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Abstract

Research suggests that hundreds of children and young people (CYP) are excluded
from school every day for disruptive behaviours§ many of which have additional and
complex needs and family backgrounds. Recognition of the negative consequences of
exclusion over time has led to various alternatives. This research thesis focuses on a
6school swapbéd through the OFair Access Hanel 6
argue that whilst falling short of an @fficiald6 e x c | us i on 8s is neveithelesspr oc e s
exclusionary, since the young person is effectively removed from school. Research on so-
called 6greyd exclusionary practiecamon s | i mited

This thesis presents a case study involving a young person, parent and staff
me mber , whereby the young person has remai ned
approach is adopted, seeking stories ofedpartici
Stories were gathered through semi-structured interviews alongside narrative based

prompts, and dataisanalyse d usi ng O6The Listening Guideb.

This thesis provides recommendations and reflects on best practice for CYP who
are Oat r i sk 6ontiibfites ¢oxvidér literatuce rhighlighting the unjustness of the

current educational climate for vulnerable children, young people and families.
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Introduction and rationale for research

As | have progressed through my doctoral training, | have developed my passion for
being an advocate for those CYP and families often described asbeing6 at t he ofmar gi n s
society. This is underpinned by a strong awareness and commitment to social justice and
inclusion. Through my daily practice as a Trainee Educational Psychologist (TEP) | see
firsth a nd how 't he competing agendas of 6inclusi
marginalization of those CYP and familC¥s who
whose Obehaviourd is seen to bedngtoracaiskmopati bl e
6 e xcl WMy previous role as a teacher means that | am all too aware of the demands
placed on schools and their staff. | understand the difficulties that school staff face in this
battle for seemingly incompatible agendas. This research is therefore placed within, and

has an acute awareness of, this highly complex and multi-faceted educational context.

According to government legislation, fair access protocols must be in place within
every VLocal Aut hority (LA). udpldedchildrenpespegally ai ms t
the most vulnerable, are found and offered a place quickly so that time out of school is
kept t o a(DfEi201L2, m3)nilde code does not prescribe the structure or detailed
content of the protocol, but instead 6al | ows LAGb6sS, schools and acad
develop and agree protocols which best DfE,erve tt
2012, p. 3). It is expected that this is a collaborative process, with schools, CYP and
families working together to decide upon the best placement, according to the needs of
both the child and the school (DfE, 2012).

Within my local authority, monthly FAP (Fair Access Panel) meetings take place,
which is chaired by an impartial member of the local authority. Representatives from
schools within the LA (including academies) meet on a monthly basis. This may include
head teachers or members of the senior leadership team, SENCOs or inclusion staff. Also
present are representatives from the Pupil Referral Unit. The purpose of the FAP is to
arrange placement for pupils who have been perm
swapb6 f ocronpupgielred datanensk@&xof upieon. A 6school
process whereby a pupil will go on roll at an alternative school, rather than being issued
with a permanent exclusion. Thi s process differs to a Omanage
60t r i al Bamiles and mupils are not present at the panel, however, they are asked to

give a first and second choice school, which is considered at the panel.

In 2017 when | was beginning my research journey, | sat on the FAP panel. This
was a very interesting experience and further provided the motivation for my research. |

guestioned some of the processes that | saw, and | wondered whether the processes were
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i ndeed 6fairdé for vul ner abl e cSchoolsdwoalsh offery o un g
reasons why t hetystudemts,) suchraé that they dhad plaken someone last

timed or that they coul dnét me et needs. Hence t he
children were often disregarded. There seemed to be little understanding of the reasons

behind often complex behavior, as well as little evidence of assess-plan-do-review

processes. Involvement of SENCO and outside agencies was often not apparent.

In September 2017, there was also a review into the quality of the Fair Access
Protocols (FAP) and related policies and procedures within the LA. This was carried out by
an independent educational consultant and was commissioned by the local authority. The
evidence base included referring to the LA FAP policy document, scrutiny of 30 referrals
made through the FAP process during the course of the year (2016-2017), discussions
with the LA Head of services, discussions with some head teachers and the Principal
Educational Psychologist, as well as discussions with the head of the PRU and FAP admin
staff. According to this r e p oThe FAP (@olicy and protocols do not reflect fully the
statutory guidance contained in the SEND code of practice6 ( Loc all Aut hority F
September 2017, p. 5). It was found that too few schools @rovide clear and accessible
information about pupil learning, behaviour and emotional wellbeing the form of an agreed
and shared inclusion pland Too few schools were found to follow the Assess-Plan-Do-
Review (APDR) process as in the SEN Code of Practice (DfE, & DoH 2015), and it was
found that &AP referrals rarely include evidence of SENCO input and impacto .
Furthermore, the review criticised the fact that it is dot possibleto k eep track of p L
progress p o st dud @ @&urrent procedures that are in place, and that the &iews of
parents and pupils are not fully considered as part of the FAP processé(Local Authority
FAP report, p. 5). The report specified that:

7

OFAP protocols should enabl e t h-ewhaswoskediandg o f 0 1

(Local Authority FAP report, September 2017, p. 17).

Hence, this report further developed my motivation for my research, since there is clearly a
need to address many of these factors. When | first embarked on this research journey in
2017, | had originally anticipated that | would examinethepr ocess of a Omanage
through the Fair Access Panel. However, once | started to look into the possibility for this
within my LA, it came to light that this process no longer existed. | then decided to examine

the process o fthraughdhe Ealr Acodss Pangldgs described above).

Through this research thesis | hope to:



Add to the body of research that attempts to reiterate that we cannot allow this
growing issue of educational and social exclusion to become an accepted part of
6normal i tyo

Contribute to the literature in terms of how best to support children, young people

and families 6at ri sko of exclusion.
Give voice to those who are often silenced,
swapo.

Provide the LA with some recommendations around their Fair Access Protocols.
Provide information to contribute to an 6i ncl usi ond tr ai nforng sup
schools, being developed within the Educational Psychology Service in which | am

based.

10



Chapter 1: Critical Literature Review

Overview

This chapter begins with an outline of school exclusion in the context of the present

day. I examine the history of behavi otianofé b ec o mi
current societal processeswhi ch | ead to marginalization. A di
to exclusion foll ows, including the use of O mar

exclusionary practices in schools. | present an examination of current literature with
regardstosupporting CYP considered to be 6at riskd
and questions that arise from existing research, before presenting a case for research that

draws upon a narrative approach.

School exclusion in context

The 1986 Education Ac t first introduced the term ©&be
categories of exclusion from school were referred to, including permanent, fixed-term and
indefinite (Maguire, Macrae, & Milbourne, 2003). Whilst theterm 6 i nd &f iexictt @ si on i s
longer used, both permanent and fixed term exclusion continue to be used within the UK
education system (DfE, 2017). According to statutory guidance from the DfE (2017), 6 A
pupil may be excluded for one or more fixed periods (up to a maximum of 45 school days
in a single academic year, or p e r (pa 8).eSchoodl yexclusion has long been
associated with negative consequences for children and young people, including a
detrimental effect on their academic attainment, separation from their peer group,
preventing access to the mainstream curriculum and risks of long term unemployment and
poverty (McCluskey, Riddell, Weedon & Fordyce, 2016). Involvement in the criminal justice
system (as both victim and offender) is more common for children who are excluded
(McAra & McVie, 2010). Exclusion can also have negative financial consequences, since
parents may have to leave work to take care for their children (Munn, Lloyd & Cullen,
2000). Those who are excluded are often | abell ed as
self- fulfilling prophecy (Krohn, Lopes & Ward, 2014, as cited by Bagley & Hallam 2016).
Negative reputations can resul t (Danels,g8hamat i ons
the experience of exclusion can further reduce the life chances of those already
disadvantaged (e.g. Roffey, 2016).

Official records demonstrate that the overall rate of permanent and fixed term

exclusions has been increasing in England over the last 10 years (DfE, 2018). The number
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of permanent exclusions increased from 6,685 for the 2015-16 academic year, to 7,720 for
the2016-1 7 academic year. The number of o6fixed terr
for the 2015-16 academic year to 381,865 for the 2016-17 academic year (DfE, 2018).
Exclusion for certain groups of pupils is disproportionately higher than for others, which has
been the case for a number of years. According to the DfE (2018), for the academic year
2016-2017, over half of all permanent and fixed term exclusions in England occurred in
year 9 or above, with around one quarter being for pupils aged 14. Boys were over three
times more likely to receive a permanent or fixed term exclusion than girls, and those
pupils known to be eligible for and claiming free school meals (FSM) were around four
times more likely to receive a permanent or fixed term exclusion. Pupils of Gypsy/Roma
and Travellers of Irish Heritage ethnic groups had the highest rates of both permanent and
fixed term exclusions, and @lack Caribbean pupils were three times more likely to be
permanently excluded than the school population as a wholed p.6). Pupils with special
educational needs (SEN) accounted for almost half of all permanent and fixed term
exclusions, and pupils with an Education, Health and Care Plan (EHCP) had exclusion

rates over five times higher than those without (DfE, 2018).

The UK has a long history of punitive disciplinary practices, which continue to be a
prominent feature in school behavior management strategies (Jull, 2008). Such
approaches have deeply entrenched historical roots, linking to &ocietal discourses
regarding discipline and punishment for rule-breaking behavior ¢Foucault, 1991, as cited
by Jull, 2008, p. 14). Societal norms and discourses which lead to the categorization and
exclusion of t hose i ndi veg MacLuse, Jones) $lolndes & e d 6de
MacRae, 2012) will be briefly explored in the preceding section of this chapter.

O6Di sruptive behavior 6: A historical examinati on

The compl ex reasons behind practices whi ch
considered in relation to the Foucauldian not.i
(2004):

@enealogies do no searchingforfoundat i ons or wunderlying truthseé
accidents, contingencies, overlapping discourses, threads of power and conditions of

possibility for the production of commonsense, taken-for-gr ant e d(p.2).ut hs 6

A key aspect of genealogical studies which can help us to understand current norms and
di scourses present within education is that of

Aliwood, 2004). Governmentality is used to describe how schools, prisons and hospitals
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become institutions for surveillance by the government (Foucault, 1977). According to
Aliwood (2004), Foucaul di apnovide @ tusefal rergréednto thg o v e r n m
links and connections, power relations and accidents that form the basis of the regulation

and management of young c lipidl)dSuehrdactaaedablé iséoi r e duc
understand the ways dn which our daily lives are governed and managed$ and also to

recognise that there is @otential for shifts and changes in this governingd(Aliwood, 2004,

p.30).

During the seventeenth and eighteenth centuries, large populations came to be
categorized as O6abnor mal 6 (tBeicbnfinemegttobdisecase@ 0 0 0) .
populations, moving on to the confinement of those deemed unable to contribute to
economic expansion. This included the 6ésickod 6
such as workhouses, prisons and hospitals. The asylum later came to provide confinement
of those who did not conform to 18" century notions of reason ( ¢l assi fi ed as 6r
6i nsaned) ( BiSuch practigeas of rcgnfin@r@rit 8rg said to be 6 annected to the
institutio n a | demands of ,whdreby thipsedeemad tess mlleito contribute to

an expanding economy were singled out and often excluded from society (Billington, 2000,
p. 5).

During the second half of the 19™ century, the confinement of children followed.
This was through legislations in child employment and education, such as the 1870
Education Act (Billington, 2000). This lead to the identification of some children as being
not amenable to such training and control, and were therefore removed from the
educational arena. The first Educational Psychologist, Cyril Burt, was r e g uconfirmd t o 0O
the identity of feeble-minded children al ongsi de those identified :
(Williams & Goodley, 2017, p. 47). The Opat hol ogi sati ondvheeeby chi | dr
physical or mewas @il a ggrhoasnedd clapy 6 6expertsd (Billin
Goodley, 2017). Burman (1996) speaks of the historical role of psychology in governing
and shaping our lives, wherebyitiséused to | egitimize ¢@@tandons anc
wh e r eaffectd, intérsections with and (re) constitutes inequalities structured around
gender , race, cl ass, a g @.3). Psyehologssts iare yescabeddas d i s a b i

@atekeepersd  wpolice the boundaries between normality and abnormalitydé ( p. 3) .

The early development of psychology thus supported principles of pathology and
diagnosis, as well as measuring, categorizing and ranking children (e.g. Billington, 2000,
Newton & Wilson, 2011). By the end of the 19" century, schools had developed into
institutions wherebysogoaér tnmamntna lnig®ryldarmrmkd pr ec
(Billington, 2000). Rose (1999) further statesthat6 c hi | dhood i s the most in
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sector of p e r gpo 123).| Such a vientirglinatee that childhood is a time of
interventiagentwheo€&byghan gre crdated (Aliwooral, 2004)t ur e 6

Behaviour: Becoming a problem

This historical context therefore allows us to understand the processes and systems
that maintain such processes of categorization and social exclusion within our current
educational system. According to Bowman-Perrott et al. (2013), children with SEN most
likely to be excluded are those with attention deficit or hyperactivity, or emotional and
behavioural difficulties. Accor di ng t o tpdrsistenDdiskp t( i2Wd 8hisethea vi or 6
most common reason cited by schools for both permanent and fixed term exclusions in
state-funded primary, secondary and special schools (p.5). According to McCluskey et al.
( 2 0 1Ghi)drendwith special needs and others facing multiple disadvantage continue to

experience both official and hidden exclusion f

Hence, although the concept of inclusion has underpinned educational policies in
the UK for a number of years (e.g. Vincent, Harris, Thomson & Toalster, 2007), there are
processes at work which contradict this goal (e.g. Clarke & Venables, 2004). For example,
current government legislations and policy emphasise a number of factors which could be
said to be incompatible (e.g. Rothi, Leavey & Best, 2008). These include the inclusion of
those children identified as having SEN in mainstream schools, an emphasis on raising
educational standards, as well as a strive for a reduction in exclusion figures (Clarke &
Venables, 2004). A tension is therefore present between inclusion on one hand, and

academic targets and standards on the other (Rothi, Leavey & Best, 2008).

