice for CYP going through the EHCP assessment
period (Buck, 2015). This has been a historic requirement since the Warnock report, a
review of SEN support in education, which awarded EPs these statutory assessment duties
in 1978 (Capper & Soan, 2022). EPs are regarded as specialised in supporting CYP with
SEND, whether that be through highlighting appropriate provisions, working with systems
around CYP or carrying out individual interventions, all while applying psychological

knowledge to situations (Beaver, 2011).

The plans are named as they are because they bring elements of CYPs’ life together in
terms of their education, health and care needs, along with the professionals involved in
these spheres. They propose to put the CYP at the centre of everything, embracing their
views as vital, along with the views of their families, professionals and other service
providers, when required, to create a holistic plan for the CYP as they progress through
education (Frederickson & Cline, 2015). EHCPs include short- and long-term outcomes, or
targets, that the CYP is aiming to achieve to build on their skills and knowledge as they
approach adulthood. | will highlight more of the mechanisms set out in legislation regarding

EHCPs in the following chapter.

My experiences

In this section, | will explain some of my experiences in order for me to be transparent about

my interest in this area.

| am a former college lecturer, and in that capacity, | taught entry-level qualifications to post-

16 students. Most of my students had what would be termed SEND, although this was
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before EHCPs were introduced. Following my role as a lecturer, | worked in a SEND
department in a LA, based in the short breaks team supporting CYP with disabilities into
short breaks settings. In 2015, | joined the SEND educational team of the LA; this was at the
beginning of the EHCP period and the start of the SEND reforms.

I was asked to join the team because | had worked previously in a team that promoted child-
centred practice, and | was comfortable with gaining the views of CYP — having previously
done so to create one-page profiles for them — which was at the heart of the SEND reforms.
I worked in this team for two years, visiting educational settings to meet with CYP in both
mainstream and specialist settings, gathering their views, meeting their families and writing
EHCPs.

Reflecting now, | was not as aware at the time as | am currently about EHCPs and their role
in education. Subsequently, | have returned to education myself, gaining a place on the EP

doctorate course, and EHCPs have been almost omnipresent during my experiences.

This is also an emotive topic for me as my late father was the head of SEND in a local
college, and | found his approach to supporting CYP with SEND to be impactful. He was a
true advocate for social justice, treating everyone with respect and helping people reach
their goals. My interest in how we, and the systems that are in place, support CYP with
SEND in education, particularly when they approach and engage in post-16 education, is a

result of his influence.

Rationale for study

This thesis explores young people’s experiences of having an EHCP during their education,
now they have reached post-16 education. | have a personal interest in this as a practitioner
working in SEND education specifically, and believe it is an area worthy of investigation due
to EHCPs'’ relatively recent introduction into educational systems, along with the paucity of
research currently available. The thesis particularly focuses on YPs’ experiences of having
an EHCP, aiming to consider the process from the YP’s perspective, what it feels like to

have one, and what we can learn from the YP to improve our practice around these systems.

Gaona et al. (2019) outline that the introduction of the legislation represents a renewed
opportunity for LAs and services to meaningfully engage with CYP leaving secondary
education around their experiences of the new processes. To date, this engagement
appears to be lacking, especially for this age-group of YP who have had EHCPs as part of
their educational experience. It is up to researchers to address this gap in order to

investigate whether the collaborative and participatory ethos of the legislation is being
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adhered to, for example. The focus of this study is aimed at filling some of this gap, by
actively collaborating with and asking YP about their lived experiences of having an EHCP.



Chapter 2: Critical Literature Review

Introduction

This critical literature review focuses on recent reforms to the SEND systems in England and
how they have sought to support CYP during their progression through the education system
and into adulthood. | focus on the introduction of EHCPs, legislation and agendas that

attempt to highlight CYPs educational needs and provide guidance on how to achieve better
outcomes for CYP with SEND. EPs’ wider remit implemented in legislation — that is, working

with CYP up to the age of 25 —is also reviewed.

After discussing the legislation, the review investigates previous research into EHCPs and
relevant psychology, particularly concerning CYP with EHCPs who have moved into post-16
education. Currently, there is a relatively small body of literature on the topic as this is a new

area for EPs.

The critical literature review recognises a gap in the research and identifies the questions

that drive this study. | conclude by listing the research questions this study investigates.

SEND reforms and the 0-25-year-old agenda

One of the biggest developments regarding the role of the EP in recent years in England has
been the expansion of their role in supporting and working with CYP up to the age of 25
(Apter et al., 2018). That change was set out in statutory guidance referred to as the ‘SEND
reforms’ regarding CYP with SEND in the CoP (DfE & DoH, 2015), which followed the
updated guidance laid out in the Children and Families Act (DfE, 2014).

Authorities were now expected to update their local offer to include support for people with
SEND covering an age range of 0-25 (Frederickson & Cline, 2015). EHCPs were introduced
as a replacement for the old system, where CYP received statements of SEND. It was the
job of the LA to produce these plans for CYP following a period of assessment (Marsh &
Howatson, 2020).

Under this new system of assessment of need, the legislation specified that the voice of the
CYP must be at the centre of the process. It must include the views of their family alongside
information regarding education, health and care support/provision required to help the child
be supported and succeed (Frederickson & Cline, 2015). Whether this new approach to
multi-agency working and support is happening, as set out in the CoP, is not yet clear,
though the topic is beginning to garner more thorough research. Boesley and Crane (2018),

in research involving Special Educational Needs Coordinators (SENCOs), for example,
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suggested that access to health and care professionals was proving challenging for
educational settings and that the plans were fundamentally education-led. Although this was
a small-scale study, it did note that families and CYP now had a greater say, which was
regarded as a positive.

The legislation required services, including EP services, to expand their work, graduated
response and statutory responsibilities to include YP leaving secondary education (Apter et
al., 2018). This was seen as a significant change in the landscape and scope of EP services
andone that provided an opportunity for new ways of working (Keegan & Murphy, 2018).

This new opportunity for EPs and services to be involved in CYPSs’ post-16 education meant
that the introduction of EHCPs brought with it a new way of working. The plans should
develop and be updated as CYP progress through their education. Frederickson and Cline

(2015) explain it as follows:

Where the child or young person is in Year 9 or above, the plan must include (in
sections, F, G, H1 or H2 as appropriate) the provision required by the child or young
person to assist in preparation for adulthood and independent living, in relation for

example, to finding employment, housing and participation in society. (p. 65)

Accordingly, the plans are updated and provide clear outcomes for CYP as they progress
through education (DfE & DoH, 2015). Reflecting on the introduction of EHCPs, | suggest
perhaps this change in emphasis brought with it a new perspective. Services working with
CYP have been historically focused on the ‘now’, regarding needs and provision, but through
these plans, are instead directed to look to the future, providing CYP with the best chances

and skills to progress into adulthood.

It appears this is a necessary development since publications in the past ten years have
indicated CYP leaving compulsory education who fit into vulnerable categories, such as YP
who have been in care, attended alternative provision or have SEND, are less likely than
other CYP to be involved in education, employment or training (DfE, 2018). The term Not in
Education, Employment or Training (NEET) has become a category LAs use to measure YP
in these circumstances. This cohort of CYP are more likely to require additional support, and
therefore, have an EHCP when compared to age-related peers (Frederickson & Cline,
2015). We may look critically at statistic-based research such as this, acknowledging that
further variables must be recognised including socioeconomic background, access to
services, systemic factors and austerity, in general, rather than the inherent ‘within-person’

narrative that headlines over-simplistic reports.
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Studies have investigated varying risk factors relating to NEET, encouraging services and
education providers to operate more preventatively rather than reactively (Ballo et al., 2022).
This preventative philosophy seems to be incorporated into the ideals of the EHCP,
particularly from year nine onwards (Cockerill & Arnold, 2018). The CoP emphasises
educational settings and services working with CYP with SEND are to have high
expectations of them and provide them with opportunities to progress (Frederickson & Cline,
2015). This includes progression to paid and non-paid employment, apprenticeship
opportunities or higher education.

The SEND reforms and the 0—25 agenda have provided EPs and other professionals with
opportunities for new ways of working, especially in post-16 educational settings and with YP
as they progress into adulthood. It is time to further investigate how these processes are

being implemented and whether EHCPs are providing the anticipated outcomes for CYP.

Preparing for adulthood (PfA)

The PfA agenda in the United Kingdom was introduced in 2013 and links to the updated
guidance in the Children and Families Act (DfE, 2014). Bason (2018) explains that the PfA
tool was “published by DfE to aid the development of EHCPs for children and young people
with SEND” (p. 22). Subsequent guidance was introduced regarding pathfinders, along with
further information to guide all people involved in the PfA on how it should work in practicality
(Macdonald, 2015).

The guidance outlines four key areas that CYP with SEND should be working to develop,

with support from educational settings and outside agencies:

Higher education or employment
Independent living

Friends, relationships and community
Good health

P w0 NP

The guidance explains it has involved CYP in research, concluding these are the aspirations

that most fit with their vision of the future.

The PfA agenda aligns with the CoP guidance stating that the process of planning CYPs’
future outcomes should begin during year nine reviews. Documentation for CYP with EHCPs
should reflect their aspirations, along with provisions and outcomes needed to achieve these
(appendix 1). At all times, the voice and views of the CYP must be central in the planning

process, which is now a statutory requirement, as documented in the CoP (Ahad et al.,

12



2022; Pearlman & Michaels, 2019). However, Fayette and Bond (2018) describe this as a
complex task and note the lack of research to date on whether these frameworks are being
used effectively and improving outcomes for CYP.

Atkinson et al. (2018) query existing systems such as education, society and employment,
suggesting they are not appropriately inclusive for CYP with SEND in a manner that
encourages broad choice, the way the PfA suggests is possible. The new system in England
regarding CYP with SEND has been criticised for continuing to push an individualistic
‘medical’ model rather than a ‘social’ one where societal barriers to participation are
highlighted, as well as not being realistic in its ethos, continuing regardless of a lack of

access in society for people with SEND (Robinson et al., 2018).

Seven years ago, Ofsted (2016) visited 17 post-16 providers in England and used a survey
methodology to collect information about the implementation of the Children and Families
Act (DfE, 2014). The survey focused mostly on learners with SEND and their progression
and outcomes related to moving toward adulthood. The report, two years into the SEND
reforms, was fairly damning of their initial implementation. In the summary section, it made

points such as the following:

The provision of specialist, impartial careers guidance was weak in many of the

providers visited. (p. 6)

The quality of provision for learners with high needs reviewed during this survey was

often not of a high enough standard. (p. 7)

At this early stage of implementation, the requirements of the Children and Families

Act 2014 had not been fulfilled in many local areas. (p. 7)

The report was scathing of the implementation of new practices drawn out in legislation and
made recommendations around improvements if the SEN reforms was to succeed in hitting
SEND learners’ PfA targets. The targets included better links with schools around transition
work for CYP and creating better opportunities for pupils with potential employers and
charitable organisations. This appeared to encompass a wide remit for post-16 providers,
advocating for a ‘wrap around’ provision, where settings bring together multiple
people/systems involved in YPs lives to provide an individualised and shared understanding
of the YP. Access to appropriate support that considers CYPs’ past, present and future goals

should be an aim of educational settings to help YP get to where they aspire to be.

If the system was working as intended, especially for CYP with SEND and EHCPs, then
outcomes and progression towards adulthood would be documented and a plan put in place

to reach those outcomes. The CYP, family and professionals would work in a joined-up
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manner to achieve the goals set. However, it appeared the initiatives were off to a troubling
start, although it should be noted that the report only inspected a select group of post-16

providers so it may not have been truly representative on a wide scale.

Educational psychology post-16 research

As mentioned, the venture into post-16 work has been a recent development for EPs since
the SEND reforms. It provides new research opportunities and much scope for development.
Currently, there is little research available, though certain areas have begun to be explored
(Apter et al., 2018).

Atkinson et al. (2015) developed a competency framework for EPs and trainee EPs relevant
to working with the 16—25 age group. In consultation with 26 EPs classed as ‘experts’ in the
field, they defined six key areas in which EPs may develop their knowledge and practice to

effectively work with YP and the agencies that support them:

Context

Legislation

Assessment

Interventions and outcomes

Development

o a0k~ wnh R

Transition

The framework is useful in highlighting differences and areas of specialist knowledge the
profession might develop including knowledge of the Mental Capacity Act and assessments
around the Act. This covers a person’s right to make decisions for themselves, particularly
relevant for CYP as they reach 16 and can legally make decisions independently, providing
they are deemed to have the capacity (Davis, 2018). Along with the issue of informed
consent relating to EPs’ work with YP generally, specifically as they reach 16, this then often
means they are the ones legally consenting to EPs’ involvement (Davis, 2018a). YPs’ post-
16 needs including employment pathways, assessment options and transition methods give

us an idea of the areas EPs must consider while developing this new branch of practice.

A study by Damali and Damali (2018), asking EPs about their work in the 16—25 cohort,
suggested that other areas of specialty the profession has historically developed, such as
consultations and person-centred planning techniques, fit well in post-16 work. They
proposed further frameworks for working with YP and the agencies/stakeholders around
them. Although the frameworks appear robust and offer guidance, there seems a lack of

voice from the YP at the heart of them.
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Further research has explored beyond EPs, including the views of college staff, social care
colleagues and health professionals regarding transitions to post-16 for CYP with SEND and
EHCPs (Dunsmuir et al., 2020). This research highlights a mix of optimism and frustration at
the processes involved. Enhanced communication between services, clear emphasis on
long-term outcomes and keeping the CYPSs’ views at the centre are seen as positive.
However, the bureaucratic nature of the paperwork, lack of options for work experience and
some resistance in services to change appear to counter the positives.

If social justice in education is about empowering CYP to have their voice heard (Schulze et
al., 2019), participatory research projects offer a chance for these voices to be truly heard.
Giles and Rowley (2019) asked a group of post-16 learners to report to EPs, via a video of
their focus group discussions, how they would like EPs to help them transition to adulthood
and what is most important to them. All researchers in the project had previous involvement
with EPs, and the themes generated included YP being heard, creating quality relationships
and feeling respected. This type of research enables the profession to hear the voice of YP

and allows EPs to critically reflect.

Further research has gathered YPs’ views regarding the 16—25 agenda around transitions.
Gaona et al. (2019) interviewed young people diagnosed with autism regarding their
transition to post-16, finding recurring themes involving independence, ambivalence towards
change, relationships and worries about bullying. The study used thematic analysis to
highlight themes and advocated for further research into CYPs’ educational experiences

outside of diagnostic labels, such as autism, to further the literature.

Manning (2018) used interpretative phenomenological analysis, interviewing three YP with
EHCPs. When interpreting their experiences before and after the transition to post-16, she
highlighted four separate themes: self-determination, supportive relationships, college as
enabling and experiencing change. Although a small-scale research project, it allowed YP to
share their lived experiences. This type of research could give EPs guidance on how they
could engage with CYP transitioning, and work effectively with educational settings, an area
that is currently in its infancy and might have much to bring to the profession (Morris &
Atkinson, 2018).

A study using a systematic literature review of qualitative research regarding YP who have
left care and transitioned to other settings, including post-16, highlighted themes around
mental health and how the psychology of transition processes may be neglected, causing
potential barriers (Atkinson & Hyde, 2019). This study introduced the term ‘instant adulthood’
to the literature and suggested that YP in this cohort might benefit more from a process of

gradual building up of interdependence rather than fast-paced independence. Here,
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transition for YP is supported by services and relationships, with a YP moving towards
independence when it is appropriate and they have developed the necessary skills. This
links with the PfA, where independent living is one of the outcomes. We might query whether
there is leeway for YP who struggle with reaching this goal, for example, due to previous bad
experiences, lack of developed independence skills or non-supportive systems.

EP research into post-16 has focused on areas such as adhering to new legislation following
the SEND reforms, frameworks for practice, multi-agency working, transitions and linking
with the PfA agenda. Little research has so far focused on CYPs’ experiences of having SEN
and specifically an EHCP during their education to this point.

Psychology and models

Certain psychological theories and models were referenced during this review of post-16
literature. Self-determination theory (SDT) (Ryan & Deci, 2000) was a framework referenced
frequently during the review (Atkinson et al., 2018; Cockerill & Arnold, 2018; Hyde &
Atkinson, 2019; Manning, 2018). The development of three psychological strands of SDT —
competence, relatedness and autonomy — is encouraged for a CYP to feel motivated, move

towards better outcomes and achieve some level of independence.

SDT considers environmental/social factors that may hinder a person's progress in achieving
these psychological needs and has been used across various areas including sports and
education (Hyde & Atkinson, 2019). Manning (2018) suggests that assisting YP to develop
skills highlighted in SDT enables them to transition through various stages of their life,

particularly as they progress toward adulthood.

Bason (2018) queries whether there is enough focus on the practical skills CYP with SEND
may need to develop to progress into adulthood. She references SDT alongside adaptive
behaviours such as communication skills, domestic activities and economic activities that are
important in developing independence, as has been suggested previously for this age group
(Alwell & Cobb, 2009). Specific teaching of, and working towards, outcomes covering these
skills through the use of EHCPs might help CYP to develop key independence skills required

in adulthood.

These suggestions link well to the developmental psychological model known as positive
youth development (PYD). In PYD, the five Cs — competence, confidence, character,
connection and caring — are highlighted as key factors that enable adolescents to progress
towards positive outcomes (Gestsdottir & Lerner, 2007). The theory suggests self-regulation

is required and recognises the contextual variability in YPs’ lives as a big influence on their
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development. It appears to sit in the strengths-based, positive psychology paradigms of
human development, linking well to some of the more positive messages in the SEND

reforms.

It was surprising that during the literature review, there were few references to PYD in the
current research regarding post-16 work in England. A reason might be it is difficult to track
the effectiveness of strategies and interventions implemented using PYD philosophies
(Ciocanel et al., 2017), or that it is more historically associated with United States based
research (Leman et al., 2017). However, it could be argued that the same applies to the PfA
agenda, especially regarding the pathways outlined in the documentation. Alternatively,
perhaps it is simply too early to measure the success of strategies and interventions based
on PYD philosophies, in which case, it will be important for future research to investigate if

they are producing the outcomes intended.

A key message of the SEND reforms was the need for CYPs’ voice to be central to new
practices. The CoP states that educational settings should work holistically, endeavouring to
elicit practice that provides opportunities for pupils’ voices to be heard and used to guide
aspirations (Gaona et al., 2020). The guidance appears to suit EP philosophies around

person-centred, humanistic principles in the way practitioners work (Beaver, 2011).

An example is a technique referenced in the post-16 literature, termed Providing Alternative
Tomorrows with Hope (PATH), which is widely used in EP practice. Its visual and
progressive ethos fits well with this philosophy and the PfA/EHCP forward-looking agenda
(Wood et al., 2019). Solution-focused techniques such as PATH are widely used and taught
during EP training (Beaver, 2011). This appears congruent in terms of addressing problems
CYP may be encountering and working jointly with other agencies involved with the CYP to

bring about change, progress and positive outcomes.

Supporting an ecosystemic approach seems valuable in highlighting the systemic influences
affecting CYPs’ lives as they progress toward adulthood (Bronfenbrenner, 1986).
Acknowledging that people's worlds are inevitably affected by the systems they inhabit
enables wider thinking around a YP progressing into adulthood and offers a psychological
model an EP may use in practice (Beaver, 2011). Furthermore, this approach appears
congruent when working with multi-agency teams, families and support services, as is a goal
of the EHCP (Selfe et al., 2018).

Additionally, EPs’ use of the person-centred planning (PCP) approaches in their work,
alongside their knowledge of psychology, including adolescent development, suggests they

could play a significant part in supporting CYPs’ progression to adulthood. They are also well
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placed to investigate how CYP with EHCPs psychologically experience this progression and
what might be valuable or important to them.

Research and future research

Bason (2018) asserts that it is important to conduct innovative research focusing on whether
EHCPs are making a difference in the lives of CYP concerning their progress to post-16
education and beyond.

Some suggest EHCPs are an artefact of old SEND systems and continue to develop a
narrative of difference (Hunter et al., 2020). According to Hunter et al. (2020), statistically,
the plans are not achieving the intended targets in terms of helping YP gain employment;
they propose that, instead, the plans continue to champion a deficit model that is potentially
harmful and inherently flawed. Thomas and Loxley (2022) have similar concerns that EHCPs
are a repetition of failed systems of the past, just presented in new ways, serving to limit the

inclusion of CYP with SEND in mainstream settings and wider society.

Robinson et al. (2018) are more hopeful of the EHCP ethos but refer to a lack of guidance
and resourcing nationally to enable them to be implemented successfully. Those key
barriers, alongside calls for better staff training and better integration of the planning process
in schools before CYP arrive in post-16, constitute a theme of this systematic literature

review.

Research that has been completed has tended to focus on educators’, EPs’ and other
services’ responses to the SEND reforms, while there has been little on the views of CYP. In
one study that did target CYP, Webster and Blatchford (2019) used a qualitative
methodology to investigate the school experiences of year nine students in mainstream
education with EHCPs. The case studies were interesting and presented themes around the
general pedagogy in supporting CYP with SEND. The researchers suggested that low
expectations and reliance on teaching assistants for these CYP go against promoting

inclusive practices in education.

Studies that have gained CYP views in post-16 research have often been focused on
specific constructs, such as transitions from school to post-16 (Dunsmuir et al., 2020;
Manning, 2018; Morris & Atkinson, 2018). Moreover, further examples have focused on YP
in certain categories, such as those who have been in care, diagnosed with autism or noted
to have social, emotional and mental health needs (Atkinson & Hyde, 2019; Daw, 2020;
Gaona et al., 2020).
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How CYP with SEND are supported (or not) in regard to their mental health needs during
progression to adulthood is an area of research that appears to be developing (Atkinson et
al., 2018). While other methods have been wide-ranging, the government departments have
largely funded questionnaire-based studies about EHCPs. However, | believe those struggle
to highlight real issues or potential narratives as they are overloaded with complex data
(DfE, 2017).

The guiding principles of the CoP and the wider SEND reforms, including the PfA legislation,
are that CYP must be heard, particularly from year nine onwards regarding their progression
towards adulthood (Gaona et al., 2019). Some small-scale research has been conducted
regarding CYPs’ experiences of having an EHCP (Sales & Vincent, 2018). However, |
suggest that the study in question was vague in how it sampled the five CYP interviewed

and unclear in its conclusions around CYPs’ level of involvement.

This review highlights a lack of evidence from CYP of how they are experiencing the SEND
reforms. In a recent wide-ranging systematic literature review of EHCPs, Ahad et al. (2022)
suggested a key theme was CYP seemingly not being significantly involved in EHCPs,
leading the authors to surmise that “overall the increased involvement of children, young
people and their parents in the EHCP process has appeared to have been only partially
successful” (p. 15). Researchers have also refuted any claim that CYP who do not
communicate verbally cannot contribute fully to EHCPs as innovative ways of making their

views known have been developed (Pearliman & Michaels, 2019).

If we are to promote inclusive initiatives in mainstream and wider education, we must work
with, hear and involve CYP with SEND in meaningful research (Bailey et al., 2015; Thomas
& Loxley, 2022). As has been highlighted in the literature, ‘tokenistic’ practices to gather
CYPs’ views during casework or research do not promote meaningful dialogue or true
involvement (Lundy, 2018; Boswell et al., 2021). Hart (1992) explained in his ladder of
participation model that true participation for CYP means they should be asked, involved and
their voices truly heard so that processes effecting their lives are democratic in principle. The
CYP themselves are central to their education and should be central to educational

practices, for example how EHCPs are being implemented and experienced.

Bason (2018) explains, “ultimately there is no point in changing legislation if these changes
do not provide transformations and modifications in the organisational system” (p. 31). By
listening to and engaging with the very people at the centre of the SEND reforms, those that
have EHCPs, we can aim to gather valuable insights into whether they are working and what
professionals, such as EPs, could do better to support CYP and enhance the SEND systems

around them. In this respect, by engaging CYP in meaningful research opportunities, asking
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them to share their experiences and aiming to understand them, we can more effectively
advocate for their rights and empower them to contribute towards better, more meaningful
outcomes (Lundy & McEvoy, 2011).

This review has discussed the SEND reforms, both in legislation and how they have been
practically implemented (mainly by professionals); post-16 research; EPs’ roles in the
reforms; and psychology related to CYP with SEND progressing towards adulthood. A gap in
the research that serves to be investigated is CYPs’ experiences of having an EHCP during
their education, what has happened and what it has felt like to have one. Also, whether it has
been experienced as enabling in their journey toward adulthood, as the reforms intended. To
fill that research gap, seeking to interpret YPs’ experiences will be vital in evaluating the

reforms.

Research questions

During the literature review, | noted that there is a paucity of research into CYPs’
experiences of having an EHCP during their education. | developed the following questions
as a result. These questions are relevant to the research topic and were discussed and

refined with my research supervisor:

1. How have mainstream post-16 students with Education, Health and Care Plans
experienced education?

2. How have these young people experienced their Education, Health and Care
Plans during their education?

3. What s it like for young people to hear the contents of their Education, Health
and Care Plans?

4. What can professionals working with young people with Education, Health and

Care Plans learn from these experiences?
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Chapter 3: Methodology and Methods

Overview

This chapter will give an overview of the methodological considerations undertook during the
initial stages of this research. It will cover various tenants of methodology, including my
ontological and epistemological positionality, which, in turn, led to my selection of
interpretative phenomenological analysis (IPA) as the qualitative research approach used
during this study.

I will discuss the approaches to research that | rejected, and why, before outlining the
principles of IPA, along with the people who historically contributed to its introduction to
research. | explain how | considered rigour and quality in my research, two important factors
in ensuring studies such as this one are scrutinised and follow guidelines for research
philosophy, which are necessary for studies to be both valid and valuable. Following with

explanations around how | considered refection and reflexivity during the research journey.

The chapter goes on to cover the procedural steps | undertook in this research. It discusses
areas such as the chosen method of data collection, closely linking with IPA philosophies in
research. Furthermore, it highlights safeguarding and ethical considerations in my research,
the recruitment steps | took, my pilot study and how | conducted data collection. Finally, it
covers how data were analysed and how | followed guidance to aim to produce quality

research.

Ontological and epistemological position

Ontology in research refers to the study of existence and the experience of being (Corcoran,
2017). The way we position ourselves — our ontological view — has consequences for how
we view reality as a whole. Epistemology, meanwhile, is concerned with how we gather
knowledge; it is about what we can know and how can we know it (Rayner, 2011). When the
two are combined, the philosophical position a researcher acquires influences how they go
about their research (Willig, 2013).

A researcher’s ontological perspective is often described as sitting on a continuum between
two pillars of research philosophy (Robson, 2002). On one side a positivist or realist
paradigm, which is an approach to research that suggests universal laws govern human
behaviour. This holds that much like in the physical world, we, as humans, can observe
these truths and devise ways to investigate and interrogate them (Kornuta & Germaine,
2019). It generally fits well with quantitative styles of research, which often use

measurements and data to investigate their topic and follow a hypothesis-led model, where
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people look to apply methods to prove or disprove scientific theories. This stance, also
referred to as naive realism, claims the researcher can objectively research humans and

make claims about them through investigation.

On the other side of the continuum sit relativist approaches, which in their most extreme
form maintain that it is our individual human consciousness that forms our reality, which is
‘unknowable’ to all but the individual (Robson, 2002). Experience is also bound to its context,
meaning it can only be interpreted by the researcher and cannot be truly objective (Kornuta
& Germaine, 2019). This epistemological position fits better with qualitative research
methods, which often explore the human experience, or interpret or explain events, although

they do not claim to fundamentally answer queries or provide the ‘truth’ (Willig, 2013).

Clearly, my research suited a qualitative style of investigation as it concerned young
people’s subjective experiences of EHCPs. Therefore, | ruled out a positivist positionality
early on. With the mindset that | was adopting a qualitative method of inquiry, | became
interested in Willig (2013) stating that “Broadly speaking, qualitative researchers can aim to
create three types of knowledge...realist knowledge, phenomenological knowledge and

social constructionist knowledge” (p. 15).

A social constructionist approach is concerned with exploring how knowledge appears to be
constructed using tools such as language, and how that contributes to people’s construction
of reality (Willig, 2013). In that sense, it is hot concerned with understanding what could be
described as the ‘true’ experience of participants, but more with how humans play a role in
creating categories and discourse via language, subsequently contributing to experience
(Schudson & Gelman, 2022). Although this was a potentially interesting avenue for my

research, | felt that this way of looking at the world did not fully align with my outlook.

Accordingly, | decided to adopt an interpretive phenomenological approach in respect of my
ontological and epistemological positionality for this research. The approach corresponded
with my view of reality and knowledge construction which | believe is fundamentally an
interpretive undertaking. Interpretive phenomenology is an attempt to gain access to a
participant’s world, to determine their conscious experience of something, while accepting
that is never truly accessible objectively (Willig, 2013). Nonetheless, you, as a researcher,
are attempting to see through the participant’s eyes, walk in their shoes and interpret what
that might be like, while exploring a phenomenon in their presence. Finlay (2008) eloquently

describes the paradox of this positionality:

The challenge is for the researcher to simultaneously embody contradictory stances

LT3

of being “scientifically removed from,” “open to” and “aware of” while also interacting

with research participants in the midst of their own experiencing. (p. 3)
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Phenomenology is philosophically focused on the lived, subjective experience of individuals
(Beal, 2017; Robson, 2002). My research concerned CYPs’ experiences of having an EHCP,
and to consider those, | sought to explore what it was like to be the YP and how they
subjectively constructed meaning. My aim was to gain insight into those phenomena through
their experiences, and a qualitative study taking an interpretive phenomenological
philosophical stance appeared best suited to this form of targeted knowledge production.

Willig (2013) places phenomenological approaches in qualitative study on a continuum
sitting between realist and relativist epistemological research positions. She explains that
this position seeks to explore people’s experiences whilst also reflecting on and discussing
the accounts of these people’s experiences in a wider social cultural or psychological
context, “Interpretive phenomenological research, therefore, seeks to generate knowledge
about the quality and texture of experience as well as about its meaning within a particular

social and cultural context” (Willig, 2013, p. 17).

This is important because this study explores how YP have experienced their EHCPs within
their education alongside what it is like to hear the information in them, while interpreting and
reflecting on what that experience might mean in the societal and cultural context in which
they live. Reflecting, this epistemological positionality fits well with my research. It guided me
to explore CYPs’ experiences and thereby potentially valuably add to the literature on
EHCPs, whilst at the same time enabling me to make recommendations to the profession,
about how we can support or better understand CYP with EHCPs by positioning their

experiences in a wider cultural context.

Foundations of phenomenology

Edmund Husserl is widely regarded as the first person to have developed phenomenological
philosophies in psychology (Smith et al., 2022). His ideas opposed previous positivist
thinking by attempting to explore how people consciously experience and interact with the
world (Langdridge, 2008). At the beginning of the 20th century, he made the radical claim
that intentionality exists, in that humans and objects cannot be separated since they interact
to create a unique experience for the subject (Willig, 2013). Husserl believed this warranted
a new way of thinking and a new approach to exploring and viewing the human experience,

employing reflexivity in our work.

One of Husserl’s ideas in pursuit of a phenomenological attitude was bracketing. He
proposed the researcher must eliminate their preconceived ideas about the world and

concentrate on the subject’s conscious experience or interactions with the world without pre-
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judgements, so they have ‘bracketed off’ their previous understandings in essence (Smith et
al., 2022). This would lead to a pure exploration of how the subject was consciously
experiencing the here and now, in Husserl’s view, without value judgments. His was a
complex philosophical endeavour, launching a movement in phenomenological psychology
to integrate that practice into qualitative research. However, a critique of his view was that it
was not possible for a researcher to depart from the very nature of conscious living since we
cannot stand outside of our human experiences. Such a notion was supported by the
ideological orientation of social constructionism, which suggests that human discourse itself
creates things such as categories, rather than those being created through some type of

‘natural’ occurrence we can objectively sit outside of (Weinberg, 2014).

Martin Heidegger, a former student of Husserl, developed a slightly different version of
phenomenology (Quay, 2016). His was a phenomenology moving away from his former
teacher’s transcendental approach and instead embracing a philosophy of intersubjectivity
and hermeneutics, and one that introduced Dasein (a term relating to being in the world)
(Smith et al., 2022). Heidegger did not believe that we, as conscious human beings who are
immersed in the world, can ever ‘bracket off’ and study human experience without influence
from the world we inhabit (Smith et al., 2022). He posited that it is our conscious experience
— the way we relate to or understand the world and others — that creates meaning.
Heidegger’s intersubjectivity is a concept that accepts we are always attempting to make
sense of each other and ourselves in a world we are ‘thrown’ into; it is a relational,

interpretative endeavour.

Maurice Merleau-Ponty developed the phenomenological discourse further during the 20th
century. His major contribution was to suggest that humans’ physical interaction with the
world is the very thing that contributes to our experience, which guides how we then create
meaning (Felder & Robbins, 2011). We are a physical body and this affective nature of
experience is fundamentally subjective, inaccessible to an outsider, but must be considered

when we attempt to interpret others, or in research, analyse data (Smith et al., 2022).

Additionally, Jean-Paul Sartre contributed to phenomenology by adding an existential
perspective to the literature that built on the previous philosophers’ ideas. His was a view
that individuals are constantly ‘becoming’ through a perpetual process of development,
never fully formed or still (Smith et al., 2022). We are constantly experiencing the world in
the context of history, social relationships and other phenomena outside of our control.
Accordingly, Jones (2001) explains that, according to Sartre, all human behaviour reveals

something.
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Selecting a methodology

Having selected my epistemological positionality, it was important | selected a method of
research embracing phenomenological principles for this study. During my investigation into
appropriate methods, | considered three separate qualitative research approaches. | will
briefly discuss the two | rejected and then explore my chosen method.

Thematic analysis (Braun & Clarke, 2021) is a well-regarded method in qualitative research
based on recognising, organising and theming patterns in data (Willig, 2013). The
researcher aims to unpick and discuss interesting themes by closely analysing transcripts
from interactions such as interviews or focus groups. It has been used extensively across
many areas, including health and social science research. Critics have queried whether
thematic analysis veers too much into positivist epistemology, although Braun and Clarke
(2014) have debated that proposal. Willig (2013) suggests that it may be more of a tool to
use in qualitative research as opposed to a fully formed research method. In my view, it did
not fit exactly with my research, where | aimed to explore participants’ subjective
experiences of having an EHCP. This tool may have uncovered interesting themes but | felt

it would not have been compatible with my aims.

Grounded theory (Glaser & Strauss, 1967) seeks to develop theory through a process
grounded in the data gathered (Robson, 2002). The original authors proposed this as a new
way of exploring data via a process that was developmental in its ethos. Researchers would
interview participants about areas of interest/phenomena, code data and then revisit the
topic with the participant to explore the information they had discovered. Willig (2013, p. 79)
explains that it is essentially a ‘bottom-up’ approach to research interested in social
processes, centred on developing theories through reflexivity and discovery. In the early
1990s, researchers’ views of the theory diverged (Willig, 2013), yet it has nonetheless
influenced research, especially with regard to health and social processes (Fassinger, 2005).
My hesitancy in selecting this method was that in research, it is often adopted as a tool to
categorise data, rather than explore the lived experience of participants (Willig, 2013). The
time it takes to complete this type of study was also concerning; going back and forth
between participants after coding seemed impractical in a time-bound project such as mine.

Therefore, | rejected grounded theory during this stage of consideration.

Interpretative phenomenological analysis (IPA)

IPA was the research method | chose to implement throughout my study (Smith et al., 2022).

IPA accepts that it is not achievable to gain a true account of another person’s experiences
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and thus the researcher is employed as an interpreter (Willig, 2013). Humans are not
passive subjects; instead, they are engaged in an ever-developing meaning-making
existence (Brocki & Wearden, 2006). IPA explores their experiences and pays specific
attention to “what happens when the everyday flow of lived experience takes on a particular
significance for people” (Smith et al., 2022, p. 1).

IPA has three separate theoretical underpinnings associated with its application in research
(Kacprzak, 2017):

1. Phenomenology
2. Hermeneutics

3. Idiography

Having discussed phenomenology above, | will briefly discuss the remaining underpinnings

below.

Hermeneutics

Theologians originally used ‘hermeneutics’ in an attempt to interpret religious texts into
everyday social discourse. Described as the “art and science of interpretation” (Robson,
2002, p. 196), it has been welcomed into qualitative research, where there is an unavoidable
notion of interpretation. A researcher is fundamentally a vessel for interpreting research and

participants’ experiences of phenomena.

Much like phenomenology, key philosophers have contributed to theories around
hermeneutics feeding into IPA methods. Friedrich and Schleiermacher (1998) viewed
hermeneutics as involving “grammatical and psychological interpretation” (Smith et al., 2022,
p. 17). In simple terms, the enterprise is a craft involving the researcher interpreting data but
also being aware of the wider cultural context in which those data were gathered. For
example, in this research, | interpreted participants’ data (words) while also being cognizant

of the context they inhabited.

In the hermeneutic field, Heidegger noted interpretation always involves a form of ‘fore-
structure’, whereby the researchers have previous experience that cannot be totally
bracketed off during interaction and analysis (Smith et al., 2022). In that sense, we must
acknowledge that we cannot cut ourselves off from our history, experiences and biography
as researchers. When conducting IPA, we must be aware that our history is present in the
research and possibly creates an obstacle to interpretation. Furthermore, Gadamer (1990)

contributed to the literature by suggesting that the interpretive, sense-making process when
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reading text is influenced by our history and the present moment in combination (Smith et
al., 2022). Out history interacts with the moment, creating a need for reflexive practice in

research, where we are aware of our own possible bias in the moment of interpretation.

The ‘hermeneutic circle’ (Friedrich & Schleiermacher, 1998) refers to how we cannot make
sense of things without having previous knowledge of them. In that sense, there is a
circularity to our interpretations, as Willig (2013) clarifies:

We cannot understand the whole sentence until we have made sense of the parts
(i.e. the words) that make up the whole (sentence). However, at the same time, we
cannot make sense of the word’s specific meaning until we have understood the

sentence as a whole. (p. 86)

Hence, why, as researchers, we cannot displace ourselves from the picture. We are a part of
the world and our interpretations have a circular quality, which we must recognise when

embracing IPA.

Smith (2003) explains that there is a ‘double hermeneutic’ dynamic in the process of
conducting qualitative, IPA research. The researcher is attempting to make sense of the
participant’s experience, and the participant is concurrently attempting to make sense of the
phenomenon themselves. As such, there is an iterative nature to this interaction and
subsequent analysis. Importantly, this acknowledges synthesising the dynamics of
phenomenology and hermeneutics, a researcher conducting IPA essentially must interpret
(Pietkiewicz & Smith, 2014).

Idiography

The third philosophical strand of IPA is idiography, which refers to the study of the particular
(Smith et al., 2022). In IPA, this concerns exploring participants’ experiences of something,
recognising that those experiences are personal and particular to them. As such,
researchers do not generalise the findings to a population of people, as they might with other
research methods, but instead accept that there may be convergence and divergence in
experiences, without suggesting a person’s experience is anything other than their own

unique perspective (Miller et al., 2018).

For this study, idiography guided me to understand it was important to analyse each
participant’s individual experience of being a YP with an EHCP, situating them in their world,
before tentatively making wider points about the population, if appropriate (Smith et al.,

2022). This underpinning meant | should be open to participants experiencing outwardly
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similar events while being aware that they may interpret them in significantly diverse ways
(Miller et al., 2018). Its idiographic underpinning means IPA celebrates the ‘unique’ in a way
other methods often do not, which is a key reason why it is used in case study research
projects.

Critiques of IPA and epistemological position

Willig (2013) refers to the role language plays in IPA, for instance, when analysing data from
methods such as semi-structured interviews (as an example). Language itself precedes
experience; it is the apparatus we have access to and that we use to describe, as best we
can, something that has happened. Therefore, the representational validity of language is

important as we use it to access the participant’s experience.

This was imperative to consider in my research as | sought to collect information on YPs’
experiences, considering language difficulties might have been present, words were still
required to share their experiences (Pearlman & Michaels, 2019). | needed to be aware and
accepting of that and mitigate any language difficulties during my research, for instance, by
selecting participants who had reached certain academic levels in spoken English during

their schooling as a selection strategy.

IPA is an iterative endeavour and relies on a researcher following a clear, transparent step-
by-step research process and making assumptions based on thorough analysis. In that
sense, the researcher makes the final judgments on what the data tell us about other
people’s experiences. Therefore, the findings produced by IPA are not of authentic first-order
experiences, and it is important that readers are made aware of that. When conducting this
study, it was vital that | was also aware of that, as the researcher, and that | was reflexive
during all steps of the research. To that end, various tools are available to monitor reflexivity
in research (Park & Mortell, 2020). In addition to using those tools, | also sought support
from my research supervisor (RS), ensuring my work was rigorous and accountable

throughout.

In summary, my overarching epistemological research position, as stated above, can be
described as an interpretive phenomenological position, in that | expected YPs' true
experiences and consciousness would be unique and inaccessible. | acknowledged that by
selecting the IPA methodology, and felt content my chosen method aligned with my
ontological position. | was keenly aware of Willig’s (2013) proposal that people’s
interpretations are not ‘free-flowing’ but are communicated in a way that is inevitably

constructed via social interactions between people. She explained that this constitutes a
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symbolic interactionist layer and affects the outlook when conducting IPA research. The
participant is the ultimate definer, and through interacting with the world/phenomena, they
have developed symbolic representations of what these things mean to them (Kotarba,
2014). That was important to consider in this study as | expected my participants would have
developed opinions and thoughts on EHCPs and education, for example, via their

interactions in the world.

Quality in research

Qualitative research can be challenging, but it can open up avenues of understanding and
insight that are illuminating and potentially important (Willig, 2013). Thomas and Magilvy
(2011) list some important factors to be aware of when carrying out research in this

paradigm:

e Credibility
e Transferability
e Dependability

e Confirmability

By upholding these areas of qualitative rigor and documenting how you have achieved these
as a researcher you can claim to have produced a quality piece of research. This is
important when offering your research out to the wider community, displaying accountability.
Nonetheless, Willig (2013) clarifies that qualitative research is not as bound by reliability or
representativeness as the quantitative alternative since it tends to use smaller sample sizes,

often concentrating on specific phenomena.

Kacprzak (2017), when outlining how to produce high-quality IPA-specific research papers,
sets out four criteria to follow when conducting a study and documenting the process

followed, to remain on the path to producing a quality project:

e Sensitivity to context
¢ Rigour and commitment
e Transparency and coherence

¢ Impact and importance

Various details can be noted for each criterion, documenting the research journey, and if
those are completed well, then Kacprzak (2017) proposes the study will be of high quality. |
adopted this approach when conducting the study and provide the details of how my work

complied with each criterion in the thesis.
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Reflections and reflexivity

To ensure transparency of the processes during this research, | strive to be reflective and
reflexive, qualities associated with producing high-quality, transparent qualitative research
(Shaw, 2010). In interpretative research, it is accepted that there is no objective truth, rather
conscious interpretations experienced by humans, and research around this paradigm
benefits from reflexivity (Shaw, 2010). Reflexivity enables the researcher to show
transparency and evidence of their experiences, together with how they might have affected
the research journey. Willig (2013) explains that. “reflexivity is important in qualitative
research because it encourages us to foreground, and reflect upon, the ways in which the

person or the researcher is implicated in the research and its findings” (p. 25).

| reflect on how, as a person, | was implicit and a full part of this study. | acknowledge that
my presence as a person is important, bringing with it all my history and identity, among
other things. | believe it is important for the researcher to acknowledge and be aware of
these dynamics, while engaging in reflection and charting their personal feelings associated

with research.

| kept a paper research diary during this study, which | updated periodically, usually after
significant events or following research supervision. If the thoughts are candid and open,
keeping a diary in this way can be helpful in understanding your practice and where it could
be developed (Shepherd, 2006). | consider it crucial to provide documentation for these
reflections; therefore, | list the diary entries, along with the dates they were written, in the
appendices. The notes convey my experiences, thoughts and challenges at different periods
of the study, and | hope they add clarity and trustworthiness to this thesis, they are

documented in my appendices.

Alongside keeping a reflective paper diary, | also engaged in regular supervision with my
RS. Furthermore, informal sessions with fellow professionals who have produced research
previously, and cohort colleagues with whom | formed a support group related to our chosen

thesis methodology, were valuable throughout the study.

Method

The method used to collect data needed to correspond with my research positionality and
with IPA, and, in general, there are preferred research methods corresponding to those
(Smith et al., 2022). Since IPA espouses a philosophy that requires exploring people’s

personal experiences, in-depth interviews are often applied to allow them to tell their stories,
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and for the researcher to use interview skills to gain an understanding of the participants’
experiences of the phenomenon being investigated.

I chose to use semi-structured interviews as my method of data collection, one synonymous
with IPA research (Willig, 2013). | developed questions that were open and encouraged
expansive answers that illuminated participants’ experiences along my line of inquiry in this
study. | aimed to get a sense of what it is like to have an EHCP during your education, what
has happened as a result of having an EHCP and how you have experienced the process.
Alongside this, | aimed to explore what it is like to hear information from your EHCP. To fulfil

such purposes, semi-structured interviews seemed an appropriate method.

It was important | developed my skills in semi-structured interview techniques, which
included not only asking questions but also gaining trust and building rapport (Pietkiewicz &
Smith, 2014). Smith et al. (2022) explain that this type of interview during an IPA study
requires the interviewer to allow the participants to be open and expansive when answering,
as well as develop prompting skills to apply when areas of potential interest arise. To help

with this, a pilot study has been recommended as a useful approach to develop such skills.

Some researchers have suggested best practices when developing semi-structured
guestions for a qualitative analysis (Kallio et al., 2016). They propose using a structure that
provides clarity and evidence of the work behind developing the interview questions, which
adds rigour and trustworthiness to studies, and allowing the reader to see evidence of the
stages of constructing questions. In that regard, | followed the five-stage process (Figure 1)
when developing questions to use with participants in the study. My progress through the

five stages is evidenced in the appendices.
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Figure 1: A framework for the development of a qualitative semi-structured interview guide
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Ethics

This study was approved by the University of Sheffield’s Ethics Administration Department

following a thorough application outlining the research topic (appendices 2 & 3). | abided by
the British Psychological Societies (BPS) Code of Human Research Ethics (2021), which

requires strict adherence to good ethical practice when carrying out research. This includes

being reflexive during research and upholding four primary ethical principles:

o Respect

o Competence

¢ Responsibility

e Integrity

It was important and ethically correct that I, as the researcher, was aware of the institutions

overseeing my research and their rules and regulations (Baker et al., 2016). Those included
the University of Sheffield and the BPS.

Guillemim and Gillam (2007) emphasise the importance of reflexivity in qualitative research

for sensing microethical dilemmas that may arise. Accordingly, | aimed to ensure | was
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sensitive in this regard, for example, in my interviews with YP, it was important | considered
scenarios that could have raised ethical conundrums and how | would respond in those
cases (Baker et al., 2016).

It was important that | avoided any psychological harm to my participants. | was aware of my
role in providing them with a safe space to talk about their experiences, while considering
how best to support them if incidents arose, more of which | will reference below. During the
interviews, | aimed to gain continual consent when discussing different topics and halted an
interview if | believed the participant was in distress, with distress protocols in place to follow

at that point, as is recommended in this type of research (Draucker et al., 2009).

| aimed to carry out the interviews in a setting that was comfortable for the participants and
negotiated with them around that once they consented to take part. Being in a comfortable,
familiar setting is beneficial when engaging people in exploratory interviews (Smith et al.,
2022).

Ideally, I aimed to interview the participants in their place of study (college, for example) at a
time that best suited them and that did not affect their learning. This required negotiation
between participants, myself and my liaison in the educational setting. Flexibility and
adapting to the participants’ needs were important to create a scenario that would support us
to engage in high-quality semi-structured interviews. A quiet, private room was ideal in this

case.

Recruitment process

IPA studies often use small sample sizes due to the in-depth nature of the analysis and the
idiographic dynamic of personal exploration (Pietkiewicz & Smith, 2014). The approach
adopts the stance of quality over quantity. Participants are homogenous in nature because
the phenomena under investigation are something they all share, in this case, having an
EHCP.

My aim was to complete this study in one year, the third year of my doctoral study. Given the
short timeframe, | set a target of including 4—6 participants. Smith et al. (2022) describe that

as a reasonable sample size for this level of study.
Potential participants were required to meet three criteria to take part:

e Be attending a mainstream post-16 setting
e Have an EHCP currently, and preferably have had that for at least four years

e Have the ability to verbally communicate at a good level
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The final point was important as data was gathered through interviews, and the quality of
communication has been acknowledged as a vital component of good IPA studies (Smith et
al., 2022). To address the need for effective communication, | decided to recruit young
people taking a level 1 and above qualification in post-16 education. This level of
qualification requires a certain level of communication skills sufficient to support research,
such as this study, using spoken language as the data collection method. | also discussed
the communication requirement with the staff | linked with in post-16 settings, asking them

whether potential participants had the necessary level of verbal communication skills.

Once | received ethical approval for the study (appendix 3), | began the recruitment process,
| also created a personal recruitment flow chart to guide myself (appendix 4). First, |
contacted a college that | had previously made links with, located in my placement authority.
I could now discuss the study with them and ask if they would be interested in being
involved. My contacts at the college were the SEN Inclusion Manager and the EHCP
Coordinator. | provided them with my poster (appendix 5) and information sheet (appendix 6)
and held an initial meeting with them to discuss the study and answer any questions. They
said they would like the college to take part and explained they would share my poster and

information sheet with potential participants to gauge their interest.

The second recruitment channel was via email. | searched for local post-16 settings in my
area and found contact details for the SEN departments within those settings. | then sent an
email (appendix 7) to four local settings, attaching my poster and information sheet. |
received a few replies, and after further email correspondence, one local college was
interested in taking part. | followed the same procedure as | did before and met with the
Inclusion Manager in the educational setting to discuss the study, and again, they agreed to

gauge the interest in participation.

The next part of the recruitment process began when my liaisons from the educational
settings contacted me after speaking to potential participants. We set dates for me to visit
and meet the YP so | could answer questions and build rapport before interviewing them. |
met all potential participants before any interview was carried out. | ensured they had seen
my poster and information sheet (taking copies along with me) and answered questions both
about what would happen, and my research. | was clear they could pull out of the process at
any time and would sign a consent form to take part in the interview. | also made them
aware that as part of the consent process, my liaison from their educational setting would be
sending their parents/carers an opt-out consent form (appendix 8), which they would return if

they did not want the YP to take part.
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Finally, | worked with each YP and liaison to arrange an appropriate date and time for an
interview. These interviews would be held in a quiet, private area of the educational setting. |
did not want to impact their studies and was happy to adapt to their schedule. | made
participants aware that the interviews would last 30—60 minutes and would be recorded. |
asked my liaison to book a room for us at the date and time agreed.

| was pleased that in both settings, my liaison from the staff had considered who would like
to take part in my study, and crucially, YP who met the criteria. Of particular importance was
that the YP needed to have a good level of verbal communication and comprehension skills
to take part in an interview, and | was happy that the potential participants | had met could
indeed go ahead with an interview. | reflect that meeting them beforehand was beneficial to
me and to them as they had already spoken to me and would not be entering the interview

feeling uncomfortable.

Participant information

Table 1 contains information on the five participants (and pilot participant) who agreed to
take part in my research. It includes the pseudonym that each participant picked
independently, the participant’s gender, age, interview date, a brief description of their

current course of study, how long they have had an EHCP, and their SEND.
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Table 1: Participant details

Jimmy (Pilot)

16

Male

14110722

Jimmy is a young person who has
had his EHCP since he was 11 years
old. He is currently attending a
mainstream College and is in his first
yvear attending this provision. He has
a diagnosis of dyspraxia.

Bambi

21

Female

14111722

Bambi has had an EHCP since she
was 15 years old. 5he has attended
mainstream College since early in
2022. Bambi has a diagnosis of
Friedreich's Ataxia. Bambi is doing
level 2 courses incorporating a mix of
subjects.

Spencer

22

Female

22111722

Spencer has had her EHCP for
around & years. She is attending
mainstream College doing an access
to Higher Education course including
studying sociology, psychology and
law. Spencer has a diagnosis of
autism and is partially sighted.

Luna

19

Female

28111722

Luna is currently in her third year
attending a mainstream Caollege, she
has had an EHCF for & vears. She
has a diagnosis of autism and is
studying for a level 2 qualification in
vocational courses including floristry.

Rock

19

Male

3011722

Rock is in his third year at
mainstream College enrolled in a
level 2 ICT course. He has had an
EHCP for 6 yvears. Rock has a
diagnosis of autism and Attention-
Deficit'Hyperactivity Disorder
(ADHD).

Felix

16

Male

06/12/22

Feli is currenthy in his first year at
mainstream College. He is studying
on a level 1 independent skills course
and has had an EHCF for around &
years. Felix has a diagnosis of autism
and other health conditions including
cerebral palsy.
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Consent

Consent was obtained via various processes during the research project and at various
levels. Informed consent during any type of research involving human participants is an
ongoing, dynamic process requiring care and the researcher’s reflexivity throughout
(Klykken, 2021). | made clear to participants that although they may have given consent
formally, they were free to withdraw at any point during the process.

To enrol a YP to take part in the research, once they had verbally agreed | developed and
sent an opt-out form to parents/carers. If they did not wish for their child to take part they
could let me know (appendix 7). Contact details were provided by the educational setting of
the YP. It was made clear when obtaining ethical approval that although it was possible
participants would be aged 18 and over, and thus could give consent themselves, | would

still follow good practice and contact their parents/carers.

During an interview, before | began, | went through the information sheet on the study
(appendix 6) with the YP and gained their verbal consent to participate once again. | then
asked them to complete a consent form | had developed for the study (appendix 9), in which
they ticked various sections and signed, and | explained anything they were not sure about.
All these documents were attached during my ethics application and were said to be of good
guality. The aim was to make them accessible and easy to understand for YP with SEND,

and | believe the documents achieved that goal.

Pilot

Willig (2013) recommends initiating a pilot study in qualitative research to refine the interview
guestions (if using this method) and to reflect on any potential challenges. As a novice
researcher using IPA and semi-structured interviews for the first time, | felt this to be a
necessary step. It would give me an idea of whether my interview questions were exploring
my topic of interest and how they needed developing. It would also provide an opportunity to
experience being an interviewer and the challenges inherent in this role. Additionally, it
would give me an opportunity to use the recording equipment. A pilot is recommended in the
semi-structured interview framework | was following so it formed a quality assurance step to

meet best practice (Kallio et al., 2016).

37



Pilot participant

| recruited a YP who met all the criteria for my homogenous sample through a colleague in
my placement authority, after discussing my study with them. After receiving contact details
for the YP’s parents via email, | followed the same procedure as with my official participants.
I met Jimmy (pseudonym) and his mother to explain my project and provide them with my
poster and information sheet. | explained if Jimmy was willing to take part, this would be a
pilot study, and I let him know his participation would be appreciated.

| provided Jimmy’s parents with the opt-out consent form but they were happy for him to join
the study. | asked Jimmy to sign a consent form before participating. | developed an initial
interview guide and used this during the interview carried out at a time that was convenient

for Jimmy in his family home. | had a copy of Jimmy’s EHCP with us during the interview.

Pilot implications

The pilot was an important part of my research journey. It gave me an opportunity to reflect
on and problem-solve how to overcome potential challenges ahead. As with all my
interviews, | documented an immediate reflection outlining what happened, what it felt like

and what | had learned (appendix 10).

One of the most important lessons | learned from the pilot concerned my interaction style. |
needed to allow patrticipants to tell their story and experiences and not try to fill silences. To
encourage them to tell their story and experiences, my questions needed to be open-ended
and supported by prompts/follow-ups to explore answers further. This was fundamental in
getting to the heart of participants’ experiences and embracing an IPA philosophy of inquiry.
When conducting the pilot interview, | could feel myself become nervous at times when the
interview was not going as | had anticipated. | needed to improve at directing the participant
back towards the topic of interest, without stifling them or making the interview too

structured.

The pilot was also valuable in prompting me to reconsider the structure of the interviews. |
had a document listing the steps to complete in each section, for example, at the beginning,
go through the information sheet again, discuss confidentiality processes and ask about a
pseudonym. Following the pilot, | adapted those structures and ensured they made the
participant feel comfortable, rather than overwhelmed by administrative tasks. | also
considered the language used, which | needed to ensure was accessible and free of jargon,

so participants fully understood the study and their role.
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Following the pilot study, | finalised my interview schedule, including a distress protocol
(appendix 11), and completed my semi-structured interview quality assurance framework
(appendix 12). | was aware that my methods could still be adapted throughout the process;
however, | felt | had a good foundation to begin with and was confident that this data
collection method would accomplish my research aims.

Data collection

Data collection took place between 14th November 2022 and 6th December 2022. The opt-
out forms regarding consent had been supplied to parents/carers and no one had replied
that they did not want their child to participate.

Interviews were recorded using a dictaphone, backed up with a secondary recording using a
laptop. | was supported by my RS when developing the interview schedule and followed
guidance from the relevant literature relating to IPA practice (Pietkiewicz & Smith, 2014;
Smith et al., 2022; Willig, 2013).

Part of the interview involved going through the participant's EHCP, as highlighted in my
interview schedule (appendix 11). Accordingly, my liaison in the educational setting needed
to provide a physical copy for the day of the interview. | ensured | sent them a reminder

about that requirement before each interview.

I had met all participants in advance and begun developing a rapport with them. When we
met again on the day, the first part of my interview provided a further introduction to the

research project, followed by a support and process section (appendix 11).

I had agreed with my liaison in the educational setting that if a participant disclosed any
safeguarding concerns, | would make them aware before | left the building, and | made the
participants aware that was the case during the support section of my introduction. | also
handed each participant a sheet of contacts for experts and services in mental health and

support for YP (appendix 13).

During my initial meeting with participants, | had explained that a pseudonym would be used
to enable anonymity in their interviews. This meant most of them came to the interview with

a pseudonym in mind.

The final part of this introduction was the signing of the consent form (appendix 9). | found
that going through the sections of the document before each interview worked well, and
offering to explain anything they did not understand on the form, ensuring participants

understood what was expected.
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Semi-structured interviews

The process then moved to the interviews, the data collection that would inform the content
of my research. Smith et al. (2022) provided advice on the role of an interviewer, and
crucially, as an IPA researcher, how best to approach these interviews. | was positioned as a
naive listener, attentive and entering the hermeneutic circle where my participants were
attempting to make sense of their experiences. | found this advice to be vital as | progressed

through my interviews.

Following the pilot, | wanted to ensure | was following an IPA — and specifically, a
phenomenologically principled — line of inquiry. My aim, after all, was to gain a sense of what
it is like to be them. To do so, | needed to be inquisitive and follow up on specific areas of
phenomenological interest. With that in mind, alongside my interview schedule, | had a list of
prompts titled ‘going deeper’.

o Why?

e How?

¢ Can you tell me more about that?

¢ Tell me what that was like/what were you thinking?

¢ How did you feel?

These prompts helped me to follow up on answers and thereby delve deeper into a
participant’s world. They assisted me at points when participants found questions
challenging to answer, for example. My experiences here were akin to the reflection-in-
action and reflection-on-action dynamic described in reflective practitioner literature (Schon,
1983). After a few interviews, | felt | was improving at the process of interviewing. Following
each interview, | documented an immediate reflection, which collectively displays my journey

and thought processes during this section of the study (appendix 14).

Before recording the interviews, | asked participants for some brief biographical details. This
helped to build up an understanding of the patrticipants that supported the write-up of data.
The information | obtained included their age, gender, educational history and current course

of study.

During the interviews, | considered and reflected on how the participants experienced the
interview process. Interviews such as these are interactions between two people, in this
case, led by a person who did not know the participants before the process, someone who
was essentially a stranger, a white male and a person without SEN. Willig (2013) refers to
contextual factors and power dynamics that play out in these scenarios, which cannot be

helped but must be taken into account.
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As part of participant welfare procedures, | checked in with each YP once the recording had
concluded to make sure they were okay. After each interview, | also checked in with my
liaison in the educational setting to discuss any issues and answer any questions. | sent
each participant a thank you letter to let them know how much | appreciated their
participation (appendix 15).

Transcription

| recorded each interview using a dictaphone. Interviews were transcribed verbatim using a
software package specialising in audio transcripts. After saving the recordings of the
interviews on a password-protected university portal, | transferred the recordings into the

software, which produced a text document.

The next step was to anonymise the transcripts by initialising all information that might
identify participants, such as the names of staff members or their current educational

settings, for example. | also replaced the YPs’ names with their chosen pseudonyms.

Finally, | listened to each interview while going through each transcript and edited the latter
when the audio did not match the document. This was beneficial to my study as it allowed
me to re-listen to the interviews, immerse myself in the data and ensure all the transcripts

were accurate.

Safeguarding

During this research, | was aware of my responsibilities to safeguard participants against
potential harm. Willig (2013), in her summary of all types of research, states that
“researchers should protect their participants from any harm or loss, and they should aim to
preserve their psychological well-being and dignity at all times” (p. 26). Accordingly, it was

important | was aware at all times of my role to prevent potential harm.

Research involving participants from vulnerable populations, such as those with SEND, can
be both valuable, as it is a relatively underexplored area of study, and also ethically risky
(Tangen, 2013). In that sense, a study of this kind may have beneficial outcomes for CYP
who have EHCPs, but as the researcher, | needed to be aware of my role in keeping

participants safe.

I considered my study to be low-risk in terms of causing psychological harm to participants.

However, | explored YPs’ experiences of potentially negative moments in their lives, along
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with the descriptions of the participants in their EHCPs. Negative words were potentially
used to describe them in these documents and it was important | was aware of this and
reflexive at the relevant points during interviews. Striking a balance between exploration and

avoidance of harm was a dynamic, in-the-moment scenario | considered when necessary.

When interviewing in educational settings, | ensured | was aware of the safeguarding leads
so | could contact them if | felt a safeguarding issue had been discussed or if | believed a
participant might need support. | also provided participants with a list of services that offer
support, locally and nationally, before beginning the interviews (appendix 13).

As a researcher, | have an enhanced Disclosure and Barring Service (DBS) check, for which
| have a certificate that | presented to the educational settings | visited. My RS was the point
of contact for anyone with concerns about myself. Contact details for my RS were included

on the poster and information sheet provided.

Safeguarding data/anonymity

| ensured all participants’ data were protected and there was no way of identifying them
through the data collection process. | discussed this with participants before the interviews,

making them aware of the ways | would protect their data.

This included asking them to pick a pseudonym that would be used to refer to them in the
analysis, to ensure their name was not published. Consent forms were saved on a
password-protected Google Drive on the University of Sheffield iCloud, which only | could
access. All interview recordings were held on the same password-protected drive, and once
transcribed, they were deleted. If participants discussed their family, educational staff or any
other person during the interviews, the relevant names were anonymised, along with

geographical settings that may have identified them.

Analysis

The process of conducting IPA of the data collected has been described as ‘an inspiring
activity, although complex and time-consuming’ (Pietkiewicz & Smith, 2014, p. 6). Smith et
al. (2022) highlight that literature discussing IPA does not recommend a prescriptive method
of analysis; instead, the analysis should be an interpretive, flexible endeavour allowing the

researcher to investigate the data creatively.
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Smith et al. (2022), in their analysis section, recommend a way in which a researcher could
structure their analysis, advocating for an IPA-specific way of working. As a novice
researcher, using IPA for the first time, | felt it would be pragmatic to follow those steps as a
framework to support my analysis (appendix 16).

| followed these analysis steps for each of my participants, taking time over the process and
seeking support from my RS, when required, to assist and advise.

In a recent paper, Nizza et al. (2021) defined four requirements for a high-quality IPA study,
which are more specific to IPA than those discussed earlier for qualitative research, in
general (Thomas & Magilvy, 2011). Accordingly, in this study, | completed my analysis with

all four in mind:

e Constructing a compelling, unfolding narrative
e Developing a vigorous experiential and/or existential account
¢ Close analytic reading of participants’ words

e Attending to convergence and divergence

For each interview | conducted, | created a table covering the four requirements, providing
evidence of how | achieved it through the IPA conducted; those tables are included in the

appendices (appendix 29).

Analysis steps

During this section, | reflect on my progress through the stages and provide examples of my
journey via documents and pictures. | also attach examples of my work for each stage in the
appendices, although not every single document as that would provide an overwhelming
amount of information. Instead, selected, varied examples from my five interviews are

offered to demonstrate the rigour and transparency of my analysis undertaken.

Stage 1
Reading and Re-Reading

This stage is helpful as it immerses the researcher in the data (Smith et al., 2022), a process
that had already begun via the transcription of each interview, wherein | had double-checked

the verbatim accounts of participants in each printed transcript, ensuring accuracy.
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Each interview transcript ranged between 30 and 47 pages once formatted in a landscape
Word document with relevant tables. Reading over the text enabled me to begin thinking
about what happened during each interview and how each one felt at the time, as well as re-
live aspects of each interview. To support the transparency of my work, | have included the
interviews in transcript form (appendix 17).

Stage 2
Exploratory Noting

During this stage, | began to explore the text in more detail. Smith et al. (2022) describe this
as being close to a ‘free textual analysis’ (p. 79). | noted down areas of interest concerning
the participants in an initial, exploratory way. During this stage, | was not considering the
YPS’ experiences in an interpretative sense; instead, | made notes on what was important to

participants, the way they described things and the people they referenced, for example.

It is recommended in IPA texts that this stage can be completed in a handwritten fashion, for
instance, with the researcher making notes on physical copies of the transcripts. | decided
this would be beneficial to me and followed this principle. For each transcript, | introduced a
table with three columns. | separated the verbatim transcript between the first two, one for
the participant’s answers and the other for my questions, and to the right-hand side was an

exploratory note section where | recorded areas of interest.

After hand-writing my initial exploratory notes, | then computed those notes, which | found
was helpful as it allowed me to double-check and revise them, as well as add or remove
notes, using underlining or highlighting for emphasis, in a natural editing process. This stage
felt extremely connected to the text and the participants’ experiences, yet | also began to see

themes as well as | considered the YPSs’ idiographic accounts.
Stage 3
Constructing Experiential Statements (ES)

During this stage, | began adding my interpretations to the participants’ words. It was a stage
that began to bring in the ‘I’ of IPA as | engaged more with the hermeneutic circle (Smith et
al., 2022). | sensed a feeling of discomfort almost immediately during this stage of the
analysis as | was weaving my ideas into the YPs’ words, yet this was an important stage in

bringing the IPA philosophy to fruition.

At the time, | toggled between the initial text, my exploratory notes and the ES to check and
re-check | was constructing ES with a sound evidence base. | had added a column for the

ES on the right-hand side of each transcript Word document.

44



At first, | had too many ES, meaning there was an excess of examples. | reflect | may have
been nervous about ‘missing’ something. As | progressed | found the process easier and

reminded myself | could always amend the ES, by going back to the original text.

During this stage, | began talking to friends and cohort colleagues who were using or had
used IPA before. They lent support by checking my ES when they had time, and discussing
their experiences. Around this time, | formed an ‘IPA support group’ with three cohort
colleagues to exchange advice and talk through our progress and ideas about the ES stage.

Stage 4
Searching for Connection Across Experiential Statements

I now had a set of ES for each participant. This stage involves considering those in
combination and exploring possible connections between the statements for each dataset

(Smith et al., 2022). This was a creative process and also challenging at times.

| followed the same process for each participant of entering the ES from their transcript into
a new Word document (appendix 18). | ensured each ES was accompanied by the initial of
the participant and the relevant page number from their transcript so | could track back to the
specific quote the ES originated from. | then laminated the pages of the new Word document

and cut out each ES.

I mixed up the ES, as recommended by Smith et al. (2022), since they did not need to be
linear in presentation anymore. It is beneficial if you discover a connection between an ES
on page 1 and another on page 30, for example, as it adds to the themes that are appearing.
Next, | laid out all ES for each participant, using a separate table for each participant and

began the process of searching for themes (appendix 19).

This was time-consuming and often overwhelming with such a large number of ES.
However, | began to see connections between the ES and clustered them accordingly. The
clustering of the connections for each YP was creative and at times | would move ES

between clusters.

Connections and themes were beginning to appear. | noted that some ES were quite similar
and | physically stacked them on top of each other when this happened. | felt at this point

that | was beginning to really ‘do’ IPA — it felt exciting but challenging.
Stage 5

Naming the Personal Experiential Themes (PETs) and Consolidating and Organising

Them in a Table
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Each of the ES clusters was given a title to separate them into distinct themes related to the
experience of each participant (Smith et al., 2022). They were personal because they related
to the interview text, experiential because they were interpreted as experiences and themes
because they were no longer isolated and instead formed clear clusters for each YP. | began
this process by documenting a physical representation of each PET (appendix 20). Another
development was the emergence of sub-themes, which added complexity to the data, as
recommended at this stage (Smith et al., 2022).

This stage of the process was challenging and | was aware some themes had a few obvious
sub-themes while others did not, this meant some themes had many more ES than others.
However, | was not worried because, in this type of research, not everything fits perfectly.
This was a creative stage where | was still moving ES around and revising them, | would

often go back to my original transcripts to double-check my work.

The next step was to fill out a table of PETs for each participant in a new Word document. |
followed the recommendations of Smith et al. (2022) in that the PETs tables had the

following:

¢ Bold, capital letters for a master theme
e Below that, bold letters for the sub-theme
¢ Below that, the original ES in normal text

¢ Below that, the original quote from the participant in normal text

This process took time, involving many revisits of the original transcripts to acquire quotes.
The positive was | was again checking the quotes relating to the ES, which now related to
the PETs. | produced a PETSs table for each of my five participants (appendix 21). | felt
positive this stage of the process had firmed up the experiences of participants, | could see

the evidence themes were arising.

At the time, | also discussed my PETs with my cohort IPA group and gained advice from

them about their strategies when developing PETs, which was beneficial.
Stage 6
Continuing the Individual Analysis of Other Cases

| completed stages 1-5 for each of my participants, repeating the same procedure each
time. My process was to complete the first three stages for all participants before moving on
to stages four and five. | reflect this was because | wanted to repeat the process of adding
handwritten notes to the transcripts and sustain my focus on that action, before beginning

the more technical aspects of IPA.
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I maintained an Excel record for each participant of my IPA progress, and when | had
completed a stage, | marked it off (appendix 22).

Stage 7

Working with Personal Experiential Themes to Develop Group Experiential Themes
(GETs) Across Cases

At this stage, | had a table of PETs for each participant. Next, | zoomed out once more and
looked to discover themes on a group level. Smith et al. (2022) are clear IPA philosophy is
not about attempting to present a ‘group norm’, after all, one of its guiding principles is that it
is an inherently idiographic endeavour. The exploration here more concerns convergence
and divergence in the PETSs; each individual has their own unique phenomenological

experience, but patterns may emerge that reflect some convergence.

To locate the GETSs, | printed out the PETs and initialled each of them so | knew the
participant of origin. | then spread them out and followed the same process as in stage four,
wherein | looked for PETs that were related according to themes and began to group them

(appendix 23).

Some grouped together well, others were individual to the specific YP, not unusual when
analysing individual experiences. | followed the same process for the sub-themes in the
PETSs to gain more ideas related to possible GETs (appendix 24). | found that GETs were

emerging from this activity, and | felt confident in the sorting process.

Next, | began to refine my selections, moving PETs and PET sub-themes back and forth
before settling on six distinct GETs. | did not find convergence for every PET, which was to
be expected. | produced a table of overarching GETs with group-level sub-themes (appendix

25), as suggested in the literature (Smith et al., 2022).

| then created a GETSs table incorporating participants’ quotes related to each GET and sub-
theme, so | could evidence which participants matched the GET and where it could be found
on their transcript. | achieved this by using matching colour coding for the GETs table and

each transcript (appendix 26).

This stage was a long but rewarding process. | was keen to adhere to IPA philosophies by
staying close to the data — that is, the words the participants had used — and not looking for
‘norms’, but there was evidence GETs were present and could be accessed. As an example,
‘voice’ was highlighted as a theme; however, the YP communicated both positive and

negative EHCP experiences on the theme. The use of GET sub-themes allowed me to
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present ‘voice’ as one group theme, but then interpret the experiences as positive or

negative (sub-themes) for the YP in the study.

Quality frameworks

Finally, | populated a table documenting how the analysis for each participant had met the
requirements for producing a high-quality IPA study (Nizza et al., 2021; appendix 27). To
support this, table 2 documents how | followed the framework, highlighting processes |
undertook overall to create a high-quality IPA study in general, during each stage of my
analysis (Kacprzak, 2017):
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Table 2: Framework for high quality IPA studies for this research (Kacprzak, 2017)

Criteria Conceptualisation of | Conducting Working with Producing a
research research data report and its
publication
Sensitivity e Thorough critical e Personal profile | ¢ Used valid e Provided brief
to context literature review and information IPA literature pen pictures

about EHCPs,
SEND and post-16

e Formulated
research questions
based on gaps in
literature with
support from
university
supervisors/feedba
ck

sheet provided
for potential
participants

e Metall
participants
prior to
interviews to
build rapport

e Participants
always aware
they did not
have to take
part, continued
ascent
protocols
throughout

e Provide
participants
with support
services and
feedback to
College link
after each
interview

referenced
throughout
e Kept pictures
of analysis
process for
appendix
e Explanation
of analysis
throughout
e Highlighted
metaphors
and
descriptive
language
o Adhered to
idiography
but aimed to
create GETs
alongside
PETs
tentatively

of participant
for reference

e Used quotes
from all
participant
and could
reference
back to
transcripts
using page
numbers

e Interpretation
of quotes
provided in
the analysis
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Criteria Conceptualisation Conducting Working with Producing a
of research research data report and its
publication
Rigour and e Research e Conducted to e Allithemes |e Allthemes
commitment guestions based pilot interview and relate to
on the experience to work on discussion actual
of participants so interview skills points quotes
IPA appropriate e Practiced supported recorded in
e Methodology informally with by actual transcripts
section outlines colleagues, quotes e Though
further reasons doing referenced interpreted
for choosing IPA, interviews in all had
ruling out other e Discussed transcripts grounding
options interviews with | ¢ Discussed in the
e Sample explained RS themes in actual data
in the sample e Recorded terms of provided
section, all had interviews using PETsand |e Themes
EHCPs and were a dictaphone GETs after were
in post-16 and laptop so | thorough tracked via
education was not analysis, pictorial
potentially interpreted evidence
distracted by individual and rigour
one not working experience explained
e Asked follow-up in write-ups more in
guestions and as well as sample
prompted when grander chapter —
appropriate to themes that steps
gain better appeared followed
insights into ¢ Highlighted adhering to
experiences metaphors IPA
and idioms methods
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Criteria Conceptualisation | Conducting Working with Producing a
of research research data report and its
publication
Transparency Sample chapter Conditions, e Reflection e Reasons
and describes how including site of boxes in for
coherence participants were interviews study participants
chosen and the referenced in highlight my taking part
processes sample chapter thinking explained
followed Reflection around e Limitation
IPA literature boxes in study developme discussed
highlighted in highlight my ntin the in final
study relates to thinking around research chapter
appropriate development in process e Table of
amount of the research e Sample participants
participants process chapter included
required for a Awareness of includes with brief
study like this variables of detailed pen picture
Literature around participants information | e  Structure of
semi-structured discussed in on the thesis
interviews literature, pen process follows a
discussed profiles inserted followed simple
relates to and idiography during pattern of
developing of individuals analysis beginning/
schedules and valued in IPA e Explanation middle/end
how to conduct studies in with
this type of Created discussion interesting
research positive and conclusions
relationships conclusions from the
with adults at chapter study
participants’ about
settings choices
throughout made
throughout
o Validity
evidenced
in ‘High
Quality IPA’
appendix
related to
actual
interview/an
alysis
process
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Criteria Conceptualisation of | Conducting Working with Producing a
research research data report and its
publication
Impact and | e Clear explanation Discussed with | e Transcripts | e Belief that this
importance of why topic is potential evidence research has
important to participants participants provided some
investigate in why this engagemen new avenues
introduction and lit research is tin and areas of
review important interviews interest to
e Lackof CYP before taking and thus possible
experiences of part the impact explore
EHCPs in current Encouraged they can e Themes are
literature them to share have varied and
e Personal reasons their ¢ Metaphors some relate to
for interest in the experiences and idioms previous
introduction when being highlighted research but
interviewed as well as some | feel are
Thanked them notable very new and
afterward and experience therefore
sent a letter to S valuable to
let them know interpreted bring to the
the value of literature
their e Compared and

contribution

contrasted with
previous
literature
throughout

e The theme of
perhaps feeling
like an ‘other’
when having
an EHCP in
education is a
new
development of
this study |
believe
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Chapter 4: Findings

Overview

This chapter takes the reader through important themes identified in the analysis of
participants’ interviews, noting the convergence and divergence of experiences related to the
research. The aim is to explore and thus improve our understanding of what it is like to be a
CYP with an EHCP during education, and what it is like to hear its contents.

The findings are inherently idiographic in that they are personal to each participant,
phenomenological in that it they focus on the lived experience, and interpretive because as a
researcher, | interpreted YPs’ experiences via the double hermeneutic dynamic, in a method
that drew out themes. | believe findings are significant in adding to this area of research, and
contributing to developments of practice that will improve the experience of education for
CYP with EHCPs.

| present my interpretations herein, having documented my analysis procedure in the
previous chapter. In stage seven of that procedure, | produced a table of GETs (Table 3)
covering six overarching themes, accompanied by sub-themes for each of the six. The table
provides example quotes relating to all sub-themes, with the relevant page numbers from

each original transcript.

The final column denotes the participants interpreted as sharing the specific sub-theme.
During this chapter, | take the reader through each GET and sub-theme, providing quotes
and details of my thematic interpretation, together with what they may mean for the
participants. | refer to the participants using their pseudonyms: Bambi, Luna, Felix, Spencer
and Rock.
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Table 3: Table of final GETs and group level sub-themes following analysis of interviews

Group Group-level Participant example quotes Participant’s
Experiential sub-themes convergence/
Themes (GETs) divergencein
sub-themes
1. Experience 11 Spencer —“l get to be a participant init, 'mnot | B,L,F, S, R
of voice and | Empowerment | just a doll on a shelf and they're all talking about
involvement | experienced it around a table. I'm, I'm in on it and I'm at the
from gaining a table, I'm, uh, posing my views, I'm asking them
voice through guestions, they're asking me questions.” p. 29
EHCP
1.2 EHCP Felix — “They’ve developed me massively, you | F, S, R
meetings and know, they’ve helped me, uh, massively they've
being part of the | helped me really good.” p. 27
conversation
1.3 Past Rock — “Even the schools | could have goneto | L,F, S, R
negative would've been different if | just had a say in
experiences of | things.”p. 14
not having a
voice during
education
2. Feelings 2.1 Having an Luna — “Whenever | try and explain to them, B, L, SR
around EHCP/SEND in | sometimes it's hard to say sometimes I'd say
being an education and they do understand, but sometimes I'd say they
‘other’ being compared | don't, and | find it kind of really frustrating.” p.
to peers 22
2.2 Acceptance | Felix — ‘It goes to show that like people with, B,F,S
of ‘otherness’ um, disabilities, people with, um, autism and,
you know, they can, they can do what, um,
normal people can do.”p. 12
2.3 Spencer — “She would know if someone else F,S
Strengthening was to come in visually impaired, she would
systems for the | know how to, to cope and have those skills to
future be able to be comfortable.” p. 26
3. EHCPasa 3.1 EHCP Spencer — “It's like a box, like a very big box B, LFS
guide to YP enables and I'm in the box and it's like everyone can see
understanding like all the information's on the walls and
everyone can see it.” p. 29
3.2 Not feeling Bambi — “That's the most important thing B, LR
understood because if nobody understands you, then you
can't get help.” 17
4. Experiencing | 4.1 EHCP Luna — “Well, and kind of without it, | wouldn't B,L,F,S,R
support and | enables have had the help and that | had, um, in primary
relationships | staff/systemsto | and secondary and now in college.” p. 25
adapt — meeting
individuals’
needs
42 EHCP is a Felix — “A lot of these people on there, on me B,L F, S
joint endeavour | plan with, they have like helped me and they've,
to create and they've shaped me to where | am now.”

p.26
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5. Experience 5.1 EHCP Luna - “To try and put me on that path and to B, L FS
around YPs’ | experienced as | get me into work.” p. 22
progression | a path towards Felix — “Important because, you know,
adulthood especially for someone with, um, a disability,
because, because, you know, | think, | think that
having that like pathway to go and achieve.” p.
7
6. Experience 6.1 Out-of-date | Bambi — “Yes, it sounds like me, it's just put in B,F, R
hearing the and a more filtered, an adult version.” p .41
contents of inaccessible Rock — “Yeah, the EHCP needs updating, when
their EHCP language in was the last time this was updated?” p. 24
EHCP
6.2 Lack of Felix — “Um, I've seen it, a bit, but not that B,F,R
awareness of much.”p. 9
the EHCP
6.3 Pride and Felix — “I feel as if they're, I've passed them, B,L,F, S
positivity which is, which is actually in a way, it makes me
feel quite proud to know them targets when |
were little I've passed them.” p. 28

Experience of voice and involvement

The first GET concerns how the YP interviewed experience their involvement in the EHCP

process, and wider education, along with how they have felt, or not felt, heard at times.

There were both positive and negative comments relating to this theme during the

interviews, which were split into three separate sub-themes under the GET.

Empowerment experienced from gaining a voice through an EHCP

(Bambi, Luna, Felix, Spencer, Rock)

All five participants focused at some point on the importance of having their voice and views

heard regarding their EHCPs. The focus on this | interpreted as indicating it is meaningful to

them, and often leads to them feeling important and a part of the process. Felix and Spencer

took a rounded view of having a voice, why it is important to them as YP with SEND and why

it is important for all CYP like them:

“l think opening up, speaking out to people, especially with, um, educational needs is

vital.” (Felix)

“So | think that having it is extremely necessary cause it does not just give them a
voice, but it advocates for themselves, it gives them confidence, it gives them self-

esteem.” (Spencer)

Spencer explained that having a voice makes her feel as though she is active, not placid or

‘done to’ during the EHCP process:
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“ get to be a participant in it, I'm not just a doll on a shelf and they're all talking about
it around a table, I'm, I'm in on it and I'm at the table, I'm, uh, posing my views, I'm
asking them questions, they're asking me questions, so it's a, you know, it's a, in a
group or a one-to-one, I'm included and that's one of the things that is important to
me about it, is that it's not just something that's been said about a person, it's for the
person by the person.” (Spencer)

Spencer’s ‘doll on the shelf’ is an illuminating use of language. She may have seen or
experienced treatment akin to that of a doll, a voiceless object that looks like a person but is
essentially played with and controlled, leading her to this point where she is now treated as a

person, feeling alive and active.

Bambi and Luna, meanwhile appeared to hint that at the point they are at now, they are
feeling heard and asked for input, the outcome of a journey that has been won, which

appears to be experienced as a positive:

“Yeah it doesn't happen now. They always let me talk and you always like make sure

I'm listened to.” (Bambi)

“Um, I've had to fight, um, I've had to virtually fight and just to get them to listen to me

and when they finally do it's like a weight that's been lifted off my shoulders.” (Luna)

The weight has been lifted from Luna’s shoulders because she has a voice, the weight of

previously not being given a voice may have felt disempowering for her.

Rock, when referencing different methods of gathering his voice to feed into the EHCP and

wider education, described that it is now:
“Much easier, much more comfortable for me.” (Rock)

Rock has been listened to and people have adapted to his needs with a person-centred
approach, rather than assuming he can do things, such as give verbal feedback. He

explained that he finds that challenging.

“Computers are definitely the, like the best way for me to communicate because it
feels a lot more com uh, comfortable than just writing it up and just showing someone
than having to talk to them face to face, because some people like me, especially, |

don't really like attention.” (Rock)

Finally, when reflecting on why having a voice is meaningful and how it makes her feel,

Spencer explained:
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“As a person it definitely makes me very, very, very independently empowered.”
(Spencer)

The repetition of ‘very’ in this answer suggests how important this factor is in allowing
Spencer to feel she is central to the process, her empowerment is forged via her centrality
within the process, which leads her to feel she is important and is heard. Her independence
might then be strengthening because of this feeling, Spencer is progressing towards her

next steps in life and gaining a sense of autonomy.
EHCP meetings and being part of the conversation
(Felix, Spencer, Rock)

Meetings about the YP regarding their EHCPs and their education were features of the
interviews for three participants. Felix was extremely positive about meetings that discuss

his progress, explaining:

‘they’ve developed me massively, you know, they’ve helped me, uh, massively

they’ve helped me really good.” (Felix)

They appear to not only be part of the process around EHCPs for Felix but also to have

been instrumental in his development and progression towards adulthood.

For Spencer the meetings have been experienced as problem-solving sessions and a

chance to have conversations about now and the future:

“Because in that way, it can raise any, uh, barriers or concerns that they may have
regarding my learning, um, that may have been either missed or not addressed

properly.” (Spencer)

Rock has experienced EHCP meetings, like Spencer, as a look at the now and also what is

coming:

“They basically talk about what I'm like currently and like what the plans are for my

future and, to refer, they go by quite fast.” (Rock)

For Rock they go by quite fast. It may be that the meetings for him are important, but the
wealth of information is too much for him to process, meaning he possibly does not feel as

engaged:

“They go by quite fast and | tend to forget them because it's kind of blurry for me.”
(Rock)
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EHCPs, in the legislation, have set timeframes for when they must be reviewed, and the
review process, especially from year nine, should be focussed on the YP progressing
towards adulthood. Having meetings appears to have significance, but for YP such as Rock
they should be more practical and engaging, not just run-of-the-mill procedural tasks.

Past negative experiences of not having a voice during education
(Luna, Felix, Spencer, Rock)

All the participants had EHCPs for at least five years and for most of them, the EHCP had
been a part of their secondary and post-16 education. Four of them expressed negativity in
not feeling heard or being given a chance to have a say in the past.

Luna expressed a sense of helplessness in not being asked about or involved in her EHCP

during her education at times:

“They just, and told me and kind of what was said and what and they were planning

to do.” (Luna)

She might previously have felt like an outsider to her own life, experiencing times in which

others tell her what would happen and she was not asked to provide her views.
Felix is now involved more and feels he has voice, but this has not always been the case for
him:
“l never could before | came to here, | couldn't never of told them.” (Felix)
Perhaps not being given a chance to put his views across, or being catered to in a way that

suits his way of communicating has disempowered him. However, this appears to be

changing for him as he enters post-16 education.

Spencer has felt people have not been open to hearing her views as a YP with an EHCP
and SEN:

“I have a lot of stereotypes that come with it and people assume...and I've had it like

throughout life, where people have assumed that | can't talk for my own.” (Spencer)

The assumption that she could not speak for herself may have meant she previously did not
feel acknowledged, or even trusted to speak for herself. People’s assumptions may thus

have affected her sense of self and her outlook on whether she can ever feel heard:

“It's that and if you've got that, then it's an issue when it's not and | think that that
really affects self-esteem, self-confidence, um, and overall their ability to do lot of

things.” (Spencer)
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Rock has clearly experienced negative feelings around not having a say in his education and
EHCP:

“Even the schools | could have gone to would've been different if | just had a say in
things.” (Rock)

“You don't get to have a say in things and stuff. So many times in my life I've been
forced to do things | don't want to do.” (Rock)

After Rock’s interview, | reflected on how | had sensed his frustration at some exclusionary
processes and experiences of past educational procedures, which may have felt troubling for
him. He appeared to be saying that if he had simply been listened to, his experiences could
have been better, he could have transformed negative scenarios simply by being asked. The
experience of this lack of voice may have had far-reaching consequences for much of his

education and how he feels about himself, adults and education.

Feelings around being an ‘other’

A fascinating theme emerged from the interviews around how YP experience having an
EHCP in their education and its effects on how they feel about themselves, often in relation
to peers, with some YP experiencing a kind of ‘otherness’. This had both positive and

negative connotations to it, and three sub-themes are interpreted below.
Having an EHCP/SEND in education and being compared to peers
(Bambi, Luna, Spencer, Rock)

Four participants appeared to reference the challenges around being in mainstream
education with an EHCP and SEN, compared to other CYP. Bambi appeared to experience

this in her secondary education due to her disability:

“That's the names that | got in high school, that | were drunk and | were a puppet on
a string, they were very nasty about it but it is just how you're seen. Most people

don't understand that a disability can just be like you.” (Bambi)

It is noteworthy that in her experiences of school and education Bambi references her peers
as ‘they’. Bambi is perhaps separating herself from her peers because of who she is, which

seems to justify placing herself in a different category of existence.

Luna, meanwhile, conveyed that during her formative years, she gained a growing sense of

her apparent ‘difference’:
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“ mean, and when | were little | didn't think and kind of anything of it and, but when |
started to get a bit older, | started to question like, why was | being taken out?” (Luna)

Luna recalled feeling confused as to why she was being treated differently to her peers, in
this case being taken out of a lesson. Her feelings perhaps linked to ‘ableism’ and what it is

to be different in mainstream education when you are cast as an ‘other’.

Spencer appeared to have experienced people in her life assuming she was unable to do
things because of her disabilities:

“It's a lot of people just assume that because | can't see, | can't do things.” (Spencer)

Such assumptions could have embedded a feeling of difference in her sense of self, casting

her as a person who is ‘less than’, or who lacks abilities or aspirations.
Similarly, Rock presented his diagnosis of autism as a challenge to his progress:

“I'm not really keen on having autism because it massively affects the way | get along
in life and | feel like it's gonna be like that for the future, as you grow older, | feel like

you learn to cope with it more.” (Rock)

Although he is hopeful for the future his referencing of his difference suggests an

educational system and wider society not designed or inclusive for CYP such as him.
Finally, Luna attempted to explain what her disability and what an EHCP mean to her peers:

“Whenever | try and explain to them, sometimes it's hard to say sometimes I'd say
they do understand, but sometimes I'd say they don't, and | find it kind of really

frustrating.” (Luna)

Explaining who she is and why she has an EHCP is presented as challenging for her,
causing feelings of frustration. She is perhaps not understood as she would like to be,
leaving her peers with the impression she is different, and that is how she has begun to feel

about herself.
Acceptance of ‘otherness’
(Bambi, Felix, Spencer)

The EHCP for three participants appears to be a step in the right direction towards them and
others with SEN being accepted as equals to peers without SEN. Felix voiced his optimism
about what having an EHCP can lead to and what it means for him when he compares

himself to peers without SEN:
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“t goes to show that like people with, um, disabilities, people with, um, autism and,
you know, they can, they can do what, um, normal people can do.” (Felix)

His reference to ‘normal people’ may speak to a sense of what he believes it is like to live

without SEN. His hopes seem be that he will be given the same chances as others and do
the things they do. By achieving that he feels he is showing it can be done, and that he is

just as capable.

Bambi referenced going through tough times but coming out of those and achieving:

“t just really awkward but when you get over it and you get over that hell, you feel a
bit better cos you achieve something.” (Bambi)

She is achieving now, as she can and should be allowed to, with an acceptance of who she

is, building on her strengths as an individual.
Spencer specifically referenced the EHCP and what it means to her:

“ like this because it gives me independence, dignity, and it allows me to be a person

instead of an object.” (Spencer)

She is experiencing her EHCP as a tool to break free of the assumptions that surround her,
as a person with SEN, and thus someone who is helpless and ‘done to’, similar to the static

‘object’ she referenced.

That sense of equality was mentioned again by Spencer when discussing herself as a YP
with an EHCP:

‘It gives me the right to live as an equal person, the right opportunities, so I'm not

out-casted as that diverse person with special needs.” (Spencer)

Spencer has rights and should be given the chance everyone has in life. She appears to
believe in accepting difference, and thus herself, as a diverse person in society. The EHCP

may be a part of that journey of acceptance.
Strengthening systems for the future
(Felix, Spencer)

There was convergence between two participants who suggested EHCPs are important for
the educational system as a whole. That their presence could positively impact future YP

with SEN entering mainstream educational system.

Spencer described how she feels positioned to advocate for CYP who enter education and

present similar to her:
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“t allows me just in general to educate people alongside not just my peers, but elder
tutors that may have taught me or maybe have taught someone else that's similar to
me throughout the years.” (Spencer)

She is referencing how lessons have been learned from supporting her that can be carried
over to support future students’ teaching/support. She can assist the staff to provide better

outcomes for future CYP:

“She would know if someone else was to come in visually impaired, she would know

how to, to cope and have those skills to be able to be comfortable.” (Spencer)

Spencer seems to believe she can contribute to improving education for CYP who come

after her, and that her experiences are important for strengthening the system.

Similarly, Felix suggested he might be a role model for other CYP with SEN. He can

achieve, and by doing so, he is paving the way for others who have an EHCP:

“ think it's amazing because | think, you know, to go out there and then show people
who you are... given me opportunity to go out there to share my, um, experiences

and so other, uh, people, you know, you know, look, look, it's fine, it's okay.” (Felix)

He is making it ‘okay’ to be like him. His SEN should not be seen as a barrier, with

opportunities and acceptance, anything is achievable.

EHCP as a guide to YP

The third GET that emerged during the analysis was patrticipants experiencing the EHCP as
a type of guide to them, which allows them to feel understood by staff in educational
settings. | interpreted this as a positive experience that brought with it a sense of comfort,
lessening anxious feelings for them. The opposite experience of not feeling understood was
interpreted as negative for some YP, and that was directly related to their EHCP in different

ways.
EHCP enables understanding
(Bambi, Luna, Felix, Spencer)

| interpreted four participants as converging on the notion that an EHCP supported them to
feel understood. Luna and Spencer suggested that the document itself takes away the need

to explain themselves to educational staff:
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“As the teachers and tutors know and that I've got like a kind of additional needs and
kind of without me and having to tell them.” (Luna)

“So I'm not there stressing about it or repeating myself or, you know, um, having
to...physically...sort of go through that process of right, this is my name, this is what |
need, da, da, da, because it's right here.” (Spencer)

“So having it documented in the EHCP does me a favour because then I'm not

constantly repeating myself.” (Spencer)

It appears it is taking away a stress point of having to explain who they are and what they
need. This may be experienced as a source of comfort to these YP since they feel known

before going into a new setting, for example.

Felix shared a similar sentiment. During the interview he referred to people (such as me)

knowing about him because of his EHCP:

“It's great that for this, you know, for people like yourself can see what, what, you

know, other people need.” (Felix)

The EHCP for Felix is not just an explanation of him but also informs people of what he
needs to feel comfortable and progress. This includes staff he works with closely and outside

professionals, such as me (Educational Psychologist), who may come to meet Felix.

Moreover, Bambi conveyed a sense of feeling understood due to her EHCP, referring to

incidents that have made her feel this way:

“But I'm guessing cos I'm on the system now, she's just looked into my case, so it's
like straight away she like have a different, she adjusted to me straight off so it's

good ‘cos you don't feel any anxiety and distress.” (Bambi)

“The EHCP they like made sure it didn't happen again. That's why | think | can speak
more to people because they understand me, because they know about condition

and when they don't know it's like K (staff) goes in and talks to them.” (Bambi)

The EHCP may have been a tool in relieving anxiety for Bambi in these situations. Her
feeling of being understood appears to provide her with a sense of calm, even if it may not
have been part of the situation, her impression is that it was, which is important to her

experience.

Spencer articulated what having an EHCP feels like to her:
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“But now, but | do have it, and that for me is like the way that | would put, it's like, it's
like a box, like a very big box and I'm in the box and it's like everyone can see like all
the information's on the walls and everyone can see it.” (Spencer)

This powerful description suggests that the box described is Perspex, with important
information on the walls in marker pen, Spencer feels understood because of this. There are
no secrets and she appears happy this information is available to people who need it to
understand her. | interpret this as making her feel comfortable and less anxious as she is not
having to explain herself; instead, she is known, and her SEN is there for everyone to see.
llluminating, descriptive language of this kind gives a nice insight into Spencer’s world. The
positivity that can come around feeling understood via a process such as an EHCP is
tangible for her in college. It is not a secret, but accessible for all. She is known, and she is

important.
Not feeling understood
(Bambi, Luna, Rock)

The experience of being understood via the EHCP appeared to engender positive
connotations around participants’ educational journey. A divergent sub-theme appeared for
three YP of not feeling understood and how that affected them. Bambi referred back to a

time in which she did not feel understood, before her EHCP was in place:

“Yeah it helps to be known. because it were like Chinese whispers in high school.”
(Bambi)

The reference to ‘Chinese whispers’ invokes a feeling of secrecy and an ever-changing
narrative around how people understand her. She may have felt disempowered and
vulnerable to rumours because of this situation. She explains being understood is key to her

feeling she can be supported:

“That's the most important thing because if nobody understands you, then you can't

get help.” (Bambi)

Luna referred back to an incident in which she did not feel understood. She felt if her EHCP

had been used correctly it may not have turned out that way:

“Uh, because I, because | don't want | kind of anyone to go through and what | went
through with maths kind of last year, and where a teacher just blurted it out to the
entire class, uh, he said that, he said that half of it is just maths, | mean, well, yeah, it

is and there's some other stuff as well and if he had and taken the time and to
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actually read it, then | don't think, | don't think that incident, um, would've happened.”
(Luna)

This experience is interpreted as Luna not feeling understood, but embarrassed and
frustrated. Her EHCP is not only publicised but also used other than in the way she believes
it should be, that is, as a window into her, and what she requires to succeed.

Similarly, Rock, touched on how his EHCP has not been used appropriately at times in his

education and how it has been considered in some settings but not in others:

“Because every place I've been to, not every place abides by the EHCP, some
places I've been to will pay more attention to it than others, but some, some of the

places I've been to just simply, don't care about it.” (Rock)

“t's trying to make education more comfortable and easier for people who have
special needs, because every place I've been to, not every place abides by the
EHCP.” (Rock)

Rock seems to feel certain settings, and people in the settings, do not care about his EHCP,
or attempt to understand him. Rock subsequently may not feel he is important or worthwhile,
or may have gained the impression he is fundamentally different from others, and that

provides justification for people not caring to try to understand him.

Experiencing support and relationships

The YP talked about the EHCP as something providing them with the help they required
during their education. It appeared they perceived the EHCP as often necessary for gaining
the assistance they believed they needed. The EHCP was also experienced as shared with

other people in their lives, such as family, staff and outside services, for example.
EHCP enables staff/systems to adapt — meet individuals’ needs
(Bambi, Luna, Felix, Spencer, Rock)

A theme that presented as convergence between all participants was that of the support

provided by the EHCP. Luna believes this support provided has been a help to her:

“Well, and kind of without it, | wouldn't have had the help and that | had, um, in

primary and secondary and now in college.” (Luna)

Luna may perceive that the EHCP corresponds to her receiving the unique support she

requires, to progress in her education.
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Felix intimated having specialised adult support has enabled the staff members involved to
adapt to his communication and comprehension style:

“Because they try to explain sort of in a, in a way that you understand and you would
get.” (Felix)

Staff members have become experienced at adapting to his individuality, thus enabling him
to access his education.

For Bambi the staff team the EHCP provides in her post-16 education problem-solves when

required, and considers her mental health as a part of her individual needs:

“If I have any problems, I've just had to, like, message on teams to J or to K (staff)
and it's like they have my back or they send someone to have my back.” (Bambi)

“t's just me and J (staff) like to talk about that is kind of stuff so she is making sure |

feel well, It's just to make sure I'm mentally well.” (Bambi)

There might be a sense here she feels important and adapted to. Staff have taken time to

get to know her and that provides a level of emotional comfort.

Rock suggested the staff support the EHCP provides is more than simply academic. It has

greater intrinsic value for him as he progresses:

“Definitely sounds helpful, but if | was to have one to one support, I'd be more for like,
it'd be more for more my self-development than, uh, learning and helping me get

work done.” (Rock)

Having consistency of support is also important to Rock, and that consistency has improved

during his time in education:

“Yeah, it's happened here actually, especially like end of the year when they're still
organising staff around and stuff, it's always staffing the lesson, but that's mostly

gone now I've got the same staff now so okay.” (Rock)

Because adaptions have been made for Rock, such as having a consistent member of staff

during his learning, he appears to feel settled and positive about his environment.

Spencer appreciates the support in multiple ways, but is especially thankful for the staff that
help her, academically. This supports Spencer’s development in multiple facets, according to

her:

“And having that support within the classroom, having learning support sat next to me

and teaching me and, and taking notes and being able to sit with a one-to-one
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through the support of the an EHCP, which is provided by the college has definitely
helped me as a person to grow and develop and change.” (Spencer)

These adaptions and pinpointing of her personal support needs appear to have had an

effect that has made life feel easier for Spencer:

“t definitely, without a doubt does make our lives a whole lot easier in every aspect.”
(Spencer)

‘it is important because it's not just a document on a papetr, it's a lesson in itself,
that's the way | put it. It's something that can be used on a daily basis supporting
others to support students.” (Spencer)

The EHCP appears to bring a sense of enabling appropriate support for these YP. It not only
helps them academically but also helps with the provision of pastoral support. It is individual
to them. Spencer explained that she feels it makes life ‘easier’ for her suggesting how

valuable she believes it is in supporting her progression.
EHCP is ajoint endeavour to create
(Bambi, Luna, Felix, Spencer)

Four participants suggested that having an EHCP is not merely about them but also about
the people who are involved in their care and education. These are then experienced as
something that is joined up, a feature that seems to be recognised as important. Felix,

Spencer and Bambi appear to value everyone’s input into their EHCP:

“A lot of these people on there, on me plan with, they have like helped me and

they've, and they've shaped me to where | am now.” (Felix)

“Having the EHCP plan and having everyone, um, not just write it but contribute to it
from their point of view will allow them to bring together their point of view about how

they think that I'm doing.” (Spencer)

“Yes me and my mom had to do it, our ‘sens’ to send it off to K (staff) and then when
| found, like, came in last year, um, K sat down when me and my parents go through

it again.” (Bambi)

Perhaps this joined-up way of working, with family and professionals provides an experience
where these YP are not alone. Instead, people have a goal to help them achieve and
progress in their lives. The YP is central but also feel there is a joint effort between them and

others.

Luna recalled people who have been involved in developing her EHCP:
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‘It would be my mum and sometimes as my dad and kind of whenever he can get the
time off work. Um, and then it would be, and teachers that | had, um, and then it
would be people like from the council and stuff that kind of deal with, and kind of
additional needs and stuff like that.” (Luna)

She has clearly been part of a joined-up, multi-agency approach to working as is
championed in EHCP legislation. Although Luna remembers the roles of people, | wonder
whether she has been fully informed of who from the council, for instance, has been involved
in the development of her EHCP.

| gained a sense that Bambi feels this joined-up approach, and that is experienced in her

current setting:

“This college is connected to each other, they don’t abandon each do ya know

department, they all like link up at some point.” (Bambi)

| interpreted that the Yinking’ of the college departments may comfort Bambi. Her protection
and support from above are connected, not disconnected, and this could make her feel as
though she is being supported well. Bambi might feel a calming sensation in her education

because of this.

Experience around YPs’ progression

The fifth GET is YP experiencing the EHCP as something that enables them to get to the
next stages in their lives. It is a tool that appears to bring with it a sense of progression for

some YP and was described using interesting, descriptive terms during the interviews.
EHCP experienced as a path towards adulthood
(Bambi, Luna, Felix, Spencer)

Four participants suggested the EHCP itself is a key mechanism for them getting to where

they want to go. Luna and Felix provide similar descriptions:
“To try and put me on that path and to get me into work.” (Luna)

“Important because, you know, especially for someone with, um, a disability,
because, because, you know, | think, I think | that having that like pathway to go and

achieve.” (Felix)

The use of the terms ‘path’ and ‘pathway’ suggests the EHCP is aiming to lead, or guide,

them towards a destination. In this case, the destination might be work, further education or
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independent living. This sense of it leading toward something is a key finding. It shows the
YP believe this is all building towards something, and that the EHCP provides hope and
confidence for these YP, it is future-facing.

Spencer takes a similar view, but expands the analogy, referencing a process of building:

“Because it allows that person to be informed of the things that | can do and the
things that | might need help with and building on that they can know, and then they

can build on that themselves.” (Spencer)

“So having those goals within the EHCP and allowing everyone to see them will allow

them to build me as a person.” (Spencer)

The similarities between pathways and building create a sense that this is leading towards a
goal, that there is a reason for this to be in place, it is not just about the now but about the
future. Paths and building take time but one day you will reach something, a goal in the end

(for instance, a home of your own or a job). The EHCP is an aid to achieving these goals.

Bambi believes she is progressing. In some areas she is beginning to achieve and is being

pushed to continue to develop by staff:

“The first time you're doing something it is very difficult, maybe sometimes it takes
quite a couple of times to get through work and then when you're over it you are like,

Oh, I can do this now.” (Bambi)

‘What K (staff) is trying to put into place is she's trying to push me out and do you

know, make me go out with friends and that.” (Bambi)

Her experience is one of progress following difficulties, and of being challenged to meet
targets in her EHCP, supported by staff. She is forward-facing, rather than consumed by

past events:

“College may do you know went above and beyond to help me and support and, and
it's just they knew about my bad past so they went above and beyond to try and do

you know, make sure that's past.” (Bambi)
Finally Spencer is again on a path, taking a journey that her EHCP is enabling her to travel:

“My plan to ensure that my journey through education is smooth sailing. Um, ‘cos at
the end of the day, it doesn't just help me, it also helps further, you know, journeys.”

(Spencer)
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Once more, Spencer references a plan that is not only about her individual progress
(journey), but also describes an EHCP as ideal in giving a sense of hope to other CYP who
have them; they can progress to where they want to be.

Experience of hearing the contents of their EHCP

The final GET relates to YPs’ experiences of hearing the contents of their EHCPs during
interviews. This was part of the interview schedule that brought with it three distinct sub-
themes that are quite varied, but | believe important to acknowledge. These concern YP
knowing what is written about them in their EHCPs, how they have been informed of these

plans and what their feelings are about them.
Out-of-date and inaccessible language in the EHCP
(Bambi, Felix, Rock)

An aim of the research was to have the participant’s EHCP with us during an interview, go

through it together, and gain a sense of what this experience was like for the YP.
Bambi made the following comment after hearing the information from her EHCP:
“Yes, it sounds like me, it’s just put in a more filtered, an adult version.” (Bambi)
Rock, when | was reading through it said:
“I'm not sure what it means by that.” (Rock)

It might be that some of the language in the EHCP is not accessible to these YP. When the
contents are in ‘adult speak’ or ‘jargon’ they are not privy to, even though it is their plan, they
may feel excluded from it. The EHCP is essentially them, but it may be that the language in it
and how it is presented stand as barriers to them understanding the EHCP, potentially

leading to them feeling it is not accessible and not actually representing them.

Rock appeared to feel some helplessness as information from his past was included in the

EHCP and not subject to change:

“l can't really contribute much since it's not like subject to change because it's just

part of history, so | can't really like go back in time and change that.” (Rock)

The EHCP contains lots of historic information, and it may have impacted Rock negatively to
hear this recounted. He could have gained a sense his past is inescapable, and he may

wonder how other people view him now because of this information. The historic nature led
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him to say he ‘can’t really contribute much’, which could represent a sense he is stuck, and it

may not be worth him trying to contribute since his story is already written.
Felix appeared to have a similar experience with past and out-of-date information:

“Some are still true, but the, but the rest of them they've I'm way, way, um, ahead of
that, | feel.” (Felix)

“I'd say most of these targets that are on here, I think are, are well I'm well past.”
(Felix)

Information that is not up-to-date could engender a sense that the participants progress is not
acknowledged in the EHCP. This could be dis-heartening to hear, if YP have put effort into

their progress and want it to be recognised.

Finally, Rock noted something that is important to him and that he feels is important for people

to know about him:

“ don't think it's really explained much in here, but, um, | don't have a very good

attention span.” (Rock)

A consideration is that Rock felt important information about himself has been missed, that
could mean he has not been engaged in a way that has allowed him to contribute to the

EHCP. A feeling of non-engagement may be experienced as dis-empowering for Rock.
Lack of awareness of the EHCP
(Bambi, Felix, Rock)

Participants knowledge of their EHCPs before taking part in the study is another theme. Felix

was only somewhat aware of the document:
“Um, I've seen it, a bit, but not that much.” (Felix)
Bambi appeared somewhat confused about what was actually going in the plan:

“It’s tough to say, but stuff | don't know that's getting reported down, which I'm fine

with, I'm fine with it.” (Bambi)

Bambi said she was fine but still appeared a little surprised at information in her EHCP. This
gives a sense that the EHCP and what goes in the document may not have been explained
to YP properly. It might be experienced as a bit of an unknown and they may feel outside of

the process as a result.

Rock explained:
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“l wasn't that aware of it because | don't think schools or teachers or anyone makes it
really aware that you have one.” (Rock)

Rock’s comment seemed more blaming of the systems for not communicating with him

about his EHCP. He also appeared to experience negative feelings about what is in the plan:

“ felt quite uncomfortable because | didn't know that, uh, everything I, I'd been
through was documented.” (Rock)

He appears uncomfortable that his history and information were written down, and he may
feel information in there is something he cannot now get away from. The negativity was

palpable from him. Rock does not want people to take the EHCP as everything he is:

“But you should really take it with a grain of salt since this doesn't explain everything,
like | don't want people to read that and like think oh, right, so he is like only socialise
on his own terms, so that means he might only, like he might be like, want things or

demand things, and it's like, that's not true. | don't want people to make assumptions

based on just a little bit of info about me.” (Rock)

Rock is more than what is in his plan, and he seems to feel negatively about a scenario
where people take everything in there as constituting immovable facts about him. The
expression ‘grain of salt’ suggests that when people read his EHCP, he would then like them
to be critical of it, and get to know him, before judging him based on information in the

document.
Pride and positivity
(Bambi, Luna, Felix, Spencer)

Four of the participants appeared to share a sense of pride in hearing information from their

EHCP. Luna appreciated the more positive language in her EHCP:

“Um, it's better then how it sounded and when | were in a primary and secondary
school already, uh, well in primary secondary school, it just, it used to focus and on

the negatives.” (Luna)

Similarly Bambi gained a sense of how far she has come, commenting that this is a good

thing to know:

“I'm building towards it, | just haven't completely got there, but when you look from

where | started to today, completely changed that's really good.” (Bambi)

When hearing about the targeted outcomes, Spencer explained:
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“ think to me they are important, | think it empowers me to achieve them.” (Spencer)

The process of hearing about the outcomes in her EHCP seemed to motivate Spencer and
give her a sense of progressing towards her targets.

Similarly, Felix reiterated his pride in hearing about his EHCP outcomes, and knowing he is
on the way to them, or has already achieved them:

“I feel as if they're, I've passed them, which is, which is actually in a way, it makes

me feel quite proud to know them targets when | were little I've passed them.” (Felix)

Felix’s pride presented as though it might motivate him and give a feeling he has

progressed. He is on his way to the next steps, as he remarked:

you know, you know, look, look, it's fine, it's okay, you're not on your own go and go
and fly.” (Felix)

He is progressing and will be able to fly. His future is bright, and the sky is the limit.
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Chapter 5: Discussion

Introduction

This chapter discusses the research findings, relating them to psychological theory and
previous literature that feels pertinent. Among the new discussion points that have arisen in
this research, some were not anticipated but are worthy of attention.

As a researcher, | am not aiming to search for ‘norms’ or ‘grand narratives’, in my discussion
points. | am instead embracing the IPA philosophy of idiographic experiences (Smith et al.,
2022). Crucially, | am also abiding by my ontological and epistemological positionality,
wherein | am adopting an interpretive phenomenological stance. This approach allows
researchers seeking to, “understand the meaning of an account of experience by stepping
outside of the account and reflecting upon its status as an account and its wider (social,
cultural, psychological) meanings” (Willig, 2013, p. 17). By adopting this stance, it makes it
possible to explore, suggest and reference, how participants might experience their social
world as ‘real’, in an intersubjective sense, through their experiences and via my

interpretations during analysis.

Research questions

My research aimed to investigate the questions below, and | formulated my data collection

and interview schedule with these questions in mind:

1. How have mainstream post-16 students with Education, Health and Care Plans
experienced education?

2. How have these young people experienced their Education, Health and Care
Plans during their education?

3. What is it like for young people to hear the contents of their Education, Health
and Care Plans?

4. What can professionals working with young people with Education, Health and

Care Plans learn from these experiences?

The first three questions will be discussed in this chapter, while the final question will be the

focus of the following chapter, when | discuss implications for practice.
Through my analysis of the five interviews, six GETs were identified (Table 3):

1. Experience of voice and involvement
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Feelings around being an ‘other’
EHCP as a guide to YP

Experiencing support and relationships
Experience around YPs’ progression

I

Experience of hearing the contents of their EHCP

Within each GET were sub-themes, some of which revealed convergence between
participants, while others highlighted divergence, although they all sat under the overarching
GET.

The discussion section of research papers offers the chance to connect findings and situate
the work in larger literature. Smith et al. (2022) when referring to IPA-specific discussions
explain, “here then you can engage in a dialogue between your findings and existing
literature” (p. 116). They outline how this process can illuminate the findings in relation to the

current literature and possibly add new themes if some are uncovered during the analysis.

Lewis et al. (2021) recommend a four-step process as a guide to writing quality, integrated
discussions. | followed these steps as | developed my discussion. Some steps were less
relevant to a study such as this, but | found it valuable to employ strategies in step three,
“Drafting the main integrated discussion points” (p. 5), which advocates for the use of visual
mind maps for each GET. | found this to be a useful strategy, enabling me to streamline and

explore my thinking around each theme (appendix 28).

Overarching GETSs are referenced in bold and sub-themes referenced in italics, with the

latter highlighting valuable themes in themselves, worthy of discussion.

Experience of voice and involvement
Empowerment experienced from gaining a voice through an EHCP

Statutory guidance following the SEND reforms regarding CYP with SEN in the CoP (DfE &
DoH, 2015), followed the updated guidance laid out in the Children and Families Act (DfE,
2014) enshrined into legislation that education providers, “must have regard to...the views,
wishes and feelings of the child and his or her parent, or the young person” (Section 19).
This followed the United Nations Convention on the Rights of the Child, which sets out that
all children and young people have a right to express their views and opinions in matters
affecting their lives (United Nations, 1989).
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It is right therefore CYP give their opinions and thus feel they are being heard. The EHCP
framework includes a section for the person's opinions (part A). The CYP should be involved
and, as a result, feel as though they have a significant voice in their EHCP. This subject
frequently came up during the interviews and was experienced in a variety of ways.

Ryan and Deci (2020) explain autonomy as one of the three components of Self-
Determination theory (SDT), a framework that helps to foster intrinsic human motivation and
psychological well-being. They describe autonomy as follows:

A sense of initiative and ownership in one’s actions...it is supported by experiences
of interest and value and undermined by experiences of being externally controlled,

whether by rewards or punishments. (p. 1)

During the analysis there was a strong theme around participants feeling as though they
were being heard, and thus were involved in decisions about their education and their future,

leading to positive outcomes:
“l get to be a participant in it, I'm not just a doll on a shelf.” (Spencer)

“'ve had to virtually fight and just to get them to listen to me and when they finally do

it's like a weight that's been lifted off my shoulders.” (Bambi)

Having direct involvement and engagement may have given YP a feeling of autonomy,

which they appeared to experience as important to them during their education.

Sewell (2022) explains that embracing voice in diverse communities, in a person-centred,
creative way is humanising and democratic, fostering a sense of empowerment. CYP who
have SEN should be treated as experts in their own lives and be given the opportunity to feel
both included and heard (Mallett & Runswick-Cole, 2014).