School staff often then find themselves with a huge diversity of ability in the
classroom, including those children whose behaviour may present as extremely
challenging (Roffey 2016). The demands for inspection and testing has led to a situation
where there is less room for flexibility in teaching to encompass the needs of all children
(Baroutsis, McGregor & Mills, 2015). Behavioural frameworks are often in place in school
whereby sanctions and rewards aim to reduce socially undesirable behaviours (Gilling,
2016). The need to balance the rights of those pupils seen to engage in disruptive
behaviour, against the rights of classmates to an education free from disruption, is often
used in order to justify fixed term or permanent exclusion (Vincent et al., 2007), In this
way, school systems emphasise the management of disruptive behaviour, rather than
examining the systemic factors which may be causing the underlying emotional or
psychological distress (Bowers, 1996)
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MacLure, Jones, Holmes and MacRae (2012) examine the factors which lead to
CYP being seen as a 0 pyfrarbeb leehadioral difficultiesamtermsdfK p o | i
6Soci al, Emoti onal and Ment al He al & Do#, 2q1H,EMH) (S
replacing the previous category of &éSocial, E mc
Poor impulse control, difficulties with motivation and concentration, difficulties with co-
operation, low empathy, self-e st eem i ssues and O6éemotional it e
been associated wit H{Machype e lall, 201h2). Wedér asecietal uand
educational discourses, as well as the culture of the classroom are said to lead to this
0l abel | i n(@g Maglure etaals, 2012). It is proposed that behavior is framed by
shifting theoretical and professional discourses (Visser, 2003 as cited by MacLure et al.,

2012). Britzman (2000) describes the nature of discourses:

6Di scourses authorize what can and cannot be s
communities of consent and dissent, and thus discursive boundaries are always being
redrawn around what constitutes the desirable and the undesirable, and around what it is

that makes possible particular str(u8).ures of in

Current prevailing discourses of Onor mal de
the UK curriculum and informed by developmental psychology, lead to some children being
pathologised,si nce such discourses pri vil gWakerdine,parti ct
2000). Furt her oO0framing devicesd6 which | ead to chi
their family situation and community background, such as darratives of the neglectful,

uncooperative, anxious or interfering parenté(MacLure et al., 2012, p. 37). As a result,

s 0ome children arrive i n school wi t h 6probl em
According to Walkerdine (2000) 6 Suc h a ¢ hiscdvated buit podutean in redimes of
truth created in those very practic@sl3)which pro

Such discourses are used to justify the act of social exclusion, when children are
seen to be a O6poor fitd with scho¢@incentethles, cul
2007). Billington (2000) speaks of pathologisation, leading to stigma, as well as
unnecessary and unhelpful labels being attached to children. This process often attaches
blame with the individual child or family rather than with the systems surrounding them.
School s ar e tahdanmnishedeskettof teolstwilh davhi ch t o addr ess [
(Billington, 2000, p. 7).As wel | as f or mal Omeay ado inwlvechilden t hi s
being | abell ed as eiaschib@ emvimhmem dvhich iintiteelf could be
similarly damaging (MacLure et al., 2012). As stated by Billington and Pomerantz (2004)
there are many forms of social marginalization, exclusion and discrimination, and there is a

needto6chall enge theori es anmbrgipalisadptd).ces whi ch ser\
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Exclusion: A social injustice

There is no evidence to suggest that exclusion from school improves outcomes for
those CYP who experience it (e.g. Billington, 2000). Parsons (2005) speaks of the fact that
educational pol i ci es canfrantingodnd divertingn the einwaatbdo u t 0
behaviour and not, for the most part, about meeting un me t needsldl (2008). 1 7)) .
highlights:

6Sur el y i t-evalsate thé nepertoite of resgonses considered appropriate in the
provisioné..because an increased risk for punit
as an inclusive approach¢é. for ci bforeonicompliance | and

remains an indication of failure on the part of a school and the educational system to

resolve probl ems (pil)ked to behaviourd

Roffey (2016) speaks of the fact that children who present with challenging behaviours are
often living with chronic adversity and stress, such as poverty, abuse, neglect, loss and
violence. It is widely recognized that children and young people who live or who have lived
with violence in the home are at risk of multiple developmental problems, which may then
lead to the presentation of challenging behaviour (e.g. Roffey, 2016). The Home Office
(2018) offers the following definition of domestic violence:

6any incident or pattern of i ncidents of cont
violence or abuse between those aged 16 or over, who are or have been intimate partners
or family membersé. |t can include but i's not I

financial and emotional abuse. (@. 6).

Research also shows that the vast majority of domestic violence (DV) is perpetrated by

men against women and their children (The Home Office, 2018). According to Ellis (2018)

6domestic abuse is a complex and pervasive i ssi
chil drends | {pvded. Stantey (2@l ihighgbts that domestic violence can
have a destructive effect of chil drenods l i ves

domestic violence can have a severe impact on the psychological wellbeing, as well as on
behavioral, social and cognitive development (Dodd, 2009). Alongside this, research
reports profound effects of the experience of DV and abuse on mothers, including long
lasting impacts on physical and mental health and wellbeing (Dodd, 2009). This can then
affect their ability to work, support themselves, maintain their self-confidence and parent
their children (Dodd, 2009; Cort & Rowley, 201E¢
Theory in parent and child relationships is widely recognised, whereby sensitive and
responsive caregiving leads to emotional and social development in children (Dodd, 2009).
Dodd (2009) hnmagyHdctorgdar aslversely affect the parent-child attachment
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rel ationship, including famil y(p. @5).sHencenwhere on and
mothers are depressed, distracted and emotionally drained they may be less emotionally
available to their children (Holden & Ritchie, 1991).

Due to these factors, research has shown that children exposed to DV are more likely to

have emotional and behavioural problems (e.g. Humphreys, 2006). They are also more

likely to exhibit more aggressive behavior and are more likely to be involved in fights and

bullying (e.g. Baldry, 2003). The ability to feel empathy towards others may be lost (Holt,

Buckley & Whelan, 2008). Such adverse life conditions can cause CYP to feel angry,

anxious, despairing, depressed and/or confused (Roffey, 2016). Hence, such challenging

behavior in the school environment can further lead to the use of discipline and sanctions,

including exclusion from school (e.g. Roffey, 2016). Roffey (2016) speaks of the 6 dou b | e
whammyoé effect, whereby children who experience
are then further rejected by the school system (Roffey, 2016).

An alternative to exclusion?

Whilst rates of permanent and fixed term exclusion in Wales and Scotland appear to be

falling, (Power and Taylor, 2018) in 2017, it was estimated that the rate of exclusions in

England had increased by 40% since 2014, with an average of 35 children per day being

excluded (Weale and Duncan, 2017). England therefore has the highest rates of both

fixed- term and permanent exclusions in the UK (Power & Taylor, 2018). It is suggested

that this is due to the particular negative conse quenc e s of Omar keti sat.i
policies in England, wherebyt hose c¢chi |l dren who negatively affe
data are more likely to be excluded ( e . g . Messeter & Soni, 2018) . )
in England is also thought to lead to increased rates of exclusion, since they do not come

under the same monitoring and scrutiny of the LA. Higher rates of exclusion within
academies is thought t o be prdduee favoorable hcademic pr e s s i
results to attract fundingtoopen new school s wit h({Messeten& Sod,ad e my t
2018 p. 170).

However, it is argued that these UK wide figures may be misleading, due to the
increasing use of o6greydé O6hiddendé o6unofficial o
2018). Gaz el ey, Marrabl e, Brown and Boddy thfe2ipl5) de
of the wherbeeluyy 6dh er ¢ o n tisgequiredad.50Q). dt isisuggested that
these practices may be used so as to a@maskOo r
increasingly under pressure to reduce rates of

exclusions are said to include various practices, including the use of part-time timetables,
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internal 6inclusiond units, s e recoidinggit, irdicaging p i | ho
that they are being 6educated off sitebd6 amongs
Taylor, 2018). Official guidance from the DfE (2017) states:

6l nformal & or O6unofficiald excl usi,amesnawfd,uch as
regardless of whether they occur with the agreement of parents or carers. Any exclusion of
a pupil, even for short periodElOpf time, must b

Excluding children from school has been said to violate the rights of CYP under the
European Convention on Human Rights (2010) as well as the United Nations Convention
on the Rights of the Child (1989) (Bagley & Hallam, 2016). Recognition of the negative
consequences of exclusion over time has led to various alternatives. One such alternative
to exclusion is what is currently known as a On
Labour government in 2004 (Messeter & Soni, 2018). Through this process, schools are
encouraged to work in partnershiptot r y a 6 ma n a g e éxcludingraepbpil (DEE, o r e
2017). The pupi l is Omovedd in a strategic manner
being that it is a voluntary agreement between all parties. It emphasises a carefully
designed transition, which is facilitated by an impartial professional. Young people and
parents are fully involved throughout (Department for Education and Skills (DfES), 2004).
This process does not have to be used by schools, and there are no set standards in order
to hold schools to account (Centre for Social Justice, 2011). It is suggested that when
governed appropriately, managed moves can provide a positive option. However, since the
process is not monitored it could be open to exploitation (Messeter & Soni, 2018).

According to official government legislation:

6Maintained school s have -sith r eguoation to inprove théirr ect a
behaviour. A pupil at any type of school can also transfer to another school as part of a
O6managed moved where this occur ®lvedyintludingtthee cons
parents and the admission authority of the school. However, the threat of exclusion must

never be used to influence parent 9dDfF 2017r move t
10).

Fair Access Protocols (as discussed previously) apply here.

Research on managed moves is hedlevawapd oi nh
present paper, since it represents the chance for CY|
school , rat her t han having a per manenS$oni,excl usi

2018). Literature with regards to the effectiveness of managed moves is limited. Bagley

and Hallam (2015) and Bagley and Hallam (2016) interviewed professionals, CYP and
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parents followed by thematic analysis, in order to examine factors contributing to success,

as well as the nature of challenges. It was proposed that d&vhen implemented successfully,
managed moves can be a positive, (Bagdy&Halamangi ng
2016, p. 223). Posi tive factors incl udbe, YeR nlgavaibnige at 06 f
themselvesé and having a 6second chanced (Bagl
2016). Home school partnerships, early intervention, transition support, positive language

and attitude from staff, relationships with staff and peers and involving the young person

were all considered important (Bagley & Hallam 2015, Bagley & Hallam 2016, Flitcroft &

Kelly 2016). Harris, Vincent, Thomson and Toalster (2006) as well as Vincent et al. (2007)

concluded that it was not the process of managed transfers themselves which led to

positive outcomes, but rather the schoolsd inclusive et]
and commitment. These f actors l ed to a decrease in 0}
exclusions and better academic attainment, as well as students developing a more positive

view of themselves.

However, challenges reported in the literature include the fact that schools may
have diverse agendas in instigating the process of a managed move, and the needs of
CYP may not be at the forefront (e.g. Bagley & Hallam, 2016). Further difficulties
highlighted in research include schools seeing
and the process being stressful for CYP and families (Bagley and Hallam 2015, Bagley &
Hallam 2016.) It is proposed that the UK education system, with its focus on academic
results, 6puni shes the victims of a saynsdt etmargdédad f ai |
moves coul d becomeBagleyandHaldm 201b,ip.s443).r end 6

Supporting CYP at risk of exclusion

Messeter and Soni (réh@eloB glternatipes ok CYB ft rigk ofe 6
exclusiond (p. 170). These may include &Gupport from external agencies§ as well as
@vidence-based interventionsésuch as @nger managementdand destorative justiceb(e.qg.
Morrison, 2006 as cited by Messeter & Soni, p. 170). Staff may be offered support on
behavior management techniques (e.g. Pane et al., 2014). Systemic-level interventions,
such as multi-systemic therapy can help to support both the school and the family, however

this can be costly (Fox and Ashmore, 2015)

Roffey (2016) speaks of a whole school ethos that is needed to support vulnerable
students. It is highlightedthat6 appr oaches t o behaviour focused p
may be effective for many children but may exacerbate difficulties for others, leading to a
downwar d (Roffey, r2a16.6 p. 38). Instead, it is suggested that the school
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environment should focus on promoting protective factors, including resilience. Eames,
Shippenand Sharp (2016) speak of resilience
of adversity, promoting emotional wellbeing. According to Doll (2013) resilience is a
6characteristic that emerges out of t he

families, commun({p#ules and school so

Protective factors are said to include building supportive relationships, high
expectations, clear and consistent boundaries, working collaboratively with families,
teaching social and emotional skills and problem solving, giving pupils agency and
opportunities to contribute. These are said to be invaluable in building wellbeing, resilience
and a positive climate for learning (Roffey, 2016). However, such problems present in the
lives of some CYP and families are not simple or easily resolved. Kearney, Williams and
Doherty (2016) recognise that these are complex problems, which require complex
solutions and a long term approach, in order to break cycles of poor outcomes in the lives

of individuals and families.

Vostanis et al (2013) speak of the fact that schools often fail to work on evidence
based approaches for SEMH difficulties, often expressed as behavioural difficulties
(Roffey, 2016). Staff training and supervision is often low priority, as well as support and
awareness raising for parents. Practices were found to be reactive rather than

preventative, with a focus on within-child difficulties (Vostanis et al., 2013).

Questions and limitations

i A fresh start?

There are several consistent themes within the research presented above. For

syster

exampl e, the idea that CYP needed a O6fresh sta

and Hallam (2015) 6 | t was <consistently acknowledged th

opportunity t o rei nvent t hemsel ves and receive

needed to take place whilst a young person was able to re-assess their behaviour and

a S e

make a fr &igdentettlar2t0®® 7.) al so speak of children b

having eprboebhavi our . Such statements suggest t}

individual child, and appear to ignore the dailure on the part of the school and educational

system6to provide an inclusive and supportive environment in the first place (e.g. Jull,

2008, p. 14) . Thi schdWwidt Hdielf i ci td model i sDfEs(20t7¢ ngt hen

guidance regarding managed moves, which emphases that the process will help CYP to
0i mpr ove t hdp.l0). Frapkhaananddarr (3009) speak of the fact that in order
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to give CYP a more 6opendé future, ccountwHistoi t h CYP

letting it prescribet he f uture, which questions such notion

ii. The views of CYP and families

The engagement of CYP and parents in matters that involve them is highlighted by
the SEN Code of practice (DfE & DoH, 2015), which then impacts positively on motivation
and individual development (Quinn & Owen, 2014.) Greig, Hobbs and Roffey (2014) speak
of the problematic nature of seeking CYP views
gestures. The importance of this is emphasised
and who may not conform to behavioural expectations, often leading to the marginalisation
of their views (Greig, Hobbs & Roffey, 2014). There is currently limited research examining
the views of CYP at risk of permanent exclusion and what is important to them within
school . Accor di n @ardlyao tesd intervangons(fa@us b the possibility
for consulting young people about their lives, about what does and does not concern them
and the positi ornp. 32h@ogpert(2006espeaks of the facsthat this group
of young pe dgadt empaveree dt haen dé6 | i k e @Cooger, 200p, p.89J. al |

(@)

According to Tellis-James and Fox (2016) most research requires participants to look back
on their school experiences. Rather, the authors suggest that the focus should be on
allowing the young person to shift focus from the past to the future, enabling them to dook
at their identity through a different lens, no longer seeing himself as a victim of unfortunate
Ci r ¢ ums (Spiteric2009,0p. 245 as cited by Tellis-James & Fox, 2016 p. 328).

The active participation of CYP in decision making has been associated with many
benefits, including enhanced motivation and academic achievement (Baroutsis, McGregor
& Mills, 2016). However Rudduck and Fielding (2006) highlight that the voice of CYP is
often not genuinely sought since this may challenge current educational practices. This is
emphasised further by Fielding (2004 ) who speaks wdiceOméyebe dsedct t hat
manipulatively, where it is sought to agree with rather than challenge current practices.
Thi s could be said to be the case in O6managed m
evidence of 0s (eg.BagkyiHallam, 26, Vigecant et al., 2007).

Frankham and Kerr (2009) further emphasise that educational research is often
focussed on producing 6conclusive demonstrationsd a
what will improve the teaching and learning environment (Frankham and Kerr, 2009 p.
419). Rather, the authors argue that the educational context is not amenabletoa 6 qui c k
f i Kudthermore, as could be said of the studies presented above, Frankham and Kerr

(2009) criticise the fact that research often labels and categorises participants, implying
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that they have fixed attitudes and aspirations which are context neutral. Frankham and
Kerr (2009) call for researchthat 6 wor ks i n ways which are

desires for explanation(p.419. ustifications

Since parents play a vital role within the development, learning, emotional care and
adjustment of their children, working with parents is viewed as central to good practice
(Dunsmuir, Cole & Wolfe, 2014). Hence, there is an increasing number of government
initiatives ai med at increasing parent al

including parenting programs (e.g. Trotter & Rafferty, 2014). Literature highlights the

not ab
and O6c
partic

i mpor t apnacret nogfr sbhi pd bet ween parents and professi

improved outcomes for CYP with SEMH needs (e.g. McQueen & Hobbs, 2014). However,
Mc Queen and Hobbs (2014) highlight that

this st

fl awed, since parents are often viewed as need

knowledge and information. Furthermore, parents are often blamed, and viewed as failing
to take responsibility for CYP development and wellbeing, with their parenting practices
being viewed as inadequate (Broomhead, 2013). Alley et al. (2014) highlight that the
parents of children with SEMH needs are often experiencing a variety of personal and
interpersonal difficulties themselves. This may include mental health needs, as well as
financial and emotional problems. Hence, such factors may then mean that parents are not
always available to their children, in order to support their social and emotional
development (e.g. Alley et al., 2014).