Evidence collected in this study suggests this is important to YP in developing
independence, empowerment and self-esteem. The participants, when they felt more
involved, listened to and thus heard in EHCP processes gained a sense of involvement in
their own lives. This correlates with previous literature around engaging CYP in democratic
process leading to positive outcomes linked to empowerment (Lundy, 2018). Alongside the
previously mentioned hierarchy of participation (Hart, 1992), or the more recently developed
ladder of participation (Flowers et al., 2007) which posit that when CYP have more
participation/voice, when it is not just tokenistic, it benefits them and the systems in which

they engage.

This was interpreted as relevant to the YPs’ experiences shared in this study. They

explained experiencing having a voice as positive, significant, and improving their sense of
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self. Bambi’s, Luna’s, and Felix’s explanation of why it is crucial for people with SEN to be
heard, support the idea that person-centred practice is empowering for YP during the EHCP

process:

“ think opening up, speaking out to people, especially with, um, educational needs is
vital.” (Felix)

Past negative experiences of not having a voice during education

In a further finding | noted that there were divergences of some participants’ experiences
regarding voice in their EHCP journeys. At times in which they felt they were not involved, or
given an opportunity to have a say, for example, Rock and Spencer, there appeared to be an
experience of dis-empowerment. An uncomfortable external control on their lives and harm

to their self-confidence:

“I have a lot of stereotypes that come with it and people assume...and I've had it like

throughout life, where people have assumed that | can't talk for my own.” (Spencer)

“Even the schools | could have gone to would've been different if | just had a say in
things.” (Rock)

Fayette and Bond (2018) discuss how some CYP with SEN are not asked about transitions
during their education, often due to a perceived lack of ability to adequately engage them in
processes by the adults around them. This often leads to poor outcomes as they progress to
adulthood. For these YP, it is noteworthy that the experience of not having a voice appears

to be negative.

Some participants in this study, such as Luna, Rock and Felix, experienced not having a
voice at certain points in their education, particularly secondary education. However, it
seemed this had changed in post-16 education, as Felix explained when talking about how

he could not have discussed topics before transitioning to college:
“l never could before | came to here, | couldn't never of told them.” (Felix)

Legislation states that from year nine onwards, as part of the PfA pathway for CYP with
EHCPs, they should have involvement and be asked/heard regarding their transition to

further education and adulthood (Bason, 2018).

It is important to focus on why some YP seem to have had experiences where this has not
occurred and what has prevented them from feeling as if they had a voice throughout their
secondary education. For instance, the cause may be a lack of awareness from education

providers that this is a requirement, or it may be more must be done around how and why
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CYP should be engaged when they have an EHCP. Alternatively, it may be there are good
intentions to have these fundamentals in place but a lack of time, resources, or
understanding of how to engage CYP. Post-16 may stimulate a sense of voice and
participation and may be enabling (Manning, 2018) in ways that secondary education was
not. Those are ideas to consider as an implication of this study.

People who feel silenced might experience a subsequent feeling of a loss of a sense of self.
Silencing may directly negatively impact on YP who feel this, as experienced in other
‘marginal’ groups such as excluded young girls (Bradley, 2017). It may be argued that the
necessity for CYP with EHCPs and SEN to be heard has greater significance, if we are to

view them as marginal.
EHCP meetings and being part of the conversation

The method of involving CYP with an EHCP was highlighted, and how we initiate CYP to
speak up and thus encourage their voice. The participants in this study had a mixed

experiences in, for instance, annual reviews and meetings.

For some participants, such as Felix and Spencer, these offer a chance to talk about
problems they might be experiencing and set future targets, as well as keep them informed
and present an opportunity for them to communicate their views. Rock, meanwhile,
experienced these meetings as ‘blurry’, suggesting that the chance he was given to use his

voice was not adapted to him.

Sharma (2021) identifies a barrier to involving CYP in their EHCP journeys is the belief one-
off annual reviews they attend are sufficient in gaining CYPs’ voices. This suggests that
methods of gaining their voice be implemented in more inventive ways, to enable CYPs’
sustained involvement, and to support a feeling that CYP are being heard consistently. This
aligns to other work to have noted that CYP are not being adapted to, or given choices in
how they would like to contribute to EHCP meetings (Palikara et al., 2018; White & Rae,
2016).

In this study the YP shared their experiences of how meetings have and have not worked for
them. Rock mentioned computers as a better, more person-centred way of engaging him
since he does not feel comfortable conversing face-to-face. Rock had also experienced
disempowerment in his education when he had not felt listened to or acknowledged. There is
a clear correlation here and reflection to be had on the ‘how’ in engaging CYP in meaningful,

person-centred approaches:

“Computers are definitely the, like the best way for me to communicate because it

feels a lot more com uh, comfortable than just writing it up and just showing someone
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than having to talk to them face to face, because some people like me, especially, |
don't really like attention.” (Rock)

Using a range of resources, techniques and models to elicit voice is already a well-known
part of engaging CYP with SEN (Damali & Damali, 2018; Frederickson & Cline, 2015;
Newton, 2020). It is not just for us, as professionals, to decide appropriate methods, instead,
we should engage the CYP in the processes, giving them a range of options to pick from and
thus a defining role in how they would like to be heard. A predominantly verbal meeting, is
clearly not always appropriate for CYP with SEN, and for some, it could effectively be
exclusionary in dis-enabling them from having a voice (Dimitrellou & Male, 2020).

It is vital to encourage active involvement, supporting CYPs’ views to be incorporated into
their EHCPs. This is more impactful than simply, for example, outlining their likes and
dislikes, which can be overly simplistic (Robinson et al., 2018). Our systems should be
adapted to them, person-centred, and utilise their preferred methods of communication
(Sharma, 2021).

Feelings around being an ‘other’
Having an EHCP/SEND in education and being compared to peers

During the interviews a theme arose around the YPs’ lived experiences of being in
educational settings. This was an interesting topic to explore with them. All had attended
mainstream secondary schools and were now accessing mainstream post-16 provisions. All
had an EHCP and under this umbrella had some type of SEN. The Children and Families
Act (DfE, 2014) put into legislation:

A child or young person has special educational needs if he or she has a learning
difficulty or disability which calls for special educational provision to be made for him

or her (part 3, section 2.1)

For CYP with SEN, if it is believed and evidenced by the parties around the CYP that a
further assessment is required to meet their educational needs, following this an EHCP
assessment process is initiated and awarded if it is viewed as necessary by the LA
(Frederickson & Cline, 2015).

Although it is not the aim here to unpick the legislation or speculate about SEN or the EHCP
initiative as constructs, it is pertinent to the discussion to consider what it is like to have SEN

and an EHCP during education, a topic that is currently under-researched (Bason, 2018).
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During the analysis, | noted many of the participants appeared to have encountered forms of

ableism in their experiences in education:
“People just assume that because | can't see, | can't do things.” (Spencer)

“The names that | got in high school, that | were drunk and | were a puppet on a
string.” (Bambi)

Ableism as a concept arose from disabled rights movements and can be termed a
sociocultural construction around what it is to be ‘able’, or ‘normal’ (Hutcheon & Wolbring,
2012). As a consequence of this a societal belief is produced around what it is to not be
‘able’, often connected to people who are seen as disabled since they sit outside of this

‘able’ body, or presentation of ‘normality’ (Mallett & Runswick-Cole, 2014).

This construction of ableism and what it is to be disabled is cultural and political in nature
(Goodley & Roets, 2008). Williams et al. (2017) discuss SEN and working in education,
focusing on what it is like when an assessment, and psychologisation culture pervades.
Those who fall outside of concepts of what it is to be ‘normal’ at various developmental
stages are positioned as “deficient human-beings, a position from which it becomes almost

impossible to escape” (p. 2).

From this societal construct inevitably comes a sense of what it is to fall outside the
standards society has set. Comparisons are made between humans around “normality and
abnormality, success and failure, the functional and the dysfunctional” (Thomas & Loxley,
2022 p. 153). Surely this must be felt by CYP who are being labelled as having SEN; they
are compared, assessed and subsequently ‘othered’ due to their failure to fit with societal
and educational expectations thrust upon them (Goodley, 2012). Educated alongside peers
that do not have these labels they may experience status frustration, as a result of their

‘otherness’ (Thomas & Loxley, 2022).

Comparison psychology based on social identity theory may also be experienced (Stets &
Burke, 2000). This theory suggests humans form an identity based around categorisation; an
in-group/out-group dynamic is developed, in which self-esteem and your sense of self may
be affected negatively due to identifying yourself as an outsider. An encompassing sense of
societal constructs and systems set up to categorise will inevitably support this socio-cultural
arrangement. ‘Normal’ can be accepted but difference sits on the outside, it is vulnerable
and requires specialist provisions, often leading to segregation (Mallett & Runswick-Cole,
2014).

A theme of this study concerned what it was like for these YP, to be categorised as having

SEN, requiring an EHCP. Many times, | interpreted it as being a negative experience, with
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the YPs’ apparent differences not experienced as positive. Comparisons and assumptions
are felt and made about what they can and cannot do, causing feelings of failure.
Furthermore, being taken out of lessons, as Luna described, and away from their peers
promotes a sense ‘otherness’. Additionally, hurtful names are used to describe YP, such as
Bambi emphasising a difference in them as humans. Rock framed his diagnosis of autism as
challenging for him, in a system and society that may not set up for someone like him
(Gainsborough, 2022):

“I'm not really keen on having autism because it massively effects the way | get along
in life and | feel like it's gonna be like that for the future, as you grow older, | feel like
you learn to cope with it more.” (Rock)

These are important discussion points as they convey a sense that these YP have
experienced challenges through their education, as a consequence of feeling different from
their peers. The social comparison and their difference are consciously experienced. EHCPs
may be seen as a positive step for the adults involved in the CYPs’ lives but reflection is
required on what this means for the CYP psychologically, on a day-to-day basis. Do they
experience this plan as separating them from peers for example? And how do we better

support them, their peers, and their educational settings if this is the case?

If having an EHCP creates a feeling of being an ‘other’, a person who is an example of a
label or category (Devlin, 2017), it should be a consideration of those who create legislation,
develop systems or provide mental health support to cultivate strategies to acknowledge the

emotional or practical support these CYP require.

It may be not just about the CYP with EHCPs but also for their peers in education. Non-SEN
CYP may benefit from intervention or explicit teaching about CYP with SEN, aiming to foster
a sense of understanding and inclusivity. As an example, a child with autism and ADHD
presented a video of himself, describing his neurodiversity to peers during school assembly,
which appeared to powerfully impact how they subsequently understood him (Adhd
Richmond, 2017).

Acceptance of ‘otherness’

Some participants conveyed a feeling of acceptance at this point in their lives. Their
‘otherness’ was experienced as enabling them to access more support, often through the

provisions provided by their EHCP:

‘It gives me the right to live as an equal person, the right opportunities, so I'm not

out-casted as that diverse person with special needs.” (Spencer)
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That allowed them to engage in an educational experience where they could achieve,
though this was often when relating themselves to peers who did not have SEN or an EHCP:

“It goes to show that like people with, um, disabilities, people with, um, autism and,
you know, they can, they can do what, um, normal people can do.” (Felix)

There was a sense of acceptance of who they are, but seemingly still striving to be like
‘normal’ peers, have the opportunities they have, reach milestones they reach. This social
comparison narrative may add motivation for CYP with SEN (Kocaj et al., 2018). It suggests
they are viewing the world through an ‘ableist’ lens, where accomplishment is compared to

what their ‘able’ peers achieve.

If the EHCP, as Spencer suggested, is experienced as part of a process that is providing
equality for CYP with SEN, so she is not outcast but supported, it gives the impression this
might all be part of a journey to acceptance. For Spencer, it appears to enhance her feeling

of inclusion, not segregation, championing her as an individual.

Previous research has suggested that teachers and SENCos working with CYP with SEN
feel pride in aiding their progress in attainment, creating positive relationships and
advocating for them (Lin et al., 2021; Mackenzie, 2013). However, to my knowledge, little
research has explored CYPs’ role in educational systems, and how they might feel pride in

their work with adults.
Strengthening systems for the future

Spencer and Felix communicated a sense that they, as YP with EHCPs in mainstream
settings, feel as though they are advocates for future CYP similar to them coming into
education. They see that their SEN, and their profiles will help strengthen the systems for
CYP coming later. In some ways they may feel they are beacons of hope, they perceive they

are helping train staff, just by being themselves:

“It allows me just in general to educate people alongside not just my peers, but elder
tutors that may have taught me or maybe have taught someone else that's similar to

me throughout the years.” (Spencer)

“She would know if someone else was to come in visually impaired, she would know

how to, to cope and have those skills to be able to be comfortable.” (Spencer)

It was noteworthy that these YP feel they can be advocates for those who follow them, they
upskill staff who support them now, to support CYP with similar needs in the future. A
consideration is how education providers can engage these YP in advocacy roles to

strengthen inclusion systems.
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In essence, they believe they are a form of pedagogy, they are role models, they are
impactful, and their ‘otherness’ is strengthening knowledge and practice in educational
settings. Perhaps we focus too much on the present and near future for these YP with
EHCPs, neglecting to ask them about advocacy roles.

EHCP as a guide to YP
EHCP enables understanding

A theme arising for all participants was around experiencing a sense they are understood.
This was interpreted as a positive feeling, when they believed they were understood and
negative when they felt they were not. It was of note that many of the YP referenced the
EHCP as a guide to knowing them, as mentioned by Felix, Spencer, Bambi and Luna during

interviews:

“As the teachers and tutors know and that I've got like a kind of additional needs and

kind of without me and having to tell them.” (Luna)

“The EHCP they like made sure it didn't happen again. That's why | think | can speak

more to people because they understand me.” (Bambi)

Not having to repeat themselves or explain their SEN was referenced as a burden lifted from
their shoulders, often relieving anxiety. It may be that this is not always true, that is to say,
we do not know if these YPs’ staff do have an intimate knowledge of their EHCP, however,
what is important is that it feels as if this is the case for the YP. It is their experience, and

having this feeling is interpreted as comforting to them.

Previously, | referenced SDT (Ryan & Deci, 2020) in relation to autonomy and having a
voice. This theme represents another of the three psychological components of SDT, that of
relatedness or a feeling of belonging. Ryan and Deci (2020) explain that relatedness
“concerns a sense of belonging and connection...it is facilitated by conveyance of respect
and caring”. (p. 1). Sobitan (2022) suggests that for CYP in education, the experience of
feelings of belonging can be motivational. It is influenced by both social structures and

relationships in which it occurs, and it can be highly influenced by staff (Allen et al., 2018).

Research has suggested that for CYP with SEN, the feeling of belonging is important,
leading to positive outcomes around attainment, behaviour and developing a sense of
agency (Prince & Hadwin, 2013; Riley, 2023). Others claim the fight for inclusion and
inclusive practices in education could lead to benefits associated with a feeling of belonging

for all, if executed correctly (Slee, 2019), although some argue that the educational SEN
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inclusion agenda should be re-imagined, if it is to truly engender a sense of belonging for all
(Thomas & Loxley, 2022).

A neurological study, involving students of a similar age to these YP suggested neural
regions associated with social connection and reward were active when participants felt
understood, while social pains and negative affective areas activated when they had the
opposite experiences (Morelli et al., 2014). Consideration of the link between a person’s
cognitive, emotional and environmental experiences has been proposed as a step forward
for educational professionals, and critical neuroscience could bring a new way of considering
such experiences (Billington, 2017). The EHCP may stimulate a sense of safety since it
supports a belief that these YP are known. Feeling understood leads to a sense of belonging
and comfort in their surroundings. The participants believe their EHCP is a window into them

as individuals, or as Spencer described:
“A box where everyone can see what is on the walls of the box.” (Spencer)

The YP feel belonging and connection, which in turn provides psychological comfort as they

go about their education.
Not feeling understood

Participants who described having experiences of not feeling understood, particularly in the
past, appeared to associate those with negative emotions. Luna referenced being unable to
get help if she feels she is not understood. Rock described feeling that during difficult times

some schools have not acknowledged or paid attention to his EHCP:

“Because every place I've been to, not every place abides by the EHCP, some
places I've been to will pay more attention to it than others, but some, some of the

places I've been to just simply, don't care about it.” (Rock)

This strengthens the claim of a link for the YP between experiencing a sense they are

understood and feeling as though they belong.

Frederickson and Cline (2015) explain that experiencing the psychological construct of
belonging in education can lead CYP to feel they can progress, and test themselves in their
learning. In this respect, it links to the Hierarchy of Needs (Maslow, 1970), where a base
level of belonging, care and understanding is required to build toward higher psychological
constructs. Frederickson and Cline (2015) go on to explain research with CYP with SEND

around belonging has not been as ‘clear cut’ (p. 221) as that on their peers.

This study suggests the experience of feeling understood may lead to a sense of belonging,

perhaps via an expectation that staff in educational settings have read YPs’ EHCPs. This
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might support the impression there is a good understanding of them as individuals,
decreasing their anxiety about having to explain themselves or feelings of vulnerability

associated with being ‘unknown’.

Luna’s experience is of interest, she described a situation in which the contents of her EHCP

were shared by a teacher, which made her feel uncomfortable:

‘Where a teacher just blurted it out to the entire class, uh, he said that, he said that
half of it is just maths, | mean, well, yeah, it is and there's some other stuff as well
and if he had and taken the time and to actually read it, then | don't think, | don't think
that incident, um, would've happened.” (Luna)

Samuels (2003) in an article about disabilities, discusses the parallels between the social
identity of having a disability and that of ‘coming out’ for people who are LGBTQ+. They
propose that, especially for people who have an ‘invisible’ disability, this process is

inherently social, political and cultural:

Coming out, then, for disabled people, is a process of redefinition of one’s personal
identity through rejecting the tyranny of the normate, positive recognition of

impairment and embracing disability as a valid social identity. (p. 237)

The process of ‘coming out’ as a person with a disability has been referenced before as a
part of a wider journey of societal acceptance (Titchkosky, 2001). Luna was, in a sense,
being ‘outed’ as a YP with SEN, and an EHCP without being in control. | consider whether
we, working in education, are considerate enough of what it means to CYP to be labelled
with SEN and given an EHCP.

A guestion arising might be: can we do more to support both the person with an EHCP, and
the wider community in educational settings? CYP with EHCPs in a sense may be being
‘hidden away’, and finding themselves on a psychological cliff edge where they feel they are

going to be ‘outed’, is this something we can be better at acknowledging?

Part of the process of accepting diversity and championing inclusion is about making
systems accepting of all people, including those with SEN or disabilities. Perhaps Luna
would have felt more comfortable if she felt understood by the staff and students at school. It
could have been achieved if there had been a discussion about disability, SEN and why
some students have an EHCP, on a more systemic level, through assemblies or taught
sessions for example. Being informative rather than secretive about EHCPs and wider SEN

culture is something to consider from this study.
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Experiencing support and relationships
EHCP enables staff/systems to adapt — meeting individuals’ needs

All five participants discussed the EHCP as providing them with support during their
education, especially when referring to staff. Noteworthy was the experience of the EHCP as
beneficial when it was adapted and individual to them:

“Well, and kind of without it, | wouldn't have had the help and that | had, um, in

primary and secondary and now in college.” (Luna)

Bambi described requiring emotional support, and Rock similarly noted that he values the
pastoral staff’'s support to aid his self-development. Spencer, meanwhile, spoke of how she
values the academic support she receives as a result of the details in her EHCP.

This invokes a humanistic philosophy centred around the growth and development of the
individual (Schneider et al., 2014). A person-centred ethos permitting a sense of adaption for
these YP, and championing individual needs appears to make YP feel supported (Manning,
2018; Selfe et al., 2018).

The relational dynamic of support might aid YP in developing positive, healthy attachments
that provide relationships, and emotional containment for the YP (Bomber, 2007). It could be
understood as creating positive relationships with adults, which are not only practical but
also containing in a psychodynamic sense, where the support staff are containing their

emotions or concerns (Bion, 1963):

“If | have any problems, I've just had to, like, message on teams to J or to K (staff)

and it's like they have my back or they send someone to have my back.” (Luna)

Adult support is used to aid academic progress in their education, which is adapted and
flexibly suited to their needs (Robinson & Stalker, 2008). Some research suggests CYP with
SEN may place greater value than their peers on relationships with teachers and educational
staff, possibly leading to improved engagement and academic outcomes (Pérez-Salas et al.,
2021).

These YP, having progressed through education and reached post-16, clearly have a good
understanding of the support they require. Their experiences have been important in shaping
their impressions of the support required. This may relate back to them having an EHCP,
which, in turn, provides access to this support, it is a tool enabling them to feel adapted to,

and it offers them access to relationships that feel important.
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Robinson and Stalker (2008) describe this nicely, highlighting what support CYP with SEN
may require, “getting the right balance to ensure adult interventions are truly enabling seems
to require a high level of awareness and sensitivity, as well as continuing negotiation with
children on an individual basis” (p. 83). The final part is referencing children, though |
suggest is just as important for CYP of all ages, for whom adaptions around support may

provide further empowerment in a person-centred, impactful way.
EHCP is ajoint endeavour to create

For many of the participants, a further experiential theme presented in relation to support in
their EHCP. There was a suggestion that the EHCP was not just about them, it was, in fact,

a joint endeavour, involving other family members, school staff and professionals:

“A lot of these people on there, on me plan with, they have like helped me and

they've, and they've shaped me to where | am now.” (Felix)

“This college is connected to each other, they don’t abandon each do ya know

department, they all like link up at some point.” (Bambi)

There is a clear relationship with the Ecological Systems Model (Bronfenbrenner, 1979), in
which various systems and layers interact, and directly influence the CYP at the centre. The
micro and meso systems are interacting in these experiences, perhaps creating a sense that

these YP are not alone; instead they are part of a wider system, which is comforting.

Engaging in effective multi-agency work with CYP with SEN is a feature of the SEND
reforms (Frederickson & Cline, 2015). The model promotes holistic ways of working, joined
up problem-solving approaches and increased efficiency (Alexander & Sked, 2010; Selfe et
al., 2018). Although there are issues with utlising the multi-agency approach effectively,
making sure people are aware of their contribution and roles, for example (McConnellogue,
2011; Solomon, 2019), it has gained support from people working with CYP with SEN, such

as families and educational support staff (Barnes, 2008).

Bambi described feeling as though college and the people there are ‘connected’ in her
experience. Meanwhile, for Spencer, having people in her life contribute to her EHCP, and

bringing in their points of view, appears important:

“Having the EHCP plan and having everyone, um, not just write it but contribute to it
from their point of view will allow them to bring together their point of view about how

they think that I'm doing.” (Spencer)

From the systemic perspective, the functioning of the systems around the YP appears

important. Luna seemed to know the people involved, but was not sure of everyone’s role,
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referring to ‘people from the council’. It might be that she was not clearly informed who all

the people are, and the reasons for their involvement.

There is little research asking CYP with EHCPs what this multi-agency approach is like.
Questioning along those lines may include how they feel it is best utilised or how it feels like
as they progress through education, for example. Most of the YP interviewed in this study
seemed to take comfort from how these systems feel connected, as highlighted in some
previous small-scale studies with CYP (Harris & Allen, 2011).

Joined-up approaches are often implemented but then we do not ask the people at the
centre what it has happened or how it was experienced. If we did, we could learn and thus
provide improved support or implement methods in multi-agency practices that CYP feel are
suited to, and beneficial for them.

Experience around YPs’ progression
EHCP experienced as a path towards adulthood

The next theme noted during the analysis was participants suggesting the EHCP is enabling
their progression towards their aspirations. It appeared to be a tool allowing them to move
forward in their lives, and provided some of the more descriptive language during the

interviews.
The CoP (DfE & DoH, 2015) outlines that section E of EHCPs should specify outcomes:

EHC plans should be focused on education and training, health and care outcomes
that will enable children and young people to progress in their learning and, as they

get older, to be well prepared for adulthood. (section 9.64)

Outcomes are a fundamental part of EHCPs, they are supposed to be linked to CYPs needs
and future aspirations (Bason, 2018). Outcomes are refined and developed over the
educational journey of the CYP, according to legislation. Part of the interviews included
reading through outcomes that had been set for the YP in their EHCPs. This offered a

chance for YP to discuss their experiences and how they viewed the outcomes in their plans.

In SDT the third psychological construct described as fundamental in allowing people to
experience positive human development, and intrinsic and extrinsic motivation, is that of
competence (Ryan & Deci, 2020). Essentially the belief is that as a person if you can

experience success and grow, then you are more likely to achieve your goals (Atkinson et
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al., 2018). This construct of competence is an area | believe is relevant to these YPs’ sense

of achievement and belief in themselves.

Some participants were eager to highlight their outcomes and how they were supported by
staff to achieve them:

“What K (staff) is trying to put into place is she's trying to push me out and do you
know, make me go out with friends and that.” (Bambi)

They also noted how important the outcomes are to them, and the positive impact they are

having by encouraging them to strive towards their goals and develop as individuals:

“So having those goals within the EHCP and allowing everyone to see them will allow
them to build me as a person.” (Spencer)

It may be that by having these outcomes/targets in their EHCP and achieving them, they are
experiencing a sense of competency. This may be motivating, and impact YPs’ willingness

to challenge themselves and progress.

Along with feeling competence in their experiences having these outcomes can also boost
their sense of self. Bambi referenced how things can be difficult at first, but after trying, and
possibly failing, but then succeeding, she experiences a sense of accomplishment. Dweck
(2007) developed a psychological theory around a growth mindset that has been widely
utilised and researched with varying results in studies concerning CYP with SEN (De
Carvalho & Skipper, 2020; Savvides & Bond, 2021; Verberg et al., 2022). It has been found
CYP who show a tendency to embrace a growth mindset, as opposed to a fixed mindset,
tend to welcome challenges and test themselves throughout education (Dweck, 2007; Zeng
et al., 2016).

Clear, achievable outcomes in the EHCP and the YP reaching those outcomes, may foster a
growth mindset, supporting YP to feel confident about taking on future challenges. Ultimately
this might set them up for future success, which is impactful for YPs’ sense of self. They are
forward-facing and motivated to reach their targets and aspirations, and crucially, they

believe they can.

The YP in this study offered interesting descriptions regarding their progress, using terms

such as ‘pathway’, ‘building’ and ‘journey’ during the interviews:

“To try and put me on that path and to get me into work.” (Luna)
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“Because it allows that person to be informed of the things that | can do and the
things that | might need help with and building on that they can know, and then they
can build on that themselves.” (Spencer)

These descriptions invoke a sense that the YP are progressing towards something. Some
targets related to goals in the PfA guidance, community inclusion and employment were
specifically mentioned by Bambi and Luna, for example. Spencer spoke of the outcomes as
building her in a more holistic sense, thereby aiding her progression as a developing person.

Pearpoint et al. (1993) created the Planning Alternative Tomorrows with Hope (PATH) as a
person-centred, visual method of creating future plans and goals for people and systems
such as schools. Research has documented favourable outcomes when implementing the
philosophy with CYP with SEN (Carpenter et al., 2023; Wood et al., 2019).

In this study the EHCP appeared to be experienced as a framework laying a metaphorical
path for participants. The language used by these YP, backed by interpreting how the EHCP
might be experienced for them, matches well with the types of approaches/tools that PATH
provides. The EHCP is supposed to be outcome driven, aiding the CYP in reaching

aspirations. The evidence here suggests YP are aware that is the case.

Experience of hearing the contents of their EHCP
Out-of-date and inaccessible language in the EHCP

Several sub-themes stood out during the analysis phase of the study concerning the
participants’ experiences of hearing information from their EHCPs. Some YP reflected about
the information in the plan being confusing for them, they struggled to understand parts of it,

and some information in the document appeared to be out-of-date:
“I'm not sure what it means by that.2 (Rock)

The language used in EHCPs creates a perception of who these YP are, and how
professionals, who inevitably write these plans, view CYP who have them. Language has
socio-cultural origins and is a tool for humans to engage with society, used as a type of
symbolic instrument (Vygotsky, 1978). Language can be adopted to create identities. Itis a
complex, dynamic discourse that is of great interest to researchers in many disciplines, such

as anthropology, sociology and psychology (Norton & Toohey, 2011).
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The language used in the EHCP is important. If the EHCP philosophy is to work with CYP,
bring out their voice and fundamentally include them in the creation of the plans, then the
language in the EHCPs must be accessible and accurate.

Billington (2006) in his reflections on work with children, particularly children classed as
vulnerable or with SEN, presented five questions professionals should reflect on when
working with CYP, one being “How do we write of children?” (p. 8). This is important
because documents about CYP are often shared during transitions or assessments, for
example, with professionals, families and the CYP themselves. The narrative in the
documents forges an identity for the CYP (Thomas & Loxley, 2022). If language creates
meaning and identity, then it is vital when writing about CYP that it is accurate, up-to-date
and truthful.

During the interview, Rock appeared troubled with information about him that was
inaccessible or, historic and likewise, missing information he felt important to include. Bambi
experienced the descriptions as ‘adult-versions’ of herself, and Felix felt some information

was not describing him anymore.

“Some are still true, but the, but the rest of them they've I'm way, way, um, ahead of
that, | feel.” (Felix)

These are first-hand accounts from CYP with EHCPs about the language used in them. It is
incumbent on us, as professionals, to take this on board and improve not only the language

we use but also the practice around writing EHCPs.

Goodley (2012) approaches the role of language, both spoken and written, concerning how it
creates a discourse of how we identify and frame people, in a way that is never neutral but
inherently influenced by social contexts and the very framework of language itself. This is
especially true in creating language around SEN and people with disabilities, whereby a
power dynamic may be created where professionals describe what is ‘wrong’ with CYP,

furthering a sense of ableist societal discourse.

Words and language can have a limiting effect on such people. Philosophers have posited
that we may come to understand ourselves through the discourse of language, propagated
by institutional regimes such as education (Foucault, 1973). Cameron (2017) reflects that it
is incumbent on professionals to consider how language they use to describe CYP can
potentially have negative connotations, for instance, if we categorise and potentially limit

CYP through our descriptions of them.

CYP are not only entitled to read these plans but are also supposed to describe and

fundamentally be a representation of them. Future research and discussion might focus on
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how EHCPs are developed and maintained, as well as the language used within them. In my
professional experiences | am aware everything | write about CYP will be read by them or
fed back to them. This places importance on the words used and how they are presented in

documents such as EHCPs.
Lack of awareness of the EHCP

In respect to being aware of their EHCPs throughout their education it appears Felix, Bambi
and particularly Rock were somewhat unaware of the plan and what it recorded. The CoP
(DfE & DoH, 2015) makes clear that, especially from year nine onwards, CYP should be fully

involved in discussions around their future:

As young people develop, and increasingly form their own views, they should be
involved more and more closely in decisions about their own future. After compulsory
school age (the end of the academic year in which they turn 16) the right to make
requests and decisions under the Children and Families Act 2014 applies to them

directly, rather than to their parents. (p. 126 section 8.13)

The participants in this study are in post-16, which means they should be aware of the
pathways, outcomes and aspirations set out in their EHCPs. During the interviews, it
appeared that some participants did not have the knowledge of their plan the CoP

emphasises:

“l wasn't that aware of it because | don't think schools or teachers or anyone makes it

really aware that you have one.” (Rock)

Rock expressed feelings as though his education settings and staff have not made him
aware of his EHCP and that he would not like this document to be considered as a reflection

of everything he is:

“But you should really take it with a grain of salt since this doesn't explain everything,
like | don't want people to read that and like think oh, right, so he is like only socialise
on his own terms, so that means he might only, like he might be like, want things or

demand things, and it's like, that's not true. | don't want people to make assumptions

based on just a little bit of info about me.” (Rock)

Rock might feel it has been kept from him, a type of ‘secret’ document used to monitor him in
some ways. This would go against the philosophy of EHCPs being inclusive, person-centred
plans, used to empower CYP who have them, and positioned as central to decision-making

during their education (Frederickson & Cline, 2015). The scenario would link to proposals
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that CYP with SEND feeling somewhat hidden away, out of sight and akin to a kind of secret
(Allsopp, 2019; Samuel, 2003).

CYP being unaware of their EHCPs has been flagged and researched previously, notably in
a Department for Education survey about participation in EHCP plans (Adams et al., 2017).
In this study, there was a high proportion of surveyed CYP explaining they were unaware of
them, thus possibly removed from work to develop their outcomes or future aspirations.

CYP involvement in making decisions about their education can have far-reaching benefits
when it relates to engaging in wider society once they leave education, for example making
decisions about future employment or where want to live (Sharma, 2021). It is incumbent on
professionals to not only make CYP aware of their EHCPs but also actively involve them in
their EHCPs production, especially from year nine onwards as they approach adulthood.

This study suggests CYP may not always be aware of their EHCPs. Perhaps how EHCPs
are presented to CYP should be a future consideration. Are they explained in a way that is
accessible to the CYP for example? Are they aware of what is documented in them, and
perhaps as importantly why certain information is logged? Securing these variables is

fundamental to promoting inclusion and engaging CYP in their EHCP process.
Pride and positivity

A final sub-theme that emerged when reading through the plans with the participants was
some experiencing an apparent sense of pride, especially when hearing outcomes they

believed they had achieved.

Luna felt the language used in the plan was presented more positively than it had been
previously. Bambi was positive about her progress from where she started. Spencer and
Felix similarly expressed a sense of pride and motivation around what they had achieved

and where the plan might be taking them in the future:
“l think to me they are important, | think it empowers me to achieve them.” (Spencer)

“l feel as if they're, I've passed them, which is, which is actually in a way, it makes

me feel quite proud to know them targets when | were little I've passed them.” (Felix)

This may be experienced as a motivational factor for YP, whereby their progress is tangible

and they are focused on what they are aiming to achieve when they leave education.

Motivation has been discussed previously in this study and is linked to the psychological
construct of the Hierarchy of Needs, where personal motivations may increase as you

progress through the stages (Maslow, 1970), and SDT, where extrinsic and intrinsic
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motivation is linked to having positive associations with the three psychological constructs
(Ryan & Deci, 2000). How individuals learn and how they use motivation in their learning
have been of much interest to researchers and educators (Sorrentino & Higgins, 1996).
Some psychotherapy practices propose that the motivation to change potentially leads to
better outcomes for people, as studied through approaches such as motivational
interviewing (Arkowitz et al., 2015).

For CYP with SEN, the role of motivation and how they experience success is currently
under-studied. Kocaj et al. (2018) suggest that CYP with SEN may benefit from individual
feedback about their progress because of the competitive environment of education. Social
comparisons to peers are potentially detrimental if they believe they are not at a similar
academic level. CYP can lose the motivation to try if this sense of negative comparison is
experienced. Individualised feedback, adapted in a way that promotes their achievements is

highlighted as an effective way of motivating CYP with SEN (Kocaj et al., 2018).

An interpretation of mine was that some YP experienced pride in hearing they had
progressed, and met outcomes. It might be if this feeling of pride that accompanies
academic progress and achieving outcomes is fed back to CYP with EHCPs, it could be

motivating and impactful for them in a multitude of ways.

During the interviews, | interpreted that this was new information to some participants. It may
be that educational settings are not accessibly communicating the progress the CYP is
making. If they did this, it could be important for helping CYP with EHCPs perceive exactly
where they are, what they have achieved, and what is coming next. That could boost their

motivation and evoke a feeling of pride in their achievements and progression:

“You know, you know, look, look, it's fine, it's okay, you're not on your own go and go
and fly.” (Felix)
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Research questions table

Table 4 outlines which GETs and experiential sub-themes answer the study’s questions.

Some appear in multiple sections but are congruent with the questions’ themes.

Table 4: GETs and sub-themes corresponding to research questions

Research Questions GETs and Sub-themes related to specific questions
1. How have mainstream past- | - Past negative experiences of not having a vaoice
16 students with Education, during education
Health and Care Plans - Feelings around being an ‘other’
experienced education? -  Having an EHCP/SEND in education and being
compared to peers
- Acceptance of ‘othermess’
- Strengthening sysfems for the future
- Not feeling undersiood
2. How have these young -  Empowerment experienced from gaining a voice
people experienced their through EHCP
Education, Health and Care | - EHCP meetings and being part of the conversation
Plans during their - Having an EHCFR/SEND in education and being
education? compared to peers
- EHCP enables understanding
- EHCP enables staff/systems to adapt — meet
individuals’ needs
- EHCP is a joint endeavour to create
- EHCP experienced as a path fowards adulthood
- Lack of awareness of the EHCP
3. Whatis it like for young -  QDut-of-date and inaccessible language in the EHCP
people to hear the contents - Lack of awareness of EHCP
of their Education, Health - Pride and positivity
and Care Plans?
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Chapter 6: Conclusions, limitations and future recommendations

Introduction
This chapter makes particular reference to the fourth research question:

What can professionals working with young people with Education, Health and Care

Plans learn from their experiences?

Recommendations for professionals are made below as a result of carrying out these
interviews with YP who have EHCPs, analysing the transcripts and discussing the findings in
the previous chapter. | also outline limitations of this study and make further

recommendations for future research that will be useful to extend the findings of this work.

Conclusions

This research had the goal of interpreting YPs experiences of having an EHCP during their
education, having now arrived in post-16 education. | set out to gain insight into what had
happened for them, and how they experienced it, both during their education and when
hearing the contents of the EHCP during the interviews, with the aim of highlighting any

themes or significant talking points arising.

The study highlighted a diverse set of experiences for these YP with EHCPs, and it also
noted some distinct group themes that appear important. | benefited from using IPA
methodology, where convergence and divergence are celebrated (Willig, 2013). It allowed
me to reference individual accounts alongside more general experiences of the participants,
without relying on quantitative methods of classifying findings. This freedom was at times
challenging, as it allowed for a seemingly infinite number of interpretations and themes, but it
was also freeing in a sense, as it meant | was not desperately searching for a type of ‘group

norm’.

There was a clear theme around the YP having a voice in aspects of their education, being
included in the construction of their EHCP journeys and ultimately feeling, or not feeling
heard. | have described it as having a voice, though accept this is a term that is complex and
cannot easily be categorised, especially in research with CYP (James, 2007; Facca et al.,
2020). These cited articles explore the challenges and complexities that relate to child voice
as a concept, how in research it might be represented and why it is challenging to find a type
of ‘best practice’ related to voice. | interpreted that when the YP in this study felt they were
being heard, were active participants in their EHCPs and thus had a say in their education, it

felt overwhelmingly positive for them.
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The opposite experience, that of not being heard or engaged appropriately, bought with it
negative experiences, highlighting a theme of apparent lack of involvement of CYP with
EHCPs, previously referred to in studies (Cochrane & Soni, 2020). This suggests that a
person-centred, humanistic construct of involvement, voice and feeling they are being

actively engaged is important in allowing CYP to feel a sense of autonomy.

In addition, adapting to the YPs’ style of engagement was important, that is, not just taking a
‘one-size fits all’ approach, but instead making sure the YP were given options for how they
could contribute to annual reviews of their EHCP. Furthermore, ensuring they were
consulted on whether they believed academic and/or pastoral support from staff would help
them, and how they would ideally like that to be arranged. To truly promote person-centred
practice we must be inclusive and ask CYP, as the very people that are experts in
themselves (White & Rae, 2016), for their insights into how they would like to be involved,

and what would benefit them.

| believe this is significant because it might seem having a voice is an obvious outcome for
YP with EHCPs, but it is essential that it is coming from actual experiences of these
participants. Of note was the apparent experience that during their secondary education
there was a theme of YP not being as involved, or feeling heard, compared to when they
entered their post-16 education. This indicates that practices in secondary education must
be improved and developed to effectively involve CYP in their EHCP. This is particularly
important because of the PfA agenda for CYP with EHCPs, beginning in year nine, to
subsequently support their transition into adulthood, where they will naturally take greater

control of decisions in their lives.

Throughout the research a link could be made between the YPs experiences and that of the
theoretical framework of self-determination theory (Ryan & Deci, 2000). Atkinson et al.
(2018) explain that “to be self-determined enables individuals to engage in goal-directed
behaviours and thus steer their own outcomes" (p. 222). The three key components;
competence, relatedness and autonomy, are regarded to be necessary to foster feelings of
determination and optimism. It follows that these YP, who are all sixteen years old and
above, value such constructs, and they enable them to feel motivated in their education, and
wider lives, when experienced positively. As YP move closer to maturity, actively talking with
them about how professionals may assist and concentrate on the three areas of SDT,
providing related opportunities which could be transformational. This should be actively

incorporated throughout their education.

For some YP in this study there were themes around their experiences of having an EHCP,

and thus labelled as having SEN while progressing through education. One of those was the
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apparent experience of feeling as though they were a kind of ‘other’, especially when
comparing themselves to peers. Education and society have set up systems that rank,
assess and fundamentally divide CYP into categories (Williams et al., 2017). One of these
categories is SEN and another is requiring an EHCP. Conclusions from this study highlight
that we are not good at exploring, acknowledging and adequately supporting CYP who have
EHCPs and the educational systems for those CYP.

The ‘extra support’ that the EHCP may provide also comes with an implicit message that the
CYP are outside the realms of what settings can support, and thus need this plan, in a
process whereby they are ‘othered’. The need for consideration of what is it be these CYP,
and how we, as professionals, can help and support CYP is a key conclusion from this
study. Educational settings must better understand the social and psychological experience
that comes with having an EHCP, psychologists are well placed to develop thinking around

this area.

The YP in this study reported an experience of feeling understood due to their EHCP, this
was interpreted to be a positive, removing their need to constantly explain themselves to
staff or professionals. Divergence appeared when participants did not feel understood, thus
experiencing negative emotions, which were often related to the feeling that staff had not
read, or abided by their EHCP. This was an interesting finding, suggesting relationships both
in educational settings and outside, when positive, contribute to instilling a connected feeling
to their progress, experienced as comforting and important. These YP gain a sense that they
are not alone. Instead, they can feel understood and have relationships, people are
connecting with each other (staff, family, professionals) to create a sense of unity and

psychological safety ensues.

Further conclusions were that the language used in EHCPs is sometimes not
understandable for the YP and historic information, especially about negative incidents,
appeared to be felt as not relevant. YP might not want to be judged by past events recorded
in EHCPs. There was some surprise at the contents of the EHCPs, as well as some YP
appearing unaware they had one, a scenario that has been previously noted (Daw, 2020).
Processes around explaining what an EHCP is and what information goes in one must be
better considered, especially with regard to discussing with CYP who have them. This would
inherently provide more transparency with CYP, and we could learn more about what is

important for YP to see this included in their EHCPs.

A final conclusion relates to how YP appear to view, and often describe, their EHCPs as
advancing them on a pathway, or forming part of building them towards the future. There

was a sense of pride for some participants in believing they had exceeded outcomes and
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were moving further down this path. | believe this could be presented to CYP with EHCPs in
a more accessible, understandable way, as opposed to it being documented in a plan, which
is computer-based and not readily accessible to the CYP. Implementing a more interactive,
visual and accessible format of EHCPs, so that CYP are aware of their ‘pathway’, would be
of benefit. As part of this reformatting, it would be advantageous to set out why outcomes
are deemed important. A crucial consideration is how important it is that they can celebrate
their progress, providing this to CYP with EHCPs could increase their motivation as CYP

progress through education.

Limitations

This study was a small-scale research project and thus had a small sample of five YP who
have EHCPs, therefore, it is necessary to accept that the experiences are specific to these
five participants. In this sense, it cannot be claimed the findings necessarily extend to the
wider population of CYP with EHCPs, however, this is widely accepted in qualitative

methodology, and especially in IPA (Smith et al., 2022).

Although my interview schedules did go through a process of quality assurance (appendix
12) aimed at providing transparency in my research, | accept that my questions and prompts
may have led participants into certain subject areas. This means that answers may have
been shaped by questions | asked, and not as free-flowing as | would have liked at points
during the interviews. | view this as a necessary limitation because though | was interested
in all the YPs experiences of life and education, | had to keep to questions mainly related to

my research areas of interest.

| attempted to keep my questioning related to the YPs experiences, how they felt, and what
events meant to them for example, as is recommended when using IPA. Occasionally, | felt
the questioning was challenging for YP to comprehend and answer. Searching for these
experiential points may have been something the YP had not experienced before, and | was
aware this may have been difficult for them in the interview setting. It was an unusual
situation for them, although through initial rapport building and attempting to make them
totally aware and comfortable in the situation, | believe | combatted some of these potential

issues.

During the study, | have aimed to be reflective and reflexive, providing my thoughts and
reflections at certain points, provided evidence of the analytical process, and | used pictures
and documents to display transparency in my work. However, | accept that | was an active

participant in interview interactions. It is impossible for me to completely shut off, or bracket
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my previous experiences as a human-being. As such, | am a participant in the process. The
YP and | perhaps had different expectations, and we may hold different views on what is
important. In this type of interview, such complexities around dynamics can be challenging
(Potter & Hepburn, 2005).

The interpretations of interviews are inherently from my perspective, which is part of the
double hermeneutic process advocated in IPA studies (Smith et al., 2022). Throughout, |
have attempted to manage this by talking through and defending my findings with my RS,
the IPA group created in my university cohort and by discussing them with professional
colleagues working in Educational Psychology. During these interactions, | have explained
my interpretations, and at times altered, or expanded after these discussions. Using grids
developed and recommended for qualitative and IPA-specific studies (Thomas & Magilvy,
2011; Kacprzak, 2017), | have tracked my research journey, using criteria | believe present
evidence this research is a quality study (appendix 29 & table 2). | have also attached
extracts from my reflective diary to demonstrate reflexive practice in this research (appendix
30).

| consider that if | had more time or opportunity, | could have presented my findings to the
participants, as gaining their opinions on the themes interpreted may have been beneficial. |
could have included elements of participatory research, viewed as positive, particularly for
marginal groups such as CYP with SEN, as it encourages co-production in research areas
that directly affect them (Fleming et al., 2023). On reflection, as a novice researcher. | held
to a fairly linear structure of research, supported by texts and colleagues so as to feel

comfortable in my work.

Recommendations

The following recommendations link to the findings and discussion points developed in this
study. | have split them into short sections and have referenced where there are
professionals or individuals related to the specific recommendations. The recommendations
are tentative, but | believe they are important to consider in supporting, including and actively

engaging CYP in their EHCP journeys.

e CYP with EHCPs must feel heard and involved during their education. This requires
positive practices around gathering their views regularly and, as importantly, in a
style/practice that suits them individually. This should not be confined to an annual
review meeting once a year but should be individual to them and creative. It is also

important that this philosophy is embraced as early as possible during their education
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so they experience being heard and have an active influence on decisions made
about them. For example, the type of support they believe they require should be
discussed with them, calls for more academic assistance or pastoral staff support
provide good illustrations of this need from the study. EPs are well placed to highlight
inclusive practices and ideas that raise CYPs’ voice and champion their active
involvement with EHCPs.

Educational settings should consider how they promote inclusivity and whether they
should be more active in discussing SEN, disabilities and EHCPs with staff and
pupils. This may help to alleviate an experience of the ‘other that CYP with EHCPs
may develop while in education. If these factors were less ‘hidden’ and more openly
discussed and accepted as part of the diversity of pupils it may alleviate the
negativity that CYP with SEN experience. Settings discussing and acknowledging
different sexualities, races and religious backgrounds, for example, should also
consider including disabilities and SEN, so there might be less stigma around them,
losing this ‘hidden’ narrative that may pervade. They should also consider wider
advocacy roles for CYP with SEND. EPs, SENCos and other teams involved in SEN
might offer training or advice on a systemic level about how this could be approached

and implemented.

In educational settings SENCos, teachers and other staff should actively make time
to read through CYPs EHCPs and take notes of points that are significant for
supporting the CYP. They should let CYP know they have the EHCP, and have read
through it, but they are also aware it is a document updated yearly and finding out
about them as a person, in the moment, is just as important. Fostering a sense of

belonging and understanding is important.

Language used in the EHCPs should be thoroughly checked and considered, and
altered if deemed necessary. There should be consideration around the CYP reading
the plans, as is their right, so thought must go into how they are described, language
used and details of historic events that may not be required. If the EHCP is forward
facing it would do well to highlight strengths, and areas for development, not historic
details that may not be relevant. SEN professionals who write the plans should

consider this when writing EHCPs.
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CYP should be aware of what an EHCP is for and who will be involved at the earliest
point. One-page profiles of professionals such as EPs, Speech and Language
therapists or Social workers, as an example, could be provided for CYP with EHCPs,
so there is a better understanding of their roles in supporting their education and
what they do. Efforts have recently been made to provide CYP with information about
what an EHCP is through interactive means such as YouTube videos (Educational
Psychology Reach-Out, 2022). Services should consider further ways of explaining
EHCPs to CYP in ways that are accessible early in the process.

Achieving outcomes and celebrating progress for CYP with EHCPs should be
engrained in the process of feedback. Students who are aware they are progressing
and as importantly what these outcomes are leading towards, progressing to
adulthood or academic achievement, for example, may be more motivated and
experience feelings of competency as they develop. Using visual strategies such as
PATH (Pearpoint et al., 1993), documentation that involves an actual path or building
blocks, or developing accessible outcome checklists for CYP should be explored.
Feedback should not be confined to once a year, instead, SEN professionals could
work with educational settings to provide and develop ideas to celebrate the success

of these CYP regularly.

Throughout this study there has been a link to SDT (Ryan & Deci, 2000) and CYP
experiences of being in education. Findings suggest that developing the constructs
associated with SDT is positive for YP. As set out in the legislation these post-16
participants should have targets related to the PfA agenda. Table 5 highlights how
the four pathways laid out in PfA might relate to psychological constructs in SDT. All
three are not in every section; instead, | have selected the ones that relate well to the

individual pathway title:
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Table 5: Table linking PfA pathways to psychological SDT constructs

PfA pathway

SDT construct (bullet points are examples)

Employment

Autonomy
¢ Being aware of own skills and values they can bring to
job roles/reflecting on own experiences/developing
own interests and potential areas of employment
related to interests and skills
Competency
e Searching for jobs via interactive websites/applying for
jobs and creating a CV/practicing interviews/Taking
part in work experience
Relatedness
e Able to work with others and resolve conflicts when
required/knowing whom to go to when requiring
advice/forming positive, beneficial relationships

Independent Living

Autonomy
e Having a say in where they see themselves living in
the future/choosing options and exploring alternatives
Competency
¢ Knowing how and where to get information about
independent living/displaying and developing skills that
will benefit them when living independently

Community Inclusion

Autonomy
¢ Making choices about what they would like to be
involved in their community/feeling confident in
knowing what is available and important to them
Relatedness
¢ Forming links in the community with other people when
possible/having a support network that is
beneficial/systems and professionals working with CYP
to support inclusion

Health Pathway

Autonomy
¢ Making decisions around health and what services are
important to access for the CYP/researching health
related amenities and activities in local area
Competency
¢ Being able to book appointments with health
professionals independently/taking advice and carrying
out recommendations afterward
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e Because pathways are closely related to the psychological SDT constructs a
recommendation is for settings to closely monitor and record what they are
supporting with or putting in place for CYP with EHCPs, to develop these specific
areas. Atkinson et al. (2018) developed an SDT-interdependence model in
relation to supporting CYP in care. | would advocate embracing a similar model
when supporting CYP with EHCPs as they progress toward adulthood. | have
developed a simple example which could be used to track what systems are
doing to promote autonomy, competency and relatedness for CYP on their EHCP
journey (appendix 31). | would advocate sharing it with CYP, families and
professionals and updating it alongside EHCP information as part of good

practice.

Future research

Regarding future research, there is still much to learn about EHCPs, their functions in
education and CYP experiences when having one. Participatory research in which CYP work
in partnership with SEN professionals to develop practices, problem-solve and construct new
versions of how an EHCP might operationally work may be valuable. CYP presenting their
work to educational professionals, especially those working in SEN, might be beneficial in

better understanding how to develop EHCP practice.

It may be important to study the roles that outcomes in EHCPs play in CYPs’ education and
if they are valuable to their long-term progress. It would be interesting to know how they are
constructed, who has the final say in them being developed and how these processes might

be improved in the future.

Finally, | believe there is much more to be explored around one of the key findings of this
study, that of having an EHCP and the relationship to possibly feeling as though you are an
‘other’, specifically in mainstream education. Case studies, longitudinal studies, or
ethnographic research might be valuable in attempting to further explore this dynamic for
CYP with EHCPs. We should seek to learn more about how this potential experience might
manifest, and how we can support CYP/settings in these cases, potentially on a more
systemic level. There is value in gaining a better understanding and acknowledging our roles
in creating systems that separate CYP, even when they are in the same settings, and how

this relates to CYP’s experiences and the wider inclusion agenda in education.
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Appendix

Appendix 1: EHCP sections outlined in CoP

Section A The views, interests and aspirations of the child and his parents or the young
person

Section B The child or young person's special educational needs (SEN)

Section C The child or young person's health care needs that relate to their SEN

Section D The child or young person's social care needs that relate to their SEN

Section E The planned outcomes or outcomes sought for the child or young person

Section F The special educational provision (provision which ‘educates or trains is not
health or social care provision it is educational).

Section G Any health care provision reasonably required by the learning difficulties or
disabilities

Section H Any social care provision that must be made for the child or young person under
18

Section H2 Any other social care provision required that is related to their SEN

Section | The name of the school or other institution to be attended, and the type of that
institution (or just the type if no specific institution is named)

Section J Details of how any personal budget will support particular outcomes and the
provision it will be used for

Section K Copies of all of the advice and information obtained as part of the EHC needs

assessment
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Appendix 2: Ethics application

1. Aimg & Objeciives

My teseareh is inlarested in childran and young peopies [CYP) expenances of the Education, Haalth and Care Plan (EHCP) process,
Focussing on haw thay have experenced their education with these plans. | woulkd ike to axplone how Mey view theae plans, which are
based an teir educalional and aspirationsl pathways in relrospect now they have comgleled their secandary education, Il thay balieve,
thay arahiave eontibuted pagitively 1o their lutune a8 thay have progiessed towards luiher education and sdullhood.

EHCFs were introduced as parl of legislation gai cul in Englsh Governmen acls. In panicular, The Children's and Families Act (2014)
and the Special Educational Neads (SEN) Code of Practice (CoP) (2015) were pan of whal was known as the SEN refomms in educalion a
liflle under a decade ago. i was promobed as a shill in culiure and legislation around CYP described as having SEN in the educalional
Syslem.

Part of the relorma was the abolshment of gialements of SEN and the introduction of the EHCP lor CYP wha ware thought b require i
{usualy threugh an allocation procass at loeal autherity panels congisling of educational prolessionals). They are called Education, Heagth
and Cane plans bacause they sre anlicipated 1o be 8 eollabarative documant covering te CYP educational, health and soisl eane neoda
and whal supparl of prolessionale they might need i be imvalved in these senarate amas to support Iheir progresaion.

The EHCPz, in govemment legialation in The Childan's and Familis A2t (2014) and the Spocial Educational Nesds Coda ol Praclic
[2015), are decesibed a2 & plan 1o support CYP in sducalion and their lves in penesal. Deseribed ag child-caniered and a hreak away
frexen the freane deficil-griven medel of the previeus system, which tended 1o only highlight delicile'Ssabiities 3 CYP may have related bo
leaming [Frededchsan et al_, 2015).

EHCPs are allocaled whan mainsiream educational setlings, alter a penod of assesemen, mestings and reviews canndl adequalsly mesl
he needs of a CYP with the regources nomally avalable 1o them.

Far he CYF who Iave besn allocated an EHCP heir joumey Mrough this process could include assessmens regasding their lsaming,
social neads and bealih. i includes regular reviews with schoal siall, family and oulside services such as Peychological Sendces of
Speach and Language teams. |t will cuting regular inlerventions in Mer educational seitings outside of the ‘rarmal classroom experence,
I exarmple 8 readng of social kils iMerenlion of he alloeation of & Teaching ASsstant 1o Buppar Ihem in their IEarming,

The plan includes a description of the CYP's perceived strengihs and dificulties. Linked 1o the areas of diflicullies are oulcames the CYP
iz siming 1o achiave along with the suppedpravision (hat 2 intended to help them meat (hese oulcomes, A clear leus an te CYP
aspirations and that al thair familyguardians i sles ncorparsted.

Theare is plaas guidance in the legislation that CYP wha have these plars soe involued in the process. Thait voitesiiews are cantral and
ihare ig the development ol oulcomes in parinemhip with Moze Mal suppart the CYP. This is outlinad in legislation and becames
especialy impanant as the CYP reaches year 9 of their education. AL thig peint, the preparation lor adulthaod (PIA) agenda beging, which
siates thal oulcomes in the plana for the CYP should be targeted toward adulihood. Being aspirational for CYP with SEN i ceniral in the
SEN refoms,

| wintse Bl b eplae areag sich o8 whedhar ey have foll empowersd and centrsl 1 guiding the auleomes in these pians and what i
mright represent bo e fo have a plan such as this. There is lite current research asking the actual YP who have been aliocaled an
EHCP aboul their expariences of thig process and deeper explacation of how they have engagad of maybe have nod, in i parsen-
eenlared athos the EHCP claime 1o incomparate.

This i impartant bacause it can inform us 88 Educational Peycholagisls in how we engage and work with CYP wha have EHCPs. It may
alan be valuable lor ather professionals invalved o understand what YP think sboul i a8 somaone who has (his plan, what they find
walugile or ways in which they have experienced pagitve and negative sspacts o the joumey. |bwill be valusble 1o families, educationsl
providers and SEN professionsis (o rellecl on teit irvalvement in his process lar examgle,

Te sumsrarios the sim of the study iz 1o by and gain 8 belier undarstanding of what yours pecgles expeniences s in educalion whan
thay have an EHCP and all 1hat poas long with having & plan (ke this, How ey ave 162, what has hagpened and who hag bean
irvnlved los example. | believe this is imporiant because of Me current lack of Me CYP vaice in this Field of research, it is an avenue that
hag el yat been explored and requines investigation.

Current regeanch quastions -
How have young people experienced their Education, Heallh and Care Plan (EHCP) journay through their education?

Whal ean youns pecple’s experiences of iheir EHCP joumey teach professionals sboul how hey can involve themaalves in the process
electively?
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2. Methodalogy

The melhodalogy | am planning 1o use will be Interpretative Phenomenclogical Analysis (IPA). IPA is bath a qualilative and
phenomenclogical methodology thal is concemed with how individugls altempl 1o make sense of the world, Tocused an their urigue,
subjeclive experiences. [PA seeks 1o gain an undarsianding of how paopls aseribe meaning 1o their expenances in the conlesd and is
inlerprelive,

IPA secepls the imgassibiity of aver iruly gaining sccess to anciher person’s experience bul allempis o inberprel iheir expeniences via the
regeancher. This process i known as a double hermenautic, wheren he researcher is losking to make sense ol ihe panicipant's anempls
1o make senge of ther eapemm

IPA i slea inlarested in pacpls when expeniences lake on significant Erganancs in teir ves and how Mey engaps with and inlerpeel
1hal. In fhig cage | would supgest a CYF being alocaled an EHCP to support their aducation, outine sugpor needs and guide tham
towards consiructed cutcomes i of profound significance o fose who have them. A methodology thal encourages interpretive, open-
ended elaborative ingquiry and is exploralory in ils ethos fil well with the research guestions and area of inguiry.

The melhiod | am aiming o gather data will be trough semi-slrucued ineniews with YP wha have been alocaled an EHCP. This
mathod is alten used in IPA sludies and is seen a2 an appropiale way of carrying oul is ype of research which has an inlerpeelive leng.
It will allow me 85 & researches io expiare lopic aess of inlerest and allow particpants to elaborale, allowing Tor olher palential avenues
of inguiry o emesge.

The topica/areas | wil aim b exglore during the sermi-structured inlerviews will be —

- Their expeniences of educalion generally s a YP wilh an EHCP, is it something ihey have been aware of and how lor example

« Their ivolvernant in the plans. what has happened, how they have been engaged and how they have conlributed bo the plang, have they
feld empowened or manginalisad lor example

« Exploration of their expariences of the supgerl put in place for them during thair educalion due to hess plans

= How il hag felt 1o be & person wha has a plan swueh as his in relalion 1o peers whe do not for exampis

- Which prolessionals ard adulls have bean invalved in heir EHCP journiey and how has this fell and been exparienced lar them

« Thair thawghls on EHCPe a8 2 YP who has ane and in whal way do tey Birk it as played a role in teir education

I will alse have the YPs EHICP with us in document form during te sami-sirusiured inlerviews &5 a prompl. This will be Beneficial in
allwing the participants 1o engage in & Mmeaning-making proeess in the inendew and enabie relleclions on the conlent of the plans. This
will include the ways they have Been invalved and whether e descrigions and oulcames reflect and represent thesm 25 1he parean the
document i aboul. When using IPA Smilh, Flowers & Laskin (2022) advocale e use of promets o develop corversation and allow
panicipanis o consider past experiences. During e inferviews, we will look threugh and discuss the parlicipants views sbout the
document togelher 21 the beginring belore leading inlo semi-struclured lopics and questions,

Iesview sehedie
0-5 mirates

Intradueiicn, ssking participanis whether they are happy 1o paricisale, going hrough inlo sheel and signing e consent farm (il nal signed
before). | will agk them io pick an apgropriale peeudonym 1o Lge in the analysiz.

5— 10 Firtes

1 will agk panticipants for bographical information this will be teir age, previcus educational provides and eurrent area of study,

10-20 rinudes

Ask parlicipants b ok Mrough EHCP iogethes, eneoutage them b cormment and | wil hels read through with tham il necessany.

20-45 minutes

Go ihreugh semi-struciuned guestions abaul YP experiences of having an EHCP theough their educalion. | will encourage parlicipants 1o
expand on answers and beavily locus on whal hapgensd ard how tey esperancedIeh aboul and leel about it now hey are rellecting on
i

4555 minutes

Ask il participanis have any luriher gueslions or requine ary more inlarmation. Provide them with suppeed services conaet i they require i,
Make sure they have my conlact delails on a debriel docurnent il they need any lurther carilication.

5560 minutes

Thank participants lor their lime and reiberate bow gralelul | am 1o them Tor taking pan.

Ierviews wil 1k place in persan in the panispants educalional providers bulding, s will be negotiated with he Setling as 1o whers
will be appropriaie/accessibie. Intarviews will lasi 1 hour maximum and ihere will be one infendew per paricipant. Those present at
interviews will be me and the paricpant. This i whal | anbicipals however once a parlicipant is inerested in taking part in discussiong
beforehand we can jointty decide (| Naving & amily memier o SI3I member present would e appropriale in individual cases.

Plan Biln-parsm hlanrim*aremlpasﬂhlelu any reason wionild Hmmﬂrmﬂ|ﬂ1ﬁm1ﬁlﬂkﬂmm“ al & convemnmsnl lims lof
1he participant uging Univessity apseoved soltware.

Analysis of the inlerviews will be carried oul with supgan from my research supervisar. | will lallow published procedures arcund the
techrigues usad in analysing data in IPA research, There are various sleps 1o hallow that have been published which provide guidanca
around validity and rekabilty regarding this type of research. This scruting and rigowr will be docwumenied (hroughout my research wrile-up.
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3. Persanal Salety
Have you completed your depanmental rigk assessment procedures, il approprisle’
Hat applicalle
Raises personal salely ssuss?
4]

| o rat hink these 15 any personal salely risks 1o mysell as 4 researcher in (his rasearch, Il any risks do develog | will diseuss with my
regaarch superisor and gather advice il necassary.

Section D: About the paricipants

1. Polential Parizipants

There will ba a set of crileria for parlicipants included in this shudy_ | aim o recruil betwean 4-6 paricipants and the erteria will ba -
« They will b in a mainsiream past 18 sefling, L College, Sih larm

» Have an EHCP and prelerabiy had one ihroughout their secondary education

 Be able 1o verbally communicate and take part in an inlerview such as his. Smith, Flowers & Larkin (2022) in their discussion aboul IPA
say in this meihod i is important 1o have articulate paricipants who have verbal communication shils, In this respect | wil tak lo e
saftings | am advertising my aludy and from his | wil decide on an apeopriale level of shudy for patential participants e enrlled on, Far
exampie level 1 UpWaNSS in berms of quablications may be an appropriste cul-off pain,

Because the parlicipants wil have an EHCP and therelore have been pul under he umbrela of having Special Educational Needs (SEN)
muay come into the wulnerable category. For exampie tey might have social emational and mantal hegiih needs, have & dagnosed
condiion such ag auiliam or other disabiliies lor axample. |t i antidpaled the YP may lallinto the vuinerable group bul | beleve il i
jusiified for 1his research because they are ihe samgle | requine 1o 1l the sludy. This is due 19 he cument lack of researeh from CYP who

have EHCPs and teir experiences of the process. Duing my lleraiure feview | was able to lind researchiopinions of amilies and
prolessionals on EHCPs bul Bille f any about the aciual peogle wilh EHOPS, it will have value and to the Reralure in a clear and relevant
way 1o have theif vaices heard,

2. Recruiting Polendial Participanis

The iniial stape of recruiling will invalve me contacting post 16 satiings in my placerant authorly in ask il fey would be inlaresied in
being ivohved. Ths will be via an initial email explaining my project and asking if they would be inerested in laking part. | wil ofler a lace-
te-lace meeling or anine once they have shown interest in parlicipating.

AMer this | will ask them 1o digpiay my adverisament poster, which is aflached and will have my contact datails on along with aryone in
he aducational setling thal wiwd ba my k. This masns polential parlicipants will be able io coniacl me and | £an anewer any queslions
tegarding e research and ik with (hem beforehand. The poster wil be displayed physically in the setling o if &0 onkng version i
possible this will be used, If they are interested in taking part | will then olfer them the chance 1o look al the inlormation sheet and go
theogh i wilh Bhem eifher on the phane o in person i approgrisle.

Duuring this pariod | will wark with a siall membar in the educational setting who will have 3 relationshis with palential parficinants and
tollow Mheir guidanca on engaging wilth Mam and appropriale siralegies o communicale, provide infarmalion. This persan wil be an
Inchusion Manager, Special Educational Needs Coordinalor or equivalent in the setting. | wil then offer  small group session 1o answer
questions Irom poteniial participants. Il participants are then wiling to be included in the sludy we will move 1o the consent phase of the
preject

Duriryg this perioe | will be clear about the interlinns of my Shudy, provide further inonmation if reguired and answer amy quesions.
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2.1, Advertizing methods
Will the sludy be adverised using Ihe volintees BS1S lor slall of students maintained by IT Sendces? No
- i emlerad -

3. Congent

Wil inlermed canseat be cbtained lom the parlcipanis? (L. the propossd pracess) Yes

Congen lam participants afer he inlial ecrulling process wi be seught vie & consent lorm attached which | wil ask them 1o sign. The
cengnt form wil b explained b parlicipants by mysell and the lisk persan in the Colege and hepl on record. Any Guesions of queries
wil be answered hvoughaut the process and participanis will have my contac! detals f hey wani 1o dscuss furher

My resmarch il be invelving youny pecpie wha are 18 years ol or older. In lerms of congent thal would megn I | wers fo use BPS
quidelines, they can e consenl and take par wilhcaut parenticarer invalvement (assuming capacily).

However, the Uivarsiy of Shelild code of efics, guided by the UREC siales thal young peaple undes the age of 18 require parenlcarer
consent, | wil fllow Ihese guidelines and il & young person under 18 i infesested n tahing part | wl cantact their parencarers vis phone
eall i Ehe s isfance 1 make e gware of theichikf's interest, 12l ko them abeat the project, what il wil ivolve and arwes any
guestions ey may have. | will ol 1o pos or eml fhe infermeion shaet 1 they would ke to look a f and give tham my contact detads

Finaly, | il pos or ermall parentcasers an opi-oul form (atiached below). I they dacide they do not wan! helr chid 1o take pad aer
Husthet consideration | il sk them b send the farm back signed and dalee, | wil have a deadine on the fom of iwa weeks aher sending
a1 i ot relume by then | wil take a8 inlarmed consent o parenticarers for their child o parbcpale.

I a yaung person wantig b ke par s 18 and above they wil be able o give eansenl wilhau! parenlicarsr consenl, prosiding they have
eapacily acearding bo the ‘Gl or‘Frazer' compelanicy tasts. | will aise with e young person's sefling around Bis as ey ko e
yourg penple besl, regarding whelher Ihey leed contacting parencarers warkd e appropiate. O balanca, | hink il would be benefcial lor
e 10 contac parercarers and anficipale doing 1 for every polenial partiipant even f ey are ove the age of 18.

Diuring he process of ressaeh consan for parcipants willbe angaing and | wil make & clear thal just because & parliipant has signed &
consent form they are sil e b pulloul 8t any bime withoud issue. | wil make ihis clear ihroughout aur ime tagether and make my
kanguage accassble and undsrslandabie around ihis, with supgor rom saftng =il f requied

4. Payment

Wil nancialin ki payments be oftered Io pericipants? No
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5. Podential Harm o Participans
Whal iz the potential Tor physical andies peychological harmidistress 1o the panticipanls?

1 will be eanmying cul inlendews with my paniciparnis. There is polential they will be asked to discuss negative experiences fram their past
of lopics Thal may cause them some psychological distrass. | will be aware of the pobenlial Tar this 1o happen and mange his in ways sl
aul Balw.

Heow will this be managed 1o ensure appropriale pratection and wel-being of the participants?

Ag A regagrchear, | am mrrenuyasecmd—war TEF and hawve an anhancesd Disclogure and Eh’ﬂﬁg Sarvice I:DBS:I check carried aul
ihrowgh Sheliekd University which | have a paper recosd,

The objective ol the project is 1o gain a sense ol YPs experences and in tis sense it could cover lopecs during intendews thal cawss
panicipants 1o reflect on potentially negalive expariences and cover lopcs thal are dilicull for them 1o think aboul, For example gaing inlo
discussions about their nesds, dsabiities or difficull mements in their lives. They will also be asked 1o look 81 (in their EHCPs) and
negative descriplicns of themsehves Irom prolessional digcourses they may net have previously had accass 10, I i highlighled in EHCP
legislation thal the movement is about empoweding CYP and them baing central to all processes, with their vaice and views at 1he centre.
It weuld then be expecied that informalion and assessmens aboul thesm afe accesgible 1o them. So things wiitlen aboul them should
enhance their empowesneant and panicipation in their prograssion. B will be impartant as a researches | am aware of this and am opean (o
hearing their views and emotions in 8 supportive, emgathetic way, especially during interviews. | will relrame inlerprelations il appropriale
and make them aware hat teir ingul is imgorian and could be influential,

It will Be important 1o make sure they know that a5 & researcher | will net be able 1o change aryihing far them and my role ks limited in this
way 1o dispel any expeciations. | will adopl empalheic, respeciful approsches in inlerviews and use an open, honest style allowing
panicipants 1o leel comionable, building rappart Belorehand will Be part of Mis. My inlarviews will cover lopies relevant 1o the resaarch and
| will ask panicipants 1o expand on answers when appropriabe.

There is a pessibilily taking gan in tig sludy could alec! participants’ relalisnshigs with young people and educalional stall ar lamilies for
example. This might ba il we talk about these people’s roles in their experiences. M go | will alfer a lallow-up session with panicisants and
ihe people referenced 1o lak aboul any Lsues baught up, aiming 1o find selutions and resolutions i required,

1 will el an interview withaul hegitation il | leel 2 paricipant is too disiressed 1o conlinue. All particigants will e welcoms to wilhdraw at
any peint and thig will be emphasised threughou.

Further ways | will consider potential hams and aiternpl 1o bmit (hem inchide —
« Providing participants with infarmation belore interviews aboul whal EHCPs are il they weld [ke 1o find out mere, | could provide Bnks 1o
the Code of Practice which is the legal act that cutines what tey are and how they should be implemenied with children and yeung
peocple

« Makea fhe interview times llexible aceoeding 1o the partcipant's avalability 5o it does not conllict with thei education, Le. net in legson or
sty lime

« The areag where infendews lake placs will be private and nol sccessibe to other people during inlerviews

« | will make paricpants aware Belare of my role in saleguarding them and le1 them know thal il they diselose snything that potentially
covers saleguarding ssues | will have 1o |81 saleguarding olficars in the setling aware alerward

« | will have infermalion 1o give o participants belore and afler inensaws about SUppon Sarvicas they could aceess in their selting or
nationally il they feel they nesd bo access them ue o lopics coverad in the intendews. This will be counseling and paycholegical services
in Calleges of wider mental heallh speciaists including the Samasitans or Child Line.

I will ake partcipants awane of how valuable teir inpul could palentially be 1o mysell and the wider cullure. | will make sure ey kneaw
hew much apgreciate their lime and will send them a conclusion latter, parsonalised 1o them 1o lel them know how tankul | am for thair
panicipation. | will alse oller 2 dabrial with mysell i tey reguire il and sk participants how ey would Ble 1o be led Back in lems of
findings Trom the study.

8. Podential harm 1o olhers whe may be alected by the research aclivilies
Which olher pecgle, if any, may be alfected by 1he research activilies, beyond the participans and the research leam?
Mane anticigaled,

Whal iz the potential Tor karm 1o these peegla?

A

Heow will this be managed 1o ensure appropriale saleguarding of hese people?

A
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7. Reporting of safeguarding concermns or incidents

Whal arangements wil Be in place lor parlicipants, and any other peape external 1o he Univessity who e irvolved in, or alecied by, the
ﬂ!ﬂﬂﬂl.tﬂﬂml‘w ol incidents o CONGaMS?

Participanis and stall al educational setlings | will b in will be informed of who 1o contaet i they have 8 compliant of coneem abaut 1he
sludy. This will include my research supervisor and head of department. | will provide them with this informaticn an thair infommation sheat
with email addresses and phone contacts.

Who will be the Designated Saleguarding Contaci(s)?

Fessarch supervisor Sahaja Davies and the head of depanment lor my eourse Tony Wiliams.

In the place whese inlerviews will b2 hapgening (College lor exgmgle] | will have comact lor Designated Saleguanding Lagd in the building.
How will reported incidenis or concems be handled and escalated?

Incicents will be handled and egcalated in ne with the University 'Preventing Harm in Reseanch and Innovation (Saleguarding)’ Pokicy as
publizhed and sat out on the University of Shelfeld websibe_

Section E: About the data

1. Data Processing

Will you be processing |i.=. callecting, recaming, staring, or othersise using) personal data as part of this proged ¥ (Personal data is any informatian
refading to an identified or identifiable lving persan).
Yeas

Which organisation|s) will act as Data Controller?

Usiversily of Shellield only

2. Legal hasis hor processing of personal data

The University congiders that for the vast magorily of research, ‘s 1ask in 1he pubic interest’ (B(1)(2)) will be ihe mes! approprate legal
basis. I, lolivaing discussion with the UREC, you wish 1o use an allemalive legal basis, please provide details of the legal basis, and the
reasons lor applying it, below:

- ROl aerad -

'Will you be processing (i.e. collecting, recarding, staring, or otherwise using) ‘Special Category” persoral data ?
Yas

The Universily considers iha mosl approprigle candition (o be (hal ‘processing i necessarny lor archiving purposes in ihe pubc inberes).
seientific research purposes or Slalisteal purpasas’ (9(2)() . I, lollowing discussion with the UREC, you wish 10 use an allzmative
condilion, plaase provide delails of the condilion, and the reagons lor applying it, below:

- Rt eerad -

3. Data Conlidentiality
Whal measures will be pul in place 1o ensure confidentialty of personal data, where appropriate?

Participants thal 1ake padt in the project wil be olfered peeudonyms 1o be relerred to during data analysia. | will ask them (o pick a
pasdonym and this will enatde them 1o not be dentiliabie in the wite-up. | will be asking participants 1o provide some briel biograghic
delails during the early s1ages bo creals & pen pictune of them, this will include age. gender, educational hstory (Mansieam or specialist
for example), year when EHCP had been sliocaled 1o them and descriplion of SEN. | may also be relerancing inlarmation in theis EHCPa
[which they will be lully informed about). Al o paint will | use thair real names or datails that could fully identily them though. It will be
irnpenant 1o have some infarmation aboul paricpants 1o add conbex to the palential analysis of thair EHOP joutray and | belisve this is
justified, | will verkslly inform particigants thal while | will prolect their dentity a2 1ar 83 | can it may be pogsible lor tham to be idenlilisd
frorn these anonymows pen pictures and again i they are wormed abeut this tey wil be 3kl bo withdraw,
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4. Data Storage and Security
In general terms. who will have 10 the data g at each stage of the research, and in what form

The onlly peopie who will have access to the recording of inlerviews and participant detaiis will be mysed! and my research supervisor. We
will be aware of the passwords and make sure they are not distributed at any point. Al data will be tilles with pseudonyms chosan by
participants 1o protect their identity.

What sleps will be taken to ensure the security of data procassad during the project, induding any Mentiliabie personal data. other than
thoss already described earlier in 1hg form?

All recorded data will be confidential, and names will not be recorded and will be identified by pseudonyms. The interviews wili be

using software on a laplop andior @ mobile phone. The recordings will be stored 1emporasily on password protected and encrypled
compuier/mobile davice belore being upicaded to the University of Shaffield's server. Files will be saved in the name of the pseudonym. |
will be using a transcription sesvice {data procassor) provided by the University of Sheffield. Once the data has been analysed it will be
permanently deletad. The only people who will have access to the recording will be myseil and my research supervisor, we will be aware
of the passwords and make sure they are not distributed a1 any time.

Participants will be informead of the slorage of data and how | will do it, | will encourage them (o ask more questions if they require further
nformation.

Wil 2l identifiable personal data be destroyed onoe the project has ended?

Yes

Plaase oulline when this wil take place (Ihis should taka into account regulatory and funder requirements).
All recorded data and information about participants will be daleted and destroyed as soon as analysis of data has laken place.

Saction F: Supporting documentation

Information & Consent
Participant ird jon shoets to project?
Yes
Document 1108506 (Version 2) All versons

Participant information sheet

Consent forms relevant to peoject?
Yes

Document 1108507 (Version 2) All versions
Participant consent form

Additional Documentation

Document 1106508 (Version 1) All versions
Posier 10 advertise

Document 1108862 (Version 1) All versions
Ogt-out form for parent/carers

Extemal Documentation
- not enteved -

Extemal Documentaion

- ol emtared -

Section Gi: Declaration

Signed by-
Matmew Robirson

Date signed-

Thau 23 Jursa 2022 at 20:185

Offical notas

- Rl emared -



Appendix 3: Ethics approval letter

Downloaded: 20/06/2022
Approved: 20/06/2022

Matthew Robinson

Registration numiber: 200112781

School of Education

Programme: Doctorate in Educational and Child Peychology

Dear Matthew

PROJECT TITLE: & qualitative study bo ask about and explore young people's experiences of thelr Education, Health and
Care plan (EHCP) journay
APPLICATION: Reference Number 046304

On behalf of the University ethics reviewers who reviewed your project, | am pleased to inform you that on 29/06/20232 the
above-named project was approved on ethics grounds, on the basis that you will adhere to the following documentation
that you submitted for ethics review:

» University research ethics application form 046304 (form submission date: 23/06/2022); (expected project end date:
31/0B/2023).

» Participant information sheet 1106506 version 2 {30/05/2022).

» Participant consent form 1106507 version 2 (30/05/2022).

If during the course of the project you need to deviate significantly from the above-approved documentation please inform

e since written approval will be required.
Your responsibilities in delivering this research project are set out at the end of this letber.

Yours sincerely

EDEETH Edu
Ethics Adimindstrator
School of Education

Please nobe the following responsibilities of the researcher in delivering the research project:

The project must abide by the University's Research Ethics Policy:

https:fiwww sheffield. ac ukirsfethicsandintegriby/ ethicspodicy/approval-procedurs
The pm]ect st abu:le by the- University's Good Research & Innovation Practices Policy:

The researcher must Infurm I:nelr mpewlsur (In the case of a student) or Ethics Administrator {in the case of a member
of staff) of any significant changes ta the project or the approved doournentation.

The researcher rmust comply with the requirements of the law and relevant guldelines relating to securlty amd
confidentiality of personal data.

The researcher Is responsible for effectively managing the data collected both during and after the end of the project
in line with Best practice, and any relevant legislative, regulatory or contractual reguirenments.
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Appendix 4: Flow chart for recruitment

Email information to local Post-16 settings
electronically (poster, info sheet, ethics) asking if
they would like to take part in the study.

Offer to meet with Post-16 contact replying to
email to discuss and give further information.

Ask the contact in the setting to identify potential
participants who meet the criteria.

Initial meeting with the potential participant to
personally explain the research and ask if they
would like to be involved in the next stage of the
process.

If the participant is wanting to take part arrange a time
to visit the setting to interview and ask the setting to
provide a space to carry out the interview in private.
At this point make the setting contact aware and ask

them to provide a copy of the YPs EHCP (assuming
parent/carers are in agreement)

Contact parent/carers of participants to explain
research, email them opt-out form if they do not
want YP involved in the study.

Carry out the semi-structured interview with
participant, providing them with all information
before and asking them to sign a consent form.

Gain a brief pen-picture of YP and ask them which
pseudonym they would like to use during analysis.

Provide a de-brief after interview and offer
participant chance to have a copy of the research
once complete. Provide information on support
services in setting and nationally if they require to
talk to anyone.
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Appendix 5: Poster for study

Help us by telling us about
your experiences of your
Education, Health and Care
Plan journey

About this project

What is the study Why participate? Who can participate?

about? S'c:om? dof the reasons you Anyons who has an
This study is about avsliontes Care Plan c:e&:‘h‘m
asking you sbout your « Soyoucan have your in this study,
experiences and vaice and cpinions .
thoughts about having heard! 1 be happy
oo "‘d:" Shecugh Your feedback could mect before we da the
e S contribute to better interview to ask and
outcomes for ng find ou&b:‘;:mm
peaple in the future WU'“‘.‘ fant this. -

You would take partin
an interview mein
aplace and at a time: To help educational
that is best for you. settings better
understand your
experiences

Iinterested?

Contact:
Matthew Robinson - Trainee Educational Psychologist
email - mrobinson7@sheffield.ac.uk

phone - 07814068084
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Appendix 6: Information sheet for participants

Information Sheet

What's the study about?

This study is being run by Maft Robinson, a
Trainee Educational Psychologist (TEF) at the
University of Sheffield.

The aim is fo fry and gain a better
understanding of young people's
experiences of the EHCP process and their
journey through education.

Why me? and what will happen?

You have been asked to fake part because you

are someong who has an EHCP and have

valuable insight fo fell me about.

You don't have to fake part but if you do | will ask

you to sign a consent form which | will talk through

with youw when you sign :)

If you do take part -

« | wil meet you before to tell you more

+ | will sk you about yvourself and for some
information about your history

« Youwil take part in a recorded in person
interview session with me

« [t will fake about 30-45 minutes

« | hope to have it in your educational sefting

« |will ask you abowut your EHCFP, which we will
have with us, and your expernences during
your education

« [If we cannot do it person it might we do it
online

-l

What will happen with the
recordings?

Firstly you will not be idenfified, | will ask you to
pick a pseudonym (alias) so your real nome is not
used in the write up of the study.

The recording of your interview will kept on
password protected University software. Only me
and my supervisor will hear it. It will be deleted
once | have finished with if.

Findings from the study will be written up and may
be presented to educational settings or in joumals
in the future. Your participation will be valuable in
helping us better understand your experiences.
You will be able to read all about the study on
compleficn.

Anything else?

If wow want any more information or wanit fo
make a complaint at any point below are
the email and phone contacts -

Emsecrcher: Matthew Robinson -
mrabinson’ @shelfiald ac uk

Supervisor: Sahajo Davies -
t.s.davies@sheffield.oc.uk

Deportment Head: Anthony Williams -
Anthony wiliams@sheffield.ac.uk or 0114
FIA29ENT
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Appendix 7: Email to settings

Hello,

| am a student at Sheffield University, currently studying to be an
Educational Psychologist. | am carrying out some research on young people who are
of College age experiences having an EHC plan throughout their education.

| wondered if your organisation might be interested in taking part or advertising it on
your forum? | have attached my info via a poster/info sheet. It would involve an
interview with the young person and | would gain consent from them and informed
consent from parents/carers.

Happy to chat further if needed if you do want to get involved, | hope the study might
help us support young people with EHCs by gaining their views.

Many thanks
Matt

Matthew Robinson,
Trainee Educational Psychologist,
University of Sheffield
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Appendix 8: Parent/carer opt-out form

The
Uniwersity

e Of
BlselTiakd,

OPT-OUT FORM
Dear parent/carer,

Your child has expressed an interest in talking part in my University
research project titled —

‘A gqualitative study to ask about and explore young people’s experiences
of their Education, Health and Care plan (EHCP) journey”’

As part of the project your child will take part in an interview with myself at
their educational setting which will last around an hour. [ will be asking

them about their experiences of education as a young person with an
EHCP, what has happened, and how they have felt about their experiences.

They will be fully informed of all parts of the process via an information
sheet and discussions with myself, they will be able to opt out any time and
will sign a consent form to take part. Their identity will be fully protected
and they will not be named in any of the write-up.

If you would like further details please do contact me on the information
below.

If you do not want your child to take part sign below and send back to

your child's educational setting or email me by ........ (date 2 weeks from
current date) —

If not I will assume you are giving consent for your child to take part and
thank you for that.

My child's name is -
Date -

Project contact details for further information:
Researcher — Matthew Robinson E-mail — matthewrobinsenT{f@sheffield.ac.uk

Phone number - 07814068084
Supervisor — Sahaja Davies E-mail - t.s.davies{@sheffield.ac.uk
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Appendix 9: Participant consent form

Consent Form

A study to explore young people’s experiences and views about their Education,
Health and Care plan (EHCP) journey

By signing below | agree that -

I will take part in the project and everything about the
interviews and how it will happen has been explained to me

I understand and have been told that taking part is totally up
to me, I know I can withdraw at any time before my interview
is submitted for research

Information from my interview can be used in publications,
presentations and other materials as long as it is anonymous
when it is presented

I agree to assign the copyright I hold in any materials
generated as part of this project to The University of Sheffield

Name of participant -

Signature -

Date -

Project contact details for further information:
Researcher — Matthew Robinson E-mail - matthewrobinsonl{@sheffield.ac.uk

Supervisor - Sahaja Davies E-mail - t.s.davies({@sheffield.ac.uk
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Appendix 10: Pilot reflection
Jimmy — 14/10/22

In the room | felt comfortable with Jimmy, meeting him the week before was beneficial. In
developing rapport, you allow the participant to become comfortable in the environment and
that could lead to more detailed, descriptive accounts of experience.

My interview style will need to develop as | go through the interviews. | felt nervous when
Jimmy could not answer questions and tried to fill the silence at certain points. | noted this as
| listened back, I will learn from this. Looking for times in which participants can elucidate
answers, and getting a sense of how phenomena felt for them is important. Remembering

this will keep my study as close to IPA values as possible.

The interview lasted round 22 minutes, possibly too short. The transcript is around nine
pages long so there is data to explore. | need to be better around helping participants
expand on answers, this is a reflection of mine. When going through EHCPs | cannot be
nervous in what | do and do not select to read, this is all part of my study, i.e. the experience
of hearing the details in the EHCP. This is fundamental to what | am seeking to explore, | will

become better at this.

| am noticing that as a practitioner it is becoming more common for me to think in an IPA
way. As an example, | am constantly thinking about what it must be like to be children | am
working with, even asking that question during consultations. IPA in that sense is starting to
influence my practice; | am enjoying this strand of the research journey and wonder how |

will feel by the end of this process.
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Appendix 11: Interview schedule

Interview Schedule

Introduction

Explanation of the interview — go through poster and info sheet

Purpose to hear your views as a YP with an EHCP, valuable views to give on this,
and delighted to hear from you

No right or wrong answers just interested in what you say

Take as long as you want and | may ask some obvious questions at times

You can stop at any time and let me know if you feel you need to move on or have a

break

Support and process

Confidentiality protocols

Contact for people/services to talk to if you need to (separate sheet)
How | am gathering data (recorded device, encryption when stored)
Ask what pseudonym they would like to use

Create a little pen picture — age, previous school (mainstream?)
Sign the consent form

If ready begin recording

Distress Protocol

If researcher believes participant is experiencing distress during interview, physical or
emotional stop interview immediately (including recording devices)

Discuss situation with participant, if they give permission and appear to be feeling
better begin recording again, with reassurance that it can stop again if required

If participant does not want to continue or researcher believe it will be distressing to
them halt interview, provide emotional reassurance and accompany participant back
into setting, informing link person of the situation so they are aware

Double check participant has support services information, contact parent/carers if

consent given

Big question(s) rapport building —

Can you tell me about what you do now at College, how is it going?

How has your education gone so far, what have you enjoyed?
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First half —going through the EHCP together

First of all, as you know you are doing this interview because you are a young person who
has, and still has an Education, Health and Care Plan, how aware are you of this plan?

Possible prompts:

What have you known about it during your education?
How have you been involved, what has happened for you?
What is it like to have one? The experience

How do you feel about it?

Read through the plan — Questions may naturally occur -

What was it like to contribute to the plan, what happened?
How did it feel for you?

What was the experience of having your views gathered for it?
How has xxxx provision felt for you?

Are these outcomes important, tell me about them?

Who has been involved in your plan and how has it happened?
Have the things | described happened?

What do you think about them?

What has having this plan meant for your education and why?

Second half — Reflecting in the room

What did you think about your EHCP?

Possible prompts:

How did it feel to go through your plan like that?

How did it feel to hear these descriptions of you in the plan?

What does it feel like to have an EHCP during education?

What do think of the content of the plan?

Do you believe it has been important to you and tell me why?

Could you hear your contribution to the plan, how have you been involved?
Does it reflect your experience?

Do you believe it has helped and tell me how?

Is what it sets out in the outcomes important to your progress to adulthood and how?

What are your thoughts on the outcomes?
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What do think about the EHCP plans?

Anything you feel could be changed to improve them?
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Appendix 12: Interview schedule quality assurance framework (Kallio et al., 2016)

A framework for the development of a qualitative semi-structured interview guide

Identifying the prerequisites

to use a semi-structured

Retrieving and utilising the
previous knowledge

interview

* Research questions of
interest — include
participant’s lived
experience of having an
EHCP and the experience
of hearing about their
EHCP in person

« Semi-structured interview
promoted in chosen
methodology, IPA literature

+ Discussion with supervisor
regarding using semi-
structured interviews in
agreement with chosen
method of data gathering

v

+ Literature reviews
corresponding to research
questions highlighted a gap
in YPs lived experiences of
EHCPs

+ Previous sessions taught at
University covered data
collection and semi-
structured interview as a
data collection method

+ Consultation with
supervisor and University
experts in research on an
individual level enabled
conversations about the
method/data collection

Formulating of the
preliminary interview guide

»

+ Created hand written and
PowerPoint document
covering possible
questions/themes forsemi-
structured interview

+ Met with supervisor to
discuss questions and
focus on them relating to
research questions

+ Read more literature
around structure, questions
and approach to
interviewing

+ Created initial interview
structure document
outlining subject areas and
possible prompts

v

Pilot testing

Discussed and presented
semi-structured interview
questions with University
colleague also using the
methodology

Checked and re-checked
structure, questions to
check they related to study
questions

Asked colleague the
questions to test, practiced
prompting techniques
Carried out pilot interview
with a participant who met
all relevant criteria for the
study (14/10/22)
Reflected afterward and
listened back to the pilot
interview

Presenting the complete

interview quide

Completed interview guide
document to use with
participants for study
Created questions of direct
relevance to area of interest
The document included
questions that could be
asked and contained three
distinct phases — opening
phase about general
education and awareness
of EHCP/second phase
going through the EHCP
together/third phase
reflecting on the experience
of hearing it and experience
of having an EHCP
Interview guide logical and

covers relevant topics
|

Trustworthiness of study

Credibility

Confirmability

Dependability
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Appendix 13: List of services for participants

Young People Counselling - Relate Counselling - relate.org.uk
wiww_relate ong.uk

Counsgelling Lets Teanagers Talk About How They Feel, Separate From School And Home Life.
Children And Young People's Counselling Is For Any Young Person.
Find Your Center - What We Do - About Us

Free Support For Under 25s - Support For Young People
www themix org.uk/confidentialhelp&advice

If you're under 25 & need help, The Mix is here 1o support you with anything & everything. The
Mix helps young people in the UK with any & all problems. Get in toueh for a chat. Email_
Become A Volunteer - Get Support From Our Team - Get Info And Advice - Find Out More

~

N

N

YoungMinds - Improve Mental Health

W youngminds org.uk

Committed o making sure all young people can get the mental health support they need.
Digcover information, advice & support for young people affected by mental health.

Doncastar specific

01302 734100: between 8:30am and S5pm Monday-Friday. 01302 796000: outside
the hours of 8:30am and Spm Monday-Friday. 01302 737777 for urgent calls.
Children and Young People's Emotional Health and Wellbeing
www.doncaster. gov.uk/fservices/schools/children-and-young-peoples-emotional-health J},
Kooth for Children & Young People

www._koothple. com

Keoth is an anonymous site which helps children and young people to feel safe and confident in
exploring their concerns and seeking professional support

S/
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Appendix 14: Reflections after each participant interview

Bambi Reflections 14/11/22

Bambi was very chatty and keen to discuss her experiences about her education in general,
what had happened and what it has meant to her.

The reflecting back towards her experiences in high school was more about her as a young
person experiencing health difficulties, though that is something and | will look at that during
analysis.

I wonder if Bambi has had much knowledge of her EHCP in general, we went through it in
the room together. Lots about how she links the EHCP to support, i.e. taxis, staff and that is

something she values.

The interview lasted over an hour and Bambi had a lot to say, | need to make sure | am
prompting when needed and not interrupting. | need to stop saying ‘yeah’ as it splits the text

up when transcribing, be comfortable with silence and focus on experience.

| think |1 am getting better at this type of interview and will continue to develop my style
throughout the process. | feel | am building rapport, allowing participants to feel comfortable
in the room.

Spencer Reflections 22/11/22

This was the most comfortable | have felt carrying out an interview, Spencer was brilliant at
giving long, detailed answers. Prompts were working to allow her to reflect and expand on
answers. Focused on her experiences, not so much on what she is thinking about things, for
example.

During this interview | did not interrupt as much, i.e saying ‘yeah’, and it allowed Spencer to
expand on answers. | am also becoming more comfortable with the style/structure of the

interviews, | see it as being split into three separate parts.

The IPA style is now constantly on my mind, noticing experiential aspects of the participant’s
experiences and prompting around that. Of big interest is their involvement in the plans, how

provision has felt, and their view on outcomes.

I am wondering if when going through the plan it is possibly too much talking by me, though
it is hard to talk when you are reading directly from the document. | will consider this during

my subsequent interviews.
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The interview lasted around 45 minutes, could have gone longer but unfortunately, we had to
move out of the room. This is a challenge working in an environment you do not control
(College). Because Spencer is partially sighted it made sense to keep the room close by,
there is a balance between accomplishing my research and working with the settings. She
did say she would be happy to talk again if I need her to, though I think just having the one

interview at a certain moment is important.

As | have completed more interviews | am noticing the idiographic nature of the young
people’s stories more. IPA has three key philosophies and this is one, it is obvious that |
cannot generalise, that these are individual experiences at certain moments in time. Though
I will eventually look for themes across data | will treat each analysis as an individual
experience. An initial reaction is Spencer used a few metaphors/idioms at the end of the
interview to describe how she views herself/things, it will be interesting to interrogate this

during analysis.

Luna Reflections 28/11/22

Luna appeared a little nervous before the interview, though a challenge of these interviews is
assessing whether this is how the YP would normally present or whether the interview was
causing anxious feelings. | tried to help that situation by connecting with her beforehand,
asking how she was getting on and letting her know she did not have to do the interview.
She told me she was actually looking forward to doing it and her Mum was especially eager

for her to have her ‘voice’ heard.

The interview lasted a little over 30 minutes and was good | believe. | sensed that at the
beginning Luna has a specific incident relating to her EHCP she wanted to ‘get off her chest’
so to speak, and she did. | would never stop anyone explaining something and this is maybe
linking to psychodynamic processes as me as a container of participants projections at
times. | was eager to get us back on track though and guided her through the sections and

guestions.

A slight issue with this interview was that Luna’s EHCP was quite short and had lots of
crossed-out sections, so it was quite challenging to read at times. This meant | verbally

stumbled at times during the interview.

Luna was quite short with answers at times, so | was using all my newly developed
prompting and expanding skills to really get her to describe her experiences, how certain
situations felt and what happened. Often asking obvious questions is so important because

you cannot transcribe implied words, it has to be said for it to be real!
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| enjoyed my time with Luna, | felt of the participants she has had a mix of positive and
negative experiences relating to her education and her EHCP. | could feel her uneasiness

about being ‘different’ from peers at times, which | think weighs heavy on her at times.

Rock Reflections 30/11/22

This was an interview that had its challenges but was ultimately worthwhile in that the words
Rock said and his experiences will be fascinating to analyse. Rock has a very stoic
presentation and | could sense straight away that his style is to be open, honest but also
guite abrupt with his answers. As the transcript will show Rock by far has experienced the
most challenges during his education in my opinion. He has been in and out of many schools

and feels his treatment during these times has been negative.

Rock’s EHCP had a narrative of negativity in it, a lot of it was about him being ‘challenging’
and someone who suffer mental health and anxiety. As | was reading it | could sense myself
self-editing at times, the EHCP had a vast amount of information in it and | could not actually
go through it all in the time we had. However, it was important for me to read ‘bad parts’ so |
could get his views and experiences of situations and this actual experience of hearing
things afterward as part of my study. | feel | did this, though Rock was stoic | was not

sensing he would suddenly get up and leave or become distressed at any point.

Rock gave some great answers to questions about his EHCP journey and involvement, |
was able to prompt him and allow him to expand at times. A funny moment was when |
asked him about something and he abruptly said ‘| don’t understand’, this is teaching me to

keep my questions short and to the point!

This was a significant interview for me 1 think, it felt a little challenging at points but meant |
worked through things and problem-solved in the moment, inquiring about something

different if | felt we were going down a ‘dead end’ topic.

Rock at the end of the interview actually told me he had more to say about ways to
encourage and engage YP with SEN to have a voice (he felt via computer would be better
for him) so | turned the dictaphone back on and asked him this question on tape. He was
also eager to know what happens next and whether his interview would lead to anything
positive for YP with EHCPs, | told him | really hope so and thanked him for his time. This

was an important interview in my research journey.
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Felix Reflections 06/12/22

Felix was my final interview of this process and took place in a different setting from the rest
of the participants. | feel much more confident carrying out interviews than | did at the
beginning of this study, | feel that | know now when | should be prompting, digging more
(metaphorically) and allowing people to expand on answers. | have also stopped saying

‘yeah’ so much which is positive.

Felix was very chatty and open to discussing his experiences, | discovered early on that |
needed to allow him time to consider questions and keep them very simple for him to allow
him to comprehend and formulate an answer. Felix did stutter during his answers, as will be
evident on the transcript he repeats words and takes time to answer. | was aware of this
dynamic early on and | hope | made him feel like this was not a problem, he could take all

the time he required to answer.

| really liked Felix, his story and his optimism for his future was infectious at times. He has
his own podcast which | am eager to find out more about but was aware that it was going
slightly off topic, though really interesting. His awareness of his EHCP appears to have
increased as he has progressed to College, and his praising of support and help he has
recieved because of it will be interesting to analyse. His was a more optimistic interview, |
have really gotten the sense during this process that each individuals experiences are

unique and that will be fascinating to analyse.

At the end of the interview Felix was quite emotional and thankful that he had the opportunity
to talk about himself, his journey and what he thinks. During the EHCP section, where we
went through his, he was especially pleased to hear he had achieved some of his outcomes.

His thankfulness made me feel a little emotional at the end.
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Appendix 15: Thankyou letter example (sent to all participants with real name on)

Hi.

| just wanted to write a letter to sincerely thank you for agreeing to take part
in my project and for giving me the time to take part in an interview.

Your willingness to answer my questions, explain your experiences of edu-
cation and your wider life was very much appredated. It was wonderful to
talk to you about these topics and | hope you enjoyed having this time to-
gether.

Your involvement in this research is so valuable, hearing what has hap-
pened to you and gaining your honest answers about this | am hoping will
lead to me being able to present an important piece of research about what
itis like to have an EHCP. Hearing your views about this, as a person who
has an EHCP, is absolutely vital to us gaining further understanding of this
and hopefully making positive changes to the system.

Thankyou again and if you have any further questions please contact me
via the information provided on the information sheet | gave you. | would be

happy to share my findings from my research with you when | have com-
pleted the project.

Sincerely,
Matt Robinson - Year 3 Trainee Educational Psychologist

University of Sheffield

148



Appendix 16: IPA stages (Smith et al., 2022)

Stage

Process

1.

Reading and Re-
Reading

A process involving immersing yourself in the data
collected. After recording. interviews will be transcribed.
This process is an exploratory initial step that allows the
researcher to beqin to highlight narratives and initial
understanding of the participant's experiences.

Exploratory Moting

Developing initial exploratory notes about areas that
appear interesting and relate to experience. A table aor
numbered tool can be implemented to support this.
Comments and themes may beqin to emerge while
analysing the semantic content of the data at an
exploratory level.

Constructing
Experiential
Statements

Selecting data that is fundamentally experiential in
context and provides a deeper understanding of the
participants sense-making/experience. This involves
fragmenting sections of the text so the researcher can
get closer to their experiences, maybe focusing on
particular sections. Here you are becoming more of an
interpreter of experience and beginning to bring your
awn psychological perspective to analysis.

Searching for
Connections Across
Experiential
Statements

Developing a system in which you beqgin to link
experiential statements together. This allows you to
highlight interesting patterns and avenues to explore the
participants experiences. The researcher is drawing
together experiential statements (perhaps in a table) to
find interesting patterns relating to your areas of
investigation

Maming the Personal
Experiential Themeas
(PETS)

For each participant, a table is created using the
experiential statements of interest. Bold headings are
used, along with titles to describe the characteristics.
Fage numbersfline numbers are referenced to provide
guidance as to where to find the statements.

Continuing the
Individual Analysis of
Other Cases

IPA is idiographic in emphasis and puts forward the case
that everyone's experience is unigue. The analysis
should be thorough for each individual case and follow
the same steps in a study. This research aims to have 4-
6 participants so this is highly relevant. Emphasis on
analysis being individual to each case and attempt by
the researcher to not be influenced, or to ‘look for
patterns in data from previous analysis.

. Working with Personal

Experiential Themeas to
Develop Group
Experiential Themes
Across Cases (GETS)

The researcher makes an effort to highlight similarties
and differences across the data gathered. Comparing
the PETS is one way to carry out this stage. It might be
that a type of ‘master themes" are found and explored.
Embracing that IFA is not about finding ‘norms’ across
participant groups but about exploring individual
experience is still emphasised, however, this can be a
rewarding part of the analysis, leading to insights that
can be explored in the write-up.
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Appendix 17: Interview transcripts for all participants

Bambi interview — 14/11/22

Experiential Statements

Interview Text

Exploratory Noting

M: Bambi, what are you doing at
college at the moment and how is it
going for you? What are you thinking
about it?

Bambi not like others, she requires
something different to suit her
needs. p1-B

B: | am currently on a tailor made
course doing like arts and fashion, trying
to make our big business because
basically I'm too disabled for a normal
job, but I don't wanna sit around and do

nothing.

Big expectations, aspirations for the
future .

‘disabled’ description of herself

Wants to achieve

M: | think that's, that's very nice. You
seem like a very active young person

anyway, so that makes sense, doesn’t

it?
B: | ain’t active (laugh) | sleep a lot,
sleep a lot.

M: What hobbies do you mean?
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B: Um, like making, well, not making
printing on t-shirts and having buying
(?). Yeah. Make sarcastic things about

do you know my disability?

Very aware of disability

Making light of the situation via
humour

M: Yeah.

Using humour to make herself and
others feel comfortable with her
disability. p2 - B

B: | can walk at minute so | made a
top for myself that said it takes skill to
trip over flat services and | did one for
my friend that's in a wheelchair, it says |
have evolved past the need for legs.

Humour again

Connecting and working with friends

M: Good that's very good. | like that

B: It makes it more like funny for us, | Humour and the need for this
happy for us
M: Yeah, uh so normalized, just

make it joke, like, make jokes and things
like that.

B: Yeah.

B: Cos' it's depressing conditions,

so why not just laugh at it?

Depressing to have this condition

M: Sounds like a good idea.
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M: So what I'm interested in, so
you've to high school, you've been to
sixth form. This is a big question again,
we'll get more specific, but what have
you felt about education so far? How

has your education journey been?

During secondary school Bambi
was bullied, upset about this and
feelings of ‘less than’. p3 - B

B: My education if you asked me a
couple of years ago, it would've been
good and then it went complete shit.
Hmmm, my high school weren't good.
They're like instead supporting you they
picked on you for being different, even
before about like | was having issues
with disability. It was like anything
different they picked on you, like your
hair been died or something like that.
No, it was like, no. But before that,
before it went to you need to a uniform
and everything it were very loose. Like

there were people walking around with

Bad experience of secondary
education

Bambi is different from others

Being picked on by others because of
her difference/disability
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blue hair, which weren't allowed when |

got to year 10 so yeah.

M: What did that feel like for you, do
you think?

In secondary education, Bambi felt
trapped and had no freedom. p4 - B

B: It feels like horrible cos’ the year
before me, you could have gone out at
dinner times and everything, but when |
got to year 10, it stopped. So it became
a prison in high school, like you were
expected, you were expected to stay in
and have dinner, but the queues were
so long that sometimes you went
without food, do you know because I'm
a picky eater, there were no food that
were to my taste and they wouldn't
make an exception for you at all, they
just lefty you to it so there were plenty of

times | went without food. That's

School was like a ‘prison’

More bad feelings about school, it
was not a happy time for Bambi

M: Sounds like an experience

M: So now that's school, now you're

here. So one of the reasons, so the
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reason why we're doing this interview is
because you haven't education, health
care plan which we have with us right
here. Just interested what do you know
about this plan? What is your

experience of this sort of plan?

EHC felt new, like a fresh start and
something to support Bambi. p5 - B

B: I only had it coming into college. |
didn't have it in high school | got told do
you know the person that sorts out the
disabilities and everything? Is supposed
to do that for you? She were new to the
job and she didn't have any teaching on
how to do it, she said she did need it
because most people, people normally
come in with it and | just were just like,
someone can get paralyzed the next
day what you going to do then? They're

gonna be disabled aren’t they

EHC started when she came to
College.

Told about the EHC by someone at
College.

The person did not know much about
EHC, she came to College without it

M: Interesting so you've had it since
you've come to college? | think | read it

was like a few years ago, maybe 2020 it
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sort of started becoming a thing, Is that
right?

B: It started really when | was 16.

Talking about her condition

M: Yes is that your, do you mean,

your disability or your condition?

Because of events out of her control
people viewed her differently, she
was no longer who she was before.
p6 - B

B: | had a seizure at 16 and then
Friedreich’s ataxia, which | always had, |
born with it, I developed some issues
when | were younger, like my voice. But
they always, always told to my parents
nothing were wrong with me and they
would have a class full of me because |
were a good student and | were a
teachers pet. It were only the fact that |
was slow and my speech was slow. But
when | got older, | started to develop do
you know my balance were going off in
high school. Then at 16 | had a big
seizure that ended up in me having to
go to hospital and since they didn't find

out what were wrong with me and they

Big events in Bambi’s life, her seizure
led to multiple health difficulties.

Before this she was a ‘good’ student,
a ‘teacher’s pet’

155




were willing to give it up. But my mum
said, no, you pointed out a few things
wrong with it, which we had been saying

for years so | want it investigating now.

Mum was thinking something was
wrong, family

And it took years and years, but at 18 |
got diagnosed with Friedreich’s ataxia
which nobody knew about. But | found
out | had that seizure because my body
were doing too much and it just
completely gave out. And after that point
| started thinking a lot and going all why,
the collapse and then balance started
going off and then | couldn't walk with
without (?) and the minute I'm like, do |
go for free more? Do | go for
wheelchair? Because | can't walk

enough now, so it's a bit of a toss-up up.

Physical difficulties and deterioration
involve her condition.

Good memory of impact and things
that have happened.

Narrative of her difficulties.

M: So you've got such an interesting
backstory back. So in terms of
education, health, and care plans do

you know what they are? Do you know
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what they do? Do you know, what has it

done for you?

EHC means staff know about
Bambi, she feels understood. p8 - B

B: Um | know you'd need one to get,
you know, taxis in to apply for this
course that amount. It's a grant sort of
thing, money to this and also it's like you
need one to display do you know to
teachers and that so they can get
information about you and about your
condition sort of thing.

EHC leads to funding for taxis, some
sense of money attached to it

EHC provides information for
teachers, so they can know about
Bambi and her condition

M: What do you think about that?

How has that gone for you?

Bambi is having a more positive
experience in education since her
EHC was awarded, she is cared for.
p8 —B

B: Well, since | had it, it's been
amazing, but I think it's also due to this
place, but it has been amazing. If | have
any problems, I've just had to, like,
message on teams to J or to K (staff)
and it's like they have my back or they

send someone to have my back.

Since EHC thing shave become
better for Bambi, more positive in her
education.

This could be combination of EHC
and College as a setting.

Staff have her ‘back’

M: Yeah, how does that feel?

157




B: It feels great, especially for years
not having that.

Feels better than before

M: So you think this has been a big
part of the support

EHC provides Bambi with a sense
of calm, it helps support her and
solve problems. p9 - B

B: Yes and also this state mind, |
don't have a proper PA yet, but | have
unofficial PAs, people that help me out
and get to my class and it's been
amazing since do you know when | were
in sixth form, | had to go in a wheelchair
and it's a mountain of a hill to get to
from sixth form building to the school
building, and you have to go over on six
form to school building so you have this
giant hill in between. You couldn't get up
when it was raining and also you didn't
have anyone with you to open doors
and that. So we had me and my friend J,
who had same condition we had to, do
you know, learn how to open the doors

by our ‘sens’.

Bambi needs help with her physical
support, in order to get her from one
place to another.

In the past there was less adult
support

Her friend helps her
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M: I’m wondering how have you
contributed to this document, we'll go
through it in a second, but like, have you

contributed to it?

B: What do you mean contribute?

M: We might go through it together
anyway, but do you feel like you've
contributed, has it involved your voice
possibly and your experience and what
you are trying to get to. Have you been

part of that process?

Bambi is asked about her EHC, she
is important and involved. p10 — B

B: tough

Info for the EHC completed with her
Mum.

Went through the EHC with college
staff, through the details

M: What was that like?

Felt stressful at first to be asked, it
was no something she had
experienced before. p10 - B

B: It was nerve-wracking, but most
of it was the same from when me and
my mum did it. Obviously, when K did it,
she got more details and so they are
that way, but | haven't done it yet this

year.

‘Nerve wracking’ documenting herself
in some ways.

Building up a picture of Bambi

Not yet met about it this year
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M: Do you think that's, do you think
that process has helped sort of put that
together or put the whole thing around
you together?

B: Yeah but since I'm with K every
day she, I think she updates or sends,
do you know, emails out to other people,
do you know when it comes to it?

Because she knows me as a person.

Staff at College update the EHC, and
send it out to others in the College.

This is good for Bambi

Staff ‘know’ her

M: And what do you think about
that?

EHC allows Bambi to feel known
and connected to staff. p11 - B

EHC evolves as she develops, it
doesn’t stay static. p11 - B

B: | think it's great because the
people here are communicating with
each other, whereas in sixth form it took
months, like half a year to actually, Oh,
actually a full year and a half maybe to
actually put me on a system, like have a
note saying I've got this disability,
whereas here it's not like in my old high
school | actually got screamed at like

head teacher cause | were wearing, do

Staff talk about Bambi, share info
about her and this is good

College better than secondary school

More bad experiences at a hon-
inclusive secondary school
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you know | were wearing trainers

because | can't balance.

M: What was that like?

B: It was really hard and it weren’t
like he were the only teacher, lots of
people that a high school turned into an
Academy. Um, uh, people that were,
most of the old staff went because they
were like, | don’t want to deal with that
shit.

Staff leaving the school setting was
when the changes happened

Felt like a negative atmosphere

Past experiences of being different
from peers has felt isolating. p12 - B

But the new staff that came in, they
didn't really give two craps about you.
They cared about the money and their
educational purposes, but as soon as
you had a different thing and you
weren’t on the system they hated you,
even if you were tiny bit different. As |
was saying and even when they were
wearing black trainers, which they told
me to, when | finally got through to them

they come complained about my black

Bambi saying that if you were
different then staff did not like you at
secondary school.
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trainers beause they have puma around
it and gold. But it's like, are you ever
seeing trainers up pure just black
without anything on?

M: So then you moved up here and
then an education, health and care plan,
an education, health and care plan is
officially for children and young people
aged up to 25, so you are under that,
who need more support than is available
through special educational needs
support. So EHCs identify educational
health and social needs and set out

additional support to meet those leads.

M: So that is what you have, what,

what do you think about EHC plans?

EHC leads to feeling known and
understood. p14 - B

B: | think they're amazing cause
they, they make sure people knows
about, the teachers know about your

condition and about your needs. So you

Amazing to have the EHC

Teachers know about her

Being known leads to better
experiences
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cannot, you're not in a class and you

feel awkward.

M: And why is that important?

EHC protects Bambi from feeling
judged, it is a window into her. p14 -
B

The EHC evolves with her, solves
problems and feels efficient. p14 - B

B: Because | have very severe
anxiety you from high school and always
judging me and picking on me, and it
were just like the EHCP they like made
sure it didn't happen again. That's why |
think | can speak more to people
because they understand me, because
they know about condition and when
they don't know it's like K goes in and
talks to them. Like if it is like in lunch
group, | meet other PAs and sometimes
K just do you know goes to the side with
him and says she’s got this, it affects

this, this, and this and then done!

EHC leads to less judgement and
less being picked on

EHC means people understand you
and if not they talk about you

Staff let other people know about
Bambi, this is a quick process

M: So having that plan, that thing

helps does it?
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Being known feels better than
before. p15 - B

B: Yeah it helps to be known.
because it were like Chinese whispers

in high school.

Previously she felt it was not done
this way

M: That is a good way to put it
Chinese whispers. | guess what you are
saying it is more joint up? And that's,
that's something, isn't it, how does that

feel?

Feeling of systems/people working
together to help Bambi. p15 - B

B: Yeah because it is like this bit
then this college is connected to each
other, they don’t abandon each do ya
know department, they all like link up at

some point.

College departments ae joined up
and communicate with each other

M: That's really interesting so we'll

have a look through the EHC together.

M: We won't go through it all cause |

think it's quite long It's quite interesting.

B: Am | that complicated? (laugh)

M: Well | mean it's important, so
these are just sections that are in the

here then it has all about you, so it has
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your key information about your
condition, like you've said before. Um,
and a lot about that and how you get
fatigued sometimes and talks about your
anxiety, then it's your story how you
reached milestones. There's quite cause

there's quite a lot of information I'd say.

B: And its always changing this Story is developing

M: So it talks about going through
GCSEs and English and things like that
and um, what you were doing. A lot of
information about physios, seeing
physios and things like that going to

hospitals and occupational therapists.

Then it says Bambi’s views here, so it
says these are your views. So it uses a

lot of ‘I's’ here about what you'll need.

Her voice is vital, to feel heard. p16 | B: Most important things Views are important
-B

M: ‘| would like to have someone
who knows about me so | can go to

them if I'm really worried and struggling.
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Also my anxiety, so I'm not worried
about work because I like being creative
and I've always enjoyed doing a lot of
things like that.

It says about some of your worries and
things like that, what you're worried
about and what, what can help, then it
has your parents' views as well about
what they, what they think would help
you, visual prompts and assistance and
things like that. So that's sort of, what
does that mean, having that voice in

here, what does that feel like?