Despite the voice of parents and carers being central in the SEN Code of Practice,
in practice they are often marginalised,
Gazeley, 2012). Day (2013) further notes that there is an absence of the direct views of
parents, including the views of parents whose children have SEMH needs or whose
children are at risk of exclusion from school. Research often suggests that parents and
carerscanfindt he systems surrounding exclusion

is proposed that schools can often use the threat of a permanent exclusion as a way to

and ot

and OF

enforce 6greyd6 exclusion, which is made f ar eas

(e.g. McCluskey et al., 2016). However, Meldrum-Carter and Gus (2015) highlight that
research tends to focus on the perspective of schools, in terms of how they engage with
and involve parents, rather than directly asking parents themselves about this experience.

This is therefore a gap | hope to contribute towards.

Frankham and Kerr (2009) speak of the problem in assuming that 6t r ut hsdé ar

generated in research, which could be said to be the case in the research presented

above. For example, the research discussed tendsto 61 mpl y an unprobl emat i c
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bet ween wor ds (Brankhamm®ekaem, 2009 417). The authors speak of the

fact t hat research often assumes that Otrut hsté
accessed, which is problematic since there are in fact versions of reality (Frankham & Kerr,

2009). Mazzei (2003) states:

OWe as researchers need to be carefully at
discussed, not answered, for in those absences is where the very fat and rich information is
yet to be known and understood. This fat material requires our listening differently and to

begin recognising the richnessinourownand ot her pd358.i | ences b

ii. 6Unofficialé 6hiddend and grey exclusion?

Whil st research i nto what may be deemed 0«
exclusion (such as managed moves) are slowly emerging, what is clearly lacking in the
research i s an e x a mi-onfaftiicoinal @f oot hwehrat 6cnoounl d b
alternatives to exclusion that are increasingly on the rise (e.g. Power & Taylor, 2018). |
woul d propose that the process of a O6school S
example of this. Power and Taylor (2018) speak of the fact that perhaps anything to avoid
the damaging consequences of permanent exclusion is worthwhile. However, 6t hi s needs
to be demonstrat ed (r9% Powerand Tayler (2018)Sustherrstate: d 6

O6without wishing to deny the damaging ténseque
the other forms of exclusion may also carry ne
these other forms of exclusion are known- at individual, institutional and system level- we

should not assume that a school or system is necessarily any moreorless éi ncl usi ved

the basis of official(pd)altadditom school exclusions

6There is recognition that school s have devel
troubled and troublesome students that fall short of what counts as an official exclusion but

which are nonet he(pédss, exclusionary. 6
Jull (2008) also speaks of the fact that such processes can

dave the same damaging impact as permanent exclusions as they can...exacerbate
negative socio-behavioural developmental patterns, compound identified risk factors and
associated deleterious social emotional and cognitive/ learni n g o0 u t(Julh 20€8spd.3)

Summary
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1 The rise in exclusion figures has resulted in various alternatives, of which there is
little research. It is therefore unclear as to how CYP, families and schools make
sense of such alternatives, and what the resulting impacts and outcomes are.

T One such alternative to permanent exclusion
the 6fair access panel d within my | ocal aut|
little known about the impacts for both CYP, parents and schools. This case study
will seek to gather a rich picture from multiple perspectives. It will allow for an
understanding of the context of the swap, including before, during and after.

1 The research will offer insight into the Fair Access Protocols that are in place in the
LA, so that recommendations can be made as to how these can best support CYP,
schools and families.

T There is a need to challenge current practi
6unaccept abl e(eqgd iBiflifger, €000)e Existing papers could be
described as O6opportunisticbd which seek to |
that this research will contribute to literature in terms of how best to support CYP

wh o ar e ofexlusion, sosthatéuch practices can be reduced.

Research Questions

1. How do young people make sense of their experience of a school swap as an
alternative to permanent exclusion?

2. Howdoparentsmake sense of their childds invol ve
alternative to permanent exclusion?

3. How do key staff make sense of their involvement with children and young
peopl e who have gonewatphdr ocausg ha na aslctheoronlatd sv e
exclusion?

4. What can we learn from these stories in order to support children and young

people who are at risk of exclusio

Reflection

These research questions were developed through reflection with my research

supervisor. In addition to them being appropriate in order to answer questions

generated through the literature review, we discussed the fact that the questions were

open and would not prescribe any pre-d et er mi ned o6t heoryd on
way, it was felt that the questions woul
the fullest sense.
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Chapter 2: Methodology

QOverview

This chapter will critically explore my overall choices in methodology. The chapter
will begin with a reflection on my ontological and epistemological positioning, and how this
has led to my chosen narrative methodology within qualitative research. | will reflect on
some alternative methodologies, as well as reflecting on my chosen case study design.
The chapter will end with a critical discussion around quality criteria for the research, as

well as links with proposed impact and importance.

Positioning

Accordi ng t o EWiilsltiegiod @aa &f)phildsophy concerned with
the theory of knowledged | t attempts to aHmsvwairwe know®d quUes2) on
60ntology6 is concerned with whatds thera tokmow?d o f t he
(p.13). It is proposed that research methods need to be chosen after we have decided
upon an epistemol ogi cal whatkinds bfdhings it & ipassibke tot he q u ¢
f i nd (p2Uinfl@ebces our methodological choices. Epistemological positions are said to
form a continuum, fr om pbonsaiptviev irsem)l iaslnodn g( itno |G enxe
O6Positimnvealmds méd vwoul d s u @lgaerelationship ddtwedntthe woeld i s a
andourper cepti on or un,hedrttsatande ngr of abltéd toot descr i
t h e (Widli§, 2008, p.2). Burman (1996) speaks of traditional positivist approaches within
psychol ogtieat peapheiasshbjeds to be manipulated and to be theorized about in
terms of scientific laws and effect (p. 56 Néw p ar atlen beges o emerge in the
197006 s, critiwibed méchardistic models which ignored human agency and meaning

making a@t) vitieso

ORel ativismdé rejects the idea o¢tultumluandke o6trut
discursive resources are used in order to construct different versions of an experience
wi thin diff &Mlg, 008, p.d2).tLikexvises dntological positions also fall along
this continuum. Whi | st a Otrreatl i 8 hé masl@upbol o gy Wo
structures and objects that have cause-e f f ect rebatvtirehsahi ps8t o ont ol
t hat t h e nowterotdetly, las-b dund pl ace t hat duésstodsithet s bel
06dhare-ness 66 of temphasisesithe diveraity of interpretations that can be
appl i edwitlol iig,6 2008, p . 13). There are various

reali smé and various versions of 6soci al constr
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For the purposes of this research journey, my own epistemological positioning falls

somewhere in this o6in betweeno, drawing on soci
6feministé underpinnings. I owi || now discuss th
more detail.

Social Constructionism, Critical Realism, and Feminist positioning.

Burr (1995) speaks of the defining features of the 6 s oc i all constructioni s
Fi r s tcriticalsstarae tdwards taken for granted knowledged wher eby we are cau
be critiasadunmgt ioours 6about how (ph3k Futhermoérelouappear s
perceptions of 0t r ut kedityrallywamd Hustoricallya arg notbaodirdct cr os s
objective understanding of the world. Rather, our understanding of the world is a product of
social processes and interactions. Social constructionism is said to have a liberatory
stance, whereby it is possible to reconstruct our understandings and advocate for those
marignalised in society (Burr, 1998). This perspective is relevant to my study since it offers
some hope with regards to the current situation for vulnerable CYP and families. | take the
view that there are current discourses within society that lead to the marginalisation of CYP
and families who do not 6fitéo. According to F
Gealities are created through discourses which are a set of meanings, images or stories

that form a particmdl)ar version of eventsbo

Burman (1996) speaks of problems arising with social constructionism, since it
preseachéstvasyé@équally viable and each position .
underesti mates how power relations (p.8flbanm and |
Oextremd stelcadt istance is taken, this can be pro
Burr (199BQw st ant ewe 6say certain groups are opp

their O6oppressiond are constructs wilpild)h can hav

60Crt i cal realismd is a position which goes sol
which fits with my epistemological perspective for this research. Critical realism within a
soci al construct i listorically ang Bngusstcaly teflexive, andsis also
capable of guiding active 1interverfWiligpl898,pn i deol
92). Cr i t i c a Ibothrassarhes annobjettive reality and recognises that this reality is
socially constructedand may be s u(P3awsoo & Tilleyy 19€7r cited bydHardy &
Majors, 2017).

Hence, my own positionality can be described as one that recognises the social

construction of reality but also recognises the role of power structures within society which
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act as marginalising forces. A feminist epistemology can offer some further insight here.

Vendr amin (2012 )Fentnistgirfquiry dehld wsith hiehaechical dnodels of the

creation and distribution of knowledge and takes a critical view on traditional (scientific)
statementswhi ch are wusuall y ac c(pg/)t Bodnlen (006 highlightse r sal t
the importance of taking seriously matters of

&ocial position, race, gender, sexuality and the like, because social hierarchies can both
limit the spheres of action available to agents from non- privileged groups and discourage
those from privileged groups from being accountable for their actions when they seek and
claim kn@w9-4dgebd

Feminist research requires reflexivity and a critical stance in recognising our positions

and the situated nature of knowledge (Lunt, 1998) which | intend to do throughout this
paper.

Hence, for myself as a critical realist and feminist researcher, my aim is to provide a
space where marginalised voices can be heard, providing opportuni t y f oexisthchose 6
const r ucot idestakiised. 6 (1998np@ 4). My research recognises that power
structures are real which leads to oppression. For example, schools have the power to
exclude and vulnerable CYP and families are marginalised as a result. Furthermore,
gover nment agendas act as power s whi ch affect

understood and carried out.

Burman (1996) speaks of the importance of identifying and reflecting on current
discourses which marginalise, so that change can occur. Billington (2006) highlights that
the following questions should be considered so that dominant discourses regarding
6 c hi | dah bechhifenged:

9 dow do we speak of children?
1 How do we speak with children?
 How do we write of children?
91 How do we listen to children?6
(p. 8).
This is particularly emportactreasnog 6theuveinyg

wher eby tspokey of asrif theydwvere members of some kind of alienrace6 who ar e

o f tiemeed®f adult instruction,cont r ol or e v eBilingtan2008,p.AS)N t 6

Due to my =epistemological positioning, a o0

approach to this research journey research is appropriate. Qualitative research assumes
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that there are multiple realities, rather than a single, objective reality. The world is seen as

a subjective phenomenon that needs to be interpreted rather than measured, as would be

the case in quantitative research (Merriam, 1988). | would argue that quantitative

approaches taking a mor et idvpiossti6 epi st e malredugtionistcview ofr i but e
human experience and knowledge, which can assun
am interested in how participants make sense of the world (their experience of the school

swap). This is from an idiographic perspective, which begins with the individual before

moving omatud i @amyp @ngagement with theo(Wiligdevel or
2008 p. 88). Furthermore, qualitative methodologies recognise that the acquisition of

knowledge is constrained and mediated by our own culture, perspectives, language and

purposes (Camic, Rhodes & Yardley, 2003) more so than in quantitative approaches

(Watts, 2014).

Narrative

i Narrative as an approach to research

Narrative methodologies in research have become significant within the social
sciences (Lieblich, Tval-Mashiach and Zilber, 1998) . ONarrative researcho
@ny study that uses or analyses narrative ma t e r wheréby data is collectedasadé st or y 6
either through interview, field notes or other means (Lieblich et al. 1998, p.3). Bruner
(1991) descri beasn aacncaorurnatt iovfe eavse nét (p 5).0Narcative r i ng o
as an approach to research fits with my epistemological position within social
constructioni sm. As  urterpdrienbeyof MBimaun afeairs cdmesot® 1 ) o]
take the form of the narratives we use in tell]i
representing but a l(jps ®. Furtbemnworte,rha 5 h g twe grgabize oy 6
experience and our memory of human happenings mainly in the form of narrative- stories,
excuses, myths, reasons for doing and not doing and so on. Narratives are a version of
r e a l(pi4}. Kilés and Cermak (2008) further state:

ONarrative is fundament al to our under standing
discourse...it is foundational to the processes that organize and structure human

experience (palBO) acti ond

A narrative approach to research fits with my intentions as a researcher in raising
marginalised voices, in an attempt for recognition and a change in oppressive practices.
Forexample,narrative isi sl e itostbreumemdt fwioerebyau !l t ur al
interplay of p er smueative i vtergBurriend 199, @.47). &urtherp a
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collection of narratives have the power to
1991 p. 17-18). As is cited by Gilling (2016):

dndividuals know or discover themselves, as well as reveal themselves, in the stories they
tell éthe realities we construct are maintai
that alternative versions of events are potentially available through language, there may be
a variety of different discourses representing the event. Narrative approaches explore the
interaction between commonly accepted, so-called objective knowledge, and individual

ned

subjective knowledge to understand what interpr

82).

Seeking authentic individual narratives allows for a bridge to be built between
professional knowledge and lived experience (Billington, 2006). This is important since
Gervices and practices have been created and sustained according to professional and
governmental demands, rather than by using any sensitive analysis of the effects of our
actions on tBilegton 2@6, p.ilY).WNalréd ati ve i s said to

be

allowing individualsto 6 e x per i ment wi th feadi agoicd (théin v oi

o wn ¢ h(Bilingtan 62006, p. 83).

ii. ii. Narrative Inquiry

Narrative inquiry is concerned with the
(Clandinin & Connelly, 2000). It is concerned with the relationship between the researcher
and the researched, the use of words rather than numbers as data, as well as there being
a focus on the stories being told and the humans that tell them: d-or narrative inquirers
boththestori es and the humans ar e c o r(Rinnagar& Dayrey, Vv i
2007, p. 7). For myself it is essentialweto
assimilate narrative on our own ter mséwe i
account and do so interms of our backgr ound (Brumer 1991d g. 49. As a
result | will include reflections on my own interpretation of meaning throughout. | recognise
that there are many alternative and often conflicting interpretations of narratives, and | do
not claim that my interpretation is the only reading (e.g. Frosh, 2007). However, through
t hi s appr oamake alconstioys effort tmavaid super-imposing yet another adult-
pref er r e dn gatiagpantstotied (Billington, 2006, p. 138). Morgan (2000) proposes
that certain practices are recommended to fulfil this goal, such as dnaintaining a stance of

curiositydand @sking genuine questions to which we do not know the answerd(p. 138)
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Further, the narrative researcher has a responsibility to be a @ood listenerbwhereby the

interviewee is a &tory teller rather than a respondentd(Holloway & Jefferson, 2000).

iii. Narrative Therapy

Al t hough my research methods were not

nt en

approach to research draws on some of the principles of 6narr ati ve therapy©6.

Epston (1990) speak of n a rthosa kinds ef stdriés ehatahave
heal i ng \here thenlites and experiences of individuals who present with problems

ar etoriédd ders t o r (p.ebxdxy. Emphasising the role of narrative in the human

experience, itis statedthat 8t or i es can be | i ab iwHelie some sories s

bromote competenaadamnmnd hwe lconsmig, srid@alize, disqualify or

pathologise ourselves an d our rel gt kK)o Narhtivep shérapy involves

6external i si nsg that it heeomgs réasd fixedmand less restrictingd ( Whi t e
Epston, 1990, p. 38) . My interview prompts

order to thicken stories and develop rapport with participants (e.g. McQueen & Hobbs,
2014) (see appendix 1 for a list of narrative based prompts). Further detail and reflection

on the interview schedules will be discussed in the next chapter.

Reflection

| reflected with my research supervisor that whilst the interviews were not 6t h e r g
hoped that the experience would allow participants to make sense of their experiences,
and to feel heard.

Alternative Methodologies

As stated above, a narrative methodology appealed to me due to its power in

providing hope for i ndi vs duame nt (Whitel & Epstondbreti yna

1990, p. 217). My interest in narrative began following sessions at university regarding
narrative approaches to research, as well as sessions on narrative based therapy. Due to
my epistemological and ontological positioning, alongside my research supervisor it was
agreed that adopting a narrative methodology was a good fit for the purposes of my

research. There are several other methodologies that | encountered on this research
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journey which could potentially have been used. These are discussed in appendix 2,

alongside reasons why they were not chosen.