Bambi has not felt understood in the
past and felt hopeless. p 17 - B

B: It means do ya know
understanding and that's the most
important thing because if nobody
understands you, then you can't get

help.

The EHC is about understanding
Bambi, this is important to her and
leads to help

M: And can you, can you remember
contributing and saying these things?

How was that?
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B: | remember, but it were like years
and years ago... but | know being
myself, | would've talked about my
anxiety about high school and do know
the importance to understand it.

A slight memory of telling people her
story for EHC

M: What does that mean to you, to

have that involvement?

Bambi experiences support, not
mired in past problems but looking
to a better future with an EHC. p18
-B

B: It just means, just means | can
live a normal life in college. Like, you
don't wanna go somewhere and be
uncomfortable, do you? You will leave a
place where you feel uncomfortable and
college may do you know went above
and beyond to help me and support and,
and it's just they knew about my bad
past so they went above and beyond to
try and do you know, make sure that's
past, now it's not going to come into

college so I’'m not slagging off college.

Coming to College, having the EHC is
more comfortable

Past is past, College concentrating on
Babi and supporting her now

M: It's, it's changed, I'm sensing like

there's some change here and that's
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been, how's that been? I'm sensing

positive in terms of your experience?

Bambi requires people to adapt to
her, she is not like others. p19 - B

B: Yeah, they're not pushing me,
like my course is not an official course,
so they're not pushing me do you know,
towards exams. I'm just learning my
skills ‘cos I'm trying to do my own thing,
not to put it on, do you know employers
in that because | could be gone from
work for weeks and | won't know when
I’m coming back. It could be like, do you
know if it were on a Tuesday? It could
be at the, | feel right again and I'm like

you can't really kind of work like that.

Not ‘pushing’ her, supporting her
which leads to less pressure?

Looking ahead to working, her
condition would effect her in the world

M: So it's got a bit of your voice in
there, your mum, your family's voice and
things like that and then it's, it's about
your special educational needs in terms
of your communication and interaction.
Then it has things about, it says, Bambi

is a loving and caring person with a
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brilliant sense of humour. Then it says
some things about other things about
communication and interaction about
your speech and things, like how that's
been a challenge for you and I think
you've already spoke about that quite

nicely.

Then how you are entitled to 50% extra
time in your exams and things like that
uh, and a scribe and reader. So it goes
through communication and interaction,
and it goes through like cognition and
learning about how you've, uh, it says
how you've gone through | guess it's an

IQ test. Can you remember that?

B: What were it is test do ya know

for scribes and things?

Being tested is a way to get help in
education

M: Maybe, it might have led to that.
Yeah.

B: Um, | remember one in high

school.
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M: Yeah. Might have been that one.
Um. So this is about learning and things
like that. So there's communication,
there's learning, and there will be
another one about sensory and physical
needs. Um, how you have become a bit
more dependent on your frame,
obviously and um, wheelchair it says as
well. Have you got a wheelchair in
there?

A loss of independence if she uses
a wheelchair. p 21 -B

B: | do have a wheelchair it's just
more faffing about and also it's like if
you go into the wheelchair, you might
not come back out of it. Because my
friend J he got diagnosed at 15 and he
got put in a wheelchair straight away

and now he can't walk at all.

Bambi does not want to use her
wheelchair

A friend went in one and now cannot
walk

M: Social, emotional, mental health
needs section, so it says here Bambi

has been good at masking how she's
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feeling about her condition sometimes is

that correct?

B: Yeah that's just an instinct really
in it.
M: It says she openly spoke about

her increasing feelings of anxiety and
about the experience of school, how she
does not think she would be supported
at college if things stayed like that, |

guess what it's saying, unless things

changed.
B: Yeah.
M: Bambi has some down days, um,

and sometimes you need someone to
be with you. Bambi. Bambi has a card
saying she's having a down day and

does not want to talk in that moment.

B: Yeah

M: Do you use that?

B: | call 'em dark feelings, dark

clouds. It's like depression, but at certain

Conceptual — ‘dark clouds’, anxiety
and low mood
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Feelings are out of her control, but
others provide emotional support
p23 - B

times, | can't stop it, it just comes and
goes when it wants to and ummm, I've
learnt from my friend, I'm not the only
one that has it, it's like me and my friend
go back and forwards ‘cos obviously
with this condition you don't fully know
what it is, its like | saw an inkling about it
and then it changes.

Moods change, it goes up and down

Bambi saying it is not just her, others
go through these emotional as well.

Condition is life changing and
mysterious

Not knowing what will happen in the
future feels frightening, out of her
control. p23 - B

Like I learned | could go blind or death
from it and | didn't know about it until my
friend R, who's blind, she did research
on Friedreich’s ataxia because it were
unique she learnt that people go blind
and death, its only a small percentage
for deaf community it's quite big for blind
community...so it's, it was very scary,
but at least now | know if my hearing
goes dodgy or my eyes go dodgy to
bring it up to the hospital, cos for some
things when you get used to being your

‘sen, you don't go oooh this is different.

Condition has elements that are
challenging any effect sight/hearing.

It is scary to know and hear these
things
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Yeah. Cause with FA you just get on
with It's just life...and that's how we end
up missing what is actually happening
with us, apparently I'm not the only one
everyone with FA just misses what is

actually ‘cos it's just normal.

The condition is complicated but it is
who she is, others have the same
condition and deal with it as well.

M: That's really interesting. So then
it goes through some of your health
needs as well. | think we talked quite a
lot about that, about your diagnosis, uh,
and that sort of thing, and how you've
had input from neuro teams and
physiotherapy and occupational therapy
and all those people, speech and
language. Um, so that's the health, it's

gone through education and health. And

Many teams have been involved with
Bambi over her life.

Then what we get to now, so we'll talk a
bit more about this is outcomes and
provision. So these are things, these are
outcomes and areas that you are

building towards, you know about them?
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B: It's been long, it's been a while.

M: So for example, a long term
outcome in this section says by the end
of her college career Bambi will have
achieved qualifications to enable her to
attend university and or employment, so
that's an outcome what do you think
about that?

B: That I've not really had info for

university and gonna try and do it

Wants to research about university
independently.

myself.
M: Yeah
M: So that's a long term and then a

medium term, Bambi will continue to
engage in a college program and Bambi
will increase her college program during

the year?

B: Yeah and just learning, just

aiming to learn.

Wants to learn and develop her
learning during education

M: That's great and then what it has

Is ways that they can help you support
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to get to these outcomes. Um, so how
you require some adult support,
individualised the group teaching. Um,
be involved in setting targets for yourself
according to your understanding. Um,
be involved in any reviews. And then
how best to support you as well with
tutors and staff and things like that.

M: So do you think those things are

happening? How is that feeling?

Support is experienced but Bambi is
not aware of it, meaning she can
feel concentrate on other things and
not stress. p26 - B

B: They are happening, but it is, |
don't notice them that much, as | said,
for me it's like | go through life going
with the flow and | don't, ‘cos when you
think about stuff you stress out and it's
with me it's not good at all so | just try
and aim for what | can and push a bit,
just keep pushing a tiny bit, not a lot

otherwise | could just go back

Support and reviews are happening
but Bambi is ‘going with the flow’

It is stressful to be too aware or
involved.

It is little steps at a time for her.
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M: And this support, this provision at
college, so staff being in contact with
your staff, paying attention to your
emotional needs, it says, um, staff, uh,
experienced to promote inclusion,
contact Bambi and have an
understanding of her needs, have
strategies to provide consistency for
Bambi, um, and things like that are all in
here. What does that feel like for you?

Sensing staff listen to her by being
interested in how she is doing,
informal communication leading to
feeling cared for. p27 - B

B: | think it happens, but I'm not
aware, ‘cos it is like | talk to J, | talk to K,
it's just like a normal conversation, like
how are you today? And then she finds
out and then she updates other people,

it just goes like that.

Things become normalised and not
overdone.

Simple conversations lead to the
sharing of information in College
about Bambi

M: That's really good that's
interesting, beause what I'm interested
to find out is how it feels for you,
because that's what I'm trying to do, get

in your shoes a bit
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Staff are like friends, and have
genuine interest in Bambi's well-
being, she is not ‘othered’. p28 — B

B: And the thing, do you know not
knowing that it's actually someone's
actually doing that actually helps more,
because you feel more human, you feel
more like, oh it's just my mate asking
how | am rather than a teacher going,
putting a line through that, putting more
details in. | feel like J and K are like my
friends and they're the teachers, but
they’re like my friends and that's sort of

nice to have.

Feels more human.

Interactions are not overdone, it is
normal

Want to feel ‘human’

Friendly interactions, not like ‘official’

Nice to have informal conversations

M: Yeah, why is that important?

Bambi has more going in than just
education, pastoral staff support
feels like it comes from a caring
place. p28 - B

B: It's, you can relate more, and you
talk about your personal stuff that's
going on at home...and it's like
sometimes they learn about my
personal stuff and the end up going, Oh,
we could do summat to help with that.
And it's just like, it is not just educational
purpose that they help me with

sometimes it's personal needs and they

It is not just about education.

Getting to know her personally, again
this is informal and has a sense of
care to their interactions

177




treat me like a normal person so | don't

feel an alien

‘Alien’ Bambi is ‘normal

M: That's a good way of putting it,
really interesting, sounds like that

means something?

B: Yeah.

M: Brilliant, so yeah it's just some
more outcomes, we won't spend too
long on this we've chatted a long time
already. (reading from EHC) Bambi will
have learned how to, uh, adapt to her
condition and increase her
independence, that's an outcome what
do you think about that?

Feeling emotionally contained when
she needs it. p29 - B

B: | do adapt, and try to be as
independent as | can but | know if | have
a really bad day or if I'm not walking well

| can lean on them.

‘lean on them’

Support at difficult times

M: Do you mean physically or

emotionally?
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Bambi believes staff care about her
on many levels, she is known and
they problem solve to help her. p30
-B

B: Both, but last week lights went
out in my building, someone did
something to the toilets and they like
flooded the lifts in my building so you
couldn't go to toilets and you couldn’t
use the lift, it were like the service lift
that you could use and it's ages
way...so | went from my lift to the lunch
group and they could see it on my face
that | were knackered, that | couldn't
walk anymore and even though it were
like midday there were like we’ll send
you home straight after lunch group,
there's no point you've got no toilets,
you've got no lift, a serious walk and you
can't walk. So they sent me straight
home and its things like that where they
consider your ability and your mental
capacity that makes them better

because they care about you.

A story about helping Bambi in a
systemic way.

Sorting out for her to go home when
the toilets broke.

Support knows and cares about her
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M: Yeah and how does that affect
you do you think? What does that mean

to you?

College feels like a place that

accepts her as different from others.

p3l-B

Family are trying to ‘normalise’
Bambi, feels like ableism. p31 - B

B: Mmm caring means I'm not
alone. | can live my life with them cos
it's just like at home, my family they
don't really understand cos they're fully
able, they're able people and even
though my mum works with disabled,
she used to work with us, it's just hard
because it's your own child and
obviously she's not up to date on it and
she didn't know about my disability, but
K and J understand, um, more about me
that's why they also dip into personal
because my family don't get my
condition or my stresses, it is easy
because at home my dad don't realise
how much he puts on me and how much
he upsets me, but to anyone else, it will

be fine, but.,.it hurts me ‘cos he's trying

Comparing how her family do not
quite understand her whereas
College staff do.

Her family are ‘able’ people

Family not understanding Bambi
causes tress and upset for her.

Split between settings — home/college
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Bambi is allowed to feels she can
complain at College, project her
feelings and feel accepted. p32 - B

to give me like vitamins all the time to try
and fix my condition so | end up feeling
like I'm broken, and it is just like K, um, J
tried to put me in the perspective of his
and they also try and find out do you
know bits they can help with and it's just
nice to have a voice and a rant, you

know when you need it.

Family trying to ‘fix’ Bambi, not
accepting of her.

College staff provide emotional
support, they contain her.

M: Absolutely. | agree, we'll just go
for a couple more outcomes, so it says,
by the time Bambi is 25 or she'll be
managing, uh, some life demands and
will talk positively about her future that's
a long term one, and goals, she'll be
working towards her goals. Then a
medium target, Bambi will be proficient,
uh, in using her electric wheelchair. Is
that, is that, have you got an electric

wheelchair?
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Feeling picked on because of her
condition, Bambi is ‘othered’ but this
is out of her control. p33 - B

B: I've got an electric wheelchair,
but I'm not comfortable being in it
because it's, when they first got
diagnosed | didn't want any aid at all so
I've come a long way to getting help and
support, cos at first it's really hard cos
you go from being an able person to
BANG a disabled person, but you're not
at the same time. Like if you were to
look at me a few years ago, you
wouldn't of known anything cos | were
walking by my ‘sen, yes | were wobbly
you just would've thought | was
drunk...and that's the names that | got in
high school, that | were drunk and |
were a puppet on a string, they were
very nasty about it but it is just how
you're seen, most people don't
understand that a disability can just be
like you...where you look like a normal

person, there's nothing that is like

This outcome in the EHC is about
wheelchair use

A big change in her life as she
became a ‘disabled’ person

Others were mean to her when her
condition worsened

Doesn’t look like a ‘normal’ person,
‘puppet on a string description
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Systems had to adapt to Bambi as
she became less physically able,
the world was not designed for her.
p34 - B

physically wrong with you, you’re a
normal person, but suddenly you're not.
And when | first got diagnosed there |
wouldn't allow any help, | had to get, first
thing | got help with were bathroom
railings and the toilet handrail thing.

Needed physical help and physical
adaptions

M: So you've had some physical
stuff like adaptions?

B: Yeabh, it's adaptions and then |
went into, like for long journeys, | went

into a wheelchair.

M: Yeah okay so that's coming back

to wheelchair.

B: So it's like I've come a long way
from being able and then disabled to

allowing, allowing things to happen.

Conceptual, ‘came a long way’ she
has changed

M: Yeah, exactly, that's really
interesting. So yeah, we talked about
electric wheelchair and then they've got
some provisions around supporting

Bambi, uh, ability to follow instructions
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sometimes, uh, OTs to support Bambi
and things like that and to be supported
to explore your freedom and personal
choice.

Then | think there's just one more
(section), uh, this is about community
inclusion, so about emotional resilience
and being able to sort of manage
anxieties, that's an outcome or
something to lead to. What do you think

about that?

Bambi is progressing towards this
outcome, and feels more positive
compared to where she was. p35 -
B

B: I'm building towards it, | just
haven't completely got there, but when
you look from where | started to today,
completely changed that's really good
because before, before | wouldn't, |
hated coming here, | didn't wanna come
here alone, | even, there were an option
between sixth form and college and |
stupidly chose sixth form, because it

with people | knew...l should have

Bambi is progressing towards this
outcome

It is a process

Bambi made a bad choice initially
which she reflects on
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Bambi has been a source of conflict
for people around her during
education, people advocate for her.
p36 — B

chose college because they’re more
supportive, but | thought with people |
knew who would find a way to support,
but because it were creative department
that supported me but because they
were lower on the tier they weren't hear
at all. Like my art teacher, she
constantly got into fights with my head
teacher about supporting and that and
she almost lost a job trying to support
me and do you know stand up for me
‘cos nobody will listen to me, so they
tried to help me, | even got invited to the

staff room, you know,

Staff at school ‘fought’ for Bambi and
that caused them trouble.

It was a battle

M: You mentioned there about not
being listened to, is that something that
happened? Is that, | think I'm getting a
sense that happened in the past, but not
so much now. Is that right? Or what do

you think about it?
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Feels heard at College, Bambi has
a voice and it is listened to. p37 - B

B: Yeah it doesn't happen now they
always let me talk and you always like

make sure I'm listened to.

College let her talk and listen to her

M: What does that feel like for you?

Feeling that staff care about her and
want her to be in an emotionally
good place. p37 - B

B: It feels good because | talked to J
about a personal issue. It's just me and

J like to talk about that is kind of stuff so
she is making sure | feel well, It's just to

make sure I'm mentally well.

The relationship, feeling comfortable
talking about things, not just
academics

M: As long as you've got support,
you've got people to talk to, that's
important and I'm gonna give you some,
some information about people you can
talk to as well. Um, so let's just go

through this quickly.

M: So what else have we got
(reading EHC) Bambi joining art or
drawing club outside of college, that's an

outcome

B: | haven't reached that yet
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M: Yeah, so that's a medium
outcome. So the ways to build on this,
making sure, | guess finding options,
using and making sure people
understand your way of sort of
communicating and, um, all that sort of
stuff so building those skills up to find

somewhere, | guess, Is that right?

B: Yeah.

M: It says allow Bambi plenty of time
to respond, if she feels rushed or
pressured to speak, she may become
anxious, which can affect her ability to
communicate, are you happy that that's

in there?

B: That mainly came out of bus
rides, cos | used to go on the bus, but
it's like they demand payment straight
off and it's like you feel pressure
because of the queue behind you as

well as like the driver, like shouting in

Not bothered about this information
being here

Story about bus rides
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your face so that's why don't like to go
on buses no more (laugh)

M: How does that feel then when
that sort of thing happens?

B: Feels terrible because he is just
you don't want anyone shouting in your
face, but you also want to be like, Oh,
you are going to take your time love,
sort of thing, cos it is just like, | used to
go in back of queue to avoid it, but when
you are at the back, it is like straight
after you're done, the bus starts moving,

so it's like | we're in the no win situation.

Wants to be considerate of people
but also allowed to be herself.

M: Yeah, sounds like it.

So that's your, so we go for your
education, health care plan. So that's
what you have, that's yours. Um, how
did it feel like going, What did you think
about going through it like that? What do

you think about it?
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B: Going through all the educational

plan.

M: Yeah, what did you think about
hearing that? Because we were talking
about you, we were talking about
outcomes, we were talking about all

sorts

Feels if she knew everything that
was in EHC it would lead to her
becoming stressed and pressurised
to achieve. p40 - B

B: It's its tough to say, but stuff |
don't know that's getting reported down,
which I'm fine with, I'm fine with it
because it's when you are getting drilled
at and you're like, this is what you are
going to, this is what you are going to
say sort of thing you then feel stressed
and a lot more anxiety ‘cos there's a lot

maore pressure on you.

Not aware of everything in the EHC.

Fine with it

Difficult feelings at times

M: Do you think with things we went
through in that plan, does that sound
like you and things you are doing? What
do you think?
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EHC feels more for adults rather
than Bambi, it is in adult language.
p4l - B

B: Yes, it sounds like me, it's just put

in a more filtered, an adult version.

The EHC is for adults — it does sound
like her

M: And the outcomes, do you think
they're important? What do you think
about them?

Staff care for Bambi, they provide
her with the support to help her
achieve outcomes in the EHC. p41 -
B

B: Well what | get from them is
that...do you know like K, I've
complained about this, | don't really go
out after college, this is like, this is like
my going out time, my life sort of thing,
or going to appointments. | get really
excited about college and appointments
‘cos it's all like | do, but what K is trying
to put into place is she's trying to push
me out and do you know, make me go
out with friends and that, like she's tried
to set up with my friend R, she's tried to
set up, do you know us two going out.
So, and do you know a R's mum, she
has proper disabled car and everything.

So | wouldn't feel uncomfortable as such

Here Bambi is glad that staff are
putting things in place to help her
achieve her outcomes (steps)

Outcomes are team effort, they
require help from staff to help her
achieve them
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Being accepted for who she is
brings feelings of positivity,
achieving change is something
Bambi wants. p42 - B

because she's got all the things | need
do you know for, for a wheelchair and
that, which | always feel weird about, do
you know, being around able people,
cos you sometimes the boot of your
car's not big enough, it's always a bit
awkward, like that minute when on a
date a while ago, but it was the first time
proper being disabled and it felt so weird
because it were like, | had the frame in
the restaurant and | felt like | were in the
way, like waiters would try trying to get
past this aisle and | were trying to move
frame outta away and like it's just really
okay. It just really awkward but when
you get over it and you get over that
hell, you feel a bit better cos you

achieve something.

Able people, Bambi might be a
burden?

Had a date

Restaurant set up for physically ‘able’
people.

Awkward but rewarding in the end.

M: And you feel so you achieve, so

you get over the hill, that's a good way
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of putting it and is that the same in
education as well? What do you think

about that?

Difficulties are experienced as
opportunities to work with staff,
problem-solve to create better
outcomes. p43 - B

B: The first time you're doing
something it is very difficult, maybe
sometimes it takes quite a couple of
times to get through work and then
when you're over it you are like, Oh, |
can do this now. Like at first didn't want
taxis, hated taxis but K (staff) put me in
a way where it will like gently didn't like
rush me and she also, ‘cos | preferred
this taxi man called T, he’s an English
bloke and we have conversations in the

van, you find out all sorts

Ca be challenging at first but she can
get there and achieve

When difficulties arise staff problem-
solve with Bambi to make things
better

M: Thanks Bambi, we've been
talking for about an hour now so | might
wrap up in a minute, but guess like what
we'll come back to just one more time so

you've got this education, health and
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care plan, what is it like to be Bambi
with this plan at college?

EHC allows Bambi to feel heard.
p44 - B

B: It feels a lot better ‘cos | just feel
like | can be myself, be just Bambi, | can
turn up, it's like I can tell people if this
isn't my, or if I'm not comfortable here

and they're like...we'll do this for you.

The EHC means she can tell people
is wants change or help

M: Yeah and do you think this is
contributing to it this plan that you've got

around you?

The EHC is an initial insight into
Bambi as a person, she does not
have to explain herself. p44 - B

B: Yes cos it lets all the staff
members know and then they get to
know me, so they learn more when they
get to know me, obviously, ‘cos not
every single detail is in that plan, but
they have an over overview of who you
are and what your difficulties are and
then once they get to know you, they
know more about your difficulties and

they adjust to it.

The EHC is an ‘overview’ of Bambi,
staff know her because of it.

Not everything is in there but it means
they can adjust to her
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M: Why is that important there?

What does that mean?

EHC means Bambi feels less
stressed about telling new people
about herself. p45 - B

B: | got a new teacher, she's not
super new, she knew me a tiny bit from
last year, but she didn't, she didn't know
fully about me, but I'm guessing cos I'm
on the system now, she's just looked
into my case, so it's like straight away
she like have a different, she adjusted to
me straight off so it's good ‘cos you
don't feel any anxiety and distress and
that you don't wanna be here sort of

thing.

New teacher story.

Because of the EHC she knew Bambi
and that meant she had less anxiety,
didn’t have to explain herself.

M: That’s great, thankyou for your

time today
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Spencer — 22/11/22

Experiential Statements

Interview Text

Exploratory Noting

M: So Spencer, first question, | think just a
big question. I’'m just wondering about you and
your education and what's happened and how,
how has your education gone so far?

Education (EHCP) is about
honesty, support feels solvable,
not a problem or something that is
burdensome. p1

Support is tangible, it is felt,
friendly and is used to solve
problems. pl

S: It's been alright, um, I think it is, like,
there's definitely like enough support, definitely
the right type of support. Yeah. Um, | love it
‘cos it's like the, even though there might be
like a problem, there's always a solution. So
like, if I've got a problem, um, I'll go to like J
(staff) and they'll always be aware, not just like
a negative, oh, well it's a problem that's, you
know, we can't really do anything about that.

Um, so it's supportive, um, friendly, um, honest

and open, uh, that's and | like that...they're

approachable and stuff.

Has support

Problems lead to a solution due to
support

Positive (not negative) conversations,
shared process

Staff are easy to approach
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M: Approachable yeah, and then just again
for the recording, what are you doing at college

at the moment?

S: Uh, social work and criminal justice. We
cover units such as psychology, sociology,
child development, the family and society, uh,

law and morality, things like that.

M: Sounds like really interesting stuff.

S: Yeah

M: So we're here today because I'm
interviewing young people who have this thing
called an education, health, and care plan. |
guess a first big question again might be have
you been aware of this plan? What do you
think about it?

The more you know about the
EHC the more people can help. p2

Because it is there the feeling is
that others are ‘knowing’ her, she
is understood. p2

S: Yes, yes, |, | definitely, I'm aware of it
and it was definitely, it's one of the things, not
only, | definitely think was needed from day
one, but | definitely think that also sort of prior
to the future and whatnot, it is a very important

thing because it's got all the information as

Definitely knows about the EHCP.

As soon as Spencer entered education
she was aware

Puts great importance on it

Information is there so no repeating,
this leads to solutions and progress
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Without it she thinks it would have
been challenging and would not
have coped or been understood.

p3

needed, so if anyone needs to look, they can
say, right, | found this information, and now we

can find solutions to help her.

S: Um, | think it's very informative, which
it needs to be, it's very educational and it's just,
it's brilliant because it's not, it doesn't exclude
anything, it's got everything right there in the
document stating what needs to happen and
what suggestions have been put forward.

M: Brilliant and how, how does that feel for
you? How has that felt for you having this

plan?

Feels known and heard because of
the EHCP, it is a ‘short-cut’ to
understanding Spencer. p3

Enables more time to do other
things, building relationships. p3

Having to say all her
disabilities/needs is time-
consuming and uncomfortable. p3

S: It felt before | had it, it was...annoying
because my day to day things, if | come with
new people, new members of staff, new
learning support | would constantly have to,
um, repeat myself to tutors, um, about all my
different disabilities, about all my different
needs, what | need, what | need them to do to
ensure that | get a task done, um, but then |

had it and it made my life a whole lot easier,

Annoyed having to tell her story
regularly before.

Went from ‘annoying’ to ‘a lot easier’

Does not want to repeat, having it
there allows her to build relationships
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Spencer is heard in her regular
meetings about EHCP, has a voice
and can develop because of this,
needs are met in education feels
positive. p4

because then I've got, uh, | can, you know, say
to the tutor that I've got an EHCP plan, you can
look at it, these are all my needs, these uh,
we've had meetings annually, this is what's
been said, this is what's been documented,
and this is the way that | have to have it in to

ensure that all my needs are correctly met.

It's like a ‘shortcut’ to knowing her

Meeting important to update
information, enables conversations and
collaboration

M: And why is that important for you,
Spencer, do you think?

The EHCPIs building towards
Spencer becoming more, it is a
part of her progress. p4

Feeling supported and equal to her
peers, she is included and
important. p4

S: Um, it's important because if my needs
weren't met appropriately, then | would not be
able to flourish in terms of academics, in terms
of social skills, um, and in terms of just learning
in general, being able to be inclusive, being
able to make sure that I'm able to contribute as

well as other people within the class.

‘Flourish’ — see’s herself as developing
if environment is correct, like a flower.

Meets lots of areas of need.
Settings and people being inclusive.
Comparison to others (peers) — the

EHCP allows her to feel the same and
important.

M: Great, that's really interesting Spencer
thanks for that. Um, and then so the education,
health and care plan, so it sounds like you've
got feelings about it. Do you think you've

particularly been involved in putting it together?
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S: Yes.

M: And how have you been involved? Tell

me about that

‘Glued’ to EHCP, it is a part of her
and cannot be separated from her
experience of education. p5

Feels heard at reviews, the
process is open and shared with
those around her. p5

Feeling important and listened to.
p5

S: Definitely, | think I'm very glued in to it.
Um, so we have annual meeting with mine. So
we'll sit around a table and we'll just, uh, we'll
talk about it, we'll go through each section
separately, make sure that | understood what's
there, what's been said. Um, sort of describe
any questions, they'll help me, they'll ask me if
| want to, um, have anything to be said about it

or if  want any targets to be made myself from

Attached to the EHCP

Annual reviews are important so she
understands what is happening

Able to ask people about the plan in
reviews

Collaboration — they ask her so some
power dynamics involved.

my point of view.
Plans and support are discussed, | S: Um, and then we come, sort of come Go through each section and repeat

they are joint-up working. p5

Spencer needs everyone to
understand her so she can feel
supported and happy. p5

together and as we go through each section,
we will then go, right, well this is this, we've
come up with this for this section, and then
we'd make sure that at the end it's clear and
it's understood by every person in that room,

not just professionals that are there.

process
The reviews are important for Spencer.
People understand

Others referenced, family/friends?
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M: And who else has been involved in, in
that sort of process with you, Spencer?

There is an outer layer to support,
systemic. p6

Care is a shared responsibility, the
experience is collaborative. p6

People are involved in progress
and that is tangible in her
education. p6

S: Um, there's, um, sort of different
institutions, you could say in society. Uh, me,
my mum, uh, my key worker, uh, my other
support like LSAs, uh, tutors, um, heads of
department if they're, um, you know, teaching
me or know me, um, and just different
professionals that have somewhat

inclusiveness into my care.

Referencing institutions, wider entities

List of people involved, these people
contribute towards her care.

Keeping her included in EHCP and in
life

M: Great.

M: So, so an education, health, and care
plan is, um, so I've got the sort of the spiel that
it says about it in the code of practice and it
says an education, health, and care plan is for
children and young people, um, aged up to 25
who need more support than is available

through special educational needs.

M: So the plans identify educational,
health and social needs and set out the

additional support to meet those needs. So
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what do you think about that as a, as a
framework for an EHC plan?

Has disabilities and needs that she
needs people to understand in
order to know her/care for her. p7

S: | think it is correct, and | think that by
making sure that every area is identified is
necessary, because | always say that | have a
range of disabilities and each one of those in
particular do impact or influence multiple areas

all at once.

Spencer is complex, she has many
levels and they all add up to make her

Support is welcoming and leads to
progress in academics and life. p7

She has grown because of good
support, other people contributing
are needed to empower Spencer.

p7

S: So like, for example, | have autism and,
uh, my social skills aren't the best, um,
however, intellectually wise, | am quite
advanced and having that support within the
classroom, having learning support sat next to
me and teaching me and, and taking notes and
being able to sit with a one-to-one through the
support of the an EHCP, which is provided by
the college has definitely helped me as a

person to grow and develop and change.

Some variance in needs/presentation,
good at some things not at others.
Support is important on various levels
Link to support outlined in EHCP
EHCP + Support = Development

Views support as allowing her to
progress and change

M: Yeah, what does that mean to you?
S: It means a lot, um, equality, um, Describing words, equality is important

inclusiveness, um, general respect, um...just

and a theme
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Spencer feels diverse and unique
but needs to feel equal. p8

Acceptance for who she is, not
seen as an ‘other’ but celebrated.
p8

the same opportunities, so the same...you
know, no outcasting, no, um...sort of, yeah,
just diverse thoughts and diverse ways of
doing things.

Does not want to be ‘outcast’

Difference is okay, EHCP is part of this

M: Great, that's really good. So I'm just
going to have a look through your education,
health and care plan now, if that's alright. We
can have a little chat, is that okay?

S: Yeah, that's fine.? Yeah that's cool.

M: We've got, so we go to the first bit, the

personal details

S: If you don't understand anything, just
like let me know

M: Oh, of course, yeah, | will do.

M: So the first bit is all about me and it

says, uh, my one page profile. And it says like,
what people like and admire about me, my
honesty and friendly approach, my outgoing
and bubbly personality. Things that are
important to me. So support and help, uh, my

peers, uh, always try my best to achieve
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educating others about my disability. How best
to support me, use updated equipment that's
suitable for me, speak to me at a pace that |
can process, uh, what | dislike and find
challenging people who are insensitive or are
inconsiderate towards my disability and my
future. Working towards working with SEN or a

career in law.

S: Yeah.

M: So that was updated. Can you
remember how your views were gathered for
that? What, can you remember what

happened? What was that like?

Spencer needs to be strong to
stand up for herself and to be
heard. p9

Do not be fearful, environment
needs to allow her to say
uncomfortable things without
hesitating. p9

S: Um, | think it was like the way that | say
it was, right, because I've always been strongly

stubborn and independent and wilful and

moral, and it, it just felt right sort of being able
to say this is that is that, this is the way that it
should be without having to have that

hesitation of fear.

She is strong.
Telling them what is important.

Describing herself —
independent/wilful/stubborn/moral

Being able to say what she wants, no
fear.
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Needs to be treated as a whole

person, not defined by disabilities.

pl0

Mental and social factors to be
acknowledged to understand and
help her (holistically). p10

The pieces lead to the whole,
feeling understood and accepted.
p10

S: Um...and | think that it, that it is sort of
necessary um, | think having that in the plan
itself is important about that information about
who | am um, is necessary, because it's, you
have to take an holistic approach, not just, uh,

a private sectioned off one, you have to look at

it holistically because then you get a rounded
picture of a person.

Gathering her views is important and
necessary to make it holistic and get a
true picture of her

Holistic approach

‘Private sectioned off is it is like this it
won’t work

M: That's brilliant, so that's about you,
Spencer and then it says about your mum has
fed into it where to get where she needs to be
and participate in and fulfil meaningful roles in
the future. Um, so that, that's sort of bit about
you and the family and things like that. Then
this has been updated, hasn't it so that's, uh,
overarching strengths and achievements. It's
got strengths about your communication and
how you're able to express your opinions,
interact well with peers and adults and things
like that. Then how you're motivated to learn in

lessons and
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S: Yeah, yeah.

M: That's going onto cognition learning. So

it's talking about your strengths.

S: Yeah.

M: What's important about getting your

strengths in there, do you think?

Spencer is fighting stereotypes
and wider prejudice or people with
SEN and disabilities, she is fighting
for equality. p11

Felt not listened to and
disempowered in the past, let
down by adults. p11

Importance of people knowing
what she is capable of, does not
want pity. p11

Some tension in accepting
diversity but being equal to peers.
pll

Does not want to feel she is ‘less
than’. p11

S: Um, | think for me personally, it is
important to make sure it's documented
because | have, because of my range of
disabilities, | have a lot of stereotypes that
come with it and people assume...and I've had
it like throughout life, where people have
assumed that I can't talk for my own, uh, sort of
making sure that I've got everything that |
need. So they'll assume and they'll talk for me
or they'll do things for me, or...they'll do
something that they think that | can't do, but it's
important in the EHC plan to make sure that
they know that | can do it because it gives me
independence. It gives me the right to live as

an equal person, the right opportunities, so I'm

The EHCP — documenting strengths
fights ‘stereotypes’ for Spencer

People assuming she cannot do things
Because of her disabilities in the past
people have spoken for her —

disempowering?

Without mentioning strengths people
assume she cannot do things

People will talk for her

Focus on equality and not being seen
as different, out-casted or othered.
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not out-casted as that diverse person with
special needs.

The balance of challenges and
opportunities is important and
helps others to understand her,
feel important. p12

The EHCP as a ‘building’ process,
Spencer is developing and
becoming more than she is now.
pl2

Building is collaborative, needs to
be shared and lead to success.
pl2

S: Yes, | have special needs, and yes,
they do impact my life, a lot of them in every
area. But having my strengths and
weaknesses and everything else in that
document helps me because it allows that
person to be informed of the things that | can
do and the things that | might need help with
and building on that they can know, and then
they can build on that themselves by, um,
doing activities, so like putting in pairs and
having discussions and then the debate and
things like that. So instead of just going, well,
you know, she can't do this putting strengths in
there allows 'em to build them, so it builds me

as a person overall.

Accepting special needs

Having strengths and weaknesses in
EHCP helps and means others know
her better

The process is about ‘building’,
examples of provisions

People not assuming she cannot do
things, ‘build’ her as a person —
progress towards independence

M: That's great how does that feel for you?

Feels comfortable, supported and
empowered in her education. p12

S: As a person it definitely makes me very,
very, very independently empowered. Having

the EHC definitely does because it, it allows

EHCP about empowerment for
Spencer, she is part of it and not done
to
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Struggles are acknowledged and
are a part of life. p13

The EHCPs and supporting
Spencer can lead to something
bigger than her, the system is
improved and inclusivity taught.
pl3

CYP with SEN in the future can
benefit from her because staff
learn about adapting. p13

EHCP allows her to feel like a
person, not a label. p13

me to feel empowered, it allows me to keep my
independence as a person, um, it allows me to
feel comfortable, um, when in lesson allows me
to feel, um, open, about the different struggles
that | have, um, and it allows me just in general
to educate people alongside not just my peers,
but elder tutors that may have taught me or
maybe have taught someone else that's similar
to me throughout the years and things like that,
so yeah, overall it is makes me feel as a
person very, very empowered because it
allows me to have something that represents
me as a person, not just focusing on my
disabilities, it allows to cover everything, so
therefore | can identify that | can do this, this,

and this, and | can build as, as a person.

The EHCP allows comfort,
independence

Struggles are there but are ‘out there
she feels she can let people know

Educating others (peers, tutors) to
support people with SEN.

Spencer as a trailblazer

Focus on strengths, not just disabilities

Enjoys having something that
accurately represents her

Build again

M: Thanks, Spencer, that's really brilliant.

M: So, yes, it goes through your, your
strengths and like you said, your difficulties as
well in terms of it lists it like this in terms of

communication interaction, um, how
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sometimes you find it hard to verbalise your
difficulties at times. So it says, Spencer is not
aware of what appropriate responses she can
give in if unfamiliar adults offer help and
support while she's traveling independently
and things like that.

M: So it's about communication and then
cognition talks about your concentration,
sometimes it wanes during the day due to

tiredness.

S: Yeah, some, sometimes if I'm, um, if I'm
tired, I, I won't be in reality, um, | sort of lose it
or if I'm not interested in a subject as such, like
sociology for example, | don't, | like the subject,
but I don't love it as other subjects as
psychology or law. Um, and because of that |

don't really take an interest as such.

Spencer has interests in her learning
and things she is not interested in.

Gets tired.

M: Why don’t you like sociology out of
interest? or why don't you like sociology

compared to psychology?
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S: | think it is just a subject thing, I've
always liked stuff that's problem solving or
things that it's like a mystery, um, but so with
psychology you can do that because you look
and you're problem solving you try and figure
out, but with sociology it just seems a bit

calmer...it's just not my interest.

Aware of her strengths and interests.

M: Yeah, it's interesting, it goes through like
sensory needs and things like that. It says,
obviously Spencer, you're registered severely
site impaired and been diagnosed with
cerebral condition and things like that, so it's

got stuff about your health as well

S: Yeah

M: And sort of all those sort of things, what
you think about that?

Spencer feels different in the SEN
world, she is exotic is some ways.
p15

S: | think that is important also, um, for that
to be documented, it is important to me to
make sure that all my disabilities, no matter
what it is, it's to be placed in the document.

Um, because it is very informative, um,

Important to have disabilities in EHCP
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Feels calmer because she is not
constantly explaining herself or her
disabilities to people. p16

Explaining takes time away from
educational experience, enables
Spencer to get on with things. p16

Focused on her difference, she
needs to be thought of and treated
as unique. pl16

because | do try and attempt to explain some
of them, but because some of them aren't your
normal diagnoses like autism or things that you
commonly hear of, it's very difficult. Um, so
having it documented in the EHCP does me a
favour because then I'm not constantly
repeating myself and I'm not getting stressed
because | do sometimes, um, other people
won't know of my condition so | have to sit
down, have half an hour with them and explain
what it is and how that affects my life, and how
the support that | need needs to be tailored to

my needs because I'm not like others.

Because Spencer has ‘different’ types
of disabilities having it in the EHCP
means she is not repeating or having
to explain to people.

Repeating things is stressful

It takes time/effort to explain needs if
are not written down or accessible.

Spencer is different from others.

M: Thank you Spencer.

M: So it goes through social, emotional,
how sometimes you feel a bit confused about
your vision and then it goes onto some things

about steps and stairs

S: Yeah.
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M: Practical coordination and assistive
technologies.

S: Yeah.

M: So then it goes on Section C Health
needs relating to my SEN. So this is quite a
similar section, it goes through your conditions
and things like that, Spencer. Cerebral atrophy
activity.

S: Yeah, cerebral atrophy.

M: Yes then back to visual conditions and
things like that and how you've had community
paediatricians involved and that sort of, and
mentions autism as well. So it has this stuff
about health.

S: Yeah.

M: And that's something, isn't it?

S: Yeah, yeah definitely needed.

Health needs necessary

M: So it has, it's all about you, so it's like it's

just getting a picture of you, isn't it?

S: Yeah, holistically, yes.
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M: Holistically, yes, and so it goes through
all them, then it goes to outcomes.

S: Yeah.

M: So we have some outcomes, so we go
through some outcomes together. Um, what do
you think about outcomes, or goals, | guess is

another way of putting it?

Outcomes about proving herself
and having a sense of
achievement in her life. p18

People doubt her and she needs to
prove them wrong, they think she
cannot do ‘normal’ things. p18

Disabilities are not a reason for a
lack of independence. p18

Naturally active, needs to be heard
and have a voice in life. p18

S: Um, | think to me they are important, |
think it empowers me to achieve them. Um,
because from a disabilities point of view, all all,
[, not from everyone, but from a lot of people, |
get a lot of stereotypes of, well, you can't do
this because of this or you can't do that
because of that, um, but having the goals,
even if there are small ones, like making
something in the kitchen, for example, because
| can't, | can't use everything in the kitchen, |
can only use toaster, microwave, basic things, |
can't use the cooker the washing machine, it
gives me the respect and dignity as a person,

not, not as just someone that's relying on other

Spencer is empowered to progress
and hit her goals

Believes people with disabilities may
be stereotyped
Small outcomes are fine, helps her

prove people wrong.

Can do things despite her disabilities

Can be like everyone else, have
dignity, be independent and not rely on
other people

Independence as a goal
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Outcomes are experienced
alongside others, support from
people is required to get there. p19

people because it's not in my nature, I've, I've
grew up training myself to be independent. So
having those goals within the EHCP and
allowing everyone to see them will allow them
to build me as a person, will give me skills to
help me, will, will overall be my further, wider
support network to ensure that the goals are

met.

EHCP for everyone to see

Build

Having outcomes can help her get to
her goals

More about the team/support network

M: Yeah, brilliant, great way of putting it,
Spencer. So it's got long term and medium
terms outcomes, so for example says Spencer
will be able to develop independence and
traveling and home skills, she'll be able to
recognise when she needs help and be
confident to access community settings so
that's a long term one. Then a medium term
one, | think it says Spencer will complete
household chores once a week, Spencer will
act as a student mentor twice per week in one

group. How's that going?
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Because she is learning how to
support Spencer can develop
relationships and be part of
something. Enabling her to feel
part the system. p20

Jigsaws suggesting people can be
completed, the parts add up to the
whole. p20

S: Yeah its alright, yeah, yeah I, uh, talk to
them and get to know them, um, find out what
they're like, what they don't like, um, we sort of,
we sit and play frustration, jenga, um, different
things, and we just have general sort of chats,
um, to see and | get like a an holistic point of
view, sort of gather data, collect it, and then
put it like that, like a jigsaw to get a rounded
person, like a person-centered approach, but
the person just to get them overviewed.

Outcome
The activity/outcome is allowing her to

get a rounded view of other
people/peers she is a mentor for.

Descriptive — jigsaw

Might be how she views people and
herself.

Getting to know people informally

M: That's great, and then it goes through
the provision about, you have a key adult to
support in setting. So this is about, so you
have the outcome and then you have things
that are gonna help you reach the outcomes,
don't you? So key adults and things like that
seem to be quite big in yours, um, and also
support from, from health and things like that

so that's, that's one outcome.

M: Then another outcome around

employability needs and goals. So Spencer will
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achieve qualifications and skills she requires to
follow her chosen career path, that's a long
term goal. Then a medium term goal, it has
been updated regularly, Spencer will, is it
progress and, access Level 3 Law and
Criminology, which you're talking about. So it's

about sort of going towards those goals, isn't
it?

S: Yeah.

M: And then it goes through provision again
about key adults and Spencer with her general
learning difficulties, this may include support
with perseverance and concentration,
reinforcement of instructions, reading and
understanding pictures and diagrams, copying
key information and things like that, so that's

the provision.

S: Perseverance said | already have.

M: Then another outcome around health.
So that one is about employability, this one's

around health and let's have a look. It is
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discussing medical conditions with resilience in

her sessions and things like that?

M: So then go through general provision to
meet outcomes, it talks about differentiate
teaching, quality first teaching, um, having high
expectations of Spencer.

S: Yeah.

M: And have support staff like we have for
every child, every young person, um, for
children, for young people. Take action to
remove barriers and things like that, to make
sure of a graduated approach. Actions will be
revisited and refined and that everyone will
work together and be coordinated, family and

college.

S: A secure support network, yeah.

M: Why is that important do you think?

Feel that the EHCP is a team
effort, everyone is heard. p22

S: | think, in my opinion, having the EHC
plan and having everyone, um, not just write it
but contribute to it from their point of view will

allow them to bring together their point of view

Hear other peoples points of view and
their contribution important

Others can see issues/problems from
an outside perspective
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Problems can be solved if
collaboration is championed,
discuss the good and the bad to
feel like honesty/openness is
involved. p23

A feeling of being ‘held’ and
understood by support network.
p23

This is better than it has been for
her, she has optimism for the
future. p23

about how they think that I'm doing. Because in
that way, it can raise any, uh, barriers or
concerns that they may have regarding my
learning, um, that may have been either
missed or not addressed properly. Um, and |
think that having the EHCP and all of them
coordinate, uh, make sure that every, every
base is covered, that is important to me and it's
important in general because that way having
the plan, having a secure appropriate support
network will enable me to succeed, will enable
me to, uh, move on and graduate and get a job

and learn skills that | haven't had in the past.

Focusing on unknowns/concerns

‘Every base covered’ idiom

Trick conversations, concerns raised
can lead to support and achievement —
leading to success in the future

M: How does that feel for you to have that?

Has a feeling of fairness and
equality, learning to be
independent without being a
burden on others. p23

Spencer is alive, she is not looked
upon as ‘less than’ or an object
that is passive. p23

S: Having these skills it makes me feel
equal to others because it makes me feel like |
can fit into society without having to go, oh, |
can't do this, so you're gonna have to do it for
me. | like this because it gives me
independence, dignity, and it allows me to be a

person instead of an object. ‘Cos that's the way

Doing things for herself has
connotations of being equal, active in
life

Independence/dignity

‘Person instead of object’ she is not
dome to, she is participating

Society has a perception of her

217




Focus on societal expectations of
her, she feels the need to prove
them wrong. p24

Spencer believes this is for a
better future for others, not just
her, it is greater than her — the
cause. p24

| see it, it's a lot of people just assume that
because | can't see, | can't do things, so I'm
just a doll on a shelf, someone will feed me,
someone will walk me and things like that, but
I'm not having, having these skills will build me
not just as a person, but as a human being and
will allow me to support others further, not just
with my own conditions, but with everyone in
general. Because other people might not have
the skills that | acquire.

‘Doll on a shelf — passive/reliant on
others/silent?

‘Build’
Human being is above person —
equality/rights?

Referencing how she can help others
as well, this is important — wider
community

M: Absolutely, yeah, very good answer
Spencer. So we've just been through, so we've
been through the EHC plan. So what do you
think about that as a plan now? We've talked

about what's in there and things like that?

EHCP is something that is alive
and changing with Spencer. p24

S: Yeah, it's definite, | would've definitely
100% want it, need it, it was definitely
beneficial, um, not just on a wide scale in
education, but | think on a lower level, um,
micro style view, it is important because it's not

just a document on a paper, it's a lesson in

Reflecting
Needs the EHCP, it has benefitted her

In education and in wider life

Not just a document that is dormant
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The EHCP brings equality to her
and others, importance at every
level/age to bring about a sense of
hope and appropriate help. p25

itself, that's the way | put it. It's something that
can be used on a daily basis supporting others
to support students, which | think is extremely
important and it is needed in every school,
college, university, whatnot, it is needed to
ensure that every single student gets the right

support.

More than her, about teaching others
to support and include CYP

EHCP support staff to support other
students

Support is linked to EHCP to make
sure CYP succeed in their education

M: And looking back as is your voice, like
we said at the start, do think your voice is in
there?

S: Yes very, very much | think it is.

M: How has that happened?

Spencer has had to fight to get
here, she has defended herself
and it has been emotional, not just
for her but people around her. p25

She knows who she is, what she
needs and has been empowered
to say it. p25

S: | am very strong and wilful, | have

always been stubborn and honest and some

people do cry, but yeah, but that's on them. But
um, | think it is very important ‘cos the way that
| see it is if you want to provide the best
support, then you ask the person that you're
supporting because them as a person will
know exactly what they need. Yes, you can go

to their parents and you can go to their key

Strong/wilful, fighting for something
because it is right and important

Stubborn/honest

Others get emotional

Spencer is the most important person
to ask, she is central and her input is
crucial
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Spencer’s role is bigger than just
her, she is motivated to advocate
for others. p26

Education can be bumpy/choppy,
the EHCP looks to bring a
smoother journey. p26

Feeling of a wider cause, she is
helping others to help other CYP in
the future. p26

worker and their LSA, but the only person that
really truly needs the one that only truly know
their needs is themselves and | think that me
standing for my myself, but also as an
advocate for others, my role in this is powerful
and it is honest and it is needed and it's right
because that's what it is, it is mine, it is my, my
plan to ensure that my journey through

education is smooth sailing. Um, ‘cos at the

end of the day, it doesn't just help me, it also
helps further, you know, journeys, um, last
year, not this year ‘cause | don't have her
anymore, but | had a, an LSA | for four years
straight and she got to know me and then
obviously even though we've left, she would
know if someone else was to come in visually
impaired, she would know how to, to cope and
have those skills to be able to be comfortable.
So | think overall it, it is, it is needed, it is right,
it is necessary, um and anyone that says that

they're not are stupid, um (laugh) and overall it

Important to be heard first, she knows
her needs

Part of a wider cause/advocacy

Lots of possessive nouns, the plan is
MINE

EHCP = Smooth sailing (idiom)

I's a journey

Story about her helping her support in
the future. If they meet someone
visually impaired in the future.

Spencer is helping others understand —
this is important

Who is she referring to? Stupid
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People are complex and need to
be seen holistically, the parts make
the person. p27

Doing this during the EHCP
process leads to a feeling of
acceptance and wider care. p27

Is extremely beneficial, um, in every aspect of
the word because you're not just covering one
particular section you're covering the entire
basis, you're take in an holistic approach and a
person-centered approach to it, and you are
saying, this is this, this, and this. this is what
needs to be done to be able to make sure that
that person thrives in an environment that they

love.

It documents all her needs and is
holistic

The EHCP is saying what to do so
Spencer can thrive and feel — loved?
Accepted? Comfortable?

M: That's really great answer, Spencer and
| guess what we're going back to like these
plans for young people who have, | guess what
its saying is they have higher needs than we
can sort of cater for, so this plan is necessary
for these, these particular things who have
SEN needs, like we said. What do you think?

Spencer experiences worry for
others who cannot advocate for
the themselves, this would lead to
them being marginalised. p27

S: Yes, without a doubt it is needed for
people with SEN difficulties, um, because not
all of us are able to advocate in the same way,
um, that may be because of their disability, or

maybe because they think that disability has

Wider reference to others with SEN not
being able to feel as much
power/advocacy as non-SEN peers
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Not being heard/asked is dis-
empowering/frustrating and can
diminish your sense of self. p28

Having a voice is progressive and
positive, Spencer feels she is part
of a bigger cause. p28

Wider life becomes more
manageable because of the
EHCP. p28

demolished, which in a sense it has because
it's been put down and degraded to a point
where it's just, it's that and if you've got that,
then it's an issue when it's not and | think that

that really affects self-esteem, self-confidence,

um, and overall their ability to do lot of things.
So | think that having it is extremely necessary
cause it does not just give them a voice, but it
advocates for themselves, it gives them
confidence, it gives them self-esteem and it
sure...without a doubt it definitely, uh, uh, uh,
what did, um, it definitely, without a doubt does
make our lives a whole lot easier in every

aspect.

Importance for Spencer that CYP with
SEN are heard, not degraded

Not being heard leads to lack of self-
esteem/low confidence

Not just their voice but provides other
factors skills/feelings

‘Them’ she is an outsider here

‘Our’ Spencer as part of a wider
community, the EHCP makes things
easier

M: Has it done that for you, Spencer, do
you think it's helped you? | guess you've gone
through it quite a lot, but it's, it's experience. So
I'm just trying to get into your shoes, what's the

experience like?

Feels calm because of the EHCP.
p28

S: Definitely a whole lot better, but I'm not,

| think if I didn't have it, | would be stressing

EHCP made things better
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Experience of being ‘seen’, there
for staff to see and know about.
She is understood and accessible.
p29

really bad. But now, but | do have it, and that
for me is like the way that | would put, it's like,

it's like a box, like a very big box and I'm in the

box and it's like everyone can see like all the

information's on the walls and everyone can

see it.

Would be stressful without it

Box idiom — she is in it and others can
see her
EHCP = A Perspex box — conceptual

Feeling of being relaxed a being
known to those around her. p29

Spencer is heard, she is active, not
passive. p29

Feeling like she has control and is

valued. p29

A sense of ownership over her
experiences is empowering. p29

S: So I'm not there stressing about it or
repeating myself or, you know, um, having
to...physically...sort of go through that process
of right, this is my name, this is what | need,
da, da, da, because it's right here, um, for me it
is because it gives me, in, in, in the weird way
that I...I get to be a participant in it, I'm not just

a doll on a shelf and they're all talking about it

around a table. I'm, I'm in on it and I'm at the
table, I'm, uh, posing my views, I'm asking
them questions, they're asking me questions,
so it's a, you know, it's a, in a group or a one-
to-one, I'm included and that's one of the things

that is important to me about it, is that it's not

Not having to repeat herself and not
stressing about it

Spencer is active in it, not passive

Doll reference again

She is present, not talked about, giving
her views

Able to question and be involved

Being included = important

First hand, not hearsay
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just something that's been said about a person,
it's for the person by the person.

M: Brilliant, Spencer, | think that it's brilliant.
[, uh, I, I think we'll stop the recording now if
that's okay. Thank you for chatting to me, that's

a bit over half an hour and, um, let's stop there.
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Luna —28/11/22

Experiential Statements

Interview Text

Exploratory Noting

M: | think a first question is what are you

doing at college at the moment, Luna?

L: Um, I'm doing floristry, um, I'm doing,

I'm level two, it's a diploma.

M: Yeah, and how's that going for you?

L: Good.

I's been positive at College

M: Yeah, what do you like about it?

L: Um, I just like, I just like kind of being

a, as a creative.

Proud to create something and see the
end product. p1 — L

M: What does does being creative, does
that mean?
L: Because | get to plan out and the Being creative and doing the process start

designs, and then | get to make it, and then |
get to sell it to people, and then | get to see
kind of how they, uh, how they kind of react.

to finish.

Accomplishing and achieving things

M: Sounds wonderful.

Then the bigger question might be about, so

we're talking about education today. So you
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are at college, you've been at high school as
well before that. How's that gone for you,

how's education been going for you, Luna?

L: Um, good. | mean, I've had, um, I've
had my ups and downs, but apart from that
it's going good.

Education has ups and downs, challenges.

M: Yeah, what sort of ups and downs
might that be?

EHC is separates Luna from peers,
makes her appear different. p2 - L

Embarrassment in contents being read
openly in from of peers. p2 - L

Appreciative of support the EHC brings
but wants it to be private, it is personal
to her.p2 -L

L: Um, well last year because I'm still
doing maths and because | find it hard, |
really don't like maths whatsoever. Um, my,
um, my maths tutor, wanted to speak to me,
um, it was something to do about my EHCP, |
can't remember what, but, um, | thought that
he was gonna take me out of the class and
speak to me, but he just decided and to tell
the whole class and what was on my EHCP
and | were mortified. Um, | went home that
day and | was fuming because | don't mind

people knowing I've got one, but | don't want

Does not like maths.

Teacher discussed EHCP in front of her
class, other students with Luna.

Does not want EHC to be openly
discussed outside of teacher/student
relationships.

Upsetting experience for Luna —
fuming/mortified
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anybody to know and kind of what's on it
because it's personal.

Should not be public, it is private
information

M: As we're talking about the issue we'll
come back to that if that's okay?

L: Yeah.

M: So the reason we are talking today is
cause you do have an education, health, and
care plan, so we've got it with us. What have

you known about it Luna?

Luna aware of plan and having more
support than others, to her it is linked to
her autism diagnosis. p3 - L

L: It's something and that was put in
place, um, and when | got diagnosed with
autism, um, | got diagnosed at three and a
half, um, and as soon as | left a nursery, |
started primary and | think it came into place
and when | started primary school, um, | can
remember in primary and secondary, um, and
being taken out of our lessons as for these
meetings, because you've got to have like a
kind of updates and stuff for EHCPs. | mean,
and when | were little | didn't think and kind of

anything of it and, but when | started to get a

Linking EHCP to diagnosis of autism.

Had plan since she was young (tough not
EHC as that only introduced in 2015)

Memories of being taken out of lesson for
meeting and updates regarding the EHC.

Younger Luna did not think about it.
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Sensing a difference to her peers when
being taken out of lessons for meetings.
Being singled out. p4 - L

bit older, | started to question like, why was |
being taken out? Because I've been in
mainstream and kind of all my life, um, I've
never been to in special schools or anything,

um, I've always stuck to mainstream.

Questioning why she was being taken out
and other children not.

Always attended mainstream education.

So as | started to get a bit older, | started to
guestion like, why was it only me? Because |
didn't, because | thought that at all my traits
as were normal, but as | started to get a bit
older, um, | started to realise that I'm a bit

different kind to everyone else.

EHC making Luna aware of a difference to
others.

It is different to what she believes as
‘normal’ developing this sense of her
difference.

M: What's that like for you? What's it been

like?

Bullied because of her perceived
differences, emotionally challenging as it
is who she is. p4 - L

L: Um it hasn't phased me, | mean, I'm
not, | mean, I'm not particularly bothered, but
when people, and take the ‘mick’ and stuff,
that's when stuff gets hard because | don't
like it.

People were making fun of her and
pointing out her difference.

Did not like this happening.

I mean, | get jokes at stuff and I'm all up for
jokes, but when people and take it and too

far, that's when, that's when it gets difficult

People taking it to far, the jokes about her
causing upset.
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For yourself?

Yeah

And how does that feel?

Um...without swearing.

You can swear .

Not being known or understood, it is
unfair to be nasty to Luna — p5 — L

U = I - I -

It's, it's shit, it is, um, | mean, I've had
people who kind of barely know me and take
the ‘mick’, umm and that really, really, and
kind of ticks me off because they know and
kind of nothing about me, and for them to

take the ‘mick’ | just find that unfair.