Case study design

Thisresearchadoptsa case study design whereby the 6:¢
the O6school swap?o6, as experienced by a student,
descri bes a caa mtensiget holdtie deacsptiod and analysis of a bounded
phenomenon suchasa pr ogr am, institution, per @), proce
Case study design contains rich descriptions which can be used to support, challenge or
illustrate theoretical assumptions. The understanding generated through a case study can
change or improve educational practices as well as inform policy (Merriam, 1998). The
case study employed in this research project involves triangulation, whereby stories from
the student, parent and staff member aim to generate an in-depth understanding of the
6school swapéb experience from, 2008)r Inoterrss ofd i me n s i
generalisabi |l ity, acapadl|l et wdy ai £cedtain movement frc
(Hamel, 1993, p.34, cited by Willig, 2008, p. 86). Hence, where case studies are carried out
in sufficient number s, this can | egerbraltrendsk no wl e 0
and the typicality o f 0 ¢ ¢ u (Willgn2608,9.686). This is consistent with the aim of a
narrative methodology, whereby a winder understanding can be developed through the

authentic expression of individual narratives (Cefai & Cooper, 2009)

Quality criteria and impact

Yardley (2000, 2017) details procedures for enhancing, demonstrating and
evaluating the quality of qualitative research. These can be grouped into four dimensions
including sensitivity to context, commitment and rigor, transparency and coherence, and
impact and importance. Such dimensions are said to be general, open-ended and flexible
to account for the wide diversity of qualitative approaches. Sensitivity to context firstly
includes an awareness and sensitivity of the context of theory and previous research,
including an awar ecategeries andfdistindiians tvabhave baers appied
t o t h e(Yatdleyy 20@06p. 220). However, it is important that the findings of the study
remain in the foreground so as not to yield a
2014). In order to ensure such factors in my research, | firstly thoroughly examined
previous research linked to the present study, which can be found in both the literature

review and discussion chapters. Careful consideration was given to epistemological
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positioning and research design and methodology, which also involved a thorough
examination of current research and theory. My analyses are informed by the narratives
provided by the participants, which is then discussed in relation to current research. This

therefore ensures a O6bottom up6é approach

In order to further ensure sensitivity to context, an awareness of the socio-cultural context
i s al so i mp o r ttlen hormativie,n ideologital, n hgstorigal, linguistic and
socioeconomic influences on the beliefs, objectives, expectations of all participants,
including those of the investi g a (Yardldy, 2000 p. 220). Billington (2006) speaks of the

res

i mportance of a 6soci alrecognidesthanirdividual aperate viithimo d e |

social and historical contexts (p. 7). Hence, an awareness of the social context is vital, in
terms of the relationship between myself and the participants, and the ways in which
identities and shared understandings are constructed. This includes an awareness of my
own actions and characteristics, and how these shape communication, meaning and

understanding (Yardley, 2000). In addition, rather than viewing speech as revealing

internal feelings or opinions, this research project will view speech as 6 an act

communication intended to have specifi ¢ meani ngs for and eff
(Yardley, 2000, p. 221). Reflectivity and reflexivity is emphasised by Billington (2006), who
highlights that scrutiny of our own professional practice is essential, so that we can

@nderstand more of what we are doing and to open ou
(p- 8).

Reflexivity and reflectivity was ensured through several ways in this research
journey. Regular reflective tutorials were held with my research supervisor throughout the
duration of the project, as well as entries into my research diary throughout. This provided

opportunity to sensitively reflect on decisions and the direction of the research, as well as

reflecting on tentative interpretations of the narratives. According to St ak e (gtofl 9 4 )

researchers deliberately challenge their own emergent findings, pursuing rival explanations

of

ects o

r

eyes

)

supported by data and strengtheni fg33c8Buclc!| usi on

reflections and thoughts can also be found within the reflective boxes that are included

throughout this paper.

Commitment and rigor is a further characteristic of good qualitative research,
referring to prolonged engagement with the topic and skill in the methods used. Watts
(2014) speaks of the fact that the single most important factor resulting in quality within
gualitative research is a skillful and creative researcher. | anticipate this research project to

be a learning journey, and whilst | do not claim to be an expert in any of the methods
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chosen, | hope that my skills as a researcher will be refined and developed as a result,

alongside reflection and reflexivity. Rigor in analysis and interpretation is vital, which should

take pl ace at Yardey, @00& Watts, R0d4). & fugh@&r discussion around my

chosen analytic strategy can be found in the preceding chapter. An additional quality factor

is o0coherenced which refers to a 6fitd between
positioning, as well as the method of investigation and analysis. As highlighted, the
methodological choices are a fit with my epistemological positioning. This includes use of

narrative methodology, as mentioned previously. Case study design also fits within a social
constructionist perspective, since case studies can reveal multiple and alternative realities

(St ake, 1994) . As Stake (19 9dpen windogshtb deggert s , C as
r eal i sladrderambé transparent, research should disclose all relevant aspects of the

process, including data collection and analysis (Yardley, 2000) which | aim to do

throughout the main body of this paper as well as through reflective boxes.

6l mpact and i mportanced is a further factor
referring to its usefulness and value in relation to the objectives and intentions (Yardley,
2000). The value of qualitative research is often in presenting novel or challenging
perspectives in order to understand a topic differently (Yardley, 2000). Watts (2014) refers
to the mistaken assumptionthatinor der t o be 6égeneralisabl ed, res
in large numbers. It is stated that it is possible to generalize from small samples where it is
done i n rodicepts,icatayorigsothedretical propositions and models of practiced
andthat thi s can be centragiat grlundérmine@stathlished definitiods of a
particular concept, to question current treatment or mode of professional practice in relation
to a particul ar (pcl2Q).dlgomasy2010)fspepke af {hé valde of the 6 r i ¢ h
and detail ed st udyinadihg underdtanding cfueaperiencea(p. ©.5267).
The aim of this research is therefore to potentially challenge current practices and ways of

thinking with regards to young peoplewhoared eemed 6éat ri skodé6 of excl usi

Summary

9 | position myself within social constructionism, drawing on feminist and critical
realist perspectives whereby the effects of power structures in individual lives are
recognised.

1 1 will take a narrative approach to data collection, which fits with my intentions in
raising marginalised voices and challenging practices which silence. Narrative
recognises the interpretive nature of the research process, as well as the effects of

cutur e and society on individual narratives.
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interpretation of meaning, so as not fino unpeoblematit gelati@nship
bet ween wor ds (Frankthammdelarn 2000p.6417).
9 Data collection will draw on narrative therapy based prompts in order to thicken
stories and examine exceptions.
1 A case study design will be used in order to develop an in depth, holistic
understanding of the dédswapbdé from multiple pe
1 Quality criteria will be reflected on and embedded throughout, as well as my own

reflexivity regarding my role in constructing and interpreting.
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Chapter 3: Research Procedures

QOverview

Whilst the previous chapter detailed an overview of my methodological choices, this
chapter will detail specific procedures that were implemented and followed. | will begin with
a reflection on ethical considerations, leading on to detail participant selection. A reflection
on the pilot study will follow, as well as details regarding specific procedures for data

collection. | will end with a critical discussion around my chosen analytic strategy.

Ethical considerations

An ethical application was submitted and approved prior to undertaking any data
collection or approaching participants (see appendix 3) Ethical guidelines as detailed in the
British Psychological Society O0Code of Et hics
6Code of Human Research Ethicsd (2014) wer e a
6Sarahd was contact ed irtoiprovida ihformatiom gbout thd stugyh one i n
With verbal consent from Sarah, | then contacted Miss Williams by telephone so as to
explain the research and to ask if she would like to take part. | arranged to see Miss
Williams and Owen in school, to introduce the research project and provide the opportunity
for questions. | gave Owen the consent and information sheets to take home and read, and
| then met both Owen and his mum at home to confirm that they wanted to take part and

gain written consent.

All participants were given information and consent sheets to read and sign before
commencing the study (see appendix 4). Parental consent was also sought for the young
per sonds i nverbalywexlaired dll of the information in person, to ensure that all
participants fully understood. Participants were advised that consent was voluntary and
that they could withdraw at any time. This was also reinforced at the start of the interviews.
I emphasised that participants could say as much or as little as they would like during the
interviews, which was important since | recognised the potential for the interviews to illicit
some distressing memories, which was discussed openly. A key person was identified for
the young person in school, should he wish to access further support. At the end of the
interviews, time was given to check how participants were feeling and whether any follow
up support was needed. At the beginning of the session, participants were informed that
information shared would remain confidential unless it raised concerns over the safety,
health or welfare of them or relevant others (BPS 2014, 2018).
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Participant confidentiality was ensured throughout the research process (BPS 2018,
HCPC, 2016). Interview data was stored on a password protected device and anonymised
during transcription. All participant names, as well as names of others and places were

changed (see appendix 5 for pseudonyms used for anonymisation).

Participants

i Selection of participants

Purposive sampling was employed whereby participants were 6 s el ect ed due t o
of relevance t o t HWiligr2068.epa6lt The fpliowirg tcritedanfdr the
young person was employed in order to identify a suitable case study:

1. Of secondary school age

2. Had done a 6school swapb6b through the Fair A
alternative to permanent exclusion, and had remained in that new school.

3. Not looked after.

| initially encountered some difficulties in recruiting participants and so | tried several

met hods. Firstly | contacted a staff me mber ir
Panel 6 (FAP) within the |l ocal authority. After
who met the criteria above. However, parents were either reluctant to speak with me or the

telephone number did not work. Towards the end of the summer term 2018, through my
fieldwork supervisor, | received a | i st of na
inclusiond across the secondary schools within
members in order to provide information regarding the study and to ask if there would be a

suitable case study within the school. Following this email | received one email from a

member of staff (O6Miss Williamsd) on the | ast

there was an o6ideal 6 student in the school and

Since | was keen to identify and recruit participants ideally before September, |
spoke with my Fieldwork Supervisor and in August 2018 gained access to a system
detailing all of the children who had gone through the Fair Access Panel as an alternative
to permanent exclusion within the local authority. This system detailed when the &wapbhad
taken place and why, which school the child came from and which school they were
currently placed in, as well as parental contact details. Over the course of a few days, |
called several parents whose child appeared to meet the criteria as above. Many of the
numbers that | called did not work, and a few did not answer the call. Some parents that |

spoke to did not want their child to take par:
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6Sarahd and she i mmetkresaintaking part. krgalisedsastlattimetimat |
this child was the same child that Miss Williams had emailed me about before the summer.
The procedures detail ed anlwereteenuvarriedroutn t he Oet hi c

Reflection

| had not anticipated that | would face such difficulty in recruiting participants, and as
such | was not able to begin the interview process until the Autumn term of 2018. Of
course staff are very busy and priorities are not always shared. | also wondered whether
parents perhaps viewed my role within the LA negatively, potentially heightened by
negative experiences within the education system.

I had initially hoped to include four participants within the case study. In addition to
participants already included (parent, young person, staff member at the new school), | had
alsohopedtoi nt erview a staff member fronmoeamnads pr e
how they made sense of the process, and to gather information regarding the lead up to
the swap. However, when | contacted this school, the head teacher said that there was no
one available to speak with me about this. Hence, three participants were included, which |

felt would enable me to explore different perspectives and conduct in-depth analysis. As is

highlighted by Thomas (2017), case study providesa 6 r i ¢ h, in depth expl ance
(p. 254).
Reflection
| wondered ifthes chool perhaps felt wary about s

well as my intentions. | felt that this unwillingness was indicative that perhaps some of
the perceptions and attitudes surroundi r
of development. From my perspective, talking and sharing practice is necessary so that
we are able to learn from situations and develop practice, in order to effectively support
vulnerable children, young people and families.

ii. Descriptions of participants

6 O w dyouing person)

When | spoke with Owen in Autumn term of 2018, he was twelve years old and in
Year Eight . Owen had completed a 6éschool swap
exclusion in January 2018, and hhes roesmaiproe dvaast itr

due to a one- off incident (a fight between Owen and another student) which had happened
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at his previous school in the Autumn term of 2017, when he was in Year Seven.

Owen | ives bet weebn hainsd nhuing (déaSda r(adohMi k e d) .

G&arahdé (Owends mum)

Sarah has two children including Owen and h
O0Mi ked due to a difficul tvioleneelwheh Oveengabyoung. i ncl udi
OMi ss Williamsé (staff member)

Miss Williams is the Associate Assistant Pr

also responsible for the transition of those C
Williams had overseen Owenodos t mame Dfestaff rostd was

appropriate for me to speak with in school.

Reflection

| discussed with Miss Williams regarding which member of staff would be most
appropriate for me to speak with in school. There was the possibility of speaking with a
particular teaching assistant whom Owen had developed a positive relationship with.
However, after discussing the purpose of the research with Miss Williams as well as
reflecting with my research supervisor, it was decided that she would be the most useful
person for me to speak with. This was due to her having a good knowledge of the FAP
system, as wel | as a good overall Rvitho ray |
research supervisor | reflected on the fact that if | had interviewed the TA, perhaps this
would have revealed rich informati on r egar di ng Oweno6és day

| also reflected with my research supervisor regarding interviewing Owe n 6 s If vag
decided that speaking with Owenods fathe
due to some sensitive information disclosed by Sarah in her initial conversations with
me (linked with domestic violence). |t
provide rich information in order to answer my research questions, in terms of providing
parental perspective. Further reflections regarding selection of participants are
discussed in the limitations section of this paper (see chapter 5).

Pilot study

For an explanation of the pilot study and how it assisted my research procedures,

please see appendix 6.
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Data collection

Data was collected by means of narrative style interview with semi-structured
interview prompts (see appendix 1, 7). A narrative interview seeks
which as di scussed refers to a O6storyd about a pe
(Lieblich, Tuval-Mashiach & Zilber, 1998). As Emmerson and Frosh (2009) state, narrative
anal ysi s becellgcting sarrathied imways that allow participants to thoughtfully talk
about the issues with which the researchers, and hopefully the participants themselves, are
concer(mpedd2) . I intended that the interviews s
guestions to be answered, but also allowing for talk that is both flexible and rich
(Emmerson & Frosh, 2009). Questions were open ended so as to allow participants to
have a choice on the sequence, order, hierarchy and selections for the narrative. Hence,
the interview prompts were used as a general guide only. As Emmerson and Frosh (2009)

state, flexibility is also important for rapport.

Reflection

After conducting the pilot study, I reflected with my research supervisor regarding the
fact that | felt the pilot study interview schedules were too prescriptive. We agreed that
in order to allow participants to have control over the narratives, the interview prompts
would act as a guide only.

Narrative style prompts served to thicken and add depth to stories (see appendix
1). For example, prompts included asking participants to give more information, to clarify,
provide an example and to look for exceptions. Looking for exceptions is key to narrative
based practice, since this can seek out alternative stories and highlight possibilities for
change (McQueen & Hobbs, 2014). | intended that my questions would be flexible and
open enough t o al |lerewisexchorcd invwhénphawmrmush ahddn what ways
t hey (&Bmneefsdnd& Frosh, 2009 p. 34). | hoped that the interviews would invite
participants to express their own views about how they see, say, and think about things
(Emmerson & Frosh, 2009).

As cited by McQueen and Hobbs (2014), conversations drawing on narrative
principles allow a relationship to develop that is based on genuine partnership (McQueen &
Hobbs, 2014). | aimed to show unconditional positive regard during my interviews as
highlighted by Rogers, which is said to contribute to the therapeutic quality of relationships
(Winslade, 2013). | felt that developing this positive relationship was essential, in order for
participants to trust me enough to share their stories. | was aware that particularly Owen

may perhaps struggle to express himself and his emotions, in being only 12 years of age.
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4As such | had planned t o us(seetppendix®lfar f e

gri

information), as we | | as some Of eel Howgverpl foand that ©wen,fas needed

well as Miss Williams and Sarah were all very articulate and so | did not feel the need to

use any of these tools.

Participants were given the option regarding where the interviews would be held. |
spoke with Sarah at her home and | spoke with both Owen and Miss Williams in school. |
met with Sarah once and her interview lasted 2 hours in total. | met with Owen firstly for 46
minutes and then again for a further 33 minutes. | met with Miss Williams for 38 minutes
and then for a further 23 minutes. The second interview asked follow up questions in order
to gain more detailandto6t hi c k en st anedtwith Sarah for addcahd time as |
felt that | had enough information from the first interview, and also due to time constraints.
After reflecting with my research supervisor, | decided not to share my analyses with
participants, due to the interpretative nature of the research. | am however in the process
of arranging to meet participants following submission of this thesis and prior to the Viva. |

also hope to provide a summary to the Local Authority (see appendix 8).

Reflection

| reflected with my research supervisor with regards to sharing analyses with participants. |
decided not to, due to the interpretive nature and sensitivity of some of these
interpretations. However, we discussed the fact that | did want to go back to participants to
share the general findings of the study, in terms of recommendations to the Local Authority.
| also felt that this was important, in order to express my gratitude and to reassure them
that their interviews will hopefully make a difference to future practice. | hoped that this
would be empowering for them.

Interviews were audio recorded and reflexive notes were recorded immediately
after, detailing comments on relational dynamics as well as emotional responses (e.g.

Emmerson & Frosh, 2009). Transcription conventions from Jefferson (2004) were used:

Table 1: Transcription conventions

Symbol Meaning

() Pause less than 1 second
3) Pause length in seconds
((laughs)) Non-verbal communication
[ ] Speech overlaps
Underscore Emphasis
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?7? Inaudible

Analytic strategy

The Listening Guide was chosenasan appr oach t o ofesawaysfi s, whi
|l i stening t hat i s designed t o (Gilfiganc 2015).t The e psyc
Listening Guide has foundations in feminist research which fits with my epistemological
positioning. It was developed in t he 1 99 8 @ulitative research method after

recognition of the fact that psychological literature tended to reflect

@ gender binary and hierarchy that privileged autonomy over intimacy and relationships,

reason over emotion, and actively discouraged research on women and girls as if human

were synonymous with masculine and the category
(Gilligan, 2015 p. 70).

Rather than categorizing a narrative into themes, the guide allows us to really listen
t o mitpl i6city of voices t hat incdudiegahose atithe margns and ar
whose voices are often silenced (Gilligan & Eddy, 2017). Attention is directed towards the
bnterplay afs weirdatiomaship of differenbvoices to one anothe r(Gilligan,
2015 p. 70). It attends to the dynamics of the research relationship, as well as paying
attention to the cultural setting. In this way, an interpretation is viewed within a contextual
framework. &/oicebis seen to represent not only cultural and physical space, but also the
6i nner psychebo6, t her ef orde Olruit regién gwotrd yaEteh(eGi |4 ii |
Listening Guide listens for what is often unspoken and recognises the fact that words do
not necessarily reflect what we mean. It listens for contradictions and how different voices
may contradict or silence one another, as well as how societal and cultural frameworks
affect 6 wh a't can and cannot (Giligan & gddg 2017). & lda rhceaarr &dsd
(12977) mo d e | of di s c oal casr®t ba napturgdswitisn the sverdsr t s 0
t h e ms e(Bilingtan52006, p. 78).

The Listening Guide is said to incorporate aspects of narrative and thematic

analysis, as well as elements of grounded theory. However, it differs in the specified series

of three Olistenings©o, including o6listening fo
contrapunt al voi cesd (Gilligan, 2015) . OLi st et
land scape of the narrative, including who is prec:c

and my own emotional responses. Such factors therefore reflect the importance of
reflexivity, reflectivity and sensitivity to context in assuring quality in qualitative research

(e.g. Yardley, 2000, 2017.) Unlike thematic analysis, The Listening Guide allows for salient
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60t hemes®b t o emer ge without needing .repeat
6Li stening for the |1 6 att endlsowth®l sgedke of oictingst per
and being on this pgyYihol g@inc &l Eldaliyds Qddegdé p. 78
separated from the narrative and anrecoghisepoemb
patterns i n t he aanadgeantthie enany waysoan éndivddual speaks of
t hemsedswalasddi | | umi nate the ways in which our mi:
our e mo(Giligann& Bddy, 2017, p. 79). Finally 6 Li st ening for contrap
allows us to listen for voices that speak to the research question and inform the inquiry, as
well as listening for the different voices and their interplay. It listens to what is said as well
as what is not said (Gilligan & Eddy, 2017). Such an approach is in line with the importance
of O r iuglitativéanalysis agd interpretation (e.g. Yardley 2000, 2017).

Colour coding was used to represent the different stages and aspects of analysis:

Table 2: Colour coding for analytic strateqy

Listening Aspect of analysis Colour used in transcript
1. Listening for the My own interpretations,
plot reflections, values,

assumptions and emotional

resonances

Salient themes, striking
metaphors, character, place

and events

Repeated words and
phrases

Narrative voice, social and | Orange

cultural context

2. Listening
These were not highlighted in the individual transcripts with
a particular colour. First person phrases were identified and
inserted into a separate document.

3. Listening for | Voices that speak to the
contrapuntal voices | research question
Listening for different voices

and interplay
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Reflection

| reflected with my research supervisor regularly regarding methodological choices. We
considered the fact that narrative methodology fits well within social constructionism,
since narrative helps individuals to make sense of themselves and others. Furthermore,
narratives can change and be challenged, which has a liberatory function. Likewise, we
discussed possible analytical options, in relation to those methods which would allow for
a good fit within my epistemological positioning, and which would allow for my research
questions to be answered. We also felt that The Listening Guide was an approach
which allowed for and recognised my own interpretations and positionality, as well as
my reflexivity and reflectivity in connection to these.

Summary

1 The study is grounded in ethical practice as informed by the HCPC and the BPS, as
well as the universitybés ethics panel

T Threeparticipants were selected due to theirtr
study). | have reflected upon the difficulties faced in recruitment and the possible
reasons for this. These are important learning points in reflecting on our practice
withchidr en and families 6at the margi nsbé.

1 A pilot study helped me to refine my approach to data collection, including a revised
interview schedule that allowed participants flexibility in constructing their own
narratives.

91 Data collection was by means of narrative interviews using semi-structured prompts
and narrative therapy based prompts.

9 Transcription and analysis followed. The Listening Guide was chosen as an

approach to analysis due to links to my epistemological positioning.
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Chapter 4: Analysis

QOverview

In referring to the structure of a thesis, Clough and Nutbrown (2012) speak of the
botenti al for a variety of24%.1tis hightighteddhat samed st y |
resear cher s analysis|findimgs arsl disctissioh inaser i es of (m®Ma)pt er so

rather than combining these sections.

In this section | present salient aspects of the narratives, alongside my initial
analyses of the interviews that took place with participants Owen, Sarah and Miss Williams
(see appendix 9 for analysed transcripts, appendix 10 for maps showing composition of
analysis for each participant and appendix 11 for 6 | poemsd for )deseh part

analyses are informed by O6The Listening Guidebd

Analytical steps and process taken

Firstly, the narrative iIinterviews were transcri

Listening Guide were then carried out. This generated a rich amount of data for each

participant. My aim was to present the most salient aspects of the analysis, so as to

represent the participant stories as fully as possible. A bottom up approach to presenting

the story of the narratives was employed. This firstly included taking individual aspects of

the narratives and analysis, generated through the three step listening process (all of the

rich analysis can be found in appendix 9). These aspects were then grouped under similar

0t hemesGcdn ass dg post it O(seeappahdixsl? foriapexamplé paper

of this process for Owen). For eachséchéeommddloay 66 or 6salien

chosen to represent this general theme. Initially, the amount of information under each

& e c t wae wefy large. Due to word count limits, this was reduced down into what | felt

were the most OshadnalwisWiWbhabspecomsoflered to be me
informed in light of my positionality, experiences as a teacher and as a TEP. These are

ultimately a matter of choice and judgement, whilst | also strived for commitment and

responsibility towards participants, so as to convey authenticity through their narratives.

Such an approach to analysis f i orenswmingtqialityvrar dl ey 6
gualitative research (as discussed). A brief descripti on of t he gener al 0t hem
presented at the start of each section (also see appendix 10 for a summary of each

theme). The analysis of the data as informed by the three step listening process is

presented in this chapter.

44



This chapter allows for a consideration of how each individual participant makes
sense of the Oswapd experience, therefore allo
whole. Through this presentati o n | heppetd éach i(Parler, 2005 p. a | st ol
72). In the following chapter | then consider how narratives relate to one another as well as
the wider literature base. Since many of the themes overlap between participants, it was
felt that this was the most effective way to answer research questions and consider the

study in relation to existing literature.

It is again important to highlight that these analyses present my own interpretation
of narratives. | recognise that there are many possible interpretations and | do not claim to
represent o6truthé in my presentation of anal yse
(2009) state, the assumption that O6étruths6 can

is problematic, since there are in fact many versions of reality.
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Owen

01 just foulme2)it stupi dd

This theme relates to my perceptionof Owenés mi xed emotions regardi.l

process.

| feel t hat Owenb6s narrative begins with him er

towards the situation:

2. O: () l'just found it stupid being honest.

14. O: And it (.) I just found it stupid.

132. | spent (.) three days in exclusion which (.) drove my absolute head in.

His voice is louder and more assertive than later in his narrative and he clearly has a range
of mi xed emotions r eg aAlthaughgunsdid, b wordered whether s wa p 6 .
Owenbés statement t hat pt wmwaskiorsg upi 86 6tvase pef

vulnerability towards the situation.

Throughout his narrative, Owen seems to want to emphasise this portrayal of school staff,
systems and decision making around the O6swapb

example:
22.0:t eachers didndét help me if | were struggling
30. O: (.) All I had to do were sit at home (.) and (.) that were it.

56. O: (.) I got given this piece o®bten®dda Mar | ey
song of Bob Marley.

82:O:theydi dndét hel p me.
He appears to speak of the students at his old school in a similar way:

170.O: But | 6d rat her be at a striect school wher €

idiots and thickobs that al waypsalviteetimle. t o0 mess ab

Al t hough wunsaid, I wondered if Owenbés true feel
and that he was 0di s c aondeeed ibhislportrayalloepeensiasibeisgc h o o |

@ diots a roderved has @ kdefénse mechanism, masking his true feelings of

vulnerability, which are revealed as his narrative progresses. Owe n 6 s ¢ perhgpo e mo

reveals the mixed emotions that he feels towards the whole process:
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| just found it stupid

| understand

I &m wanting to | earn.
| were struggling

I coul dndét go out

Il &dm just bored

| were restricting everybody.

I canot under st and

Heightened and mixed emotions are also emphasised during those occasions where he

becomes very emotional in his narrative (see lines 152, 154, 342, 344 in appendix 9).

6Does no one c alinel5)bout me ? 0

This theme links with my perception of Owen being isolated and without anyone
understanding his needs or feelings, throughout the swap process.

As Owends nar r atlthough umsaido Iggoteasensedhat he perhaps
had not had much opportunity to talk about 46t he
swapb experience, but that he desperately want
experience of the school swap craftsanarratve of hi m being a 6évicti md

whereby he felt quite powerless:

12. O: [ Yeah (.)] when | were like (.) cos they put me on what they call twilight.

22. O: at one point ended up having to do summat outside of school (.) just so |

w e r e nséirig ouhdn me learning.

30. O: (.) in (.) in between it | couldnét (.

42.0:1t 6s not them (.) treat 6re suffering from

Her e Owenos |l anguage per haps hi ghlights feeld
comment $ hegapué@nmde @morud d n His$ feetings obbeitgdn.a powerless
position, and of being a o6victimbé are hfadr thér h
access a private tsufferogdb. and that he was 0

| felt that Owen was also keen to share his wider narrative, in terms of his previous school
experiences and home life. I n or der to place Oweimé&aentext, eel i ng
throughthiswi der narrative | got a s en dohim, Wheerebyschool
he can feel successful and a sense of belonging. This is demonstrated through the

following key episodes:
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52. O: me and Ben has built (.) up like (.) a friendship.
206. 0O: (2) So it were like first (.) words of German | heard and (.) | were in top

set cos | (.) think (.) they thought (.) if we put him in top set then we can always

work him down. (.) And | still hav e ntst been

like a second (.) me second language now.

214. 0O: (1) Happy and proud.
Er (.) so I did it and (.) Miss that |

swapping her as me drama teacher.

416. O: | feltreally (.) happy and proud.

Reflection

Although unsaid, | also wondered whether Owen sought to seek some form of control
through his school life, due to the fact that his home life could at times be chaotic. |
wondered whet her feeling that he was do
of control and achievement, which he so desperately sought.

The importance of school being a place of acceptance, belonging and achievement for
Owen is perhaps further emphasised by the difficult home life that he experiences
(discussed below). | feltthatt hi s refuge and O6safe based, as

that he seems to seek from school was in many ways taken away from him due to the

k €

we

0 s waFpréexample, Owends portr aiysad!| aotfe dfée edndh gé ndbot l i ste

emphasisedt hr ough his recount of O0the incidentod
that he was bullied by this same peer in primary school (see lines 128-130 in appendix 9)

he states:

130. O: he started square up to me (.) and (.) we got in a fight. (1) But cos he
were down and everyone were around me saying oh kick him kick him kick him (.)
and | were being shoved and all of that and everyone were going like that ((shows
finger moving)) symbolizing kicking. (1)

make me more popular.

132. O: But (.) cos he threw first punch |

Whereas instead (.) he got told to go to hospital cos he were being sick (.) and | just
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got told (.) oh youdre in (.) exclusi on.

some people had recorded it (.) so | end up (.) off school for two days. (1) And
ended up spending (.) | were gonna meant to be spending one day (.) in exclusion.

(.) Instead | spent (.) three days in exclusion which (.) drove my absolute head in.

Here Owen appears to be emphasisi ng t he &éi nj ust iAltheugh uoshid, t h e

feel that a sense of betrayal and isolation from peers is also suggested above, through his

expl

aining that s oméa&hesedeelihga dppearrtocbe furthdr dighlightedo .

in the following extracts:

134.

135.
136.

152.

153.
154.

sit

sai

t he

O:And (.) saying | o6m (.) entalcalleshm@@mad t hat.
N word (.) when | didnot.
R: (1) Right. (.) Who said that? Who
O: (1) Some of other kids. (.) But all the kids (2) that were actually there
during it (.) know | didndot (.) and knew
O: (.) what made it worse is (.) when we were in fight everyone were always
asking oh is he alright is he alright. (1) It took me (.) to ask them (.) if | ((voice
breaks)) said (.) oh does no one care about me?
R: Yeah.
O: Cos 1 &m one whodés been in fight a

broken a rib (.) but nrigh[baveoyoug (wicedbredk®)d me

Owen then goes on to speak about his exp

(reduced school hours spent in isolation). Again he seems to emphasise his feelings of not

being listened to or understood by both school staff and peers:

134.

135.

136.
137.

O: But every morning (.) | had to write (.) why | were in there. (.) And (.)
whenever | wrote summat that were true (.) all the teachers looked right shocked
and said (.) oh you canét write that i n
and | goes (.) what you dondét know t hat

s w
i f

er i

cos
he

(.) racist and that. (.) Cos apparentlylcal | ed him (.) an N word (.