Intense negative feelings around people
making fun of her because of her
difference.

Unfair things being said.

M: Yeah, that's fair enough. So Luna,
that's a really good answer. Thank you for
that.

So, so you've been, | think you've been quite
aware, so, so what is it like to have one of
these plans in your education? What's it been

like?

L: Um, well, my mum and dad have and
always been, and well, they've always, and

kind of made me aware about, um, and kind

Family discussed EHC with her.
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The EHC is needed because Luna has
autism, education would be challenging
without it. p6 — L

of about my autism and stuff, so I've always
known, | mean, and when | was little | didn't
really and kind of understand until probably
when | were in year five, year six, that's when
it probably ‘clicked’ and kind of what autism

was and | did a bit of research. .

At this point she realised she was different
and found out about her autism.

Linking autism to EHC.

M: Yeah and how, how would you say,
how involved do you think you've been in
making this plan throughout the years?
Because you say you've had it for a while.

The EHC is not about Luna, it has been
other peoples responsibility and she has
been separated from it. p6 — L

L: Well, it's mainly been my mum, um,
and that has been a kind of involved, um, |
kind of, both of my parents and have been
involved, but it's always been, and kind of my
mum and sometimes my dad and kind of
whenever he, and kind of whenever he gets
the time off work because, um, both of my

parents work full time.

EHC has historically been something her
parents have been involved in.

No so much herself, may not of been
explained to her.

M: Yeah. Because um, one of the things
about having one of these plans that they, uh,

they say is like, it's important for young
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people to sort of have input and have a voice
in their plans and make it about them. What
do you think about that?

L: Um, | think it's a good idea because it's
asking, it's asking the people and who I've got
and kind of difficulties and kind of what they

want.

See’s the importance of people with EHCs
having a say, asking what they want.

M: And has that happened?

L: Um, um, sometimes yes, but

sometimes no.

Mixed experience of having a say.

M: So in, in the times that it has

happened, what's been happening?

When Luna has been heard and asked
she has received help. p7 - L

L: Um, well, I'm getting a kind of extra
help and with my floristry and with my maths.
Um, it's been hard and kind of getting the
support, but I've got it, um, it was harder in
college and then in secondary school
because, well, and well, because | kind of, we
had covid and stuff like that.

Getting support in her academics (extra
help).

Harder in College to get support due to
covid.

M: It was a big change, wasn't it?
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L: Yeah.

M: Yeah. So the care plan, so what it says
about EHC plans is they’re for children and
young people aged up to 25 who need more
support than is available through special
educational needs support. So EHC plans
identify educational health and social needs
and set out additional support to meet those

needs.

So it is saying that it's over and above what
they can provide in educational settings for
young people and then the plan comes into
place. What do you think, what do you think

about that Luna?

L: Um, I think it's good , as long as

people are, are kind of aware and stuff.

EHCP is good with some caveats, that
people are aware (staff?)

M: What, what does that mean to you?

The EHC takes away the need to
explain her needs, she feels known. P8
-L

L: Um, well it basically lets, as the
teachers and tutors know and that I've got like
a kind of additional needs and kind of without

me and having to tell them.

Positive that EHC tells staff about her.

What she needs and who she is so Luna
doesn’t have to.
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M: And how has that felt for you during

your education?

L: It takes the pressure off me a bit. Pressure is lifted from Luna.
M: Tell me more?
L: Um, mainly because | don't, EHC explains her, she does not have to

sometimes | don't like telling other teachers
and stuff.

say or tell them because of this.

M: So it's a like thing that's there that's
behind the scenes, | guess, sort of thing? Is

that what you're saying?

L: Yeah.

M: For, for support and teachers to know
about you. And is that important, do you

think? Has it been important for you?

L: Yeah.

M: Secondary and then college, you've
had it?

L: Yeah. Um, a secondary and college,
yeah.

M: You've already mentioned about

meetings and things like that.
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L: Mm-hmm.

M: So what, tell me about them.

The plan is experienced as a shared
endeavour, other people are responsible
for helping and constructing it. p10 - L

L: Well, in primary and secondary, um, |
kinda, it would be my mum and sometimes as
my dad and kind of whenever he can get the
time off work. Um, and then it would be, and
teachers that | had, um, and then it would be
people like from the council and stuff that kind
of deal with, and kind of additional needs and
stuff like that.

Meetings involve a team of people such as
teachers, family, council workers.

Additional needs are a point of discussion
and a specialist subject for these people.

M: And what about you? Because you
mentioned other people, but what about

yourself?

L: Um, I'd get called in.

M: And how, how has that been?

L: Um, good in secondary and if it was,
and during a lesson and that | didn't like, and

then it were great. That's .

Meetings happen in lesson time.

Good when they were ones she did not
like.

M: So you were, you were contributing. Is
that, is that what you're saying in meetings

,how did you do that go?
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Luna is on the periphery, people talk
and plan for her in meetings, out of her
control. p11 —L

L: Um, well, they just, and told me and
kind of what was said and what and they
were planning to do and um, and stuff like
that. Yeah.

Luna describing herself as quite passive in
reviews.

Might be a little ‘done to’ here.

M: That's good, thank you. That's really

interesting.

Now we're going to look through your
EHC plan together. Is that okay?

L: Yeah

M: we've got it with us. Um, so it has,

have you seen one of these?

L: Yeah

M: So let's go through, the first bit is very
adminny, it's got all your contact details and
things like that. So it has an all about me
page, a one page profile it talks about your
hobbies, what's important to you, uh, friends,

family, college course, the cat.

L: Mm-hmm.

M: You got the cat?

L: Yeah, yeah.
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M: What's it called?

L: Alfie

M: Uh, it says what I find difficult or
challenging maths, uh, I'm shy, | dislike eye
contact it says, unfamiliar places and people,
| need time to settle and open up. It says in

my future I'd like a job.

L: I'll be the first to admit | cannot stand

maths, yeah maths is just my weakest area.

Maths is not a popular subject for Luna.

M; That's fine, it says in my future | would
like a job and an independent life. Um, so
that's been updated | guess a year ago. So
can you remember if people asked you about

this?

Peers are interested in her EHC, she is
viewed as having something
different/extra to them. p12 — L

L: Um, | mean, people have asked me
and what one is, and friends and stuff. Um, |
don't mind and kind of in and kind of
explaining and once | do they start to ‘twig’ on
a bit.

Friends have asked her about the EHC.

Luna explains to them what an EHC is, she
believes that when she does this they start
to understand her more.
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M: And then for this bit, these sort of all
about me parts, have you been involved in

sort of contributing to that?

L: Yeah.

M: So it goes through some stuff over
your mum, uh, how Luna's mum would like
her to gain skills and experience access to
employment and work a job that she enjoys.

L: Mm-hmm.

M: Um, and then it goes through, so then
it's got summary of my special education,
health and care needs, so it goes through
your strengths in communication and
interaction, how you able to make decisions
and communicate effectively. Cognition of
learning, Um, Luna's beginning to rely less on
adults in the learning environment, she's
particularly independent with written work and
often just these reassurance, Luna has
completed a CV, um, Luna attends a work

placement.
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L: Yep.

M: Then it goes through physical and
sensory, um, how you’re physically fit and
well, uh, social, emotional, mental health, how
you're motivated and content. Confidence
and self-esteem has developed, uh, made
good friends at college, develop resilience
and is willing to help others. Then it goes on
to developing independence. Luna, accesses
the community with friends. Luna is
independent in managing personal care. Luna
continues to practice home skills. She

participates in cooking.

L: Mm-hmm.

M: Luna has basic money skills and your
journey, you take journeys together, so it's
got, it goes through the sections that's all your

strengths.

L: Mm-hmm.

M: What do you think about that?

L: Good.
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M: What was it like to hear that?

In the moment feels pleasure in hearing
positives about herself, the EHC was
previously negative about her. p15 — L

L: Um, it's better then how it sounded and
when | were in a primary and secondary
school already, uh, well in primary secondary
school, it just, | used to focus and on the

negatives.

Luna has heard positive things about
herself in the EHC.

Strengths emphasised.

In the past it has been negative.

M: On the negatives. Okay do you think
it's good to focus on both and why?

L: Uh, because | don't like and talking

about the negative stuff.

Does not like negative focus in plans.

M: So then section B, then it does go to
special educational needs. So it talks about

you having a diagnosis of autism.

L: Mm-hmm.

M: Cognition and learning difficulties with
mathematics, | think you mentioned that as

well.

L: Yeah.

M: Uh, does not like maths finds it very
difficult, Luna finds it difficult about maths

again and deal with problems, going through
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needs, aren't they. Luna now wears glasses.
Do you wear glasses?

L: Yeah, | wear glasses, but | don't, um,
kind of wear them as often as | should. Okay.
That's right.

M: It says Luna is developed money skills,
Luna is developing independent travel skills,
which you are developing.

So it goes through your strengths and then
maybe things to work on difficulties. Do you
think it's good to have all that sort of thing in

when you think about that?

L: Yeah.

M: It gets, it's a good picture of you.

Then it goes through outcomes. So have you
heard about outcomes in your EHC? | guess
it's called goals or aspirations and things like
that?

Outcomes section of the conversation.

L: Yeah.

M: Yeah. If you talked about them before

with anyone before.
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L: Sometimes, yeah, sometimes.

M: So it goes through goals, uh, it talks
about, uh, towards employability needs and
goals. Luna will gain her qualifications,
develop her math skills, skills to enable her to
access employment, and that's a long term
outcome and that has medium term outcome,
uh, to complete simpler sample tasks as a
taster to offer the opportunity to progress to
level two, which you have done haven you?

L: mm-hmm.

M: So it talks about those goals and tells
us about what you need to get there, so for
example, it has a key one to one adult, | think
it's just weekly, uh, for a few one hour | guess

it's got.

So do you think, do you feel, do you have
adults with you that help you, do you think at

college? Do you have that provision?

L: In primary and secondary | had like

adults and kind of learner support, uh,

Support referenced as a younger person.
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An experience of changing provision
over the years, it has had difficulties but
encouraged independence as a goal.
P18 -L

workers like in nearly like every, like every
lesson, but since I'm getting to college, I've
had them and less and less, it's been hard to
kind of grasp, but I think I'm doing all right
and kind of being kind of on my own, um, in
floristry and stuff. But | would like somebody
there and just to be in my maths because of
how much I struggle and with it, um, the
support with maths ever since I've started
college, which were back in 2019, has been,
it's not been the best at times because | don't
get help until Christmas time and kind of by
then, it's just too late because I've kind of

already gone through the content, like half the

Things have changed since coming to
College.

Change has been hard.

Would like support in Maths to help her
with her work.

Maths specific, hasn’t received support
until the new year.

Has not come in good time to help her
achieve.

content.

M: So do you have a plan don't you?
L: Yeah.

M: And so can you, can you let people

know about how you are feeling about this?

L: Yeah but not sometimes in the right

way.
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M: How would you go about it?

Feels more comfortable and able to
achieve with adult help in her education.
pl9-L

Can feel like a burden at times, her
needs mean other peers do not get help
from people. p19 - L

L: Sometimes | get very frustrated, and
when they don't listen, um, currently and at
the minute | don't have kind of anyone in
class. I've got, um, in maths, I've got two
teachers, but I just like somebody just
assigned to me because | find that easier,
because and when they're not a kind of
assigned to me, then | feel bad and kind of for
the other people and that need help because
if I'm there and constantly asking for help and

all the time and the other people don't get a

When Luna is in a frustrated frame of mind
she believes she cannot communicate
effectively.

If support is not directly focused on her she
feels bad about taking up their time, so
they subsequently cannot help other in the
class.

She wants others to have a chance of
getting help.

chance.

M: Yeah, how does that feel?

L: Um, makes me feel bad. Negative feelings.

M: Why does it?

L: Um, because, | dunno how to explain Cannot explain why at this moment.

it, but it just does.

M: That's okay, it's quite hard to explain
feeling sometimes, isn't it? That's really good

answer. Thank you for that.
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So then it goes through another more
outcomes. So this one talks about friends,
relationships and being in the community so it
as a long term outcome and a medium term
outcome. It says, for example, in the past it
says to respond appropriately using learned
strategies to open question and it talks about
communication skills and understanding of

people's points of view.

Then goes on to another one, so it has
different outcomes for different sections
around friends, relationships and goals. It
talks about small group activities being in
those regularly and doing collaborative task,
doing collaborative tasks where Luna can
learn and understand all people's points of
view. It talks about the provision again, it's
talked about key adults and being in small

groups at college is that happening for you?
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L: Um, | mean, it takes me a while and
kind to get used to people, but once | start to

get to know them, | start to open up a bit.

The process of getting to know people and
feeling comfortable with them.

M: Do you think that's important?

L: Yeah.

M: What does that mean to you?

Having consistent staff eases worries.
p21 —-L

L: Um, it means, and that I'm making

progress with them.

Progress in building relationships with
people.

M: Progress on the course or progress in
bigger life?

L: Just in general.

M: And what do you want do when you,

when you go into the workplace and things

like that and you got any ideas about that?

L: Um, hopefully and to continue to have
a kind of an independent life, because I've
always been a kind of independent, um, but,
and if I need help and then I'm very good at

kind of asking.

Independence is an important goal for
Luna.

To get this she is okay with having ask
people and have her say.

M: Yeah. | kind and is there people at

college patrticularly you find supportive?
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Luna is on a ‘path’ she feels she is
going to arrive somewhere and this is
part of her journey. p22 — L

L: Probably K (staff), um, and currently,
and after | leave college, um, | signed up to
the job center, um, and to try and, and to try
and put me on that path and to get me into
work, um, and I've been working closely with
a woman called L and yeah, she's really

good.

Reference to a ‘path’ towards
independence.

People helping her along the way, she has
links to help her and knows their
names/roles.

M: Seems like you've had positive
experience there.

L: Yeah.

M: And then | see you mentioned the
lunch group and things like that what's that

like?

Luna has felt different to peers during
her education, this had led to feelings of
frustration. p22 - L

L: Um, it's really good because it's people
and kind of who have had a kind of similar a
kind of experiences, as to me. Because out of
my close, uh, secondary school friends, like
I'm the only one, that has a kind of additional
needs, um, whenever | try and explain to
them, sometimes it's hard to say sometimes

I'd say they do understand, but sometimes I'd

Being with ‘similar’ peers is good for Luna.

Mainstream friends do not have SEN, Luna
finds it challenging to talk to them about it.

Peers sometimes understand.
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say they don't, and | find it kind of really
frustrating, I've never told them this kind of,

Others do not quite understand Luna, she
gets frustrated about this.

by the way.l
M: It's all confidential.
L: Yeah, but when, but when I, um, but This is a little better now for Luna.

when | speak to them, | feel like they

understand a bit more sometimes.

M: Yeah, because a big question might
be, what is it like for you? Cause I'm trying to
get in your shoes as a young person, like
you've mentioned additional needs, which is
sort of what the at the EHC plan is as well.
What has it been like to be you in education,

having these additional needs?

L: Uh, well it hasn't been easy, um, but
somehow I've managed to work through and

kind of all the problems.

Problems have come up but have been
worked through during her education.

M: And has anyone, has anyone been

influential in helping you, do you think?
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L: Probably, probably my family and like
my mum, dad and grandparents and yeah
and stuff like that.

Family have helped.

M: So we've been through the EHC plan,
so how did it feel? What did, what was it like

to go through it like that?

Hearing and experiencing her EHC
today led to a realisation that when she
was younger she was not involved in
contributing to EHC. p24 — L

L: Um, well, back in primary and
secondary | didn't, uh, I didn't really know kind
of what was going on. | mean, half of it, |
don't, | don’t kind of particularly remember,
but from the times that | do, it's been a kind of

a okay, | guess.

Reflecting on EHC
As a younger person she was not aware of

her EHCP.

It has been okay to hear what is in it and
talk about it.

M: What was it like to hear it just now
when we talked about it, did it sound anything
like you, do you think you are in there? Does

that represent you?

L: Yeah. Yeah uh, probably the maths.

The EHC does represent her.

M: The maths?

L: Yeah, because | struggle with maths. .

M: | guess like a big sort of final question

to sort of wrap up nearly half an hour in.
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Having the education, health and care plan
throughout your education through high
school into college, how do you think it has

been?

L: Um, | think it has because, and kind of
without it, | think | would've struggled and kind
of a lot in mainstream, um, but because I've

got that, there's been less struggles.

EHC has meant it has been less of a
struggle for Luna during her education.

M: What is struggles?

EHC has enabled Luna have the help
she needs in her education. p25 - L

L: Well, and kind of without it, | wouldn't
have had the help and that | had, um, in

primary and secondary and now in college.

Without the EHC Luna believes she would
not of had the support in her education.

M: What does what it do for you?

Having an EHC has led directly to
positive outcomes, Luna therefore feels
successful. p25 - L

L: Well...I wouldn't have achieved and
what I've achieved. Yeah, because in
secondary | ended up passing kind of half of
my GCSEs, um, | got a C and kind of in most
of them um, | got a couple of merits and stuff
like that in College, um, I've got a few and

kind distinctions and merit and stuff like that.

EHC = Achievement

Support has led to good academic marks
that she is proud of.

EHC has played a role in this.
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M: Thanks Luna, so the EHC plan, have
you got any thoughts about how they, how it
could have been different for you? Is there
anything you would add?

Frustration when she believes teachers
have not read the EHC, therefore they
do not ‘know’ her properly. p26 — L

L: Um, there's one thing that | would add,
um, half of the teachers don't read them and
they're supposed to, but half of them just flick
through it and stuff. I'd like to see in the future
more teachers and dedicating the time and to
reading the kind of EHCPs and to better

understand the child.

Teachers not reading the EHC.

If they read the EHC they would have a
better understanding of Luna and other
CYP with plans.

M:  Why is that?

If you know Luna’s EHC it explains how
she is and makes her feels understood.
p26 - L

Her bad experiences, the feeling of
being exposed she does not want for
others. p26 - L

Sense of shame in information being
shared publically without her
permission. p26 - L

L: Uh, because I, because | don't want |
kind of anyone to go through and what | went
through with maths kind of last year, and
where a teacher just blurted it out to the entire
class, uh, he said that, he said that half of it is
just maths, | mean, well, yeah, it is and
there's some other stuff as well and if he had
and taken the time and to actually read it,
then | don't think, | don't think that incident,

Luna referring back to the ‘bad’ experience
where a teacher said what was in her EHC
in front of class.

Does not want this to happen to other
people.

Teacher had not read it before.
All about maths.

250




um, would've happened. | tell you, you have

good ideas.

M: Because you are a young person that's
had an EHCP it's important to hear your
experiences, your ideas. What you think is
good, what you think is bad, and things like
that.

And just like to wind up then, do you think,
your voice, has your voice been heard
throughout your education, do you think?

L: Um, sometimes yes, but sometimes

no.

Having her voice has been mixed in her
EHC journey.

M: And how has that been? What's that

felt like for you?

Frustrating when she has not been
heard, led to bad outcomes. p27 — L

L: Um, and when it's been heard then it's
been great, but when it hasn't been heard,

that's when it starts to get a bit crappy.

Being heard/asked has led to good
outcomes, not being asked has been the
opposite.

M: And what happens in the crappy time?

Had to battle/fight to be heard at times,
experience of anger and conflict. p27 - L

L: Um, I've had to fight, um, I've had to
virtually fight and just to get them to listen to

‘Fight’ a battle to be heard.
When listened to it is a ‘weight off my
shoulders’ - idiom
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When heard in her education a sense of
freedom, it has then felt easier. p28 — L

me and when they finally do it's like a weight
that's been lifted off my shoulders.

M: That's a really nice way of putting it. |
think that's a good way of putting it. Um, so
yeah, that's great. | think that that'll be fine.
We've just done about 30 minutes, thank you.
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Rock — 30/11/22

Experiential Statements

Interview Text

Exploratory Noting

M: So just a question | want to ask you first.
So | what ae you do at college at the moment

and how is it going really?

R: Uh, currently I'm doing ICT level two
about systems and principles. Uh, there's not

really much else to say.

M: How are you finding it?

Positive experience linked to
interest in subject. pl

R: Uh, sometimes it's enjoyable,

sometimes it can be a bit dull. It depends on

Education has ups and downs.

the work.

M: And this is your second year at college?
R: Yes.

M: And what, did you do the same thing the
first year?

R: No, I, uh, did electrical installation my
first year.

M: Okay, great and then so where did you

go to for school?

253




Childhood and education have
feelings of upheaval, moving
around and not settling or
perhaps being accepted. p2

R: I've been to a lot, a lot of schools, uh,
across my life, um, the one that | probably
stayed at, one of the longest | stayed at was,
uh, a school that no longer exists ‘cause they
closed down, merged, and | don’t know what's
happened to it, uh, and that school is called the
C and it was, uh, located near W. So | was
there for a long time, so there for about, | think
| started in like year three. | was there till like
year six. So it was about three years and

Many school moves during education.

One is worth referencing, the one R
stayed at the longest.

M: Then a few other schools did you say?

Not having a physical disability so
confusing as to why he was
there, this memory has stuck with
Rock. p2

R: Um, I've been, | was at H, uh, in E for,
for about a year and uh, | was also at C, which
is a primary school in D. I've also been to, uh,
C, which is also a school in D, but that's more
for students with physical disabilities, so
whether they need a wheelchair or, and a
support like that. Um, um, | went to...I'm trying
to think now, | went to, D House, which is a
school located in N, so quite far away from

here, | had to take a taxi to get there.

Attended a school for CYP with
physical disabilities (R does not).

Some school moves required long
travel and journeys in transport.
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And | don't remember what the name of it was,
it was, uh, most people called it J, I'm not sure

if you've heard of it?

M: No, no.
R: So you have not heard of any of those
schools?

M: Some of them. Some of them that are in
C, and in H, yeah, and not J though, is that, is
that way?

R: Uh, no, it's, it's towards B, it's on a, like
Lancaster and the last school | went to was,
well, last on the list, it wasn't the last school |
went to, the last place | went to was S, that
was the very first school | went to, which is also

school in D.

Ended up at the same school that he
began his education after plenty of
moves.

M: So that's quite a lot

R: Yeah, quite a lot of schools.

M: How has that been for you, how's it felt

to move to all those schools for you?

Reflection and acceptance that
others have experienced struggle
because of the moves. p3

R: Hard...well, I, | don't, | wouldn't say it's

hard for me, uh, actually, no, | would say it's

The school moves have an effect on
others and not just Rock.

255




Empathy towards parents and
their struggles with Rocks school
moves. p4

‘Kicked out’ — feeling of being
rejected or forcibly removed from
schools. p4

A life in flux, getting used to new
surroundings constantly, people
are rejecting him, others have

control over his experiences. p4

hard for me, but its also hard for my parents
because they had to arrange to go to all these
different schools after | was kicked out of the
previous one for some reason or another,
some of them were my fault, some them
weren’t, so its hard on my parents to try and
like find a school for me, and it was also hard
on me because | had to adjust a lot, thats

basically it.

The school moves have negative
impact on parents, this might mean
them emotionally or physically.

‘Kicked out’ description of him leaving
schools.

Sharing the ‘fault’, the process of
moving schools is challenging

M: Thanks, thanks for sharing that. Really.
So the reason that we're sort of doing the
interview today, you are your person who has
one of these education, health, and care plans,
so I'm just wondering how, how aware have

you been of this plan?

Feels like it has been a secret
and has been kept from Rock. p4

This thing (EHC) has been
completed without his knowledge,
been ‘done to’, he has not been
in the loop as a younger person.
Now it might feel like is has been
a secret, kept from him. p4

R: Um, until I was, until like only two years
back, | wasn't that aware of it because | don't
think schools or teachers or anyone makes it
really aware that you have one, err all it does
tell you is that you have special needs or

whatever, and you've told that you get support,

Recent awareness of EHC.

People (staff) have not told him about
the EHC.

Rock thinks it is information for staff
about his SEN.

Discovered he had it when around 16.
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but you're not really told about this, I didn'’t find

out.

M: How does that feel about like, not the
not knowing? What does that mean to you?

R: What do you mean by that?

M: So | guess you found out that you got
one eventually, and then you've had one for a
while, but you didn't know about it.

R: No.

M: Did that feel any sort of way?

The uncomfortable feeling that
his ‘story’ is written for others to
see. p5

Some shame present as the
history might not be positive. p5

R: | felt quite uncomfortable because |
didn't know that, uh, everything I, I'd been

through was documented.

Rock’s history is in this document.

Unaware that his history is there for
others to see.

M: Yeah.

His story is public, he has not had
control over this and has not
been informed. p5

Lack of openness from others,
trust might be affected. p5

R: And recorded and everything, | didn't
know about that, so it just felt kind of weird that

all this has been written down.

Not aware that this information is out
there.

M: Yeah so how has your involvement

been in it, do you think?
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R: Very little, like | said only till a couple of
years back that | know about it.

Low involvement in EHC.

M: And do you feel aware of what it is
meant to be doing for you? What's the reason

for it?

Lack of information/idea about
what EHC is, feeling unaware of
its relevance for him and his
education. p6

He may not of been informed or
may not of understood when told
about EHCs, marginalised. p6

R: Uh, not really, not fully aware of what it
does really well then tells teachers like my
history and what's what | need, other than that,
| don't really understand much about the
EHCPs.

A speculative idea about what EHC is
and is meant to do, does not really
understand their function.

M: So EHCs in the official legislation says
EHCs are educational health and care plan is
for children and young people age up to 25
who need more support than is available
through special educational needs support. So
educational health and care plans, identify
educational health and social needs and set
out additional support to meet those needs. |

guess that's the, the basis of it.

R: Mm-hmm.

M: What do you think about that as basis?
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R: Sounds about right.

M: What do you think about special
educational needs? What does that mean to

you?

EHC is created by higher
systems, but the purpose of them
is still unclear. p7

He needs help to get through
education. p7

R: It's supposed to be a thing like, is it like
a government thing or is it just a council thing?
I think it's like a government thing and it's their

way of like helping people who need, need it.

EHC is a systemic thing (political?) —
Government, council.

‘they’ use it, who are they?

M: Yeah, what do you mean by who needs
it?

Rock is ‘othering’ himself, he is
different and experiences the
world differently. p7

R: People who are, | guess not as
independent as others, | can't or don't see the,

the world the same way as other people do.

The world is different for Rock
compared to others.

M: See the world a different way?
R: Yeah.
M: Is that what you mean? Is your

experience do you think?

People in Rock’s life have
highlighted his differences during
his development. His
understanding of himself
influenced by others. p7

R: | think so, it's what other people have

told me as well.

People have told him he see’s the
world differently.

M: That you see things differently?
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R: Mm-hmm. . yeah.

M: And do you think, do you think that

that's part of you?

Autism is challenging for Rock
and makes his life challenging
now and in the future, SEN as a
challenge. p8

Autism is something to learn
about and cope with for Rock, his
experience of ableist culture. p8

It is difficult to be him, the path is
not easy and feels hard. p8

R: Well, if | said that, | think I'd be lying a
little bit, I'm not really keen on having autism
because it massively effects the way | get
along in life and | feel like it's gonna be like that
for the future, as you grow older, | feel like you
learn to cope with it more, like you get used to
it so you work around it, but when you're
younger it's because you're not used to it,
you're, you don't know how to cope with then

it's really difficult.

Autism linked to Rock’s experiences,
he’s not ‘keen’ on having it.

Looking further ahead.

Autism as something to learn about
and cope with.

A developmental process of coping.

M: Yeah and you've had experience of that

it seems?

R: Yeah, definitely.

M: And then, so you gone through that and
then as you got older, like you're saying it's
become a little bit different or you've

managed?
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In his experience Rock has been
cast as the problem, he is the
bad one. p9

R: Yeah I've calmed, because | used to be

quite bad when | was young.

Rocks changing behaviour has led to
better things

M: Yeah, yeah. Some might say like,
everyone's very different anyway and that's
okay.

R: Yeah

M: So what we'll do is we'll have a look
through your education, health and care plan, if
that's okay. We'll go through it and just talk
about it, if that's okay. Is that alright?

R: Yeah

M: Brilliant. So it's got the sort of admin at
the start about what it is and things like that,
personal details about yourself, sort of parent
carer names and things like that. It's got a one
page profile, so it talks about your story in

here.

So it says, as you've talked about, already
diagnosed with autism in 2009. It says you can

sometimes be a quite demanding young
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person, history of challenging behaviors and
things like that.

Sociable on your terms and a lot about
behaviours and speech and language
therapists that that you've been involved with.
Different assessments you've had at different
times, so it's quite like historic that bit. Um, do
you think that's needed in here? What do you
think about that?

So it's got your story, do you think that's
important for people to have? What do you
think about that?

Idiom — ‘grain of salt’, people
should view information with
scepticism, it is not who he is.
p10

Too simplistic, worries about
what people might think of him.
p10

Untruths from his point of view,
he may have to fight the
narrative, others may form a
negative impression of him. p10

R: Uh, kind of, but you should really take it
with a grain of salt since this doesn't explain
everything, like | don't want people to read that
and like think oh, right, so he is like only
socialise on his own terms, so that means he
might only, like he might be like, want things or
demand things, and it's like, that's not true. |
don't want people to make assumptions based

on just a little bit of info about me.

History is not to be taken as fact, he is
more than his history.

Concern about what people who read
might assume about him.

The EHC has small amounts of
information, Rock feels some is false.

Not enough to be a thorough account.
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M: Good way of putting it. One page profile
that's got quite a lot about your history and
things like that. Different things about going to
different schools like you've already talked
about and how you've been attending at
various times of school and things like that.

So it's quite vast that bit, do you think you've
been asked about this particularly to contribute

to this part because it's your story?

R: To contribute to this?
M: Yeah.
Some helplessness felt, history is | R: Uh, somewhat, | can't really contribute History cannot be changed, Rock

documented and not able to
change it but still influences how
people engage with him in the
present. pl11

Feelings of being stuck in his
past. if people see this profile of
him which is negative in his view.
pll

much since it's not like subject to change
because it's just part of history, so | can't really
like go back in time and change that, so it's
kind of like once it's happened | can't really

change much about that.

unable to change that now.

Documentation of history is not
changeable.

M: When you've been at school, you've

already mentioned because sometimes they'll
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have young people in meetings and things like
that, they'll ask them about things that are
going on, they'll ask them about what they
think about things, have you experienced that
at all?

Rock has not been asked/heard
before he reached College
regarding his EHC. p12

He is being ‘done to’, by others,
rather than being engaged in the
process. p12

R: Uh only a handful of times that
happened when | was, the first one | did was
when | was 16 and then | did another one
when | was about 17/18 and then | had one
here with K.

Cannot recall his views being
gathered, expect since reaching
College.

Lists three times since then he can
remember being involved.

M: And what happened? What happened

there?

R: Uh, what happened? What? The first

one?

M: Yes, so when you've had these
meetings, you said you, about you getting your

voice?

Others make plans, Rock is
passive and not engaged in a
style that suits him. p12

Discussions are forgotten and
lost in Rocks mind. p12

R: Errr they basically talk about what I'm
like currently and like what the plans are for my
future and, to refer, they go by quite fast and |

tend to forget them because it's kind of blurry

Focus on the present and future.
‘They’ — run by adults?

The sessions are fast/blurry, Rock
forgets them, ‘they’ talk.

264




for me, um, but they talk about like what | want
to do and stuff, and that's basically it really.

M: And do you think that's important for

you?

People in education do not listen
to or respect his views. p13

They do not care to listen to him
in his assumption, he is not
valued or worth peoples time.
pl3

R: Yeah, kind of because sometimes they,
to be fair, they can't be arsed to listen, some, a
lot of staff I've met who are like, that just can't
be arsed to listen, they all just don't take me

seriously and that's it really.

Rock has not been listened to and not
taken seriously, he is not heard.

To be listened to is important.

M: Yeah, and how's that feel?

Rock is not important enough to
be listened to/asked in the past.
pl3

R: Uh, | feel like I'm being ignored.

Not listened to.

M: So they have had these meetings,

they've happened.

R: Yeah they’ve had them

M: So | guess it's like change as you've

gone on, as you got older sort of thing?

Rock’s development has
accompanied a feeling he is now
more involved in his education,
this is better. p13

R: Yeah as I've got older, | have a, like in
general, um, as I've got older, I've had more
involvement and control over my life, but when

| was younger, you don't really have a say or

The process of getting and older, his
development had led to having more
control.
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Past hurt feelings associated with
lack of say/voice in things
happening to him. p14

control of anything, | think that's, like a hurtful
thing.

Hurtful is a strong descriptor, Rock has
been hurt due to a lack of control over
his life/not being listened to

M: Why is it hurtful?

Rock is not having a say and is
being done to, controlled against
his will. p14

It does not feel like a shared
venture, it is frustrating and
oppressive. pl4

R: Because when people make decisions

for you it's not very nice, you don't get to have
a say in things and stuff, so many times in my
life I've been forced to do things | don't want to
do. | feel that's the hardest part of growing up.

Other people are making decisions and
controlling his life.

Happened many times.

People are forcing him to do things.

M: Do you think in those times, if you
would've had a say things might have been

different?

R: Yeah, yeah, definitely.

Having his views would of helped.

M: What way?

An experience of not being able
to say what he thinks/wants,
feeling helpless and not in
control. p14

Not being asked has felt dis-
empowering and created
negative feelings for him. p14

No control over his life. p14

R: Like the things | would've chose to do as
maybe a job or the things | would've liked to do
or maybe the support | wanted or anything like
that, that could have all been completely
different. Even the schools | could have gone
to would've been different if | just had a say in

things.

If Rocks opinion/voice would have
been heard things could have been
better and different for him.

Could of led to better things now and in
the future.
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M: You feel like that didn't happen, but

could have happened?

R: It should have, yes, yeah, definitely,
yeah.

M: | guess we don’t know, but it might have

changed rings significantly.

R: Yeah

M: Part of this is having your voice, so
that's, that's important to know and to get your

experience of it.

So we'll briefly go for a bit more Rock because
it's really interesting. So it's got my family and
views and hopes for the future. So it talks
about your family, say Rock has always been

very good with numbers and maths, for

example.
R: Yeah.
M: Also likes computers .At the moment in

a quiet library at some points. So it's quite big
this part, so yeah, so it goes through views,

then it goes through a summary of your
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strengths and achievements around your
communication, around your cognition and
learning around your physical needs and
around your social, emotional, mental health.
That talks about positivity, it says Rock has
good fluency of speech and good language

structure and things like that. Rock can

communicate when he chooses, good sense of

humour. Rock is generally good at organizing
and reasoning, general health, games
participating in, coping with noise from school
bell and fire alarm | guess that's in the past

now. Is it, do they have a fire alarm?

Confused that descriptions about
him are not relevant now, the
EHC is not who he is now. p16

R: Yeah, they had a fire alarm a few
weeks, no, they don't have be here, but |
wasn't really bothered by the firearm, never

really affected by that anymore.

Information on the EHC is not up-to-
date, he is fine with fire alarms now.

M: So the plan talks about family, three
paternal, older half brothers and things is that
right?
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R: | don't really bother with like the rest of
my family, | don't really have a good
connection with them because they live so far

away.

No relationship with distant family.

M: So it talks about developing
independence, Rock is well organised and has
good timekeeping skills, Rock has good money
skills, that's always useful, um, and things like
that.

So then it goes through special educational
needs, so it's things that you might find a
struggle sometimes or need to work on, that's
what it's saying. So trust again, it mentions
trust and things like that, and that, that being
something is difficult for you sometimes is that
right?

It takes time and commitment for
Rock to trust people in his life,
this is important for people to
know to understand him. p17

R: Yeah it still applies to this day, it's hard
for me to get on with someone | don't know,

very well.

Up-to-date information that is valid.

Rock need to build up relationships to
build trust.

M: English learning struggle in the past, it

says, and one to one support. So do you, do
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you have? It has Rock struggle sometimes to

engage in support, is that right?

R: Depends on support, but yeah.

M: What sort of support would you like, do
you think?

Listing support he needs or
provision required is complex and
challenging for Rock. It is more
than can be put on an EHC, the
document is too simple here. p18

‘Shoving’ staff into lessons is not
appropriate, makes him feel not
listened to and unimportant. p18

R: This is a very hard question, | don't
answer it that much because it's, it's hard, it's
really hard for me to answer ‘cos even though
I'm not sure what, what support | want, | just
want support that makes me feel like I'm being
listened to, makes me feel comfortable,
because the shoving staff in my lesson does

not help if they don’t know me

What support staff Rock needs is a
difficult topic for him.

He needs to be listened to and it needs
to suit him and be targeted to his wants
and needs.

M: What does that feel like? The shoving
staff a lesson and thinking they're going to help

you?

Somewhat outside his influence
regarding staff support. p18

Sense of calm now, consistency
regarding staff has led to positive
feelings. p18

R: Yeah, it's happened here actually,
especially like end of the year when they're still
organising staff around and stuff, it's always
staffing the lesson, but that's mostly gone now

I've got the same staff now so okay.

The process of having support has
been up and down, now it is better
than before in his experience.

270




M: How's that going?

R: Uh, alright, well | think my staff last, that

| had last year was a lot better.

M: Okay, so you had different experiences.
(reading) So social, emotional, mental health,
change is difficult and frustrating, it can take a
long time to build trust with people and
interacting with peers can be difficult
sometimes. That's okay, it's okay not to interact

with peers, I think

R: In my class, it's definitely forced. Forced socialising
M: What's that like?
Forced social situations are R: I'm not very comfortable, it's one of the | Social situations are challenging

challenging and not welcomed.
p19

most awkward and uncomfortable things |

could do.

scenarios.

M: And you think people know that about

you?

Rock is different and has his own
unique ways of experiencing the
world. p19

R: No, no. definitely, people just think I'm
just like a normal person, where | get along
with me like, like that, um, it doesn't work like

that for me.

Reference to ‘normal’. Rock is not what
he describes as normal.
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He views himself as sitting
outside what it is to be ‘normal’,
an ‘other’ in this environment.
p19

M: So it goes through a few things and s
few things crossed out because as it goes
along they cross them out and then they
update them. Travel, Rock does not travel
independently because you come with your
family at the moment. So it goes through
strengths, things to work on and then health
needs about you having autism. Wearing

glasses, uh, which are regularly monitored.

Then it goes onto finally, so we'll just talk about
this outcomes. So part of the EHC is building
towards things, so that's one of the points of it
for young people. So an outcome here in terms
of cognition and learning says Rock will gain
skills and qualifications to access employment
in a career path of his choice. Is that an

outcome you are, you'd be happy with?

This outcome is valid and
important. p20

R: Yeah, yeah I'd rather it come soon

though but yeah.

Eager to leave and gain employment.
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M: Do you know what you want to do when

you leave?

R: Uh, well, I've wanted to do computer
science, I've always been interested in
computers and like, programming them, getting
them to do, like, whatever you want, or what
you have in mind | feel like the, the
applications of that are very, very interesting.

Interests in computers is important and
a goal for Rock

M: Sounds very interest. So that's a long
term outcome and then it says Rock will
achieve sort of his target grades in his lessons
so that's about learning. Then it talks about key
support, so it does talk about key adults one to
one. But you've already said you're not a big

fan of that, are you? Is that right?

In an environment that is
weighted towards verbaly saying
what you think/need Rock
believes he does not have these
skills, he is at a disadvantage to
peers. p21

He is not ‘heard’ and his
experience is that he is then not
understood by others. p21

R: Sometimes it can help, but | just don't
feel like | have enough to say, | don't think |
have enough to say in a one to one because |
don't really talk that much when people ask
about me, | can basically say what I've just told

you, but not really much more. Uh, but like |

Not having a say and struggling to
communicate what he needs (support).

Verbalising is how to get you views
across, this is a struggle for Rock.

Wants help if stuck.

Teachers do not make things easy for
him to understand.
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Progress and learning are about
collaboration, they can help him
decipher work and then achieve.
p22

prefer support lessons because then if I'm
struggling with work that | can't do, because to
be honest, the teachers don't make it very
clear what you need to do, they kind of put it
kind of vaguely and expect you to figure it out,
errm so like | need a support to like break it
down for me to make it, make it

understandable to me.

Support/staff needed to make things
understandable.

M: So that’s the sort of support you'd like?
Is that what you mean?

R: Yeah, I'm not sure like when you say,
uh, adult one to one, like what do you mean by
that?

M: | guess a learning support assistant or a
tutor or someone, yeah, | guess someone

employed by college with you.

People who support help in
varying facets of Rocks
development. p22

Support staff help emotional and
psychological needs and are part
of their role, more than
academics. p22

R: Definitely sounds helpful, but if | was to
have one to one support, I'd be more for like,
it'd be more for more my self-development
than, uh, learning and helping me get work

done if | was have one to one

Support in EHC more to develop social

skills/confidence as opposed to
academic.

1:1 staff mentioned.
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M: Rather than?

Life skills, psychological needs
are important and people can
support Rock to develop these.
p23

R: Rather than like work, more like, uh,
helping me become more confident or

something like that.

Confidence important to progress.

M: So then it goes into health and it talks
about seeing opticians for your eyesight and
things like that. Then it talks about more
provisions coming to the end now around key
adults, Rock requiring someone, it says
requiring someone to check with him at the
start and end of the day, | guess that says

school day, but | don't know if that applies at

college.
R: No. Out of date
M: In order to see if anything that's

troubling him, thus reducing any anxieties, |

guess that one needs to be updated, doesn't
it?

R: Yeah.

M: Yeah. This,
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The EHC is not him now, it is not
like him currently. p24

R: Yeah, the EHCP needs updating, when
was the last time this was updated?

Information out of date, asking why
and when it will be updated.

M: I think it will say at the end, so we can
talk about that.

(reading) Different things around health as
well, supporting and developing healthy and
routines, um, others around supporting him
feeling more positive about himself, which
means focusing on positives. It says use a

sliding in approach, access to exercise

programs
R: Yeah
M: So it has a couple of outcomes, we've

talked about provision, how best to support
how Rock requires consistency with
relationships, he prefers to be involved in any
decision making process. | think that's true,

isn't it? | think that's important?

(Outcomes)

Decisions needs to come from
Rock and be collaborative, if this
does not happen it is setting him
up to fail. p24

R: Yeah, definitely, that's like the necessity

if I need to progress forward. So if you do

Rock needs to be asked, others
deciding for him will not lead to positive
things.
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make decisions about me, then don't expect

me to adapt very well.

M: It mentions, tutored, how you're tutored
with familiar staff, opportunities to work in small
groups in an environment that's calm, um, and
things like that. So it has quite a lot about
provision actually such as opportunities to work
in an environment with reduced stimuli. A flow
chart could be created with you in order to get
you to where you need to be. Have you ever

heard any that particular idea?

EHC not accessible or R: I'm not sure what it means by that. EHC has text he does not understand.
understandable for him here,
language and terms are
confusing. p25
M: Me neither, it says Rock requires a

setting like college that liaises and engages
effectively with all professionals involved with
Rock and continues to ask him what's working

and what's not working.

So | feel | will have a look at when it was last

updated, I'm not sure, oh, earlier, | guess like
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nearly a year ago, so maybe needs, it's meant
to be updated every year at least.

R: Yeah.

M: Maybe it needs another update.

R: Yeah.

M: So how's that felt going through that

document?

R: All right.

M: What do you think about the things

mentioned?

The EHC is not who he is now,
not representing him in the
moment. p26

R: They definitely need updating because
that was a year ago now, so it'll need updating

soon.

Things change and the EHC needs to
change with it.

M: And do you think what's in here is

useful?

Confused and frustrated about
past descriptions, he is different
now. p26

R: Some of it is, some of it isn't, but the
only things that | really think that aren't is the

things that are outdated.

Mix of information, update needed.

M: | guess having this sort of plan is meant

to get you to where you need to be eventually

R: Hopefully.
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M: Do you think that, do you think it will
help in that way?

R: That's the plan.

M: How long do you think you'll, you'll be at

college for?

Important facts/facets about him
has not been included in the
EHC. Rock is not fully understood
by others, who read this
document, in an important area.
p27

R: Uh...I'm not sure. Because what | want
to do really just depends on my mood,
because | get burnt out of things quite easily,
‘cos | don't think it's like, | don't think it's really
explained much in here, but, um, | don't have a
very good attention span, so | can sometimes
get distracted very easily, especially on things

that | really just don't feel like doing that day.

The EHC has missed information
about his attention span, for Rock this
is important to have in there.

M: Being in education is a lot about like

attention, isn't it? Do you think that suits you?

R: If it can grab my attention and keep me
interested, if it can keep me motivated to do

the work then yeah, yeah, | can do it.

If interested then he is motivated.

M: So education, health and care plans as

a whole, what is your experience of them?
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Like Rock the EHC develops and
must improve, it is not all it can
be yet. p28

R: They definitely, uh, I'd say a step in the
right direction, but I still think they need work.

EHCs going the right way but need
improving.

M: Yeah, a step in the right direction for?

R: For what it’s trying to achieve

M: And what is that in your experience?

Trying to make the educational
experience for the ‘other’ (people
with SEN) in a system that is
challenging for them. p28

‘Abides’ has legal connotations,
settings have a duty to
acknowledge the EHC and
therefore the YP with them. p28

When Rock is not understood
through the EHC it leads to him
feeling negative and
unsupported, he is a problem.
p28

R: It's trying to make education more
comfortable and easier for people who have
special needs, because every place I've been
to, not every place abides by the EHCP, some
places I've been to will pay more attention to it
than others, but some, some of the places I've

been to just simply, don't care about it.

Rocks view for the reasons behind
EHCs as a philosophy.

Mixed experiences of settings using
the EHC to help.

M: And what's that been like?

Not places he wanted to be. p28 | R: Well, those have been the worst places | Those that ignore it are the worst.
I've been to.
M: So the ones that have been more

positive have sort of paid attention and | guess
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got your voice almost and had outcomes

around progression.

R: I'm not sure what you mean by that.

M: So | guess like you say, there's the bad
ones and then the good ones have been more
inclusive, | don't know, | don't want to put

words in your mouth, but | guess they got your

voice more or asked you more about things?

The EHC does not always
correlate to how he is
treated/viewed. p29

People are important in Rock’s
experience and it can feel
random in how they treat him.
p29

R: It's very mixed, | think some places
listen to it and treat me well, some places listen
to it and treat me bad, some places don't listen
to it and treat me good, some places don't

listen to it and treat me bad.

Places are also people.

The EHC is there but it is the people
that treat him good or bad.

M: A mix.

To be heard and accepted has an
impact on lived experience, it
could be better. p29

R: It has an impact, but an impact on, on
education, it's an impact on me, | don't think as

much of an impact as it should

Impact was used three times.

Can it do more? Not just education but
in wider life

M: Is there any ways you think it could be

better?
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R: Uh um, I'm not really sure it been in a
while, so I'd have to really think about what

would | do to improve it.

M: | think what you've said already has
been really interested, really value them,
because your experience and you've actually
said a lot of things I think that you could look at

to improve.

Feeling overwhelmed having to
answer big, open questions. p30

Comfortable in simplicity of
responses. p30

R: Yeah, | feel like in general as a whole,
asking students with special needs, uh, closed
guestions is a lot easier to answer than open
guestions because if you're asking them open
guestions, they might not be able to answer or
might, uh, make them overthink or something
like that it might stress them. But if you ask
some close questions, they can answer with a
simple yes or no or just head shake or a
thumbs up or down or, or anything like just a

sign that yes or no.

A flip on what professionals might think
around questioning.

Closed gquestions easier to
comprehend and answer.

Stress linked to being confused by
guestions.

There are ways of communicating that
aren’t verbal.

M: And are there other ways of doing it, do

you think?
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Voice is important but
understanding how Rock (and
others) communicates best and
feel comfortable with can lead to
positive engagement and his
views being accessible. p31

The feeling of being heard and
adapted to is powerful. p31

R: There could be a lot of people who have
special needs prefer not at talk, |1 was like that
for a while and even now | don't, | don't feel like
| speak to my full potential, but um, last year |
didn't speak like almost at all so the only way
I'd reply to people is either by either writing
down my phone and showing them, or just a
head shake, just yes or no and it was a lot
easier to answer questions that was a yes or
no than having to write a whole, like paragraph

on my phone.

Generality when talking about YP with
SEN.

Ways of feeling heard and getting your
voice out varies.

Still developing communication profile.

Make things easier/accessible.

M: And how was that experience?
Being understood feels good, and | R: Much easier, much more comfortable for | A positive way of doing it.
comforting. p31 me

M: That's really interesting. Thank you,

what about using a computer?

Class setting feels
uncomfortable. p31

Communication and how you are
asked to communicate is vital.
p31

R: Computers are definitely the, like the
best way for me to communicate because it
feels a lot more com uh, comfortable than just
writing it up and just showing someone than

having to talk to them face to face, because

Importance of being comfortable,
adapting to Rock and his
communication style.

Having 1:1 in important.
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Person-centred methods and some people like me, especially, | don't really
adapting to the YP can open

doors, be informative and make
them feel comfortable/heard. p32 | present in front of a class to everyone looking

like attention, like when you have to like

at you or everyone can hear what you say or
whatever | don't really feel comfortable like
doing that, which is why one to one's very

important.

M: That's great, thanks Rock, that's really

interesting.
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Felix — 06/12/22

Experiential Statements

Interview Text

Exploratory Noting

M: So thanks for meeting me today, Felix.
| really appreciate it. | guess a first question
might be just what are you doing at college at

the moment?

F: Uh, so | am on the, um, independent
living skills course, and that is, uh, basically,
um, learning our work to become more
independent, not, not, and obviously, so that's
your basic, um, learning how to cook,
learning, um, different, um, techniques and
how to obviously cope with mental health and

uh, and um, stuff like that.

Independence goals

Life skills and metal health mentioned,
all aspects important

And then they obviously got a basic, um,
Maths and English, so that's a section which
we have on Thursdays, and then the Fridays
is the, um, options, uh, bit and that is, and
that is, um, where you pick a, uh, option and,

and you, um, do that, it's, uh, is only for about
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More sense of having a choice at
College, having options and his say in
studies. p2 - F

a, um, a six week block and then, uh, and
then we are picking again, uh, today actually
so after that, um, six weeks, you re-pick and
then you, and then you just, um, try and do all
the, uh, options that, that are on there and

have been chosen.

Different options at College

M: Right. And how's it going for you? How

are you finding college?

College has been a formative
experience, having choice bring
excitement and new opportunities. p2
-F

F: Um, well, brilliant, I think it's because
it's, it's given me, um, it's, uh, given me that,
um, that sense of, uh, um, independence that
| didn't really get in my, in my old school. Um,
uh, it's, uh, you know, it, it, it is given me, um,
you, it, it is given me the choice and, and
chance to me obviously, um, and new friends
to the develop new work skills, and I'm just

really, um, excited for to being here.

Positive about College, including
gaining independence skills and
making new friends.

Opportunities for new experiences.

Excitement

M: That sounds wonderful. The reason
why we're sort of talking today is because
you're a young person that has one of these

an education, health, and care plan and
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you've had it, | think you've had it for a little

while.

| guess a first question might be, are you
aware of this plan? What do you know about
this plan?

F: Yes, so it is beneficial to me, so, so |
know, uh, obviously because I've got a, um,
disability and stuff that like, they, like
everything that, uh, that obviously here
advocated to my needs is on there.

Has benefit for Felix

Disability referenced

‘advocated’ has his needs met

EHC is a guide to Felix for others, it
enables him to feel ‘known’ to people
who look to meet his needs. p3 — F

Um, uh, as well as, as, as well as, um,
academic, um, side as well. So my Maths, my
English and whatnot and, and, and yeah and
then, and then also obviously what's what's
needed for me in terms of, um, health wise
and what's, uh, and obviously when my, um,

levels and whatnot on there to.

EHC outlines what is needed to
support him in academic and health
spheres

M: What's it feel like to have one of these

plans for you? What's it been like?

F: It's, | mean, it's been, it's, it's actually

quite, um, | won't say great, but like good
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because it, because it is like they're for other
people to show that, oh yeah, they're like, this
person's got one, this is how, this is how, you
know, to, to help them in any way, this is how
to, you know, if, if you need some help to help
them, you know, and stuff like that.

EHC for others to see (support? staff?)
Help via the EHC

EHC linked to helping Felix and other
students like him

There is a feeling of being ‘known’
and explained to people, being
understood leads to being helped. p4
~-F

Uh, | think it's, | think it's, uh, great that, that,
um, people do have one, one because it, like,
it, like, it really shows like, like, you know,
you, you like, it's great that for this, you know,
for people like yourself can see what, what,
you know, other people need and what and
what, um, and what you know, and what need

and what and, and how to help them.

Great for allowing people (like
me/professionals) know how best to
help CYP who have one

We can help because the EHC is there
and accessible

M: And what does that do for you, Felix,
do you think? What was the experience of
that?

F: Um, I'd say it, I'd say it don't really, |
mean, for me, it's just, it doesn't really, um, |
don't really, um, think about it as, as, as much

because, you know, for me it's just like all the

Doesn’t think about it much, it is just
there
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stuff I know, um, already but its, but its, um,
um, for other people to know how to obviously

help me really

Felix knows himself, the EHC is for
others

M: That's really good point. And then do
you think, do you think you've had
involvement in the plan over the years, over

your education?

There has been a lack of his
voice/views heard so far in his
education. p5 - F

College is involving him more,
allowing him a say in things. p5 - F

F: Um, um, | want, | want to say I've
been, uh, um, involved in it possibly now
because it was more, um, planned by my,
um, education, uh, people at my primary of
coming to, um, T (school) and whatnot and
then, uh, here, uh, so, uh, so this will be my
first year that I'll have had some involvement

in it.

Not sure about involvement in the EHC
in the past

This year is his first involvement

M: What sort of involvement?

F: Uh, I'd say it is just, um, it's like
different ways that we could get round things,
you know, maybe, um, have a look at, um,
targets that was set in the past. Think I I, um,

have | achieved them, have | not, you know,

Target setting in EHC

Lots of shared responsibility

Achievement or not
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EHC is experienced as a shared
responsibility, other people are
important to lead to achievement. p6
~-F

what can | work on? Um, but yeah, so it'll be
looking at that and it'll be, and it's, and and,
um, um, making sure that we've, that we've

fulfilled every criteria on there.

Have things been
achieved/accomplished in EHC

M: And do you think that's an important
thing? What do you think about that?

EHC is an extension of Felix, he is
represented on it. p6 — F

F: | think it's, yeah, um, it is, because |
think at the, at the, uh, end of the day, you
know, you know, it's, uh, it's your life that, that
you're gonna, um, lead into it and it's, and it's

obviously, it's a part of me.

EHC is important to leading him
through his life and education

It is a part of Felix

So I've got to have some say like, | like how |
feel, whether | think there's, um, aspects or

not.

Important to have his say

M: I'll read you what, what is in the
legislation. It says in the education, health,
and care plan is for children and young
people aged up to 25 who need more support
than is available through special educational
needs support. EHC plans identify

educational, health and social needs and set
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out the additional support to meet those
needs.

What do you think about that as a whole?

EHC as a ‘path’, vital that it is there to
ultimately lead to a better
life/aspirations. p7 — F

F: Um, uh, | think it's, | think it's, um, |
think it's, it's, uh, needed, um, | think, uh, you
know, | think, um, I think, um, nowadays, |
think, yeah, especially with the, with the
pandemic and whatnot, | think people with,
um, special, uh, educational needs, need,
um, more support than ever, because | think
it's, I think, I think, uh, I think it's a vital that
we give these obviously, um, people a, um,
support and the backing to go on, um, to
achieve what they want to in life. And then,
uh, yeah, uh, really | think, I think it's, uh, it's a
much, much, uh, need needed to help them

along the path.

Because of pandemic people with SEN
needs more support than ever

‘Vital’ that ‘these’ people get
support/backing in order to lead to a
better life

‘Path’ leading to something in the end

M: The other people and you particularly
because you are the one that has it, how has

it affected you, do you think?
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Having disabilities, being different
motivates Felix to prove people
‘wrong’, society does not expect him
to succeed. p8 — F

F: It's, um, it's affected me, it's, well, I,
um, CP and ME (conditions), it's affecting the,
um, massively because it's like, it's, it is made
me have, it is my condition is made me want
to go out there and prove people wrong. Uh,
you know, it is made me want to challenge
myself and push myself to, to the limit really.
To go and, um, to go in, um, show people you
know what | can do really.

Felix’s disabilities and his struggles
lead to him wanting to prove people
wrong.

Showing others what he is capable of

M: Yeah, that's a great answer, then sort
of having a plan like this contributes to that
sort of SEN outlook, doesn't it, how has it
been beneficial? Has it been beneficial, do

you think?

F: Uh, yeah, yeah, I'd, uh, I'd, I'd say, uh,
um, I'd, I'd say, um, I'd say, yeah. It, it, it

definitely is.

EHC has benefited his journey

M: We're going to have a look through it

for a second. Is that all right?

F: Yes, sound.
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M: So here's your plan, Felix. Have you,
have you seen this before, this particularly?

Not aware of the content of the EHC,
in the dark. p9 — F

F: Um, I've seen it, a bit, but not that

much.

Seen EHC but not much

M: So Felix's plan, so it has lots of admin
in first your my name and stuff like and family

and all that sort of stuff.

F: Cool, yeah.

M: | know it's got this thing at the first bit is
about Felix, it's about you and it's about you
as a young person and sort of your life

events.

F: Yeah.

M: What's happened, um, with your
learning needs and things like that and you

live at home with your parents.

F: Yeah.

M: And Felix has seen the neurologist
three times recently. You're described as
having complex learning difficulties. Its talking

about being in a school setting. | guess this is
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all about you being sociable, your mother
describes you as being sociable friendly.

F: Yes, very much, very much so.

M: Felix loves coming to school, he is
always very involved, a strong sense of

responsibility.

F: Yeah.

M; Felix has developed his social,
emotional skills as well as general life skills.
Felix is becoming more aware of differences,
which he can describe to us and needs to
develop resilience in managing these. So it
talks about a bit of past stuff in 2018, and it

talks about where you attend before college.