O: Cos like (3) erm (.) when I wer e

one in there they just looked over your shoulder and watched you do it. (.) And then

l' i ke youdd say oh yeah here | ook | 6ve do
R: Mm.
O: Just looked at you and say (.) right you can write another one (1)
because | doubt thatds the truth.
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Reflection

Clearly Owen had engaged in some unacceptable behaviour, resulting in a student having

to go to hospital. However it seemed that

behaviours was needed, as well as some restorative work with the two boys. | felt that
Owen was clearly struggling with mixed emotions around what had happened, including
guilt, anger and confusion, although these are unsaid and seemed to be expressed

through anger.

0l 6ve started to sl owly fade awaydé (line 102).

Owenbts feelings of becoming uni mportant and for

as feelings of powerlessness are suggested through this theme.

As stat ed, throughout Owenos narrati ve, |

belonging and acceptance in s chool . A key factor in Owenos

enjoyment in school seems to be in his friendships, which are mentioned frequently

throughout:

130.0: (1) | ended up doing it (.) thi rréfarringto (
the fight)

166. O: (. ) | 6v drefgrring to issméwtsehool) mat es (. )

. ) oh

232. O: ( 3) Happy cos t heydr (eeferming torfriendssatnew os (. )

school)

527. O: me and me mates were (.) running up and down school having loads of fun and

messing about. (a memory from his old school)

Owen emphasises t he fact that being on O0twilight

contact with his friends:

6. O:Cos | i ke | werenoét all owed out during
me to like (.) obviously want to interact with me mates outside of school
102. O: | 6ve started to slowly fade away

able to spend as much time with [them.]

104. O: |l &m now | ust l eft out (o whanhdgs

me asking them
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106. O: when theydre just gonna say (.) oh (.

long (.) why should we start hanging back out again?

Her e Owe n 6 sperhapsirglivateg & sense of resignation to the situation (e.g. line
104hé@at 6s tHheangloitmtad he was | eft feeli fadingpower |
a wa gppears to portray this sense of isolation and perhaps feeling that he was not
important to others. He appears to feel that peers became somewhat dismissive of him

(e.g. line 106 above), indicating feelings of worthlessness or insignificance.

Owen frequently refers to his desires to do well in school and how proud he feels when
he succeeds, fostering feelings of success and belonging (see above lines 206, 213, 214,
372, 415, 416) Hence, when this was taken away

16. O: | were | mean when | were doing it (.) it (.) teacher that were setting it me which

were me head of year were just (1) doing (1) well just giving me work that | had. (.)

And if | didndét understand it (.) | l'iterall
20.0: | were thinking (.) | wanna get on with n
21.0. teachers didnét help me if | were struggl

32: O: () All | had to do were sit at home (.) and (.) that were it.

36.0: If 1 (.) | candt just sit at home at do n
(.) I'like being on the go.

60.0: And (.) he literally said this igivaot fro
you is. (.) This is just what | had when this lad broke his leg outside of school

(referring to the work one of the teachers g:

Here Owen appears to suggest that he became 0Oir
a proper education. | feelthatthi s sense of bei ngemphasisédimphst t ant 6

poem:

Il &m t he one missing out on my | earning

| did what | wanted

| 6d rather talk to someone

| were doing like little jobs

I werené6t benefiting

| were only doing two hours a day

I may as well be sat at home

Hence Owen portrays this sense of 6fading awa

i mportant enough t otogeett hoeplrpo pferr o mvotr kac hoer s . Thi
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awayb6 and becomi magain@arhags fapherrermphasised whiere Owen refers

to his perception of what school staff were thinking about him:

286. O: Only thing it meant were (.) school W
extra pupil. (1) And all it did were get me me mark which (.) | mean like (.) | were
only doing two hours a day (.) | may as well be sat at home behind a computer

googling stuff.

This perhaps demonstrates that, in Owendés mind,

was not valued.

Although Owen did not explicitly refer to feelings of guilt or shame, | felt that certain

aspects of his narrative did indicate such feelings:

120. O:some of 6em (.) had seen me there cos s

(.) got sent out of like got told to do summat or this tha t and ot her é. .

someti mes theybéd see me if | were doing | ike
356. O: and (.) a lot of me mates saw me when | were taking that down which
were only 30 seconds job but | (.) got seen

Here Owends uset oy & d esrpdh r@pe teindcabeasénse of shame

or embarrassment that peerssawh i m whi | st Agaim, althoughiuhsaid) hféel&hat
this reinforces his desiret o mM& iand be O6acceptedd in school
Reflection
Again | wondered whet h e r Owen deserved to feel su

clearly needs to channel his emotions in a more helpful ways, it seemed that school had
perhaps failed to address any underlying issues, to help the two boys to make sense of
and restore the situation.

OWhat Bandat d o @ike340h at ? 0

Owenés difficult relationship with his myarents
perception of both positive and negative feelings, which appear to be heightened by the

6swapbd process.

Owen speaks of his family life regularly throughout his narrative, whereby he speaks of

the difficulties he faces living between two parents:
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164. O:l 6d rather be at this school t han ot her

(.) me mum getting on at me for picking this school (.) and all of that

356. O: (2) Me mum and me dad just end up arguing in front of (.) Miss Williams.

356. O:(.) But (.) me mum (1) my mum al ways sa
by by through me whereas me daddés saying it
my dad said itwere Wed Fr i day today mum would say no it

I felt that perhaps due to Owendés difficult h ol
place of belonging, success and acceptance. Feel i ngs of i solation afte
perhaps highlighted further where he speaks of difficulties with his mum:

326. O: When | 6m coming to merdadadds i(t.ds ng wie
good.

328. O: |l can never sleep on that Sunday when

332. O: me mum will get at me (.) for ikeowtand | 6m just (1) scar
gonna (.) get on at me again for summat | h

356. O: (.) And then (.) l'i ke 1tds |ike me m
times ((voice breaks))

340. O:l once forged a signature cos | got dared to (.) and she were there ranting
and raving at me saying oh next ti me 1011

parent does that ((voice breaks)).
356. O: She didnot want me to come here cos |

to Xthis school you ai ayttheng and Yourewnwaylbackk g your

Owen appears to show gratitude to his dad:

342. O: and then me dadodés there saying oh he
not I|like (.) owt massiveds gonna happen to
346. O: Wher eas me dad Gessthingsifrenkdifferantpoimt and s

A

Although Owen often seems to portray himselfas 6t he adul t 6 or Ot he sensi
to meet parents half way (discussed below), the statement oh heds @bovey a ki o
perhaps reveals Owenb6s vulnerability in wanting

that he is.

Reflection

| reflected on the fact that for Owen, a child with a difficult home life, his experiences
surroundi ng t h eseeed cttn takel away wia sénse of belonging and
achievement. This seems to be a tragedy considering how much school can contribute to
the lives of young people, particularly those with troubled home lives.
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Owen demonstrates that he cares deeply for his parents. At times he speaks of his
efforts to mediate situations and make things easier for them:

356. O: | were saying (.) I donot wanna go to

Xschool (.) or Xthis school. (.) Cos Xschool
364. O:She didnét want me to come here cos |ike
Xthis school you aint youbre making your own
and | goes (.) so then when | were turning r ol

He also speaks of wanting to make them proud:

420. O: (1) | told me parents.
422. O: They were really proud.
496. O:Sheds really (hppy mamést thoughta on hi
Lawyer)
Hence, Owen indicates his concern that the adjusted school hourswhi | st owere0t wi | i g

inconvenient for his parents:

6. O: but just having one hour in and then one hour here it just made it
horrible and (.) awkward for everybody. (.)
them hours

284. O:lwereon twilight for ages and (.) I wer el
was.

Further mor e, Owen speaks of his new school | oc
family:

706. O:itds not (.) practfiamill yf ofror( .i)f alndm neo d
But I i ke | 6ve always said to if |1 6m poorly
i f Il 6m poorly if not (.) j ust tell school
dadods.

Reflection

The systems and procedures in place seemed to be quite inconvenient for all involved.
Parents having to collect and drop off Owen for an alternative school schedule for an
extended period of time seemed to be understandably difficult. Such systems hence
appear to have worsened the difficulties already faced by the family. Making things
inconvenient for his family seeme dwonderediifr]
this was deserved. Although Owen did seem at times frustrated by his difficult home life,
| felt that what he really wanted was acceptance from them, and to make them proud.
Al t hough he did not say explicitly, I f g

the fact that he was desperate to talk about his worries, and to make sense of his
experiences.




0l 6m just whemadeastbhwyi d nling 858k e 6

This theme represents Owenb6s perception of hi me
mistake. My feelings around his determination and resilience are presented, as well as his

feeling that he now has a | ot to O6provebd.

Owen presents a narrative of himself as a bright and conscientious student, stating:

248. Ol 6ve been described as a sponge

638. Onow I &m top set for everything.
The circumstances that |l ed to Owends school 0sw
one-off and isolat ed i nci dent . As discussed, Owenbs expe
have | eft him feeling a range of emotions, incl

Listening Guided6 all owe emerfiepone & whicka Irféekig that ab f VOoic
bower |l esshaeimasvy®cani md as di scussed abooco@ddbe Howeve

said to be one of resilience and agency:

36. O: | like being on the go or keep (.) or like doing me learning and that.
216. O: I 6ve ghQwriye@eém(.) | 6ve made a mistake

a smart boy whodos made a stupid mistake.

238: O: Il 6m competitive. (4) | f [ (.) I 61 | tr
smarter than me (.) cos then | think of it as a competition to try and get (.) even (.)
smarter than they are.

298: O: Cos | were like leaving everything behind and | thought (.) better school
here. (.) 1 6ve got Ilike itds |Iike a second ch:
468: O: | think (.) if I changed owt (.) | might not be where | am today.

| feel that a key quoteinOwe nés nar r a2lé (abeve)i Athough hisldéeterngination
and resilience is admirable, it seems he has been left feeling that he has so much to
Oprovebo:

188: Onow | 6 m gahallenginggork i k e

400. O: (2) Just hopi ng t h dreferringdtd histfisstvday ata g o o d
his new school)

638. O:Whereas now | 6m top set for everything.

816. O: And | 6ve never got ( (| au(eferengjothent o EL

consequences system)
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| felt that Owenwas al so keen to emphasise that the 6

betterd than at his old school . | wondered if
himself:

170. O: But | 6d rat her be at a st schooltfullafc h o ol \
(.) all the idiots and thickods that al ways
the time.

O: ( 3) [ donodt mi ndl .i)t irteaglulsyt c(o2s) liitkbes |

wal king in the street (1) vyo(l)lLabksafdttmorhave t o

organized and (.) better.

Owenbs deter mi nat i also reflectd im hishaopésifoe thecfutureavheeeby
he speaks of becoming a lawyer or a translator, and going to university (see lines 473

onward).

Reflection

|l found Owends sense of resilience and 4
moving schools and his often difficult
similar experience would affect those young people who did not have such resilience
and determination. Again although Owen does not say it, | suspected that his
enthusiasm for the new school perhaps masked more vulnerable feelings of
powerlessness and wanting acceptance.

O0This is tshalddehoolinei12p

This section presents the positive factors Owen speaks of at his new school.

Despite havinga strong desire to prove himself and
positive factors in his new school. He states

teachers being encouraging:

842. O: They wonodot just | et you give up on fi
say oh | dondét get it | dondét get it theyo
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853. O: (1) Encouraged me helped me a lot and just (2) like if he saw my hand up

he always said () if youneed ()i f youdr e

struggling just
y 0 u denllg struggling put your (1) pl anner

on red and

arm up.
come to you near enough straight away. (in reference to his German teacher)

He describes the new school as a place where his confidence is being built:
192. O:hereos
199.
200.

hel ped me build (.) me confidenc

R: And what have they done to help you build your confidence here then?
O: (3) Having nice teachers that are like (.) encouraging and that.

It is a place where he is developing strong relationships with welcoming peers:

226. O: Yeah. (.) Whereas here (.) proper friendly | mean (.) | followed Xpupil on
my first day

228. O:And (.) now (1)

l 6m | i ke (madkesamed t hen
friends that are in my year (.) and | just started going with friends that were in my
year.

406. O: [ dondét know. (2) I

mean (.) not one
all (.) right nice and (.) you know (1) trying to introduce themselves and that.

801. O:And | started (.) with more and more
curious cos |1 6d start talking so | b6ve ended
group I d&m in now.

Itis a place where he seems to feel belonging:

411. R: Yeah. (.) Well that was good then. (.) So how did you feel at the end of
the day?

412. O: (1) Er (.) I felt happy and | thought (.) this is the school | should (.) |
belong at.

222.

O: teachers (2) that | had last year and they all say oh hey up Owen this that
and other and (3) yeah.

And feels successful:
372.

O: Miss that like were proper praising me for it (referring to a drama lesson)

638. Onow I 6m top set for everything.
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Reflection

Although | felt that Owen should not have to feel so desperate to fit in and prove himself,
it is clear that there are many positive factors within his new school that are working well
for Owen. These need to be recognised alongside the limiting factors discussed. | felt
that perhaps since Owen is doing well, his feeling that school is a place that he can have

some control over is returning, which gives him a sense of stability as compared to his
home life.
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606Sar aho

OFal se promi seBneb2al se hopesd

Thissectionpr esents Sarahés feelings of wblashergx-1 et do

husband, both during the O6swapd process, and th

Sarah begins her narrative in speaking about the circumstances which led to the
6school swap6 following O0the i nchydhewdasGhownShe des
a video of the 6fighté, and then felt a duty to

92.S: (2) and I 611 be honest (1) | got sent the
93. R: oh did you

94. S: [and 1] | took it to the school
95. R: right

96.S: | Dbl ame myself | wish | hadndot have done

She continues:

8. S: | got assured that (.) what punishment had been put in place (.) would still stand
so that were the exclusion

10. S: Er (.) that came from Mr X (.) Mr X (.) erm showed it to somebody else and they

said no, Owen had to go. So wedd got staff 1
that no, whatodés in place will -tumeandherhadi n pl ac
to leave.

104. S: and they reassured me that there were no repercussions (.) what they did
with Owen stands and he goes back to normal

105. R: [yeah]

106. S: well (.) they lied

Sarah appears to feel very let down by school staff in their decision making, since initially
she was led to believe that Owen had a fixed term exclusion only. Her anger and

frustration is shown htetyr. d Reeld @ @i ngt dthementded of
Sarah goes on to state:
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156. S: | think the school were more annoyed that | managed to get hold of it (1)
but | di-to me | did the right thing by letting the school aware (1) but then it turned
into a big witch hunt

157. R: [mm]

158. S: which werendédt easing up because they
(.) and they questioned and questioned and
the source cos they did it in confidence

Whilst Sarah appeared to want to foster a relationship with staff to repair the situation, her
frustration that the school agenda was so different is apparent. Through her portrayal of
anger, | wondered whether Sarah was perhaps masking feelings of vulnerability here, in

feeling vulnerable and powerless.

S a r safgefings are also accentuated by her desiresto@ o t he r (limgeid6)by hi ng 6
showing them the video, despite it showing the full extent of the fight and leaving herself

and Owen somewhat vulnerable:

162. em()mywordstoMrXi s (.) it doesndt matter wher
(.) wedve (.) i1itds here

164. S: so we know therebébs one. (.) and that (

170. S: Well , I 61 1 be honest -wi tWweyenmdt .ni ¢é&

172. S: and | can recall () erm (.) the (1) the noise that it made (1) er (.) the child

go to hospital just to be checked out

Sarah feeling Ol et downoé by pr ofseeansitodeataréd s t hr o
regularly throughout her narrative. Sihgeherf r equ et
down 6 :

60.S: from a parents perspective (1) saying th

coming back in to then being kicked out of s
61. R: No
62.S: That és false promises false hopes
166. S: and yeah no no further action were taken (.) bu- (.) but he did. They did.

So why promise something me (.)