F: Yeah.

M: It talks a bit just about you and stuff
like that. | guess, like have you been, do you
think you've been involved in putting those

views together?

F: Um, uh, I'd say, um, at the time, uh,

no. No. Um, well, | think, um, because | think,
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As he has developed so has his
involvement in guiding his education
and EHC. p11 -F

| think you know | was still in the, um,
processes still, you know, um, learning at the,
at the time so, um, so | mean, I've been
involved a bit, but like when | were obviously
younger, it'll have been my, my, my, um,
education team and the team at my schools

and obviously my Mum that put that together.

Felix in his early education not involved
in getting information into the EHC

Others have been involved in providing
information/context such as his family
and teachers

M:  Yeah, because one of the things about
the EHCP is it really values like the, the
person at the center, which is you and their
voice and their views are important do you
think that?

F: Yeah one hundred percent, it's
because | think, you know, | think I, nowadays
people don't open up enough and I think it's,
and | think it's vital that they can and express
how they feel, how they think about things
and like, I'd say the, what I'd say one of the
biggest things that I've learned, so far is just
don't involve your, uh, um, emotions, because

| think, you know, we're in a world when

Felix believes it is important to have his
views heard- ‘vital’

What he is thinking and what he is
feeling needs to be expressed.
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Asking and involving Felix in his
education allows him to be
understood, this is vital to him. p12 —
F

there's so much, um, um, scrutiny, in how
people act, and now people look and what
people say, you know, it's, so, | think opening
up, speaking out to people, especially with,
um, educational needs is vital, you know it's,

it's really, really vital.

Scrutiny on everyone
Societal expectations

Having your say is vital to progress

M: Yeah and in your experience, have you
had chance to do that Felix, do you think?

Awareness of his difference but him
having agency over his experience
makes him feel equal to peers. p12 -
F

Disabilities should not hold him back
in his life. p12 - F

F: Um, uh, I'd say I, uh, I, uh, have yeah.
Um, I'd say because, um, because, uh, I'm
just, just, um, started my own, podcast, so,
uh, yes, I, so I think, and that, and that's one
of the, of the main, uh, reasons and why,
because | think, you know, it goes to show
that like people with, um, disabilities, people
with, um, autism and, you know, they can,
they can do what, um, normal people can do
and it's like, and it's like, you know, it's, it, it is
never beyond the, uh, the, the, uh,
opportunities and, and, um, chances that

people get in life.

Own podcast

Important to Felix this people with
disabilities can do what ‘normal’ people
do

Reference to normality and what that
represents

Everyone needs a chance to succeed
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M: Do you think having a plan, does that
link to that or is that important or what do you
think?

The EHC experienced as a pathway
to aspirations. p13 - F

Challenges are inevitable but the plan
allows this to become part of the
process of building towards
adulthood. p13 - F

F: Uh, yeah, itis, I, I think it is, um,
important because, you know, especially for
someone with, um, a disability, because,
because, you know, | think, I think | that
having that like pathway to go and achieve,
uh, something it's, it's you know, you need
that and like, you know, because there's

always gonna be bumps on the road and stuff

that doesn't go well while you're getting there,
but I mean that, um, planning, knowing how,
how you can take them steps to get to where

you want to be is vital, it’s vital.

The EHC is creating a path in his life

‘Bumps on the road’

Deal with problems and plan the next
steps to achieve his goals.

‘vital’ this is what needs to happen

pathway/bumps/road/steps

M: That's great. Thank you. Really

interesting stuff.

So that, that's all about you and then it goes,
the next part of the EHC goes to, um, about

your strengths and special educational needs.
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So it talks about where your strengths are
and then goes onto about what you, what
your needs might be and things people need
to help with or work on and things like.

So it talks about Felix’s interaction with others
has become more enjoyable and positive, he
values interaction. Then it goes to needs, it
says sometimes you experience difficulties
with communication skills, associated with
your autism and developmental delay and
sometimes they affect your understanding of
language or sometimes, Felix can sometimes
experience finding words difficult and may
use lead on phrases. Which | think is fine, |
don’t know what's a problem with that, to be

honest.

F: Yeah, yeah, | know, you know, you've
got to well you don't have, you know, lots of
people do that, just not people we always,

well, not just people with autism

Felix is like others, not just people with
autism
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M: It talks about how it can be difficult,
reciprocal conversation can be difficult and
talks about eye contact and things like that

again.

So they’re needs and then cognitive learnings
it says Felix is making progress, assessment
indicates cognitive skills fall in a good range
for children of a similar age. Literacy skills are
improving, de-coding skills are improving,
understanding of concepts are improving and
things like that.

Then it goes onto needs, it' talks about your
learning difficulties, especially in maths, and
how you continue to rely on support
throughout the day. It says learning difficulties
have become a bit more pronounced and you
demonstrate difficulties in certain areas such
as visual and visuo-motor scales. Do you

know what that means, Felix?
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F: Uh, yeah, what visual is obviously,
sight and eyesight and stuff and, and then
motor skills is just obviously, um, motor skills

IS everything else.

Understands some of the more
technical language in the EHC.

M: Yeah, good point. So it says significant
needs, you needed some support for
concentration and stuff like that, for the
cognition and learning. A high level of
support, Felix continues with difficulties with
his organisational skills across areas of

learning.

F: Um, yeah, my, my, um, organisational
skills that still need it, uh, but I think with the,
with the most of them, it, it was when | was,
uh, um, really, really young and they didn't
obviously um diagnose me until until 2017, |

think with, with autism, yeah.

Linking difficulties experienced with
autism diagnosis

EHC out of date here possibly

M: Just going through it, so then it goes
through social, emotional, mental health

strengths. Felix enjoys coming to school,
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obviously college now. He’s sociable, likes to

talk to people.

Felix is beginning to recognise sarcasm, it

says here, Felix is involved with the school
and demonstrates a sense of responsibility
and becoming more aware of difficulties. It
says you can accept unexpected situations
with a good level of understanding.

F: Yep.

M: Then it, so its strengths and then
needs, it talks about sometimes you can find
it difficult to engage with appropriate play
sometimes. It talks about difficulty identifying,
understanding emotions of others and you
find it difficult to understand humour and you

can be a bit anxious at times, it says.

F: Yeah, it's, | think again, again, I've got,
| think it sounds at times I've got it better, |
think, you know. Because I, | actually think I,
um, | actually think I've got, um, | think

because at my primary school, | weren’t, you

Improving in this area relating to
descriptions of him struggling to
understand others.
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Awareness of not being able to
communicate his difficulties before
College. p18 — F

know, obviously | needed more help, but |
need obviously more, um, more support than
obviously | think, but it is just you know
obviously, like, that's all, | never could before
| came to here, | couldn't never told them.

Needed more help when he was
younger

Could not tell people before — why?

Education is helping to develop him
into a rounded individual as he gets
older. p18 — F

Um, now I'd say I'm reasonably, well, you
know, I'd say me writing's got better and I'd
say I'm, I'm alright at uh, maths, I think at T
(previous school) and obviously coming here
it's like, it's like helped me and actually
shaped me to actually be, you know, to be

half decent.

Felix believes he is getting better at
things

College has ‘shaped’ him, he is
progressing

‘half decent’, bit disparaging

EHC feels out of date, Felix has
outgrown some of the things in the
document. p18 — F

Obviously, I think the thing, uh, for me, if |
were going to, I'd my, it'll be my, um, the point
where, where a struggle has always, always
been money and maths and change and what
have you, so, but yeah, I'd say most of these
targets that are on here, | think are, are well

I’'m well past.

Numbers are challenging

Reflecting that some things in the EHC
are out of date

M: Oh really, well, we're going get onto

them. So it talks about about social and
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mental health and things like that and then
sensory and physical needs, it talks about
your fine motor skills are still improving. It
says Felix takes an active part in all aspects

of learning.

F: Yeah.

M: And then needs, it says that you have
cerebral palsy that primarily affects your right
side. It talks about your limbs and things like

that some unsteadiness on your feet.

F: Yeah, that's still the case.

M: It says you need help with some
activities, daily living, dressing and things like

that and zips and buttons.

F: Yeah.

M: Needs reminding to eat it says Felixi
can experience difficulties focusing with both

eyes and things, so that's needs, isn't it?

F: Yeah

M: That's in the document, it's just

interesting to see what's in here, isn't. Then
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got about your, uh, a bit more about
information. So it's gone through your SEN

needs there.

Then it gets onto to like outcomes like you
talked about before. So one outcome is it
says to demonstrate improved cognitive skills
to the maximum of his potential, then it talks
about the steps towards meeting those
outcomes about your learning. Felix will join
letters correctly, Felix will understand 10
numbers. Felix will be secure and
understanding and subtraction, review
arrangements at annual reviews by SENCos

and it'll say how you got to there.

Outcomes

F: Yeah.

M: So that's one outcome and then it's got
more outcomes. So outcomes around
demonstrating improved attention, and then
it's got to demonstrate growth and fine motor
skills to the best of his ability that minimises

impact on his physical difficulties. Then it
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talks about, again, how you're going to get
there, steps to get there, and who's goning

assess it. Basically it's going to be reviewed.

Demonstrate improvements in self care skills

to reduce his dependence on adult support.

F: Yeah, yeah I’'m well, um, I'm alright Progressing in this outcome
with that
M: Demonstrate control over anxiety and

worry more appropriately indicating that he's
managing, accepting his difficulties and
challenges more consistently so he can Felix

can maximise his learning.

Is that something, what you think about that?

A sense of pride in achieving
outcomes on his plan. p21 - F

F: Yeah, |, I'd say again, um, I've got, um,
obviously still, uh, one or two things need to,
um, push on, but the most of these things
now I'm able to do myself, I'm able to do it

now.

Felix see’s himself as meeting
outcomes mentioned

‘push on’ it is something he can do

M: A few more outcomes about your
Maths entry levels qualification and things like
that.
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By Year 12, Felix will Ihave successfully
transitioned to post 16 college, what you're

doing at the moment.

F: Yeah, yeah.

M: So then it has those outcomes, then it
talks about provision, so that's support to

meet those outcomes.

F: Yeah.

M: So in order for Felix to be able to
demonstrate these he’ll work with individual
and small groups, a broad and balanced
curriculum where teaching has appropriate
pace and materials. Structured learning
programs to support your development,
individual programs of work and things like
that. Its talking about those around him, being

aware of the plan and how to support you.

F: Yeah.

M: So it's about staff and the college in

general to support, support you. Strategies to
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help your attention, learning to be broken

down into manageable chunks, small groups.

Staff with expertise in education with
managing physical difficulties, and support
both in terms of personal and adaptations to

equipment.

F: Yeah. Yeah.

M: And that's about the Educational
setting providing that, staff with expertise,
ongoing assessment of physical needs,
individualised programs of support created in

conjunction with appropriate health service.

So this is all about provision, isn't it? There's

quite a lot of provision in here.

F: Itis, itis.
M: Do you feel this support when you're at
college?

College staff have an understanding
of Felix, they know what he requires.
p23 - F

F: Yes, | do, | feel, um, I think, uh, yeah, |
feel, um, I, I, the support is great here. I think,

| think it is good.

Good support/staff at College

M: In what way for you, Felix?
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F: Uh, I'd just say, um, I'd just say, you're
like, if, if you needed help, this supports great
because, um, | just think, you know, if there’s
anything that you need, they’re there for you

essentially, they are, um, there for you.

Staff are there to help and be there for
Felix

Staff adapt to his communication
style, they care and make effort to
meet him on his level. p24 — F

| think it's, and | think, you know, because
they try to explain sort of in a, in a way that
you understand and you would get, and you
know, um, but yeah, I think it's, I think coming
in (college) it's been, it is been real good, the

support's been good.

Staff communicating with him in ways
he can comprehend, it is accessible to
him.

Positive experiences of support

M: That sounds good. So provision it
mentions Health services, time to practice
and consolidate skills in a structured manner,
help develop confidence in your own abilities.
It talks about who's going to help you with

this?

So yeah, so it's got those outcomes provision,

then it just goes onto a bit more admin, |
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think, about what school you're at previously
and what college you've come to.

F: Yeah.

M: Who's been involved in putting
together this education, health, and care plan.
So there's been quite a few people involved,
head teachers report, paediatrician reports,
physiotherapist, speech and language
therapist, clinical psychology, annual reviews

from school.

Have you felt people being involved in your

education?

F: Yes, I, | have, um, you know, um, |
mean, um, you know, | can remember like,
you wouldn't believe the, the like amounts in
physiotherapy, at (specialist health service) to

see, were just like, mindblowing.

Reflecting

Lots of people and services have been
involved in his life.

‘mindblowing’

It was, um, yeah, | think, um, um, because
you’re just like learning how to walk to me
splints to me, to me, um, and because um, |, |

remember as well, | used to do this thing

Felix has physical needs that are very
specific to him.
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called mulli-mits, so that was like putting this
like glove on me, on me left hand, so I'd just
use my bad hand to actually pick things up
and like, and like, uh, uh, make things and

stuff as well with it, so that was good.

Memory of physical tools being used to
help with motor skills development in
the past

People involved in EHC have
contributed positively to educational
experience, the team has been
required to ‘shape’ Felix. p26 — F

I'd say, you know, um, a lot of these people
on there, on me plan with, they have like
helped me and they've, and they've shaped

me to where | am now.

People mentioned have helped Felix,
got him to this point in his life

M: Yeah, and do you think because a lot
of people talk about having an EHC plan, we
talk about voice again and talk about
meetings and things like that and getting your

view.

Meetings have not engaged Felix’s
interest, they have been experienced
as boring. p26 — F

F: So, uh, just, uh, um, I'm just, well I've
had many in, in my time, so my, my
experience of them, they've been pretty, I'd
say I'd say at that time for me boring, but um,
you know, | think you need to have them to
find out how you getting on and stuff, how

you’re acting and stuff.

Voice = meetings and his experience
of them

‘Boring’ not an interesting
process/phenomenon for Felix

Importance on knowing how it is going,
education and more
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Diagnosis was an emotional time, a
negative initial reaction to his
diagnosis. p27 — F

Now obviously, um, you know, you are, um, |
can remember my what, um, diagnosis that
was, um, it was very, um, it was very, um,
boring, but then obviously | remember, um,
crying at, uh, one point for, for something and
[, uh, and then I think, I think that's when they
could tell that, that I, um, uh, autism traits,
that's when that, uh, happened. But yeah, I've
had, I've had many.

Diagnosis process was boring for Felix

Cried when he was diagnosed,
emotional for Felix

Had many meetings and assessments
through his life

M: At school as well Felix?

Meetings all merge together and are
indistinguishable. p27 — F

F: Yes, yes, uh, well, I've had you’re
general, uh, meetings, but, uh, yeah, I've had,

I've had, uh, many. Like loads I've had

Lots of meetings at school

M: Have they contributed towards your

progress in any way?

Meetings overall have been key to
Felix developing and progressing.
p27 - F

F: Yeah, yeah. I'd, I'd, I'd, I'd say they
have, uh, you know, they've, I'm they’'ve
developed me massively, you know, they’'ve
helped me, uh, massively they’'ve helped me

really good.

Meetings about Felix’EHC had led to
him getting help and progressing.

Developed Felix

311




M: So that's about the end of the EHC
plan. So we've been through it. How's it felt
going through the EHC plan, things like that?
What's that been like?

Some surprise at the details
contained in the EHC. p28 - F

F: Uh, it's felt, it's been alright, you know,
| think, | think because | weren’t obviously
initially involved in it, it was, uh, you know, |
just have to have obviously say, well, a
feeling | think and it, it was very, um, I, uh,
was interested by some of the, um, topics that

we've talked about on there and stuff like that.

Reflecting
Doesn’t believe he was involved in the

EHC at first.

Felix has been interested to hear what
is in his plan.

M: What's it like hearing those things

about you?

Pride felt in believing he has passed
some of the outcomes in the EHC.
p28 - F

F: Uh, I'd say it's, uh, even I'd say all
going through them together, | mean, it's, it's
great to know, um, definitely. But, but then,
like | said, I think listening to them and
hearing them now, |, | feel as if they're, I've
passed them, which is, which is actually in a
way, it makes me feel quite proud to know

them targets when | were little I've passed

Appreciates knowing what is in the
EHC, listening to it has been positive

Is aware now that he has passed some
of the outcomes
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them. Which is, which is, which is well them,
uh outcomes side of, you know, I, | feel like, |

feel like now I've passed them.

M: And then what about like the
descriptions of you and things like that?

How's that feel?

The plan relates to who he is and is a
good description of Felix. p29 — F

F: It felt, | mean, | mean, it didn't really, |
mean, | pretty much hear them every single
day, so, yeah, they don't really, um, you know
that there’s no change in terms on that form

anyway, so, yeah.

Felix is aware and hears about his
needs everyday

Needs do not change ‘that form’
possibly referencing physical needs

M: So this is your EHC plan, we’ve talked
about the start and I've been through it. Is
there anyways you would change it maybe, or

is there anything you think could be different?

F: I'd say, I'd say just, um, to where now,
because | think, well, that's what I've got me,
um, reviewing next week anyways. So | think
that's what, uh, we'll be doing there. But |

think just, um, update, updated so to work

EHC review next week

EHC needs updating

313




now and there, and then, and then focus on
what in the, in this present moment and then
just, and then just go from there really update
it.

What is happening now, how Felix is
doing and keeping it all up-to-date

M: Why is it important to update?

EHC is out-of-date and he is different
now, ready for his next challenges.
p30-F

F: Uh, because I think, | think most of
these have become, um, outdated now these,
the, these are outcomes that, | mean, I, some
are still true, but the, but the rest of them
they've I'm way, way, um, ahead of that, |

feel.

Out-of-date outcomes, he is ahead of
the information.

M: Yeah, it's your experience, I'm just
interested. So you've had this plan above you
for years and years now, it's always been
there. Do you think it has been important,

what do you think?

F: Uh, I'd say it's been, it's been, uh,
important, yeah, | mean, | mean, | think, you
know, uh, every obviously educational setting
I've been to, I've obviously had, I've had it

with me, uh, and, and I think it's been, um, a
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EHC is an extension of Felix, it has
been a part of him for a long time and
needs to develop with him. p31 — F

massive, uh, part of me and it's, and it's, and
it's obviously helped me in, in what I've
needed. But | think, I think now I'm at, I'm at a
time where |, | think we need to update it and
from the targets that we've set, then I'll look at
it now and just, and just keep on going, you
know, you know, to where | want to be up
until I'm 25.

‘Massive part of me’
EHC has been a help, got Felix what
he has required

Reset the targets in the plan
EHC important, setting outcomes to

get to where he wants to be when he
has left education.

M: And as we said in the guidance, uh,
one of the important things is it's about you
and your voice and your views are the most
important thing in plans according to the

legislation and do you feel that's the case?

Being asked and involved can lead to
positive influence on his life, it is
morally correct to ask him. p31 - F

F: Yes, | do, um, | feel, | feel, um, well,
like | said earlier, | think, um, nowadays it's,
it's, uh, vital more than ever that people, um,
open up and share their, um, experiences
and points of view on life, | think, | think it’s

right.

Vital the ‘people’ share their point-of-
view, not just him.

Opinions and ‘opening up’ is important
and morally right

M: Yeah and do, do you have that

chance?
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F: Uh, yes, by the way, yes, | do, yes, |
have. | do. | feel I, um, I've had it, uh, um,
already, and | feel like that, that, uh, I will, um,
continue to get that, um, opportunity and
then, and then, um, pushing myself to actually
get out there.

Has been heard in the past and that
needs to continue to get him to next
steps.

M: | guess finally, how does it feel to have
that opportunity? What's that mean to you?

Feelings of being understood and a
part of a wider cause, with his peers.
p32 - F

Felix is not alone, he can access help
when he needs it. p32 - F

There is hope for the future, feeling
he can reach his aspiration and be
free to be who he wants to be. p32 -
F

F: Uh, I think it's great, | think it's amazing
because | think, you know, to go out there
and then show people who you are is, is um,
amazing because | think, I think, um, you
know, being in an environment where
obviously people where, more people with
um, special, uh, uh, needs and what have
you, it's given me a different perspective a lot
and given me opportunity to go out there to
share my, um, experiences and so other, uh,
people, you know, you know, look, look, it's

fine, it's okay, you're not on your own go and

go and fly.

Opportunity to show everyone who he
is

In a place/environment with other YP
with SEN

| has enabled Felix to have a different
view/perspective
Shared experiences, others are not

alone

You can fly (aspirations) with voice and
the opportunities provided
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M: What do you want to do out of interest
when you leave education? Like any ideas

about that?

F: | have, I've, um, some kind of, of, uh,
sports, uh, um, journalism, um, a really like
that obviously working in um, media is one of
my, uh, justis, well, is a well of coaching
sports as well, that's, uh, another one in my
interests. So something there again, that'd be
good and something, you know, something

like this would be amazing, yeah.

Media/coaching outcomes

M: And you could talk about your goals,

because that's what it's all about isn't

F: Yes.

M: I'll turn off the recording now, that's

been so brilliant.

F: You're welcome, | loved it, thank you
Matt.
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Appendix 18: Example of ES document made for each participant (Felix)

More of a sense of having a choice at College, having options and
his say in studies. p2-F

College has been a formative experience, having choice brings
excitement and new opportunities. p2 - F

EHCP is a guide to Felix for others, it enables him to feel ‘known’ to
people who look to meet his needs. p3-F

There is a feeling of being ‘known’ and explained to people, being
understood leads to being helped. p4 - F

There has been a lack of his voice/views heard so far in his
education. p5-F

College is involving him more, allowing him a say in things. p5-F

EHCP is experienced as a shared responsibility, other people are
important to lead to achievement. p6 — F

EHCP is an extension of Felix, he is represented on it and it has
value in him being understood. p6 - F

EHCP as a ‘path’, vital that it is there to ultimately lead to a better
life and his aspirations. p7 - F

Having disabilities and being different motivates Felix to prove
people ‘wrong’, society does not expect him to succeed. p8 — F
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Not aware of the content of the EHCP, in the dark. p9 - F

As he has developed so has his involvement in guiding his
education and EHCP. p11-F

Asking and involving Felix in his education allows him to be
understood, this is vital to him. pl12 - F

Awareness of his difference but him having agency over his
experience makes him feel equal to peers. pl2 - F

Disabilities should not hold him back in his life. p12 - F

The EHCP experienced as a pathway to aspirations. p13-F

Challenges are inevitable but the plan allows this to become part of
the process of building towards adulthood. p13 - F

Awareness of not being able to communicate his difficulties before
coming to College, lack of voice. p18 — F

Education is helping to develop him into arounded individual as he
gets older. p18-F

EHCP feels out of date, Felix has outgrown some of the things in
the document. p18 - F

A sense of pride in achieving outcomes on his plan. p21 -F
College staff have an understanding of Felix, they know what he

requires and the feels comforting. p23 - F
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Staff adapt to his communication style, they care and make effort to
meet him on his level. p24 - F

People involved in EHCP have contributed positively to educational
experience, the team has been required to ‘shape’ Felix. p26 — F

Meetings have not engaged Felix’s interest, they have been
experienced as boring. p26 - F

Diagnosis was an emotional time, a negative initial reaction to his
diagnosis. p27 - F

Meetings all merge together and are indistinguishable. p27 — F

Meetings overall have been key to Felix developing and
progressing. p27 — F

Some surprise at the details contained in the EHCP. p28 - F

Pride felt in believing he has passed some of the outcomes in the
EHCP. p28 - F

The plan relates to who he is and is a good description of Felix. p29
-F

EHCP is out-of-date and he is different now, ready for his next
challenges. p30 - F
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EHCP is an extension of Felix, it has been a part of him for along
time and needs to develop with him. p31-F

Being asked and involved can lead to a positive outcomes in his
life, it is morally correct to ask him. p31-F

Feelings of being understood and a part of a wider cause, with his
peers. p32 - F

Felix is not alone, he can access help when he needs it. p32 - F

There is hope for the future, feeling he can reach his aspiration and
be free to be who he wants to be. p32 - F
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Appendix 19: Example of ES’ physically laid out (Luna)

M you know Luna’s EHC it explains how she is and makes he foels
understood. p26 « L

Dbecause of her por
chasienging as it is who she s. p4 ~ L

lmm-mmmmnmﬂ,mlomm.m
-L

mmmmmm-nmmmmw,w-
L

In the moment feets pleasure in hearing positives about h
EHC was previously nogative about hev. p15 =L el

TMWHMMMM!OM(’IMMIMM

known. P8~ L

mmwaumm,ummmwmmwuu-p&

-L

mmchmamtumnmmmmwmmm
and she has been separated from It pé —L

Luna has felt different to peers during her education, this had led to
fealings of frustration. p22 - L

wmmﬂmﬂm.ﬂl-L
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when sho

bolieves
mmumwmm'#-t
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get holp from staff. p18 =L

shared endeavour, other people are
rnmn:-m:- o

mm-mmnmwm,uw-wh

without it p6 =L

outcomes, Lund
mc.uuca-cwupomm
mm:m-wp‘lb-l

mmmmmmnmmﬂa

When heard in her education a sonse of freedom, it has then feit
oasier and more managoable. p23 ~ L

memmmmwmcmnauhmm
her education. pi9 - L

Lmbmmmm,mhﬁmﬂmmmhm
out of her control. pi1-L

;N:t:-nmtuummmmmuhwm

Luna aware of plan and having
i linked 10 hor autism disgnosia. p3 L T OCOrS o her it

Lunnloon.w
"‘“"‘““Ml«wm“.'.'_'“‘“mm..




Appendix 20: Example of physical PETs developed (Bambi)

During secondary school Bambi was bullied,
‘loss than’. p3 — B

Bambi feels not like others/peers, she requires something different to suit hor

needs, p1-B

upset about this and feelings of

‘Eecause'of events out of her control People viewed her differently, she was no
longor who she was beforo, 6 ~ :
Bambi requires people to adapt to her, she is not like others. p19 - B i

Family are trying to ‘normalise’ Bambi, feels like ableism, p31-8

Past exporiences of being different from peers has felt isolating. p12 - B

Feeling picked on bocause of her condition,

B . 3
S oo amblis ‘othered but this is out

Being accepted for who she s brings feelings of positivity, achieving change
is something Bambi wants. p42 - B

Bambi is progressing towards this outcome, and feels more positive compared
to where she was. p35 - B

Feels if she knew everything that was in EHC it would lead to her becoming
stressed and pressurised to achieve. p40 - B

EHC evolves as she develops, it doesn’t stay static. p11-B

EHC feels more for adults rather than Bambi, it is in adult language. p41 - B
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The EHC evolves with her, solves problems and fecls efficient. p14 - B

Bambi boliaves staff caro about hor on many levels, she is known and thoy
problem solve to help her. p30 - B
Bambi experiences support, not mired in past problems but looking to a better

future with an EHC. p18 - B

to work with staff, problem-solve

i are ' as
to create better outcomes. pa3 - B
EHC felt new, like a fresh start and something to support Bamb. pS - B

EHC provides Bambj
i with a se
problems. p9— g e of calm, it helps support her and solvo

olleae.

16y

relhiaia

porl I |

|
Sensing staff listen to her by being interested in how she is doing, informal
communication leading to feeling cared for. p27 - B

positive experience in education since her EHC was

Bambi is having a more
awarded, she is cared for. p8 = B

Bambi has more going on than just education, pastoral staff support feels like

it comes from a caring place. p28 - B

Feelings are out of her control, but others provide emotional support p23 - B
Feeling that staff care about her and want her to be in an emotionally good

place. p37 - B

Fecling emotionally contained when she needs it. p29 - B
Staff are like friends, and have genuine interest in Bambi's well-being, she is

not ‘othered’. p28 - B

Foeling of systems/people working together to help Bam!

mbi is not aware of it, meaning she can

Support is experienced but Ba
concentrate on other things and not stress. p26 - B

Staff care for Bambi, they provide her with the support to help her achieve
outcomes in the EHC. p41 - B
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EHC leads to feeling known and understood. p14 - B

EHC allows Bambi to foel known and connected to staff. p11 - B
Bambi has not felt understood in the past and felt hopeless. p17 - B

The EHC is an initial insight into Bambi as a person, she does not have to

explain herself. p44 - B
E = Being known feels better than before. p15 - B

EHC means staff know about Bambi, she feels understood. p8 - B

EHC protects Bambi from feeling judged, it is a window into her. p14 - B

EHC means Bambi feels less stressed about telling new people about herself.
pds-B

Bambi is asked about her EHC, she is important and involved init. p10 B

Feels heard at College, Bambi has a voice and itis listened to. p37 - B
Her voice is vital, to feel heard is empowering. p16 - B

EHC allows Bambi to feel heard. pdd - B

Felt stressful at first to be asked, it was not something she had experienced
bofore. p10 - B

Bambi is allowed to feels sp °mplain at College, project her feelin, s and
© can complaj llege, proj; g
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Appendix 21: Table of PETs produced for each participant

Table of Personal Experiential Themes (PETS) for Bambi

A. BEING HEARD AND HAVING VOICE
Having an EHCP leads to Bambi feeling her views are important

Bambi is asked about her EHCP, she is important and involved in it. p10 — B

‘K sat down when me and my parents go through it again.’

Feels heard at College, Bambi has a voice and it is listened to. p37 - B

‘Yeah it doesn't happen now they always let me talk and you always like make sure

I'm listened to.’

Her voice is vital, to feel heard is empowering. p16 — B

‘Most important things’

EHCP allows Bambi to feel heard. p44 — B

It feels a lot better ‘cos | just feel like | can be myself, be just Bambi, | can turn up’

Bambi is allowed to feel she can complain at College, project her feelings and feel
accepted. p32 - B

‘they can help with and it's just nice to have a voice and a rant, you know when you

need it.’

Having her views heard as a new experience

Felt stressful at first to be asked, it was not something she had experienced before.
pl0 - B

‘It was nerve-wracking’

B. EHCP ENABLING BAMBI TO FEEL UNDERSTOOD
EHCP means Bambi has u need to tell people about herself

EHCP leads to feeling known and understood. p14 - B
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EHCP allows Bambi to feel known and connected to staff. p11 - B

The EHCP is an initial insight into Bambi as a person, she does not have to explain
herself. p44 - B

EHCP means staff know about Bambi, she feels understood. p8 — B

EHCP means Bambi feels less stressed about telling new people about herself. p45
-B

Feeling support has not always happened during her education

Bambi has not felt understood in the past and felt hopeless. p17 — B

Being known feels better than before. p15 - B
‘Yeah it helps to be known. because it were like Chinese whispers in high school.’

EHCP protects Bambi from feeling judged, it is a window into her. p14 - B
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C. POSITIVE STAFF RELATIONSHIPS/SUPPORT
Feeling cared for, people are a containing presence for Bambi

Sensing staff listen to her by being interested in how she is doing, informal
communication leading to feeling cared for. p27 - B

‘I think it happens, but I'm not aware, ‘cos it is like | talk to J, I talk to K, it's just like a
normal conversation, like how are you today?’

Bambi is having a more positive experience in education since her EHCP was
awarded, she is cared for. p8 — B

‘If I have any problems, I've just had to, like, message on teams to J or to K (staff)
and it's like they have my back or they send someone to have my back.’

Bambi has more going on than just education, pastoral staff support feels like it
comes from a caring place. p28 - B

‘and it's like sometimes they learn about my personal stuff and the end up going, Oh,
we could do summat to help with that’

Feeling that staff care about her and want her to be in an emotionally good place.
p37-B

‘It's just me and J like to talk about that is kind of stuff so she is making sure | feel
well, It's just to make sure I'm mentally well.’

Staff are like friends, and have genuine interest in Bambi’'s well-being, she is not
‘othered’. p28 — B

‘I feel like J and K are like my friends and they're the teachers, but they're like my
friends and that's sort of nice to have.’

People are a containing presence for Bambi
Feelings are out of her control, but others provide emotional support p23 - B

‘I've learnt from my friend, I'm not the only one that has it, it's like me and my friend
go back and forwards ‘cos obviously with this condition you don't fully know what it is’

Feeling emotionally contained when she needs it. p29 - B

‘but | know if | have a really bad day or if I'm not walking well | can lean on them.’

Support is there to help Bambi achieve

Feeling of systems/people working together to help Bambi. p15 - B
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‘this college is connected to each other, they don’t abandon each do ya know
department, they all like link up at some point.’

Support is experienced but Bambi is not aware of it, meaning she can concentrate
on other things and not stress. p26 - B

‘They are happening, but it is, | don't notice them that much’

Staff care for Bambi, they provide her with the support to help her achieve outcomes
in the EHCP. p41 - B

‘what K is trying to put into place is she's trying to push me out and do you know,
make me go out with friends and that’

D. EHCP LEADING TO SOLUTIONS AND FORWARD FOCUSED
EHCP incorporating problem-solving dynamic
The EHCP evolves with her, solves problems and feels efficient. p14 - B

‘I meet other PAs and sometimes K just do you know goes to the side with him and
says she’s got this, it affects this, this, and this and then done!’

Bambi believes staff care about her on many levels, she is known and they problem
solve to help her. p30 - B

Difficulties are experienced as opportunities to work with staff, problem-solve to
create better outcomes. p43 - B

‘The first time you're doing something it is very difficult, maybe sometimes it takes
quite a couple of times to get through work and then when you're over it you are like,
Oh, | can do this now’

EHCP provides Bambi with a sense of calm, it helps support her and solve problems.
p9 —-B

‘Yes and also this state mind, | don't have a proper PA yet, but | have unofficial PAs,
people that help me out and get to my class and it's been amazing’

EHCP enables positivity, it looks ahead and is a fresh start

Bambi experiences support, not mired in past problems but looking to a better future
with an EHCP. p18 — B
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‘college may do you know went above and beyond to help me and support and, and
it's just they knew about my bad past so they went above and beyond to try and do
you know, make sure that's past’

EHCP felt new, like a fresh start and something to support Bambi. p5 - B

‘I only had it coming into college. | didn't have it in high school | got told do you know
the person that sorts out the disabilities and everything?’

E. EXPERIENCE OF HEARING INFORMATION IN EHCP
Okay not to know everything in the document, some is not for her

Feels if she knew everything that was in EHCP it would lead to her becoming
stressed and pressurised to achieve. p40 - B

‘its tough to say, but stuff | don't know that's getting reported down, which I'm fine

with, I'm fine with it’

EHCP feels more for adults rather than Bambi, it is in adult language. p41 — B

‘Yes, it sounds like me, it's just put in a more filtered, an adult version.’

Positivity in hearing she is progressing

Bambi is progressing towards this outcome, and feels more positive compared to
where she was. p35 - B

‘I'm building towards it, | just haven't completely got there, but when you look from

where | started to today, completely changed that's really good’

F. FEELING OTHERED DURING EDUCATION
Bambi is not like others, leading to negative experiences — other

During secondary school Bambi was bullied, upset about this and feelings of ‘less
than’. p3 - B

Family are trying to ‘normalise’ Bambi, feels like ableism. p31 - B
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Past experiences of being different from peers has felt isolating. p12 - B

Feeling picked on because of her condition, Bambi is ‘othered’ but this is out of her
control. p33 - B

Bambi feels not like others/peers, she requires something different to suit her needs.
pl-B

‘I'm too disabled for a normal job, but | don't wanna sit around and do nothing.’

Bambi requires people to adapt to her, she is not like others. p19 - B
‘because | could be gone from work for weeks and | won't know when I’'m coming

back’

Systems had to adapt to Bambi as she became less physically able, the world was
not designed for her. p34 — B

‘where you look like a normal person, there's nothing that is like physically wrong

with you, you’re a normal person, but suddenly you're not’

Accepting Bambi as an ‘other’

Being accepted for who she is brings feelings of positivity, achieving change is
something Bambi wants. p42 - B

College feels like a place that accepts her as different from others. p31 - B

‘but K and J understand, um, more about me that's why they also dip into personal

because my family don't get my condition or my stresses’
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Table of Personal Experiential Themes (PETS) for Spencer

A. EHCP ENABLES SPENCER TO FEEL KNOWN AND UNDERSTOOD IN
EDUCATION

Positive experiences of staff understanding Spencer due to EHCP
A feeling of being ‘held’ and understood by support network. p23 - S

‘and | think that having the EHCP and all of them coordinate, uh, make sure that

every, every base is covered’

Experience of being ‘seen’, there for staff to see and know about. She is understood

and accessible. p29 - S

Feels known and heard because of the EHCP, it is a ‘short-cut’ to understanding

Spencer. p3

Has disabilities and needs that she needs people to understand in order to know

her/care for her. p7 - S

Feeling of being relaxed a being known to those around her. p29 - S

Because it is there the feeling is that others are ‘knowing’ her, she is understood. p2
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EHCP means she does not have to explain who she is

Feels calmer because she is not constantly explaining herself or her disabilities to

people. p16 - S

Explaining takes time away from educational experience, enables Spencer to get on
with things. p16 - S

Having to say all her disabilities/needs is time-consuming and uncomfortable. p3 - S

Spencer is complex and different but can be understood

Jigsaws suggesting people can be completed, the parts add up to the whole. p20 — S

Spencer feels different in the SEN world, she is exotic is some ways. p15 - S
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B. BEING HEARD IN EDUCATION, HONEST CONVERSATIONS REGARDING
EHCP

Spencer is involved and listened during reviews and in her education

Feels heard at reviews, the process is open and shared with those around her. p5 —
S

‘So we'll sit around a table and we'll just, uh, we'll talk about it, we'll go through each

section separately, make sure that | understood what's there, what's been said’
Spencer is heard, she is active, not passive. p29 - S

‘I get to be a participant in it, I'm not just a doll on a shelf and they're all talking about
it around a table. I'm, I'm in on it and I'm at the table, I'm, uh, posing my views, I'm

asking them questions, they're asking me questions’

Spencer is heard in her regular meetings about EHCP, has a voice and can develop

because of this, needs are met in education feels positive. p4 — S

‘we've had meetings annually, this is what's been said, this is what's been

documented’
Feeling important and listened too. p5 - S

they'll ask me if | want to, um, have anything to be said about it or if | want any

targets to be made myself from my point of view.’

Negatives of not being listened to or asked

Not being heard/asked is dis-empowering/frustrating and can diminish your sense of
self. p28 - S

it's that and if you've got that, then it's an issue when it's not and | think that that
really affects self-esteem, self-confidence, um, and overall their ability to do lot of

things.’

Do not be fearful, environment needs to allow her to say uncomfortable things

without hesitating. p9 - S

it just felt right sort of being able to say this is that is that, this is the way that it

should be without having to have that hesitation of fear.’
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Having open, challenging conversations

Problems can be solved if collaboration is championed, discuss the good and the

bad to feel like honesty/openness is involved. p23 - S

‘Because in that way, it can raise any, uh, barriers or concerns that they may have

regarding my learning, um, that may have been either missed or not addressed
properly.’

Do not be fearful, environment needs to allow her to say uncomfortable things

without hesitating. p9 - S

I think it was like the way that | say it was, right, because I've always been strongly
stubborn and independent and wilful and moral, and it, it just felt right sort of being

able to say this is that is that’

C. EHCP BRINGING EQUAILITY, EQUITY AND ACCEPTANCE

Feeling equal to peers

Acceptance for who she is, not seen as an ‘other’ but celebrated. p8 - S

EHCP allows her to feel like a person, not a label. p13 - S

Spencer is alive, she is not looked upon as ‘less than’ or an object that is passive.
p23 -S

Does not want to feel she is ‘less than’. p11 -S

It gives me the right to live as an equal person, the right opportunities, so I'm not

out-casted as that diverse person with special needs.’
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Spencer feels diverse and unique but needs to feel equal. p8 - S
just the same opportunities, so the same’
Some tension in accepting diversity but being equal to peers. p11 - S

‘they'll do something that they think that | can't do, but it's important in the EHCP plan

to make sure that they know that | can do it because it gives me independence.’
Needs to be treated as a whole person, not defined by disabilities. p10 - S

1 think having that in the plan itself is important about that information about who |
am um, is necessary, because it's, you have to take an holistic approach, not just,

uh, a private sectioned off one’
Proving to people she can achieve

People doubt her and she needs to prove them wrong, they think she cannot do

‘normal’ things. p18 - S

Focus on societal expectations of her, she feels the need to prove them wrong. p24 -

|

Being equal/accepted

Has a feeling of fairness and equality, learning to be independent without being a

burden on others. p23 - S

Doing this during the EHCP process leads to a feeling of acceptance and wider care.
p27 - S
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D. EHCP PROVIDING SUPPORT DURING EDUCATION

Support is experienced and felt

Support is tangible, it is felt, friendly and is used to solve problems. p1 - S

Support is welcoming and leads to progress in academics and life. p7 - S

Feeling supported and equal to her peers, she is included and important. p4- S

There is an outer layer to support, systemic. p6 - S

Feels comfortable, supported and empowered in her education. p12 - S

Education is a collaborative experience for Spencer

She has grown because of good support, other people contributing are needed to
empower Spencer. p7 - S

Outcomes are experienced alongside others, support from people is required to get
there. p19 - S

337



‘will give me skills to help me, will, will overall be my further, wider support network to

ensure that the goals are met.’

Care is a shared responsibility, the experience is collaborative. p6 - S

Building is collaborative, needs to be shared and lead to success. p12 - S

‘and then they can build on that themselves by, um, doing activities, so like putting in

pairs and having discussions and then the debate and things like that.’

Feel that the EHCP is a team effort, everyone is heard. p22 - S

People are involved in progress and that is tangible in her education. p6 - S

Good support leads to problem-solving

Education (EHCP) is about honesty, support feels solvable, not a problem or

something that is burdensome. pl1 - S

E. EHCPS AND SEN IN SOCIETY

Spencer’s experiences leading to better outcomes for others following her

Spencer believes this is for a better future for others, not just her, it is greater than

her — the cause. p24 - S
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Spencer’s role is bigger than just her, she is motivated to advocate for others. p26 -
S
Feeling of a wider cause, she is helping others to help other CYP in the future. p26 -
S

The EHCP brings equality to her and others, importance at every level/age to bring

about a sense of hope and appropriate help. p25 - S

‘which | think is extremely important and it is needed in every school, college,
university, whatnot, it is needed to ensure that every single student gets the right
support.’

Strengthening the system to support CYP with EHCP/SEN

Having a voice is progressive and positive, Spencer feels she is part of a bigger

cause. p28 - S

‘So | think that having it is extremely necessary cause it does not just give them a
voice, but it advocates for themselves, it gives them confidence, it gives them self-

esteem’

Spencer is fighting stereotypes and wider prejudice or people with SEN and

disabilities, she is fighting for equality. p11 - S

1 have a lot of stereotypes that come with it and people assume...and I've had it like

throughout life, where people have assumed that | can't talk for my own’

CYP with SEN in the future can benefit from her because staff learn about adapting.
pl3-S
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F. EHCP DEVELOPING WITH SPENCER

Making the journey more manageable for Spencer

Education can be bumpy/choppy, the EHCP looks to bring a smoother journey. p26 -
S

‘my plan to ensure that my journey through education is smooth sailing. Um, ‘cos at

the end of the day, it doesn't just help me, it also helps further, you know, journeys’
EHCP is something that is alive and changing with Spencer. p24 - S

‘it is important because it's not just a document on a paper, it's a lesson in itself,
that's the way | put it. It's something that can be used on a daily basis supporting

others to support students’

The EHCP is building towards Spencer becoming more, it is a part of her progress.
p4-S

‘it's important because if my needs weren't met appropriately, then | would not be
able to flourish in terms of academics, in terms of social skills, um, and in terms of

just learning in general’

The EHCP as a ‘building’ process, Spencer is developing and becoming more than

she is now. p12 - S

‘because it allows that person to be informed of the things that | can do and the
things that | might need help with and building on that they can know, and then they

can build on that themselves’

Outcomes, achieving and progressing to adulthood

Outcomes are experienced alongside others, support from people is required to get
there. p19
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‘So having those goals within the EHCP and allowing everyone to see them will allow
them to build me as a person’

Wider life becomes more manageable because of the EHCP. p28 - S
it definitely, without a doubt does make our lives a whole lot easier in every aspect.’
This is better than it has been for her, she has optimism for the future. p23 — S

‘will enable me to, uh, move on and graduate and get a job and learn skills that |

haven't had in the past.’

Outcomes about proving herself and having a sense of achievement in her life. p18 —
S

‘I think to me they are important, | think it empowers me to achieve them.’

G. STRONG EMOTIONS AND BEING STRONG DURING EHCP PROCESS
Staying strong and fighting

Spencer has had to fight to get here, she has defended herself and it has been

emotional, not just for her but people around her. p25 - S

1 am very strong and wilful, | have always been stubborn and honest and some

people do cry, but yeah, but that's on them.’
Spencer needs to be strong to stand up for herself and to be heard. p9 — S

1 think it was like the way that | say it was, right, because I've always been strongly

stubborn and independent and wilful and moral,’
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Table of Personal Experiential Themes (PETS) for Luna

A. EHCP AS ‘SHARED’ WHO HAS CONTRIBUTED AND HAD VOICE
Positive experiences when feeling heard
When Luna has been heard and asked she has received help. p7 — L

1'm getting a kind of extra help and with my floristry and with my maths. Um, it's
been hard and kind of getting the support, but I've got it’

When heard in her education a sense of freedom, it has then felt easier and more
manageable. p28 — L

‘...and when they finally do it's like a weight that's been lifted off my shoulders.’

Luna lacking involvement in her EHCP: It is for others

The plan is experienced as a shared endeavour, other people are responsible for

helping and constructing it. p10 — L

it would be my mum and sometimes as my dad and kind of whenever he can get the
time off work. Um, and then it would be, and teachers that | had, um, and then it
would be people like from the council and stuff that kind of deal with, and kind of

additional needs and stuff like that.’

Luna is on the periphery, people talk and plan for her in meetings, out of her control.
pll-L

they just, and told me and kind of what was said and what and they were planning to
do.’

The EHCP is not about Luna, it has been other peoples responsibility and she has

been separated from it. p6 — L

‘both of my parents and have been involved, but it's always been, and kind of my

mum and sometimes my dad’

Hearing and experiencing her EHCP today led to a realisation that when she was

younger she was not involved in contributing to EHCP. p24 — L
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‘Um, well, back in primary and secondary | didn't, uh, I didn't really know kind of what

was going on.’

B. EHCP LEADING TO BEING KNOWN TO OTHERS
EHCP allowing Lunato feel known, taking away pressure
The EHCP takes away the need to explain her needs, she feels known. P8 — L

‘as the teachers and tutors know and that I've got like a kind of additional needs and

kind of about me and having to tell them.’

If you know Luna’s EHCP it explains how she is and makes her feels understood.
p26 - L

there's some other stuff as well and if he had and taken the time and to actually read
it’

Negative in being exposed and not feeling known

Sense of shame in information being shared publically without her permission. p26 -
L

Frustration when she believes teachers have not read the EHCP, therefore they do

not ‘know’ her properly. p26 — L

‘...and if he had and taken the time and to actually read it, then | don't think, | don't

think that incident, um, would've happened’

Not being known or understood, it is unfair to be nasty to Luna — p5—-L
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C. COMPARISON TO PEERS DURING EDUCATION
Feeling like she is different to her peers

EHCP separates Luna from peers, and makes her appear different in education. p2 -
L

‘Um, my, um, my maths tutor, wanted to speak to me, um, it was something to do
about my EHCP’

Luna has felt different to peers during her education, this had led to feelings of

frustration. p22 — L

Sensing a difference to her peers when being taken out of lessons for meetings.

Being singled out. p4 - L

Embarrassment in contents of EHCP being read openly in front of peers. p2 - L

Luna aware of plan and having more support than others, to her it is linked to her

autism diagnosis. p3 - L

It's something and that was put in place, um, and when | got diagnosed with autism’

Peers do not understand EHCP and support Luna receives

Peers are interested in her EHCP, she is viewed as having something different/extra

to them. p1l2 — L
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Can feel like a burden at times, her needs mean other peers do not get help from
staff. p19 — L

Negative experiences and feeling different: Not wanting it for others

Bullied because of her perceived differences, emotionally challenging as it is who
sheis. p4 —L

Her bad experiences, the feeling of being exposed she does not want for others. p26
-L

‘because | don't want | kind of anyone to go through and what | went through with

maths kind of last year’

D. PROVIDING HER WITH SUPPORT AND PROGRESSING
EHCP bringing the support required

Feels more comfortable and able to achieve with adults helping in her education. p19
-L

‘but I just like somebody just assigned to me because | find that easier’

An experience of changing provision over the years, it has had difficulties but

encouraged independence as a goal. P18 — L

In primary and secondary | had like adults and kind of learner support, uh, workers
like in nearly like every, like every lesson, but since I'm getting to college, I've had
them and less and less, it's been hard to kind of grasp, but | think I'm doing all right
and kind of being kind of on my own’

Having consistent staff eases worries. p21 — L
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‘Um, it means, and that I'm making progress with them.’

Appreciative of support the EHCP brings but wants it to be private, it is personal to
her. p2 - L

‘because | don't mind people knowing I've got one, but | don't want anybody to know

and kind of what's on it because it's personal.’
EHCP has enabled Luna have the help she needs in her education. p25 - L

‘Well, and kind of without it, | wouldn't have had the help and that | had, um, in
primary and secondary and now in college.’

Setting her up for the future, EHCP brings positives

Having an EHCP has led directly to positive outcomes, Luna therefore feels
successful. p25 - L

‘Well...lI wouldn't have achieved and what I've achieved. Yeah, because in
secondary | ended up passing kind of half of my GCSEs, um, | got a C and kind of in
most of them um, | got a couple of merits and stuff like that in College, um, I've got a

few and kind distinctions and merit and stuff like that.’

Luna is on a ‘path’ she feels she is going to arrive somewhere and this is part of her

journey. p22 — L
to try and put me on that path and to get me into work’

In the moment feels pleasure in hearing positives about herself, the EHCP was

previously negative about her. p15 — L

Um, it's better then how it sounded and when | were in a primary and secondary
school already, uh, well in primary secondary school, it just, it used to focus and on

the negatives.’
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Table of Personal Experiential Themes (PETs) for Rock

A. THE EHCP AS A DOCUMENT - HEARING AND KNOWING ABOUT IT
Lack of awareness of EHCP during his education

EHCP feels like it has been a secret and has been kept from Rock through his

education. p4 - R

‘I wasn't that aware of it because | don't think schools or teachers or anyone makes it

really aware that you have one’

Lack of information/idea about what EHCP is, feeling unaware of its relevance for

him and his education. p6 - R
‘I don't really understand much about the EHCPs.’
Feeling uncomfortable with information in EHCP

Important facts/facets about him has not been included in the EHCP. Rock is not

fully understood by others, who read this document, in an important area. p27 - R

‘I don't think it's really explained much in here, but, um, | don't have a very good

attention span’
Some shame present as the history might not be positive in EHCP. p5 — R

I felt quite uncomfortable because | didn't know that, uh, everything I, I'd been

through was documented.’

Some helplessness felt, history is documented and not able to change it but still

influences how people engage with him in the present. p11 - R

‘I can't really contribute much since it's not like subject to change because it's just

part of history, so | can't really like go back in time and change that’

Idiom — ‘grain of salt’, people should view information with scepticism, EHCP is not

everything he is. p10 - R
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‘you should really take it with a grain of salt since this doesn't explain everything, like
| don't want people to read that and like think oh, right, so he is like only socialise on

his own terms’

Information in EHCP part of the past

The EHCP is not him now, it is not like him currently. p24 - R

‘Yeah, the EHCP needs updating, when was the last time this was updated?’

Confused that descriptions about him are not relevant now, the EHCP is not who he
is now. p16 - R

‘but | wasn't really bothered by the fire alarm, never really affected by that anymore.’
Confused and frustrated about past descriptions, he is different now. p26 — R

‘Some of it is, some of it isn't, but the only things that | really think that aren't is the

things that are outdated.’
EHCP not clear or understandable

EHCP not accessible or understandable for him here, language and terms are

confusing. p25 - R
‘I'm not sure what it means by that.’
EHCP is created by higher systems, but the purpose of them is still unclear. p7 - R

‘It's supposed to be a thing like, is it like a government thing or is it just a council
thing? | think it's like a government thing and it's their way of like helping people who

need, need it.’

B. BEING HEARD/ENGAGED IN EHCP PROCESS — GOOD AND BAD

Not being included or asked
Rock has not been heard before he reached College regarding his EHCP. p12 - R

‘Uh only a handful of times that happened when | was, the first one | did was when |

was 16’
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Not being asked has felt dis-empowering and created negative feelings for him. p14 -
R

‘Even the schools | could have gone to would've been different if | just had a say in

things.’

He is not ‘heard’ and his experience is that he is then not understood by others. p21
-R

‘I don't think | have enough to say in a one to one because | don't really talk that

much when people ask about me’

Others make plans, Rock is passive and not engaged in a style that suits him. p12 -
R

‘they basically talk about what I'm like currently and like what the plans are for my

future and, to refer, they go by quite fast’

They do not care to listen to him in his assumption, he is not valued or worth peoples
time. p13-R

‘they just can't be arsed to listen, they all just don't take me seriously and that's it

really.’

Rock is not having a say and is being done to him in education, controlled against
his will. p14 - R

‘you don't get to have a say in things and stuff, so many times in my life I've been

forced to do things I don't want to do.’

Decisions needs to come from Rock and be collaborative, if this does not happen it

is setting him up to fail. p24 - R

‘Yeah, definitely, that's like the necessity if | need to progress forward. So if you do

make decisions about me, then don't expect me to adapt very well.’

Being heard leading to positive outcomes
The feeling of being heard and adapted to is powerful. p31 - R

‘Much easier, much more comfortable for me.’
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Rock’s development has accompanied a feeling he is now more involved in his

education, this is better. p13 - R

‘as I've got older, I've had more involvement and control over my life, but when | was
younger, you don't really have a say or control of anything, I think that's, like a hurtful
thing.’

To be heard and accepted has an impact on lived experience, it could be better. p29
-R

‘It has an impact, but an impact on, on education, it's an impact on me, | don't think

as much of an impact as it should’
Communication style/Best ways to gather voice
Feeling overwhelmed having to answer big, open questions. p30 - R

‘because if you're asking them open questions, they might not be able to answer or

might, uh, make them overthink or something like that it might stress them.’

Person-centred methods and adapting to the YP can open doors, be informative and

make them feel comfortable/heard. p32 - R

‘Computers are definitely the, like the best way for me to communicate because it
feels a lot more com uh, comfortable than just writing it up and just showing
someone than having to talk to them face to face, because some people like me,

especially, | don't really like attention’

Voice is important but understanding how Rock (and others) communicates best and
feel comfortable with can lead to positive engagement and his views being

accessible. p31 - R

‘There could be a lot of people who have special needs prefer not at talk, | was like

that for a while and even now I don't’

In an environment that is weighted towards verbally saying what you think/need
Rock believes he does not have these skills, he is at a disadvantage to peers. p21 -
R

‘I don't think | have enough to say in a one to one because | don't really talk that
much when people ask about me’
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Meetings merge together
Discussions are forgotten and lost in Rocks mind, not impactful. p12 - R

‘they go by quite fast and | tend to forget them because it's kind of blurry for me’

C. HOW ROCK IS VIEWED IN EDUCATION

Rock feeling like an ‘other’

EHCP trying to make the educational experience for the ‘other’ (people with SEN) in
a system that is challenging for them. p28 - R

It's trying to make education more comfortable and easier for people who have
special needs, because every place I've been to, not every place abides by the
EHCP’

Rock is ‘othering’ himself, he is different and experiences the world differently from

peers. p7 — R

‘People who are, | guess not as independent as others, | can't or don't see the, the

world the same way as other people do.’

Autism is challenging for Rock and makes his life challenging now and in the future,

SEN as a challenge. p8 - R

‘I'm not really keen on having autism because it massively effects the way | get along
in life and | feel like it's gonna be like that for the future, as you grow older, | feel like

you learn to cope with it more’
Rock is different and has his own unique ways of experiencing the world. p19 — R

‘No, no. definitely, people just think I'm just like a normal person, where | get along

with me like, like that, um, it doesn't work like that for me.’
Understanding Rock

It takes time and commitment for Rock to trust people in his life, this is important for

people to know to understand him. p17 - R

‘Yeah it still applies to this day, it's hard for me to get on with someone | don't know,

very well.’
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When Rock is not understood through the EHCP it leads to him feeling negative and

unsupported, he is a problem. p28 - R

‘because every place I've been to, not every place abides by the EHCP, some places
I've been to will pay more attention to it than others, but some, some of the places

I've been to just simply, don't care about it.’

In his experience Rock has been cast as the problem, he is the bad one and a
problem. p9 - R

‘Yeah I've calmed, because | used to be quite bad when | was young.’

D. EDUCATION REJECTING ROCK
Moving to placements and not belonging

Childhood and education have feelings of upheaval, moving around and not settling

or perhaps being accepted. p2 - R
‘I've been to a lot, a lot of schools, uh, across my life’

A life in flux, getting used to new surroundings constantly, people are rejecting him,

others have control over his experiences. p4 — R
‘and it was also hard on me because | had to adjust a lot’
‘Kicked out’ — feeling of being rejected or forcibly removed from schools. p4 - R

‘I was kicked out of the previous one for some reason or another, some of them were

my fault, some them weren’t’

Feeling for family because of educational moves

Reflection and acceptance that others have experienced struggle because of the

moves. p3 - R

‘but its also hard for my parents because they had to arrange to go to all these
different schools after | was kicked out of the previous one for some reason or

another’
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E. SUPPORT STAFF/PROVISION EXPERIENCED PROVIDED BY EHCP
Rock not involved in staffing decisions

‘Shoving’ staff into lessons is not appropriate, makes him feel not listened to and

unimportant. p18 - R

‘I'm not sure what, what support | want, | just want support that makes me feel like
I'm being listened to, makes me feel comfortable, because the shoving staff in my

lesson does not help if they don’t know me’
It does not feel like a shared venture, it is frustrating. p14 - R

‘Because when people make decisions for you it's not very nice, you don't get to

have a say in things and stuff’

People are important in Rock’s experience and it can feel random how they treat

him, both positive and negative. p29 - R

‘It's very mixed, | think some places listen to it and treat me well, some places listen
to it and treat me bad, some places don't listen to it and treat me good, some places

don't listen to it and treat me bad.’