Sarahdéds wider narrative puts hsheappearstbfeelgs i nt
6l et downé by staff when Owen was O0mulplryimagd tst

Owen experienced, she states:
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132. S: All these things went on

134. S: In primary school
136. S: they di dn écord (@ eoverno (.pXld schoal. r
As wel | as f e déra Saph highlights ard apparerdt lack of communication
betwee n t he two schools in relation tfelinQWwémrds ne

down®wkeynwodés father (6Mi ked) whom she separated f

528 S: | left his dad for domestic violence

Throughout her narrative, Sarah speaks of her difficult relations hi p wi t h Owenos

currently:

470. S: | | phoned school up to tell them that Owen witnessed his dad turning up

at school (.) and being (.) verbally aggressive towards myself.

472. S: | t 6 sotgoa@t it 6s

474, S: [ yeah] but theydédre supposed to have (
stuff

476. S: but they werendét out

482. S: er (.) but end of day (2) if their presence had of been there (.) his dad

may have been different.

484. S: Il 6m not d ay i mgv eh eb eveanu (1) cCos |l 6ve b
medi ation room with him when hedés (.) held
me

488. S: 1 6ve been t publiecatened (.) in in

It seemed that Sarah felt further let down by professionals who had not noticed these
difficulties, or been able to help in any way, which she appears to desperately want. She

later states:

1632. S: (.) And theyodre witnessing (.) yet ag:
1634. S: (.) the way that | get treated
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Sarah speaks of her hopes that things will get better between her and Mike, however

she is frequently left feeling disappointed:

1642. S: (1) 16d gone in there with with

1644. S: (.) Just for (.) the sake of Owen.

1646. S: He asked me to be there. (.) | knew (1) potentially what could happen
[because]

1648. S: it happened. (1) Why? (.) I still live with hope.

1650. S: (.) Hedl | (.) he wonoét do that.

does.

not hi

Reflection

Mi k e . I felt that this then compounded
FAP process and Owends school history

she is right, but that she is unheard in her attempts to do the right thing.

| had a sense that Sarah often felt powerless and vulnerable within her relationship with

more powerless, angry and frustrated. Sar ah 6s an g e ects phatrshe &mows

h
g

Sarah regularly reinforcesst at ement $ 6s ucbhbeabodest 6

926. S: So thereds (2) I I obviously (.
me.

927. R: mm

928. S: (1) I I say it how it is (.) you ask me questions | will answer honestly.

929. R: Yeah.

930. S: I tell you no lies (1) 1 b6ve got

764. S: For me (1) we need to be honest

765. R: Yeah.

766. S: put blame (.) blame the other one.

It seemed that Sarah genuinely wanted to share her difficulties and vulnerabilities with me,
and with those around her (such as school staff) in the hope of gaining support, however

she was repeatedly left feeling disappointed. | wondered if she perhaps felt the need to
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emphasi se that she was being 6éhonestoé due to he
wondered if this reflected her feelings of inferiority and powerlessness with regards to

professionals. She further states:

496. S: well (.) (1) help me stop from using Owen to control me

498. S: and then we can get Owen (.) to be the kid that he should be.

500. S: T h aentitldd obes

1372. S: | find myself in a situation thitere (. ]

heds (1) been naughty. (.) And how to (1) m
Sarah appears to be desperate to receive some support. At times she appears to want to
speak directly to school staff (e.g. line 496), which almost seems like a cry for help that she

feels goes unheard.

6l 6m t ot al | ineil382)t he dar ko

A lack of communication and partnership with professionals throughout Owenbs Oswapb
suggested in this section.

Due to the systems around her, Sarah presents as feeling silenced in her goal of acting
as an advocate forOwen. A bi g factor in fostering feelings
be in relation to communication with professionals throughout the FAP process, as well as
generally throughout Owenbs school i fe. First

understand the FAP process, as well as what was going on for Owen in school:

2. S: First of all 16 &pblogise in case | get the erm (.) wording wrong on the processes
4. S: Yeah, so initially Owen was (.) is it excluded for 3 days?
112. S: it were never (2) when when he went in he were in inclusion he might not

have been excluded he might have just been in inclusion
She later speaks of the uncertainty, frustration and anxiety during the lead up to the

SWAP, due to an apparent lack of communication. She speaks of not knowing if the FAP

meeting had taken place or where Owends new sch
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186. S: Phoning up to try and find out i f
going into (.) Christmas holidays (.) err (.) cos (.) they br- they Xold school actually

broke up

187. R: Mm hmm

188. S: and 1 6d heard nothing

194. S: I mean on 27" December (.) not knowing where your child

196. S: should be schooling (.) and i f heods
a uniform

198. S: how on earth do you sort that out

199. R: course

200. S: (2) and thaer¢. t hat s how it

Reflection

It seems that Sarah perhaps feels powerless in the face of systems around her. In her
commeanrtd 6t hat 6 s ithlmostsdems thatesheeasdesigned to the fact that this is
the way things are, and she is not able to change it.

Sarah speaks of the FAP processes whereby Owen was asked about school choices:

258. S: Yeah. (1) But they went with (.) this Xold teacher and went to the meeting
(1) and (.) it sounds like fought for Xthis school.

260. S: Not looking at (1) geographical

260. S: and anything else

262. S: the practicalities of it

1310. S: ((shakes head))

1312. S: (1) They asked (.) his dad [and Owen].

She speaks of her frustrations regarding the way decisions were made, and how she

believes they should have been done jointly:

530. S: So when it comes to situation like that sometimes (1) is it actually (.) right
to ask that child
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532. S: Webve got to take it upon ourselves

534. S: are we making that decision

536. S (.) and to me (.) they should have (.) kinda left Owen out of it

538. S: Il &dm not saying dondt ask the question:
Reflection

I sensed Sarahods feelings of frustratio

and it seemed that she had been left in the dark. Sarah further emphasises the fact
that she wants a collaborative approach, thr ough t he us e Itafdpearédv
that a more joined up approach was needed, in order to ensure that all parties are
heard, and decisions can be made collectively.

Sarah also speaks of her frustration with the FAP processes, due to poor
communication. They had to wait a long time forth e 6 s @waep Was missing education

and it seems that it was inconvenient for the family:

2272. I dondédt think it should be al/l pagder wor k
on that day of meeting it should be brought up at that meeting (.) to avoid (1)any
(.) erm (.) upset and (1) disrupt to the education (.) and the child.

2290. S: [ Yes] (1) er | mean | know heds an i nt

off still learning

2292. S: | were doing my own stuff (.) here at home

2294. S: but thatdés not (.) fair.

2296. S: But the fact is as wel/l (.) letds not
school

2298. S: we can get fined. (.) 1 6m sorry

2300. S: how on earth can you go for six weeks (1) even sometimes a day without

having to (.) go out an take that child with you?
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Sarah speaks of difficulties with communication with the new school, now nine months

down the line:

1176. S:No (1) er term you mightget( 1) t hey <cal | it a report
(.) absolutely rubbish ( . ) 't just tells you the predic
expected to be (1) thatos it

1382. S: (.) Cos now (1) I mean (.) to be ai
Because that school is not communicating [with me at all.]

1384. S: (.) And (1) thatodés not good.

She speaks of her frustrations that Owenods dad

1478 S: Webre equal . (tIr)eaBute gluéamh rmmtschabkhiemrge 6 s

1480. S: is certainly not treating me as equal.

1482. S: Yes. (2) So if if we say (2) thereds

1484. S: heds the inferior one heds getting

1486. S: Heb6s gettcagdal (. )Y hkedPposgetting

t

he

al |

[t

1488. S: (1) And I dm (.) not being told [nothi:

Here Sarah seems to make reference to her feelings of inferiority within school, indicating

that the systems in place have not fostered a sense of collaboration, or valued parent

voice.

Reflection
Due to Sarahodés feelings of powerl|l essness
through other means, as shown above. | wondered if this caused her to come across as
6di fficultdé in the eyes of the school , d

Sarah is clearly desperate for some recognition and to feel like an equal.

Sarah speaks of the damaging effects of this lack of communication, where she is not able

to praise Owen as she is 6out of the | oopbd:
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1490. S: () So (.) how does that look to [Owen]

1492. S: when hebs getting praise from one si deé
1504. S: That has an impact on [a kid].
Reflection
| felt that Sarah presented as being very overwhelmed by her life circumstances, and that
this often went wunsaid. I felt that Sar a
as comments about how much Owen may be affected, at times masked these feelings. |
felt that whilst Sarah often wanted to portray herself as strong and determined, she did
not always feel this way inside.
Sarah goes on to speak of the positive relationship with one particular TA in the new
school:
844. S: (1) ltititwereabs ol utely horrendous (.) so (2)
spoke (.) rimghamrdspokehty (.) & XTEA.
845. R: Right Ok.
846. S: (.) erm pvely()sheds shebds |
952. S: Er (1) she (.) often checked in on him to make sure he were ok (.) she
made sure shebdéd got she built that relation:

her for (.) anything (.) and (1) obviously

Reflection

This reference to the TA was one of the only positive aspects that Sarah referred to
throughout her narrative. Hence it seemed that that the negatives outweighed the
positives, and that she was simply desperate to be heard, and for someone to validate
her feelings of helplessness and frustration.

ol come out shaking t o (libeel66B)ai r [ were mortified

This section highlights Sarahos feelings

Many of the systems in place, including channels of communication, appear to have

of

pow

intensified Sarahés feelings of Opowegdsassness

parent. She speaks of a difficult first meeting with the new school:

244, S: First meeting with her, shouting and bawling in front of Owen (1).
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246. S: At me and his dad. (1) Dondt think tha

1668. S: (.) I come out shaking | were up | to be fair | were mortified.

1670. S: That s tspedkd ohad ttam t hat manner . You <ca

person (.) you youbve got to [aim it at bot

1672. S: (.) But it were out of order.

Sarah appears to feel mixed emotions towards this incident whereby during the first
meeting at Owendés new school , Mi ss Williams int
Feelings of anger as well as perhaps more vulnerable feelings are revealed, whereby she

l eft feeling 6édmortified©6. Power hierarches seen

she was spoken to like a child. She states:
1630. S: (.) No. (2) Seriously? (1) And (.) fair enough (.) | appreciate why she (.)
she shouted and she spoke the way she were (.) and that she sent Owen out of
the room. (.) But this is on his meeting to a new school.
1632. S: (.) And theyo6re witnessing (.) yet ag:

1634. S: ((Coughs)) (.) the way that | get treated

1636. S: (2) And thatés (.) thatodés the nor m.

Reflection

Rather than feeling supported and understood as she had hoped, it seemed that Sarah
was left feeling embarrassed and humiliated. However, this seems to be masked through
feelings of anger, and | again wonder if this served as a defence mechanism for Sarah. |
was left wondering if this situation could have been handled differently, so as to consider
the needs of all parties, and make parents feel listened to rather than dismissed.

Throughout her narrative, Sarah appears to express her frustration in having to act as
an advocate for Owen:

847. S: (.) erm (ovely (ssheober s(.e)dsbut ) (.) Il 6 m
challenge something
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1720. S: (2) But (1) obviously that (.) now |
fighting back.

S a r arbs@ience and determination is also presented through her | poem:

| will go that extra mile

Il 61l do it

I know | 6m busy

I 61l 1 hel p

I candét always do it.

I wondét say (.) [no.]

Reflection

I wondered whet her Sarah wantedtiaogpbnBtKk:
perhaps thought this was what | wanted to hear. However, | wondered if she really felt as
determined as this, or if in fact she was simply exhausted.l also wondered whether she
sought control due to her feelings of powerlessness, demonstrated through her
comments that she is 6fighting backo.

A

OHebs got this big tfineR262)hanging over hi mbd

This section highlights my perceptions of Sar ah and Owendés feelings o

worries about exclusion in the future.

Sarah frequently refers to the anxiety and uncertainty generated through a threat of

e x ¢ | us i ohangihghowetdOwes: O

658. S: itdos i ke (.) walking on egg shell s (

told one thing by staff members
660. S: and they this (.) theyove igltemext t he op
stage if he gets kicked out of school (.) even for defending [himself]

2262. S: But when heds got this big thing hangi

2264. S: that heds gunna get Kkicked
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Toplacet hese feelings in to context, Sarah speaks
for Owen, where he can achieve, feel belonging and perhaps distract himself from the
troubles of his home life:

704. S: Whatever problems youove agdydufoaus h o me
on work

706. S: And then (.) you (.) you deal with them [when you]

708. S: come home (.) and | think thatoés (.) ¢

quite a long time.

1120. S: () not to impress people.

1122. S: He (1) ¢eddhimsafgood. t o

Sarah speaks further about the effects of

wellbeing:

64.S: Owen got (.) obviously humiliated from that then happening (referring to the
SWAP and being on twilight)

220. S: Owen (.) erm (.) seemed to be handle it well (.) there were times
obviously (1) it mu st have been hard for h
friends being asked questions

221. R: [mm hmm]

222. S: er (.) listening to conversations tha
put on a show.

226. S: weol |l say (.) became (2) withdrawn (.
up cutting (.) contact (1) erm (.) from his friends (2). He became isolated (.) to a

degree.

Here Sarah suggests that Owen did not want friends to become aware of what was going

on, which perhaps further emphasises his humiliation.
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Reflection

Owen clearly shows resilience in the eyes of his mum, seen particularly through her
statementput han aeskee@ws hi s bheaaod hd ansred félt
this was admirable but also tragic, since he seemed under so much pressure to do the
right thing. | wondered if Owen had had the opportunity to make sense of the process and
share his concerns, since it seemed that Sarah was merely speculating and did not know
his true feelings. | wondered if this was something that went unsaid for Sarah, and
whether through our conversations she realised that she knew little about his true
feelings.

Sarahspeaks of Owends time on O6twilighto:

30.S: Whatwork hedi d wasnodot getting marked (2) and (
Chri st mas. (2) So his schooling sufEmred (.
he were sat (.) placed outside in a corridor (.) so all the children could see him it

were the breaktmes and stuff (1) it wasnodét to me (1
32.S: (2) there were times he would turn up and
214. S: But the work the he were being given

wor k, the teachehesorkwer endt making
215. R: Yeah
216. S: It were like (.) an inconvenience (.) to the school.

Al t hough Sarah speaks of Owen feeling that he

deservingé of proper school wor k, I feltat t hat i
way as a parent. For exampl e, she al so perhaps
deservingé of collaboration or explanation.

0These are the vears he should be 1l earning thi

away fr dlime2244mo

Here Sarahoés frustrations regardingviedwedrin desi r e
context are presented. She speaks of her desires to want to teach him more appropriate

ways to manage his emotions.

Sarah speaks of the difficult home life that Owen has grown up in, including witnessing

domestic violence and living between both parents. Thi s seems t odepirkf@arce Owen
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bel ongi ng, acceptance and achievement i n scho

difficult home life, Sarah states:

978. S: [Yeah and he] Owen (.) has said to people that (.) he hates Mondays (2)
going back going to and forth.

980. S: Changeover day yeah (.) and thatods t
that person that (1) we ex (1) we we we expect him [to be].

1028. S: You think this poor kid.

| wondered here whether Sarah was blaming herself for this situation. She speaks of Owen

having O6ni ght maresd® about his dad:

1294. S: (1) and (1) our Owen (.) did tell (1) the school over road (.) about his dad

tracking me down and

1296. S: dropping him off and following us (1) and him having nightmares (.) about

burning the school er (.) burning the house down.

Sarah repeatedly reinforces the fact that she

led to him having difficulties with his social, emotional and mental health:

926. S: heds entitled to defend [himself].
928. S: But hebdés also (.) to me (.) showing | ¢
She reinforces the importance of needing to recognise Owenés behaviours in tF

his parenting and home life:

1098. So (.) therebs a |l ot of things [behind]

1100. S: behind it

1102. S: (1) but this kid is technically (.) 1I:¢

1104. S: (1) cos (.) by (.) no [means]
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1106. S: and | (1) I dondt condone it

1108. S: (1) my children have witnessed a lot with myself

1110. S: and | got them out.

1112. S: (1) but obviously (.) Owen still witnesses (.) [things].

Sarah speaks of her frustration in feeling that Owen needs to receive some support for

his SEMH, including learning how to express his emotions in a productive way, rather than

simply being 6punishedd for the incident:

2274, S: (1) These are the years (1) he should be learning this stuff. () Under

secondary school.