Support staff helping Rock during education

Support staff help emotional and psychological needs and are part of their role, more

than academics. p22 - R

‘Definitely sounds helpful, but if | was to have one to one support, I'd be more for like,
it'd be more for more my self-development than, uh, learning and helping me get

work done’

Progress and learning are about collaboration, they can help him decipher work and

then achieve. p22 - R

‘they kind of put it kind of vaguely and expect you to figure it out, errm so like | need

a support to like break it down for me to make it, make it understandable to me.’
Sense of calm now, consistency regarding staff has led to positive feelings. p18 - R

‘but that's mostly gone now I've got the same staff now so okay.’
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Table of Personal Experiential Themes (PETS) for Felix

A. HAVING A VOICE AND BEING HEARD IN EHCP DURING HIS EDUCATION
Importance of gaining Felix’s views

Being asked and involved can lead to a positive outcomes in his life, it is morally
correct to ask him. p31 - F

‘nowadays it's, it's, uh, vital more than ever that people, um, open up and share their,

um, experiences and points of view on life, | think, | think it’s right.’

Asking and involving Felix in his education allows him to be understood, this is vital
to him. p12 - F

‘I think opening up, speaking out to people, especially with, um, educational needs is

vital’

More say as he has developed and moved to College

As he has developed so has his involvement in guiding his education and EHCP.
pll-F

‘so I mean, I've been involved a bit, but like when | were obviously younger, it'll have
been my, my, my, um, education team and the team at my schools and obviously my

Mum that put that together.’
College is involving him more, allowing him a say in things. p5 — F
‘so this will be my first year that I'll have had some involvement in it.’

More of a sense of having a choice at College, having options and his say in studies.
p2 -F

‘where you pick a, uh, option and, and you, um, do that, it's, uh, is only for about a,

um, a six week block and then, uh, and then we are picking again’
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A lack of voice before College
There has been a lack of his voice/views heard so far in his education. p5 - F

‘because it was more, um, planned by my, um, education, uh, people at my primary

of coming to, um, T (school)’

Awareness of not being able to communicate his difficulties before coming to
College, lack of voice. p18 — F

‘I never could before | came to here, | couldn't never of told them.’

B. BEING KNOWN AND UNDERSTOOD BECAUSE OF HIS EHCP
EHCP is a staff guide to understanding Felix

EHCP is a guide to Felix for others, it enables him to feel ‘known’ to people who look

to meet his needs. p3 - F

EHCP is an extension of Felix, he is represented on it and it has value in him being

understood. p6 — F

it's your life that, that you're gonna, um, lead into it and it's, and it's obviously, it's a

part of me.’

There is a feeling of being ‘known’ and explained to people, being positive leads to

being helped. p4 - F

EHCP is an extension of Felix, it has been a part of him for a long time and needs to

develop with him. p31 - F




Understood in relation to peers

Feelings of being understood and a part of a wider cause, with his peers. p32 - F

Awareness of his difference but him having agency over his experience makes him

feel equal to peers. p12 - F

C. STAFF SUPPORTING HIM BECAUSE OF EHCP AND IT BEING SHARED

Staff adapts to his needs
Felix is not alone, he can access help when he needs it. p32 - F

‘experiences and so other, uh, people, you know, you know, look, look, it's fine, it's

okay, you're not on your own’

College staff have an understanding of Felix, they know what he requires and this

feels comforting. p23 — F

Yes, | do, | feel, um, I think, uh, yeah, | feel, um, I, I, the support is great here. |
think, I think it is good.’

Staff adapt to his communication style, they care and make effort to meet him on his

level. p24 — F

‘because they try to explain sort of in a, in a way that you understand and you would

get’

Staff important in developing provision for Felix

EHCP is experienced as a shared responsibility, other people are important to lead

to achievement. p6 — F
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‘Um, but yeah, so it'll be looking at that and it'll be, and it's, and and, um, um, making

sure that we've, that we've fulfilled every criteria on there.’

People involved in EHCP have contributed positively to educational experience, the

team has been required to ‘shape’ Felix. p26 — F

‘a lot of these people on there, on me plan with, they have like helped me and
they've, and they've shaped me to where | am now.’

D. FEELING PROUD AND THE FUTURE
Pride in achievements and say outcomes on EHCP
Pride felt in believing he has passed some of the outcomes in the EHCP. p28 - F

‘I feel as if they're, I've passed them, which is, which is actually in a way, it makes

me feel quite proud to know them targets when | were little I've passed them’
A sense of pride in achieving outcomes on his plan. p21 — F

‘but the most of these things now I'm able to do myself, I'm able to do it now.’

Felix is on a pathway and developing independence because of EHCP

College has been a formative experience, having choice brings excitement and new

opportunities. p2 — F

‘given me that, um, that sense of, uh, um, independence that | didn't really get in my,
in my old school. Um, uh, it's, uh, you know, it, it, it is given me, um, you, it, it is given

me the choice and, and chance to me obviously, um, and new friends’

Education is helping to develop him into a rounded individual as he gets older. p18 —
F

it's like helped me and actually shaped me to actually be, you know, to be half

decent.’

The EHCP experienced as a pathway to aspirations. p13 - F
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‘important because, you know, especially for someone with, um, a disability,
because, because, you know, | think, I think | that having that like pathway to go and

achieve’

There is hope for the future, feeling he can reach his aspiration and be free to be
who he wants to be. p32 - F

‘you know, you know, look, look, it's fine, it's okay, you're not on your own go and go
and fly.’

EHCP as a ‘path’, vital that it is there to ultimately lead to a better life and his
aspirations. p7 — F

1 think it's, uh, it's a much, much, uh, need needed to help them along the path.’

Challenges are inevitable but the plan allows this to become part of the process of
building towards adulthood. p13 - F

‘because there's always gonna be bumps on the road and stuff that doesn't go well
while you're getting there, but | mean that, um, planning, knowing how, how you can

take them steps to get to where you want to be is vital, it’s vital.’

E. INFORMATION IN EHCP

Lack of knowledge around what is in his EHCP

Not aware of the content of the EHCP, in the dark. p9 — F
‘Um, I've seen it, a bit, but not that much.’

Some surprise at the details contained in the EHCP. p28 - F

I, uh, was interested by some of the, um, topics that we've talked about on there and
stuff like that.’

Information in EHCP is not current

EHCP feels out of date, Felix has outgrown some of the things in the document. p18
-F

358



‘I'd say most of these targets that are on here, | think are, are well I'm well past.’
EHCP is out-of-date and he is different now, ready for his next challenges. p30 — F

‘some are still true, but the, but the rest of them they've I'm way, way, um, ahead of
that, | feel.’

F. EXPERIENCE OF MEETINGS DURING EHCP PROCESS
Meetings not engaging for Felix

Meetings have not engaged Felix’s interest, they have been experienced as boring.
p26 — F

‘they've been pretty, I'd say I'd say at that time for me boring’
Meetings all merge together and are indistinguishable. p27 — F

‘I've had you’re general, uh, meetings, but, uh, yeah, I've had, I've had, uh, many.
Like loads I've had’

Meetings have value: Feed into EHCP and develop Felix
Meetings overall have been key to Felix developing and progressing. p27 — F

‘they’ve developed me massively, you know, they’ve helped me, uh, massively

they’ve helped me really good.’

G. FELIX HAVING A DISABILITY
Proving to people he can achieve

Having disabilities and being different motivates Felix to prove people ‘wrong’,

society does not expect him to succeed. p8 — F

‘my condition is made me want to go out there and prove people wrong. Uh, you

J

know, it is made me want to challenge myself and push myself to, to the limit really.

Disabilities should not hold him back in his life. p12 — F
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Felix being diagnosed was an emotional period
Diagnosis was an emotional time, a negative initial reaction to his diagnosis. p27 — F

‘Now obviously, um, you know, you are, um, | can remember my what, um, diagnosis
that was, um, it was very, um, it was very, um, boring, but then obviously |

remember, um, crying at, uh, one point’

360



Appendix 22: Excel spreadsheet to track progress

A B C D E F G | H

Step 1 Step 2 Step 3 Step 4 Step 5 Step 6 Step 7

Rock
Spencer
Luna

Felix
Bambi

Kl e St b N
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Appendix 23: Initial GETs grouping from participants PETs

3 EDUCATION REJECTING ROCK - R
ENC BRINGING EQUALITY, EQUITY AND ACCEPTANCE - §.
WHO HAS CONTRIBUTED AND HAD VOICE - L

FEELING PROUD AND THE FUTURE . F

IEARD IN EDU(
REGARDING EHC - §
BAMBI TO FEEL UNDERSTOOD - 5

STAFF

SUPPORTING HIM BECAUSE OF ENG AND I7 BEiNG
SHARED - F

FEEUNG Orene, DURING EOUCATION . 5

BEING KNOWN AND UNDERSTOOD BECAUSE OF His enc .

SUPPORT STAFFIPROVISION EXPERIENCED PROVIDED BY EHC -
B
BEING HEARD AND HAVING VoICE . &

EXPERIENCE OF MEETINGS DURING EnC PROCESS . F
EHC LEADS T0 s0LUTIONS anp FORWARD Focusep . g

ICK IS VIEWED IN EDUCATION - R

EXPERIENCE o HEARING INFORMATION INEHC. B

BEING HEARDIENGAGED Iy xc. PROCESS - 600D AND BAD . g

EXPERIENCING INFORMATION IN Ewc . ¢

THE EHC AS A Documen - HEARING AND KNowinG ABOUT 7.
R

EHC Enag,
ES spy
EOUcaTioy, o T ENCER TO Feg Ko gy %
"Eﬁsmo,, N
EHC ENABLES FEELING KNOWN TO OTHERS - L

EHC PROVIDES SUPPORT DURING EDUCATION - §
EHCS AND SEN IN SOCIETY - §
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Feeing like she is diferent to her peers - L

: b Bambtasan ¢ Outcomes, achieving nd progressing to adutnood - S
5 - eeliagd R S R R RS,

Communication siyle/Best ways (o gatmer voke - R
EMC nol clear or undarsiandable - R
Mestings not angaging for Falox - F
Mors say as he has developed and moved fo Colege - F

Lack of awareness of EHC during s education - R

Foeling for famiy bacause of educalional moves - R
‘Support staff neiping Rock uring education - R
Staying strong and fighting ~

Having her views heard as @ now expenence - B

Lack of knowledga around what s in his EHC - F

Having open, chaienging

" geable for Spencer - S Understanding Rock -R
more mana -

Support s there 1o heip Bambi achieve - B

A tack of voice before Cotiege —F

[ e

Education s a colaboralive experienc for Spencer - §

EHC atowing Luna to el knoan, taking away pressure -L

Good support feads 10 prociem-soning - S

Information In EHC part of the past - R

‘and suppoct Luna recenves - L
‘Paers do not know understand EHC jppoct o o e

Negatve experiences and feeling dferent. Not wanting It for others - L

EHC incorporating problem-solving dynamic:
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BEING HEARD/ENGAGED IN EHC PROCESS — GOOD AND BAD -R
EHC ENABLES SPENCER TO FEEL KNOWN AND UNDERSTOOD IN
EDUCATION - S

BEING HEARD AND HAVING VOICE - B

EHC ENABLES FEELING KNOWN TO OTHERS - L

HAVING A VOICE AND BEING HEARD IN EHC DURING HIS

EDUCATION - F
EHC ENABLES BAMBI TO FEEL UNDERSTOOD - B

EHC AS ‘SHARED’ WHO HAS CONTRIBUTED AND HAD VOICE - L
BEING KNOWN AND UNDERSTOOD BECAUSE OF HIS EHC - F

BEING HEARD IN EDUCATION, HONEST CONVERSATIONS
REGARDING EHC - S

SUPPORT STAFF/PROVISION EXPERIENCED PROVIDED BY EHC -

[N

ABOUT IT-
PROVIDING HER WITH SUPPORT AND PROGRESSING - L THE EHC AS A DOCUMENT — HEARING AND KNOWING

R

: -F
EHC PROVIDES SUPPORT DURING EDUCATION - § EXPERIENCE OF MEETINGS DURING EHC PROCESS

STAFF SUPPORTING HIM BECAUSE OF EHC AND IT BEING

SHARED - F EXPERIENCING INFORMATION IN EHC - F

EXPERIENCE OF HEARING INFORMATION IN EHC - B
POSITIVE STAFF RELATIONSHIPS/SUPPORT - B

HOW ROCK IS VIEWED IN EDUCATION -R

EDUCATION REJECTING ROCK -R

FEELING OTHERED DURING EDUCATION -s

FELIX HAVING A DISABILITY - F

COMPARISON TO PEERS DURING EDUCATION - L.
EHC BRINGING EQUALITY, EQUITY AND ACCEPTANCE - S

EHCS AND SEN IN SOCIETY - S

FEELING PROUD AND THE FUTURE - F

EHC LEADS TO SOLUTIONS AND FORWARD FOCUSED - g

EHC DEVELOPING WITH SPENCER . s

STRONG EMOTIONS AND BEING STRONG DURING EHC PROCESS
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Appendix 24: GETs emerging following sorting process

HM'D on EHC
EHC means she does not have to explain who she is - s
allww ?a-A-\‘v.i ‘Omﬁ

o € Jeol wnderst
i due to EHC - |
staff understanding Spencer due to | M‘L '(_FOWA

Positive experiences of

Spencer is complex and different but can be understood - s

EHC is a positive guide to understanding Felix - F y
| Feeling understood has not always happened during her education - B

EHC means Bambi has less need to tell people about herself - B

EHC allowing Luna to feel known, taking away pressure - L

Sndkemre and g

P experienced
we 66 l'\o\»‘n:/:j1
» EHCP

Staff adapt to his needs - F Supmertis hore ol Bont) e

Staff important in developing provision for Felix - F i
Feeling cared for, People are a containing presence for Bambi - B

EHC bringing the support required - L
Education is a collaborative experience for Spencer - S

Support is experienced and felt - S

Good support leads to problem»so!ving -8

Support staff helping Rock during education - R
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H(P repreSents
PrrtecipaatS owee
bt ernleS Ehem
ts pryrest

Proving to people she can achieve - S Setting her up for the future, EHC brings positives - L

Outcomes, achieving and progressing to adulthood - S EHC enables positivity, it looks ahead and is a fresh start - B

Proving to people he can achieve - F Making the journey more manageable for Spencer - S

Felix is on a pathway and developing independence because of EHC - F
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Meetings not engaging for Felix - F

feeling her views are important - B

Having an EHC leads to Bambi f

Luna lacking involvement in her EHC: It is for others - L

Positive experiences when feeling heard - L

-F
Meetings have value: Feed into EHC and develop Felix Not being included or asked <R
to College - F Rock not involved in staffing decisions - R

More say as he has developed and moved

Meetings merge together - R

Importance of gaining Felix's views — F

Communication style/Best ways to gather voice - R

Spencer is involved and listened during reviews and in her education - S

Negatives of not being listened to or asked - S

Having open, challenging conversations - S

e outcomes - R

Being heard leading to positiV:

A lack of voice before College - F

Having her views heard as a new experience - B
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The negative in being exposed and not feeling known - L
Peers do not ew understand EHC and support Luna receives - L
Feeling like she is different to her peers - L
Being accepted - S

Negative experiences and feeling different: Not wanting it for others - L

Feeling equal to peers - S
Bambi is not like others, leading to negative experiences — ableism - B

in relation to peers - F
Strengthening the system to support CYP with EHC/SEN - S Understood

Spencer’s experiences leading to better outcomes for others following
her-S

Rock feeling like an ‘other’ - R
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perente of-
enninY Conkenk ol
f\—l((’

Good\. s+t Bk

Information in EHC part of the past - R

Feeling uncomfortable with information in EHC - R

EHC not clear or understandable -R

Pride in achievements and passing outcomes on EHC - F

Lack of awareness of EHC during his education - R
Positivity in hearing she is progressing - B

Lack of knowledge around what is in his EHC-F

Information in EHC is not current - F

[o]
kay not to know everything in the document, some is not for her - B
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Appendix 25: Table of GETs (later amended slightly in the write-up and in main text)

experiences not
having a voice
during education

been different if | just had a say in things.’ p. 14

Group Group-level sub- Participant example quotes Participant’s
Experiential themes convergence/
Theme (GETs) divergence in
sub-themes
1. Experience of | 1.1 Empowerment | Spencer - ‘1 get to be a participant in it, I'm not just a B,L,F,S,R
voice and in having a voice doll on a shelf and they're all talking about it around a
involvement in EHCP table. I'm, I'm in on it and I'm at the table, I'm, uh,
posing my views, I'm asking them questions, they're
asking me questions.’ p. 29
1.2 EHCP Felix - ‘they’ve developed me massively, you know, F,S R
meetings and they’ve helped me, uh, massively they've helped me
being part of the really good.’ p. 27
conversation
1.3 Past negative | Rock - ‘Even the schools | could have gone to would've | L, F, S, R

around YPs’
progression

experienced as a
path towards
adulthood

work’ p. 22

Felix - ‘important because, you know, especially for
someone with, um, a disability, because, because, you
know, I think, | think that having that like pathway to go
and achieve’ p. 7

4. Experiencing 4.1 EHCP Luna — ‘Well, and kind of without it, | wouldn't have had | B, L, F, S, R
support and enables the help and that | had, um, in primary and secondary
relationships staff/systems to and now in college.’ p. 25
adapt — meet
individual needs
42 EHCPis a Felix - ‘a lot of these people on there, on me plan with, B,L,F, S
joint endeavour to | they have like helped me and they've, and they've
create positive shaped me to where | am now.’ p. 26
outcomes
5. Experience 5.1 EHCP Luna - %o try and put me on that path and to get me info | B, L, F, S
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Appendix 26: GETs table with participants quotes related to GET/sub-themes

1. Experience | 1.1 Spencer - I get to be a participant in it, I'm not just a B,L,F,S,R
of voice and | Empowerment in | doll on a shelf and they're all talking about it around a
involvement | having a voice in | table. I'm, I'm in on it and I'm at the table, I'm, uh,
EHCP posing my views, I'm asking them questions, they're
asking me questions.’ p. 29
1.2 EHCP Felix - ‘they’ve developed me massively, you know, F,S,R
meetings and they’ve helped me, uh, massively they've helped me
being part of the really good.’ p. 27
conversation
1.3 Past negative | Rock - ‘Even the schools I could have gone to L,F, S, R
experiences not would've been different if | just had a say in things.’ p.
having a voice 14
during education
11
Bambi

‘Most important things’ p. 16

‘they can help with and it's just nice to have a voice and a rant, you know when you
need it.’ p. 32

‘It was nerve-wracking’ p. 10

T

elix

‘nowadays it's, it's, uh, vital more than ever that people, um, open up and share their,

um, experiences and points of view on life, | think, | think it’s right.” p. 31

‘so this will be my first year that I'll have had some involvement in it.” p. 5

Luna

‘I'm getting a kind of extra help and with my floristry and with my maths. Um, it's

been hard and kind of getting the support, but I've got it’p. 7
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Rock
‘as I've got older, I've had more involvement and control over my life, but when | was

younger, you don't really have a say or control of anything, I think that's, like a hurtful
thing.” p. 13

‘Computers are definitely the, like the best way for me to communicate because it
feels a lot more com uh, comfortable than just writing it up and just showing
someone than having to talk to them face to face, because some people like me,

especially, | don't really like attention’ p. 32

‘It has an impact, but an impact on, on education, it's an impact on me, | don't think

as much of an impact as it should’ p.29

Spencer

Spencer
I get to be a participant in it, I'm not just a doll on a shelf and they're all talking about
it around a table. 'm, 'm in on it and I'm at the table, I'm, uh, posing my views, I'm
asking them questions, they're asking me questions so it's a, you know, it's a, in a
group or a one-to-one, I'm included and that's one of the things that is important to
me about t, is that it's not just something that's been said about a person, it's for the
person by the person. p. 29

‘they'll ask me if | want to, um, have anything to be said about it or if | want any

targets to be made myself from my point of view.’ p. 5

it just felt right sort of being able to say this is that is that, this is the way that it

should be without having to have that hesitation of fear.” p. 9

‘I think it was like the way that | say it was, right, because I've always been strongly
stubborn and independent and wilful and moral, and it, it just felt right sort of being

able to say this is that is that’ p. 9

373



[N
N

Felix

‘they've been pretty, I'd say I'd say at that time for me boring’ p. 26

‘I've had you’re general, uh, meetings, but, uh, yeah, I've had, I've had, uh, many.
Like loads I've had’ p. 27

Spencer

‘we've had meetings annually, this is what's been said, this is what's been

documented’ p. 4

‘So we'll sit around a table and we'll just, uh, we'll talk about it, we'll go through each
section separately, make sure that | understood what's there, what's been said’ p. 5

Rock

‘Uh only a handful of times that happened when | was, the first one | did was when |

was 16’ p. 12

‘I don't think | have enough to say in a one to one because | don't really talk that

much when people ask about me’ p. 21

'—\
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‘Um, well, back in primary and secondary | didn't, uh, | didn't really know kind of what

was going on.” p. 24
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Felix

‘because it was more, um, planned by my, um, education, uh, people at my primary

of coming to, um, T (school)’ p. 5

Spencer

it's that and if you've got that, then it's an issue when it's not and | think that that
really affects self-esteem, self-confidence, um, and overall their ability to do lot of
things.’ p. 28

Rock

‘they just can't be arsed to listen, they all just don't take me seriously and that's it

J
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‘Because when people make decisions for you it's not very nice, you don't get to

have a say in things and stuff’ p. 14

‘I'm not sure what, what support | want, | just want support that makes me feel like
I'm being listened to, makes me feel comfortable, because the shoving staff in my

lesson does not help if they don’t know me’p. 18

‘It's very mixed, | think some places listen to it and treat me well, some places listen
to it and treat me bad, some places don't listen to it and treat me good, some places

don't listen to it and treat me bad.’ p. 29
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Bambi

‘but as soon as you had a different thing and you weren’t on the system they hated

you, even if you were tiny bit different’ p. 12

‘They're like instead supporting you they picked on you for being different’ p. 3

‘my dad don't realise how much he puts on me and how much he upsets me, but to
anyone else, it will be fine, but.,.it hurts me ‘cos he's trying to give me like vitamins all

the time to try and fix my condition so | end up feeling like I'm broken’ p. 31

‘I've learnt from my friend, I'm not the only one that has it, it's like me and my friend

go back and forwards ‘cos obviously with this condition you don't fully know what it is’
p. 23

‘where you look like a normal person, there's nothing that is like physically wrong

with you, you’re a normal person, but suddenly you're not’ p. 34

Luna

‘...and that really, really, and kind of ticks me off because they know and kind of
nothing about me, and for them to take the ‘mick’ | just find that unfair.”’ p. 5

‘...and where a teacher just blurted it out to the entire class’ p. 26
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‘I mean, and when | were little | didn't think and kind of anything of it and, but when |

started to get a bit older, | started to question like, why was | being taken out?’ p. 4

‘I went home that day and | was fuming because | don't mind people knowing I've got

one, but | don't want anybody to know and kind of what's on it because it's personal.’

p. 2

‘then | feel bad and kind of for the other people and that need help because if I'm
there and constantly asking for help and all the time and the other people don't get a
chance.’p. 19

‘people have asked me and what one is, and friends and stuff.” p. 12

Spencer

‘but from a lot of people, | get a lot of stereotypes of, well, you can't do this because

of this or you can't do that because of that’ p. 18

Rock

‘I'm not really keen on having autism because it massively effects the way | get along
in life and | feel like it's gonna be like that for the future, as you grow older, | feel like

you learn to cope with it more’ p. 8

‘People who are, | guess not as independent as others, | can't or don't see the, the

world the same way as other people do.” p. 7

‘I was kicked out of the previous one for some reason or another, some of them were

my fault, some them weren’t’ p. 4
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Felix

Bambi

Spencer

T

‘being able to be inclusive, being able to make sure that I'm able to contribute as well

as other people within the class.’ p. 4

‘very empowered because it allows me to have something that represents me as a

person, not just focusing on my disabilities’ p. 13

‘it makes me feel equal to others because it makes me feel like | can fit into society

without having to go, oh, | can't do this, so you're gonna have to do it for me.’ p. 23

‘this is what needs to be done to be able to make sure that that person thrives in an

environment that they love.’ p. 27

‘I think it was like the way that | say it was, right, because I've always been strongly

stubborn and independent and wilful and moral,” p. 9

N

3

Spencer

T

‘having these skills will build me not just as a person, but as a human being and will
allow me to support others further, not just with my own conditions, but with
everyone in general.’ p. 24

378



‘but also as an advocate for others, my role in this is powerful and it is honest and it
is needed and it's right because that's what it is’ p. 26

Felix

Bambi

‘the teachers know about your condition and about your needs. So you cannot,

you're not in a class and you feel awkward.’ p. 14

‘It feels a lot better ‘cos | just feel like | can be myself, be just Bambi, | can turn up’ p.
4

N
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‘So they sent me straight home and its things like that where they consider your
ability and your mental capacity that makes them better because they care about

you.’ p. 30

—
c
>
o]

Felix

‘and yeah and then, and then also obviously what's what's needed for me in terms
of, um, health-wise and what's, uh, and obviously when my, um, levels and whatnot

on there to.” p. 3

‘I'd say it's been, it's been, uh, important, yeah, | mean, | mean, | think, you know, uh,

every obviously educational setting I've been to, I've obviously had, I've had it with

me, uh, and, and | think it's been, um, a massive, uh, part of me’ p. 31

Spencer

‘|r

‘but then | had it and it made my life a whole lot easier, because then I've got, uh, |
can, you know, say to the tutor that I've got an EHCP plan, you can look at it, these

are all my needs’p. 3

‘because | always say that | have a range of disabilities and each one of those in

particular do impact or influence multiple areas all at once.’ p. 7
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‘I'm not getting stressed because | do sometimes, um, other people won't know of
my condition so | have to sit down, have half an hour with them and explain what it is
and how that affects my life’ p. 16

like a jigsaw to get a rounded person, like a person-centered approach, about the

person just to get them overviewed.’ p. 20

‘it is a very important thing because it's got all the information as needed, so if

anyone needs to look, they can say, right, | found this information, and now we can

J

p. 2

381



‘I think it happens, but I'm not aware, ‘cos it is like | talk to J, | talk to K (staff), it's just

like a normal conversation, like how are you today?’ p. 27

‘I feel like J and K (staff) are like my friends and they're the teachers, but they’re like

my friends and that's sort of nice to have.’ p. 28

‘but | know if | have a really bad day or if I'm not walking well | can lean on them.’ p.
9

N

‘but K and J understand, um, more about me that's why they also dip into personal

because my family don't get my condition or my stresses’ p. 31

—
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‘I'm getting a kind of extra help and with my floristry and with my maths. Um, it's

been hard and kind of getting the support, but I've got it’ p. 7

‘In primary and secondary | had like adults and kind of learner support, uh, workers
like in nearly like every, like every lesson, but since I'm getting to college, I've had
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them and less and less, it's been hard to kind of grasp, but I think I'm doing all right
and kind of being kind of on my own’p. 18

‘but | just like somebody just assigned to me because | find that easier’ p. 19

Felix

‘Yes, | do, | feel, um, | think, uh, yeah, | feel, um, I, I, the support is great here. |
think, 1 think it is good.’ p. 23

‘experiences and so other, uh, people, you know, you know, look, look, it's fine, it's

okay, you're not on your own’ p. 32

Spencer

if I've got a problem, um, I'll go to like J (staff) and they'll always be aware, not just

like a negative, oh, well it's a problem that's, you know, we can't really do anything
about that’ p. 1

‘a one-to-one through the support of the an EHCP, which is provided by the college

has definitely helped me as a person to grow and develop and change.’ p. 7

I think it is, like, there's definitely like enough support, definitely the right type of
support. Yeah. Um, I love it ‘cos it's like the, even though there might be like a

problem, there's always a solution.” p. 1

‘which | think is extremely important and it is needed in every school, college,
university, whatnot, it is needed to ensure that every single student gets the right

support.’p. 25
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‘it's important because if my needs weren't met appropriately, then | would not be
able to flourish in terms of academics, in terms of social skills, um, and in terms of

just learning in general’ p. 4

‘Because in that way, it can raise any, uh, barriers or concerns that they may have

regarding my learning, um, that may have been either missed or not addressed

properly.’p. 23

Rock

‘they kind of put it kind of vaguely and expect you to figure it out, errm so like | need

a support to like break it down for me to make it, make it understandable to me.’ p.
2

N
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‘both of my parents and have been involved, but it's always been, and kind of my

mum and sometimes my dad’ p. 6

Felix

‘Um, but yeah, so it'll be looking at that and it'll be, and it's, and and, um, um, making

sure that we've, that we've fulfilled every criteria on there.’ p. 6

‘so I mean, I've been involved a bit, but like when | were obviously younger, it'll have
been my, my, my, um, education team and the team at my schools and obviously my
Mum that put that together.’ p. 11

Spencer

T’

‘sort of different institutions, you could say in society. Uh, me, my mum, uh, my key

worker, uh, my other support like LSAs, uh, tutors, um, heads of department’ p. 6

‘and just different professionals that have somewhat inclusiveness into my care.’ p. 6

‘Uh, me, my mum, uh, my key worker, uh, my other support like LSAs, uh, tutors,

um, heads of department’ p. 6

‘which | think is extremely important and it is needed in every school, college,
university, whatnot, it is needed to ensure that every single student gets the right

support.’p. 25
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5. Experience | 5.1 EHCP Luna - %o try and put me on that path and to get me B,L,F, S

around experienced as a | into work’ p. 22
YPs’ path towards
progression | adulthood Felix - ‘important because, you know, especially for

someone with, um, a disability, because, because,
you know, | think, I think that having that like pathway
to go and achieve’p. 7

ol
=

Bambi

‘college may do you know went above and beyond to help me and support and, and
it's just they knew about my bad past so they went above and beyond to try and do

you know, make sure that's past’p. 18

‘I'm too disabled for a normal job, but | don't wanna sit around and do nothing.’ p. 1

—
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‘Well...I wouldn't have achieved and what I've achieved. Yeah, because in
secondary | ended up passing kind of half of my GCSEs, um, | got a C and kind of in
most of them um, | got a couple of merits and stuff like that in College, um, I've got a

few and kind distinctions and merit and stuff like that.” p. 25

Felix

‘given me that, um, that sense of, uh, um, independence that | didn't really get in my,
in my old school. Um, uh, it's, uh, you know, it, it, it is given me, um, you, it, it is given

me the choice and, and chance to me obviously, um, and new friends’ p. 2
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it's like helped me and actually shaped me to actually be, you know, to be half
decent.’p. 18

‘I think it's, uh, it's a much, much, uh, need needed to help them along the path.’ p. 7

‘because there's always gonna be bumps on the road and stuff that doesn't go well
while you're getting there, but | mean that, um, planning, knowing how, how you can

take them steps to get to where you want to be is vital, it’s vital.” p. 13

‘my condition is made me want to go out there and prove people wrong. Uh, you
know, it is made me want to challenge myself and push myself to, to the limit really.’

p.8

Spencer

|| ||‘ I|| r

‘will enable me to, uh, move on and graduate and get a job and learn skKills that |

haven't had in the past.” p. 23

‘they'll do something that they think that | can't do, but it's important in the EHCP plan
to make sure that they know that | can do it because it gives me independence.’ p.
1

'—\

‘will give me skills to help me, will, will overall be my further, wider support network to
ensure that the goals are met.’ p. 19
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‘Some of it is, some of it isn't, but the only things that | really think that aren't is the
things that are outdated.’ p. 26

»
N

Bambi

388



‘ only had it coming into college. | didn't have it in high school | got told do you know
the person that sorts out the disabilities and everything?’ p. 5

Felix

‘l, uh, was interested by some of the, um, topics that we've talked about on there and
stuff like that.” p. 28

Rock

‘I don't really understand much about the EHCPs.’ p. 6

‘It's supposed to be a thing like, is it like a government thing or is it just a council
thing? | think it's like a government thing and it's their way of like helping people who

need, need it.’p. 7

o
w

Bambi
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Felix

‘but the most of these things now I'm able to do myself, I'm able to do it now.’ p. 21

Spencer

‘I think having that in the plan itself is important about that information about who |
am um, is necessary, because it's, you have to take an holistic approach, not just,

uh, a private sectioned off one’ p. 10
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Appendix 27: Table to track analysis of each participant (Nizza et al, 2021)

Bambi

Markers of High Quality IPA Analysis

Quality indicator

Brief description

Constructing a
compelling, unfolding
narrative

Narrative of Bambis’ story is encouraged and prompted as
evidenced in transcript

Linear reading/re-reading in step 1 of the analysis allowed me
to begin to understand her narrative

Quotes selected and grouped as experiential statements as part
of the analysis

Relating words to the interpretation of experience allowing the
story to be told and heard

Reflection document after interview reflecting on Bambi’s
narrative explored

Developing a vigorous
experiential and/or
existential account

Experiential statements linked to text and lines of text recorded
Constant checking of PETs and sub-themes via self-editing
process

Discussion with colleagues using IPA methodology about PETs
and explaining why | have selected them

Re-evaluation of PETs a constant process and more viable
using printed notes during the analysis

Close analytic reading
of participants’ words

Notes made during the interaction with the transcript text
constant throughout analysis

Acknowledgment and reference to the double hermeneutic
process when engaging with the text

Use of highlighter, underlining and bolding when text is of
specific interest

Metaphors, idioms and other interesting examples of describing
personal experience highlighted and discussed with colleagues
when required

Constant refection and reassessment of text throughout the
steps of analysis, using physical and computerised copies

Attending to
convergence and
divergence

Creation of GETs tables following step 7 of the IPA section in
which | zoomed out and considered convergence of
experiences for participants as well as divergence

Constant editing during the process using physical copies of
GETs, both themes and sub-themes

Quotes relating to themes of convergence displayed in GETs
documentation with page numbers present to refer back to the
original transcript

Adherence to the idiographic nature of analysis alongside
individuals’ experiences, exploring GETs in a way that does not
make claim to find a ‘group norm’ as explained during the
analysis section of write-up

Spencer

Quality indicator

Brief description

Constructing a
compelling, unfolding
narrative

Narrative of Spencers’ story is encouraged and prompted as
evidenced in transcript

Linear reading/re-reading in step 1 of the analysis allowed me
to begin to understand her narrative

Quotes selected and grouped as experiential statements as part
of the analysis

Relating words to the interpretation of experience allowing the
story to be told and heard
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Reflection document after interview reflecting on Bambi’s
narrative explored

Developing a vigorous
experiential and/or
existential account

Experiential statements linked to text and lines of text recorded
Constant checking of PETs and sub-themes via self-editing
process

Discussion with colleagues using IPA methodology about PETs
and explaining why | have selected them

Re-evaluation of PETs a constant process and more viable
using printed notes during the analysis

Close analytic reading
of participants’ words

Notes made during the interaction with the transcript text
constant throughout analysis

Acknowledgment and reference to the double hermeneutic
process when engaging with the text

Use of highlighter, underlining and bolding when text is of
specific interest

Metaphors, idioms and other interesting examples of describing
personal experience highlighted and discussed with colleagues
when required

Constant refection and reassessment of text throughout the
steps of analysis, using physical and computerised copies

Attending to
convergence and
divergence

Creation of GETSs tables following step 7 of the IPA section in
which | zoomed out and considered convergence of
experiences for participants as well as divergence

Constant editing during the process using physical copies of
GETSs, both themes and sub-themes

Quotes relating to themes of convergence displayed in GETs
documentation with page numbers present to refer back to the
original transcript

Adherence to the idiographic nature of analysis alongside
individuals’ experiences, exploring GETs in a way that does not
make claim to find a ‘group norm’ as explained during the
analysis section of write-up

Luna

Quality indicator

Brief description

Constructing a
compelling, unfolding
narrative

Narrative of Lunas’ story is encouraged and prompted as
evidenced in transcript

Linear reading/re-reading in step 1 of the analysis allowed me
to begin to understand her narrative

Quotes selected and grouped as experiential statements as part
of the analysis

Relating words to the interpretation of experience allowing the
story to be told and heard

Reflection document after interview reflecting on Bambi’'s
narrative explored

Developing a vigorous
experiential and/or
existential account

Experiential statements linked to text and lines of text recorded
Constant checking of PETs and sub-themes via self-editing
process

Discussion with colleagues using IPA methodology about PETs
and explaining why | have selected them

Re-evaluation of PETs a constant process and more viable
using printed notes during the analysis

Close analytic reading
of participants’ words

Notes made during the interaction with the transcript text
constant throughout analysis

Acknowledgment and reference to the double hermeneutic
process when engaging with the text

Use of highlighter, underlining and bolding when text is of
specific interest
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Metaphors, idioms and other interesting examples of describing
personal experience highlighted and discussed with colleagues
when required

Constant refection and reassessment of text throughout the
steps of analysis, using physical and computerised copies

Attending to
convergence and
divergence

Creation of GETs tables following step 7 of the IPA section in
which | zoomed out and considered convergence of
experiences for participants as well as divergence

Constant editing during the process using physical copies of
GETSs, both themes and sub-themes

Quotes relating to themes of convergence displayed in GETs
documentation with page numbers present to refer back to the
original transcript

Adherence to the idiographic nature of analysis alongside
individuals’ experiences, exploring GETs in a way that does not
make claim to find a ‘group norm’ as explained during the
analysis section of write-up

Rock

Quality indicator

Brief description

Constructing a
compelling, unfolding
narrative

Narrative of Rocks’ story is encouraged and prompted as
evidenced in transcript

Linear reading/re-reading in step 1 of the analysis allowed me
to begin to understand her narrative

Quotes selected and grouped as experiential statements as part
of the analysis

Relating words to the interpretation of experience allowing the
story to be told and heard

Reflection document after interview reflecting on Bambi’s
narrative explored

Developing a vigorous
experiential and/or
existential account

Experiential statements linked to text and lines of text recorded
Constant checking of PETs and sub-themes via self-editing
process

Discussion with colleagues using IPA methodology about PETs
and explaining why | have selected them

Re-evaluation of PETs a constant process and more viable
using printed notes during the analysis

Close analytic reading
of participants’ words

Notes made during the interaction with the transcript text
constant throughout analysis

Acknowledgment and reference to the double hermeneutic
process when engaging with the text

Use of highlighter, underlining and bolding when text is of
specific interest

Metaphors, idioms and other interesting examples of describing
personal experience highlighted and discussed with colleagues
when required

Constant refection and reassessment of text throughout the
steps of analysis, using physical and computerised copies

Attending to
convergence and
divergence

Creation of GETs tables following step 7 of the IPA section in
which | zoomed out and considered convergence of
experiences for participants as well as divergence

Constant editing during the process using physical copies of
GETs, both themes and sub-themes

Quotes relating to themes of convergence displayed in GETs
documentation with page numbers present to refer back to the
original transcript

Adherence to the idiographic nature of analysis alongside
individuals’ experiences, exploring GETs in a way that does not
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make claim to find a ‘group norm’ as explained during the
analysis section of write-up

Felix

Quality indicator

Brief description

Constructing a
compelling, unfolding
narrative

Narrative of Felixs’ story is encouraged and prompted as
evidenced in transcript

Linear reading/re-reading in step 1 of the analysis allowed me
to begin to understand her narrative

Quotes selected and grouped as experiential statements as part
of the analysis

Relating words to the interpretation of experience allowing the
story to be told and heard

Reflection document after interview reflecting on Bambi’s
narrative explored

Developing a vigorous
experiential and/or
existential account

Experiential statements linked to text and lines of text recorded
Constant checking of PETs and sub-themes via self-editing
process

Discussion with colleagues using IPA methodology about PETs
and explaining why | have selected them

Re-evaluation of PETs a constant process and more viable
using printed notes during the analysis

Close analytic reading
of participants’ words

Notes made during the interaction with the transcript text
constant throughout analysis

Acknowledgment and reference to the double hermeneutic
process when engaging with the text

Use of highlighter, underlining and bolding when text is of
specific interest

Metaphors, idioms and other interesting examples of describing
personal experience highlighted and discussed with colleagues
when required

Constant refection and reassessment of text throughout the
steps of analysis, using physical and computerised copies

Attending to
convergence and
divergence

Creation of GETs tables following step 7 of the IPA section in
which | zoomed out and considered convergence of
experiences for participants as well as divergence

Constant editing during the process using physical copies of
GETs, both themes and sub-themes

Quotes relating to themes of convergence displayed in GETs
documentation with page numbers present to refer back to the
original transcript

Adherence to the idiographic nature of analysis alongside
individuals’ experiences, exploring GETs in a way that does not
make claim to find a ‘group norm’ as explained during the
analysis section of write-up
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Appendix 28: Mind-mapping example of discussion ideas
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Appendix 29: Qualitative rigour grid (Thomas & Magilvy, 2011)

Credibility

Explanation of the process around developing research
guestions in the literature review

Explanation of recruitment process, why steps were taken and
areas such as ethics, safeguarding and consent discussed and
evidenced

Evidence of the research journey featuring pictures of processes,
documents outlining thought processes and development of
PETSs for each participant and overarching GETSs, always
referring back to transcripts/quotes

Findings section details the interpretation of participants’
experiences, earlier transcripts evidence exploratory commenting
and experiential statement development

Documented discussions with RS, cohort colleagues, and
extracts of the reflective diary throughout the thesis

Transferability

Description given of each participant in pen profile portrait,
thought given to providing them with anonymity by using
pseudonyms

Inclusion criteria for the sample explained in the procedure
section of the thesis, all participants fell into the homogenous
sample

Reasons for focusing on a specific geographical region
explained, i.e. wanting to carry out face-to-face interviews
Transferability of findings discussed tentatively as IPA invokes
and idiographic philosophy, GETs highlight connections of
experiences and individual participants always referenced in
each GET and sub-theme

Dependability

Thesis provides a step-by-step account of research journey from
beginning to end

Literature review outlines why the study is important and a gap in
the literature

Procedure chapter explains how and why participants were
selected

Explanation of how data was collected and the analysis steps
that took place in the Procedure/Research sample chapters
How the analysis developed documented and pictures provided
in the appendix of random samples from each participant
Discussion/conclusion sections linking to previous literature and
psychology related to findings with references

Confirmability

Explanation of my role, as a researcher, in the methodology
chapter, reflecting on how I influence the research and how
participants might interact with me

Took stance of ‘naive listener’ during interviews, as explained in
procedure

Documented discussions with RS, cohort colleagues, and
extracts of the reflective diary throughout the thesis

Examples of personal reflection after each interview logged in
the appendix section
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Appendix 30: Reflection boxes typed from paper notes during research (Shepherd, 2006)

Reflection (02/09/22):

It has been interesting and at times challenging to find literature to discuss in the review.
Because | know which area | want to focus on it is important that | discuss a wide range of
research and psychology involved in my area of interest. Once | found these putting it all
together, and presenting it in a way that makes sense and importantly connects to my
topic is a skill, one that | am still trying to develop.

I think looking through the literature, especially in post-16 and EHCPs specific literature
has made me feel invigorated in the topic, | am glad | bought the Apter et al (2018) book
which focuses on EPs work with 16-25 year olds, it has given me some good insights and
allowed me to consider EP work in this area further.

It also has been impactful in highlighting that this is an area of research that will be
valuable, | was worried that topic area might be too broad but | actually think that makes it
even more interesting and worthwhile. EHCPs are sort of assumed to be a ‘good’ thing by
the people that have created them but we need to ask the people who actually have them
what it is like to have one, | am quite passionate about this and this review has been
beneficial in me developing ideas and seeing it as a real avenue to explore. | just need to
do it in a way that makes sense, and develop the study to meet the aims of the research
guestions.

Reflection (23/09/22):

Following a research supervision | have been considering what | am looking to achieve
with this study. My RS discussed with me that what might be enlightening is the
experience of the YP in the room as we go through their EHCP. The document may be a
springboard for further inquiries about what it is like to be them, how they are experiencing
the content of the document in the room. The intention is to get to a point where they are
in that moment not only reflecting at the time, but also being asked to reflect their
educational experiences, through the lens of the EHCP.

It may be that | can open up lines of inquiry as the interview (assuming | use this method)
progresses and ask them what it is like to be hearing this? what do they know about it?
how were they involved in certain parts? (i.e. child voice sections) and what happened for
them?. In this sense | am interested in them in the moment, with the opportunity to look
back at their past and interpret how it feels for them to have an EHCP. This could be
enlightening, as long as | stick to the principles of IPA. | am trying to situate them in that
experience...what does it feel like to be you?

My mind has been active since this supervision, my reflection is | need to plan well,
crucially sticking to the IPA structure. My comfort in chaos and messy situations may help
me in this sense, | actually prefer things to be this way most of the time, and it does not
fluster me to not have an outright ‘plan’ but these are things to consider.
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Reflection (29/09/22):

It is challenging to develop questions for the semi-structured interviews. A task is making
sure that | am clearly following IPA methodology guidelines. Making sure it relates to my
research questions. My supervisor explained that | must use interview questions that
focus on a person’s lived experience, helping them, and me. Getting closer to what it is
like to be living/experiencing something. | am not seeking to get their thoughts, ideas or
reflections about the EHCP journey.

This is a delicate balance and one | am considering while | put my interview questions
together. It will be important | use appropriate prompts that open up ideas about their
experience when interviewing my participants. | will need to run ideas past my RS and use
a pilot to develop my interview technique appropriately. It is important | constantly remind
myself of the IPA philosophy and all that entails.

As Smith et al., (2022) explain; ‘Remember you are trying, as far as possible, to allow the
participant to tell you what it is like to live in their personal world’ (p. 58).

Reflection (14/10/22):
First interview with young person today (Jimmy) -14/10/22. This interview will be a pilot
and | agreed to carry out the interview at his house, as agreed by him and family the week
before. It was a positive experience and Jimmy was accommodating. | have outlined my
immediate thoughts below —
¢ | had my semi-structured interview questions with me but looked at them sparingly
during the interview
e Trying to stick to the structure | found challenging as a novice
e Was specifically attempting to use open-ended questions based on experiences,
i.e. tell me more... how did that feel...
¢ Inthe moment it can be challenging to stay on track and do the IPA method of
guestioning
e This will be a good experience to reflect on as | progress
e Some questions Jimmy could not answer and made a gesture, which is not
obvious on an audio recording
¢ | need to think about how | ask questions as | do more interviews
¢ Picking up on threads that require explanation means active listening is essential
in these situations
¢ | did wonder about how Jimmy felt hearing the descriptions of him in his plan
¢ It was challenging to know when to end, | should not keep ‘digging’ like | am
looking for treasure but will work on how | end interviews
¢ Itis important to have participants who can verbalise well, | will keep developing
my interview style
e Doing it at Jimmy’s house felt comfortable for him, he did not appear distracted
and was willing to answer all questions
This was a valuable experience and will enable me to further develop my interview
schedule after reflecting. | am looking forward to listening back and noting things to
prepare me for future analysis.
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Reflection (04/11/22):

Recruiting participants for my study is continuing and | feel I am on schedule to recruit YP
who have EHCPs in my local College. | had a meeting with an EHCP coordinator there
(01/11/22) and am going in next week to meet a few potential participants she suggested
and felt would enjoy this type of project. | am positive and am hoping this will be a
successful process. It has been important to clarify it is important the YP are able to
verbally communicate in an interview scenario.

I have always believed it will be important to meet potential participants first,
begin building rapport and explain my project to them. | can then contact parent/carers to
inform them and send opt-out forms to them for YP who do want to be involved.

This process has made me feel a little anxious at times mainly due to the time it takes to
get to the point that | can interview YP. | am learning about research and this is an area |
have been reflecting on recently. There are various ‘layers’ you have to go through to ‘get
to’the YP. If | were interviewing staff, as an example this would not be the case, the
process would be easier | believe. However, | feel this will make my research important in
the end and getting to those YP who have EHCPs takes time and patience, but will be
worth it. This might be a reason why there is not much literature on YPs opinions of
EHCPs and their experiences | hope this research will be important.

Though it is taking time | am positive about my current situation. The colleges | am
working with have been helpful and engaged. The potential mismatch in my eagerness to
get going and being considerate of the College’s position in taking time to engage the YP
is an interesting factor to reflect on. The combination of patience while encouraging the
setting to move forward is a skill. | do believe that having this preparation time has allowed
me to refine my semi-structured interview questions style, | want to do data collection and
write about IPA for my methodology section this will only benefit me in the long term.

Reflection (06/12/22):

I have completed six interviews with YP who have EHCPs. For each one | went through
the consent procedures, gained consent from them and informed consent from
parent/carers. For each interview | have recorded using a Dictaphone and laptop,
downloading them onto my password-protected google drive afterward. | have also used
an audio transcription service to document my audio files and provide me with written
accounts of the interviews. After doing this | have then re-listened to the interviews and
edited the transcripts. | have found this to be a successful way of documenting interviews
after recording.

Reflecting on the interviews, | have some mixed feelings. It has been wonderful to meet
this YP and have found them all to be willing to engage in the interviews

to varying degrees. Some participants had lots to say about their experiences whereas
some it took more skill to prompt and inquire about, my interview skills definitely
developed as a result of this. In fact, | think the last interview | did was the time at which |
had a much better idea of how to dig for those experiences, using follow up questions,
prompts and focusing on certain IPA related lines of enquiry.
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| kept to a similar structure throughout the interviews —

1) general inquiries about education having an EHCP and experience

2) reading through the EHCP with participants and searching for prompts around
provision/outcomes/needs etc

3) attempting to reflect in the room about that experience of hearing about themselves.

I wonder if this worked as well as | imagined it might, | feel all had different levels of
knowledge and awareness of the plan in general. | often was searching for words and not
trying to influence or use ‘loaded’ language. | think | may have used the word ‘important’
too much, it is up to them to contemplate whether something is important, | should not
lead in these cases.

I wonder if | got much from these interviews in terms of their experiences, and thus fitting
with IPA methodology. It will be interesting to explore this during the analysis stage of my
study. Overall, | am grateful for the YP time and most of them were happy to talk and
engaged brilliantly. | have already learned a great deal about research, interview
techniques and building rapport. One thing | will never get used to is hearing my own
voice of audio!

Reflection (06/01/23):

I have began analysing my interviews. | have decided to mix the order in which | analyse
them, doing them two at a time. The 7 steps suggested in the IPA book is the method |
have decided to follow, as a novice researcher having this structure feels comforting.

The exploratory comments and experiential statements can sometimes cross over, | am
still learning about the differences between them and developing my IPA practice. | am
aware that going over the data a few times helps with the rigour around my research so |
have hand-written my notes afterwards inputted them on the computer, this is allowing me
to look at the notes again and amend when necessary.

It is quite enjoyable doing this process. | was worried during the interviews that | was not
getting answers that related to my research questions, it appears this was not the case,
even small comments can have experiential relevance regarding my research. | have
completed steps 1, 2 and 3 for two interviews (Spencer and Rock), the next step is to
begin grouping the themes and naming them, | am excited to see what comes out of this
analysis and am learning at a quick rate.
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Reflection (13/02/23):

Today | have completed the seven steps of the IPA analysis phase for five interviews. It
has been intense, and | hope, thorough process that has bought about six overall group
themes, as explained in step 7 of the new IPA book.

As | have gone through the analysis | have tried to follow all of the ideas and strategies
explained in the book. It has felt enlightening at times and also complex, going in and out
of the transcripts, checking and re-checking my understanding of participants experiences
has required a lot of time and at certain points felt a little overwhelming. | understand now
how the process does become for about the ‘I’ in IPA as you progress, however it is
important that you often go back and check the transcripts so you are still grounded in the
data.

I have been using physical, laminated copies of participants experiential statements, PETs
and GETs. | have made effort to photograph these processes as | have progressed so to
keep an audit trail around my analysis. This has been challenging at times but | have been
wedded to the process and experienced those ‘aha’ moments when seeing patterns and
themes emerge, this is has been a highlight. | now understand the reason the authors of
the book emphasise zooming in and out of the participants transcripts for example, there
is nothing better than the process of actually trying to do something to learn on the job. At
points where | have found things challenging | have taken myself away to give myself
fresh perspective when | come back, this has worked overall | believe.

It has taken time and | have been mindful not to rush the analysis, stick to the process and
not take shortcuts. Setting small targets/deadlines has helped me stay motivated whilst
aiming to stay on track. What seemed like a mammoth task slowly became smaller and
more manageable as | followed the process (my house is now a mass of paper and
scribbles!).

Next, | will double-check my GETs with some colleagues who are also using IPA, as well
as talk with my supervisor about my work. | feel positive and enthusiastic about my work
and the upcoming write-up. | hope | have adhered to IPA values and have some research
that is interesting and may be impactful for CYP who have EHCPs.

Reflection (03/03/23):

I have found it useful to look at past examples of the write up on findings chapters. Along
with finding previous thesis’ that have used IPA, | have been speaking to my cohort ‘IPA
group’ and re-reading the IPA texts. The examples in previous work and the books has
been helpful in my constructing of this chapter.

During a supervision my RS explained that the chapter should be coherent and contain
complexity, connecting themes need to be interwoven into the text and it should not just
be a descriptive account of the participants words but invoke my interpretations of what
the experiences might be like for them. An important part of the hermeneutic circle is
taking place here.
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| have gone through each main theme and sub-theme in which | have put them in my
themes table. | found this to be simple way of doing it and it once again enabled me to
edittamend as | went along. | did enjoy this process, | felt connected to the participants
once again, I think during the analysis section you lose that sense a little. | was checking
back to my transcripts and actually, at some points, adding more to the selected quotes,
so they made sense to the potential reader. Some quotes felt a little out of context so an
aim is to make them not only readable but understandable, it is after all my chance to
really show my findings to an audience for the first time.

| did not add references to this section though this may change as | re-draft. | sent a copy
to my supervisor to look at and advise. | am unsure about how | should deal with
divergence in my write-up at his point. | have some themes that do have convergence but
am cognoscente that IPA is not about finding a ‘norm’, it is about investigating diverse
experiences as well, and representing this in the study.

I do have some ideas for my discussion section, | think areas of psychology and practice
are standing out and will be discussed in this section. My plan is to move to this section
next after a brainstorming session.

Reflection (20/03/23):

Having completed my analysis | have been completing my Discussion chapter. | felt it
important to outline in my introduction to the chapter that though | am discussing GETSs |
am still fundamentally committed to this study embracing its idiographic nature. | am not
looking for or extrapolating ‘group norms’, | am embracing convergence and divergence in
my participants’ accounts, | felt this important to say because | would feel uncomfortable if
I did not make this clear. | think this is because my participants did have different
experiences and | want to acknowledge this, to me this is vital to always keep in mind.

My discussion points | divided into the GETs themes and attempted to discuss each
individually, using the participants’ names throughout so | am referencing them, keeping
them in mind when discussing. At first | did not put their names in but when | read through
| re-considered this as it felt impersonal, when in reality this study is about these YP so |
feel an obligation to reference them and keep them ‘present’.

| attempted to link the discussion to theory, | made rough notes of which GET might relate
to which theory and took it from there. | then spent time with each GET and read through
various books and journals that | believe relate to them. For the theme of ‘other’ | spoke to
an EP in my service who completed her thesis on this area, | found that really useful.

This was challenging and | felt this chapter has been the most challenging so far.

Linking to theory was okay but there is often so much | could say and link to | am unsure
of what is relevant and perhaps what is not, in this sense | have a feeling of not really
being sure if | have done this section well. Self-Determination theory is a theme across the
discussion, covering all three of the principles. This theory has come in a lot of Post-16
research so that is pleasing (I think), though | believe there is much more in this research
of note that | need promote. | have ideas about implications for practice and that will be
my next section to begin.
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Reflection (03/04/23):

Following my discussion section | have been writing the final chapter, covering
conclusions, recommendations and limitations. | actually found this part quite fun and
creative, it was a point where because | had worked hard during my analysis and then
linked findings to theory | could then think wider about what this might all mean. In this
sense | am looking for my ‘golden thread’ through the study and then suggesting what this
means and what might be useful for professionals working with CYP with EHCPs to do, |
found it quite invigorating and exciting!

It is a practical part of research and it is nice to have things to talk about, always coming
from the participant’s experiences, then suggesting recommendations, | even created a
tentative framework related to SDT linking to PfA because SDT was such a presence
throughout the analysis. It felt positive to start rounding up what | have researched and
reached a stage where | can confidently say what this might mean and what EPs and
other professionals could do.

I do think at this point there is a nagging feeling about what | could have done to improve
the study, | mention in my limitations about perhaps involving the participants more in the
creating of recommendations, for example. This would have been valuable, but as a
novice researcher there is a sense that ‘I do not know what | do not know’ here, next time
doing research | might be more aware of avenues like this | could potentially take.

| feel my recommendations are all related to my findings, which is important. | am not
making claims that cannot be linked back to findings, though | might want to | could not
say they were part of my research. | had thought about suggesting an EHCP online or in-
setting community, where CYP can share their views and experiences with other CYP with
EHCPs but do not think | could have said this was a finding. Might be interesting to
explore though.

I have really enjoyed doing this research, | have been through the full gambit of emotions
throughout but have always tried to embrace every moment, no matter how challenging.
At times when | have felt | have not been making progress | have reflected and spoken to
helpful colleagues who have reassured me. | have also made sure | have taken breaks
and come back to my work with ‘fresh eyes’ at certain points. It has been a journey for me,
I hope this research has a place in the literature about EHCPs and spawns further
research for CYP with them to help develop practice around them. | feel | have attempted
to find some answers to all my research questions, so have stuck closely to my aims for
this research.
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Appendix 31: Developed SDT/PfA framework following analysis

Practices/ways of promoting construct in Practices/ways of promoting construct outside of | Areas to focus on
Educational setting Educational setting up to next review




BLANK PAGE