2276. S: (1) And webve |like stripped that away
2278. S: So whereds he gonna | earn it?
She refers to feeling O6helplessd as a parent:

1512. S: (2) And 1 d8m hel pl ess. (1) Youdre righ
| possibly [can]

1514. S: to to main to maintain it. () But at some point (.) something gives. (.) And

that giving point

1516. S: were that incident in Xold sc hoo | . (.) I f that doesnoét

somewhere]

1518. S: what is?
1732. S: (1) DOyou doyou know what | me an. (1)
in a situation where (.) I donot know (.)

naughty. (.) And how to (1) manage it (.) properly.

Again Sarah appears to speak very honestly here, and seems to be openly asking for

support.] wondered whether Sarah also felt that O0so
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abilities to remain strong. She speaks of her frustration that the old school were starting to

understand about Owends home |ife, and the infl
502. S: and that () that were starting to work (.) they saw (.) they saw straight
through (.) his behaviour and his attitude
510. S: i1 tostmats hlaenedi dnot
512. S: stay in
514. S: because he would have got the help

Sarah goes on to refer to some & BEddHefesedppor t

him for,and herf rustrati on that the new school O6stoppe
support:

236. S: (2) guess who put a stop to it?

238. S: Miss Williams.

242. S: (3). New start. (.) New school. (.\) We_d&dEecide.

Sarah again appears to refer to her sense of powerlessness in having professionals make
decisions that she does not agree with. She seems to feel exasperated t h at Owenobs
behavior is not put into context, and is not seen as an opportunity for teaching, to equip

him with skills for later life:

1946. S: And it comes down to (.) the upbringing of a child
1948. S: Thatos where it bl ames
1950. S: But in this aspect who would you blame?
1952. S: We weodre both responsible (.) but 1 ki
1954. S: (2) But (.) obviously (.) whether he implements that | (.) that video shows
that (1) he dimnerntdtat gighii(@Tuhat 6s not
1960. S: But (.) therebés (3) | think therebds (:

1962. S: (.) work with schools (1) and look at (.) children (.) and be in that kind of

role (1) thatés what | would be asking
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1964. S: to do. (1) And look at the way (1) that children are behaving and the

reasons why.

Further feelings of despair are presented, whereby Sarah desperately wants to be
supported to bring Owen up well. She even speal
despite the domestic violence and difficult relationship, in order to support her children:

2168. S: itdés (1) if I'd6m honest (3) if somebod
and | mean (1) we (.) this is fairly quiet.
2170. S: Because theirlfewou | dé6ve been (2) more (1) easi e

This section further hipgMrlessiesstand tiedrage flaét shatf eel i n
she feels the only positive option would be to return to this man who was violent towards
her. It highlights that she would do anything for her children, even if it meant putting herself

at risk.

Reflection

If elt that Sarahods views were extremely
context. However, she seems to be @loeohhisn
difficulties, which | feel is unfair as school can also play such a vital role in working jointly
with parents, to foster social and emotional wellbeing.
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Miss Williamso

OWe always do believe childr®8 should have a fr

Here MissbWilikfamandoa o6fresh startdo for childre
explored.
Miss Williams begins her narrative in giving

Owenbd6és school swap. She e x pide &rincipal attthe @It sclsoble s p o k-
about a 6épossible permanent exclusiond:

8. W: Erm (.) and it was the back end of just one (.) one off incident.

10. W: Erm which is really rare to be honest

12. W: that any school would make that decision. (.) When | spoke to him he said (.)

when he viewed the CCTV footage it was erm Owen assaulting another child
14 W: but he said it was one of the worst ones

16. W: for the (.) for the age of Owen (.) erm he he what he said he witnessed was erm
(.) Owen had erm hed6d had a fight with this
then what he did was he persistently stamped on his head

Shegoes on to speak ofi ntgheposmptoirvieabn cfeoro ft hoobsee c
who have gone through the Fair Access Panel (FAP):

40 W: er because itbés supposed to be (.) when

into your school that s come through those

42 W: (1) you have to try and be positive.

140. W: Which has probably caused a lot of stress (.) in the family (.) to them.
852. W: (2) those type of kids that have been through that that that system (1)

have clearly (.) had (.) a lot of negative

She goes onto speak ofthei mport ance of a 6fresh starté

80. W: Erm and we always do suggest that because we we do truly believe that (.)
children should have a fresh start
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She refers to the perceived benefits of doing a

375. W: because hepemanem éxtlusiognon his record (.) and he
can he can have a chance at having [a fresh start.]

1008. W: (4) itdés (.) di fficuldt cos itbds there
only thing (.) that I think (.) is (.) is a (.) a big difference is (.) if a child knows that a

permanent exclusion exclusion has been [issued]

10009. R: [Mmm]

1010. W:oraparentdoes (.) they see that as then bei

1020. | think (1) | think if a child (.) sometimes feelst hey 6ve got a peri
exclusion (.)ontheirr ecord it és | i ke a heavy weight ar

1021. R: [Mm hmm]

1022. W: 1tdés (.) itds going with them wherever

1034. W: | think if a child does have a permanent exclusion on their record (.)
therebébs that el ement of (.) |1 6dve given up.

Miss Wiliams speaks of what she means by a oO6fresh starté

868. But then trying to give them a fresh st al
why | was saying to you we (1) although when (.) they come over to us we (.) erm
(2) they come through that system. () We dondétdonho6) wédare that wi
staff. (.) We do actwually justme(i.vie atnhde m 06a |f
go through (.) the reasons why theydve gone
870. W: and be clear on what the expectations are but then aside from that (.) at
the end of the meeting | 0611 al ways try and
line under that now (.) and then (.) right lets (.) lets have a look at what you your

week would look like

She feels that chil dr en negaiive@&xiperienees that haee led @l k a b o
the SWAP:

242. W: (.) And then (1) and the minute the meeting switched to (.) right (.) leave

that now (.)

243. R: Yeah

244, W: (.) we have to (.) lets look at a fresh start

245. R: yeah

246. W: he changed (.) [he sat up in his chair]

247. R: [oK]
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248. W: he (.) erm (.) and (.) and | ki
on only (.) when we had the fight last time (.)

249.
W: when | did his reintegration meeting (.) just to say (1) you know obviously that

was what he had to leave his other school for (.)

251. W: so (.) erm (.) it candt happen again

293. W: Erm and he was really grateful when | said he could it was a fresh start.

871. W: they wmlkihngdbobt kehat 6s happened.

nd

Reflection

| wondered whether Miss Williams feltthat s he had t o perhaps |

explaining the severity of the O6incident
as well as other students who come through the FAP process. She clearly had a lot of

empathy aroundi bowt ber pumaess can be, b o

family. I wondered whether the notion

Omenti onedd again, somewhat places bl ame

makes them fearful about any future behaviours that could put them in a similar position.
Althoughitwasaser i ous incident, i f ecandthahaigh
seems to place blame on Owen and perhaps does not allow for consideration of the
reasons behind his behaviours.| f el t t hat such statement
sense of 0power 6 within the systems, a
vulnerable students.

0

(0

&

S
n

Miss Williams describes the first meeting between Owen and his parents. She
highlights that although she wa nittseeths that she
found this difficult since his parents we

52. W: So | ended up sending him out and then | brought him I | said to mum and dad
that erm (.) | would just basically do the talking [I | knew that]

53.

54. W: | | didnét really want them to [car

55.

56. W: When we brought him back in then (.) we then had a really positive meeting.

962. W: | think (.) because | was quite firm with them in the meeting (1) it was
rea- it was really strange like I | was like a parent telling two child- two children off
(.) please donodt

964. W: dondét do t hatd()thelingcldar t hi nk it |
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Reflection

Again, | felt that Miss Milliams clearly wanted the best for Owen and was perhaps
trying to act as an advocate. However | wondered about the effects of this interaction
on Owends parent s. I wondered i f this i
staff and parents could work together, or whether it reinforced power hierarchies. It
seemed that Miss Williams perhaps felt that this type of interaction was justified, due to
her sense of Opower and positiond withi
had considered the effectsof t he i nteraction bef orlilkear
parent telling two children offd.

OWe consistently have those high expec(83)ti ons

This section explores Miss Wil i iaschosl ivorderws 1 e g:

to support pupils who have come through FAP.

Miss Williams indicates that she is very proud of her school, and the work that
staff do to support students who come through the FAP process. She told me in our initial
discussions that the reason she wanted to take part in the research was so that this good
practice could be shared and celebrated. Throughout her narrative, Miss Williams speaks
of the many O6success stories6 that the school
doing:

510. w: (.) Erm and honestly webve webOve had

a

h

(

512. W: Therebds another boy in (yWadvdlhdadadibrsl

in year 11 | eave who were success stories
o]
1004. W: we (1) they just seem to have (.) coped with his movewe | | and t hen

settled in really well [sO]

She speaks of the school having O6consistency6®6

management systems, alongside a high I evel of

325. W: Ithink (1)t he | i kes of Owen and then other
through that system (1) just respond to it straight away.

327. W: They know they (.) webre so black and

(

h

0

333. W: it o6l | always be |like that. Sonoer m and

so (.) I think it (1) like | say the the way that we consistently (.)
335. W: Erm manage behaviour. (.)
337. W: How we consistently have those high expectations (.)

339. W: (1) and the supportbdés al ways there.
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She speaks of O6support d i ranforehildnen wheh theg comaast or al
through FAP:

708. W: erm (.) the minute any child comes in on a a (.) through Fair Access or

on a SWAP
710. W: is already weodre already (.) monitori:H
712. W: keeping track on Vhdirearghter t heyor e meet.
714. W: ltdés things (.) when when they first

(1) not picking up behaviour points in lessons.

Reflection

There seemed to be a lot of good practice within school, however | wondered about
those children who may struggle to reach those high expectations. Again | felt there
was perhaps a lack of awareness around interpreting the reasons behind certain
behaviours, and that for some children, such high expectations may be difficult to
achieve.

Miss Williams speaks of the importance of Owen forming a positive relationship

with a particular teaching assistant:

313. W: The the thing that worked for him the most (.) was | think the relationship
he he had with XTA to start off with.
314.
315. W: Erm and that (.) just the pastoral care that went into him to support him.
606. W: (.) because (.) erm heds had you know

from from XTA.

Shespeaks of the support that this TA has give

652. W: | think and his parents as well [because]
654. W: his parents (.) | think his parents (1) like (.) XTA.
656. W: (1) Yeah shebs very dxtoeahauthodty. Eart h and
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658. W: So [l think a lot of people can relate to that]

She speaks of Owenébés success in taking part i
118. W: (1) ltés erm (.) well student voice i
groups and they erm discuss issuesinthe s chool li ke (.) 1 dm not
Il 6m not sure which group hebs in (.) but t
school that they want to i mprove and J[itds |

their opinion to SLT and]

120. W: (.) erm (.) and they can nominate themselves to be (.) school president
(.) [itds things Ilike that.]
133. W: and things like that (.) and he (.) absolutely loves that.
Miss Willams s peaks of the i mportance of 6praised for

come through FAP systems:

132. W: Just just loves it. (.) and he gets a lot of praise for it the the praise is a

massive thing.

134. W: (1) Praising these children [who have been through]
136. W: such a trauma of having to move schools [usually]
896. W: Yeah (.) cos he gets praise for it. (.) Erm (.) he he just (1) he loves (.) any

kind of recognition. (.) Erm (1) and (.) especially like if they do the hospitality stuff
where they support the parents eveniasg and
punch walking round [cos]

896. W: he gets a (.) a a a well done

Reflection

Again was clear that there was lots of good practice going on at the school. Miss
Williams clearly recognises the importance of positivity, praise and recognising pupil
strengths after the oO0traumad of FAP. Ho
been left feeling that he had to prove himself, whereby he seemed so desperate to
receive this praise. It seemed that Miss Williams was possibly unaware of the tragedy
at play here, whereby such children are then so desperate to receive praise. | felt that
her claiming Owen was a O6success story
rather than having asked him or his parents if they felt this way.
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Miss Williams also speaks of the importance of parent involvement:

674. W: His parents were very keen [to get him back into school]

676. W: which is helpful because sometimes a lot of those children that have

come particularly through FAP (.)

678. W: their parents dondét really engage [ Vel

680. W: Erm (.) or are not pushing the kids to [be back in school.]

W: (1) So (.) that that is probably part of his success story

Reflection

| wondered about the statement that some parents6 donét engage ve

that Miss Williams perhaps felt that th

staff had an awareness of the reasons why parents may find it hard to engage, and

what schools can do to foster this relationship. Again | felt that Miss Williams often

presented a very Oknowingd stance, whi c
than truly having an insight through Owen and parent voice.

0l t was like 1 6ve got t o(linm848e up for what | 06ve

This section explores Miss Wililamsé6t hought s regarding the reaso

behaviours.
Miss Williams refers to Owenbés feelings
SWAP:
232. W: When | talked through the incident what had happened he cried. (.) He
sat there and he cried. (.) And he he (.) he clearly (.) regretted it.
618. W: [ And] (.) hopefully it it will just
that (. ) ev e rpgnedhe clegrly foilmd thednmholelihing [traumatic.]
622. W: he was so upset. (.) He was so upset and he wanted he was trying to

justify to [me everything that this boy]

624. W: had done to him [that made him]

W: (.) lose his temper. (.) Erm (1)
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Miss Williams clearly empathises with Owen and recognises the difficulties that he has
faced. She speaks of the fact that he O6wants to be

289. W: (1) From the minute he walked through the door he just really likes to be
liked.
291. W: And he really wanted to do well here.
299. W: he was so he was overly polite [with staff.]
300. W: So he hi mi ss hi miss (.) erm or weod

thank you thank you he was a and he just wanted to be liked.
307. W: and itdés | us t()wardtiagta bit of attemtiom k j ust | ust

3009. W: wanting to be I|iked. I donot I donodt
gets that from his friends.

She goes on to refer to him wanting to 6i mpress

594. W: wants your attention usthogetduwitt ¢ hewedts
not another (.) serious incident [cos]

640. W: Erm (2) but he he just loved to impress her

644. W: and hedd be beaming [with pride stood

| then asked her what she felt was behind those behaviours:

948. W: | think cos he knew thatwe bot h knew (. ) it was I|ike |
for what | 6ve done.

950. W: Yeah. (.) Sad that isnod6t it ((laughs))
Reflection

Whilst it was clear that Owen was indeed getting lots of positive feedback in school, like

Miss Williams | again felt that it was sad that Owen had been left feeling that he had to

6proved6 himself in such a way. |In her bu
had had much opportunity to reflect on this, and the reasons behind his behaviours.

However, | felt that the narrative approach to interview allowed her some valuable

reflection time. | wondered whether Miss Wi lIliamb
what i s not said, such as the f ac taboutthese

feelings that Owen or other pupils may experience. | wonder if it represented a

resignation to the situation in schools, whereby such feelings are inevitable.
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Miss Williams refers to a 6blipé ndhbheupsebtlyat Owen t
this caused him:

910. W: he had to have a bit of a telling off. (1) Well (.) he was distraught. (.) He
was absolutelyd i st raught . (.) I't was it he didnot e
detenti on. (1) But hedd Igabupset aboatni¢hataand he 6 d
had to bring him back into school.

916. W: And | (.) his (.) I think his thought process probably would have been (.)
|l 6ve | et people down. (.) Erm and (.) and t
know he (.) he had (.) that serious incident at (.) that school and I think he just felt

I i ke he@)dthinké brings lvack those feelings [s0]

918. W: (1) So (.) | mean | did some restorative work with him and the teacher

and that worked really well.

924. W: but Yeahbiertasse webve been so positiv
926. W:hed i d n 6 aany negativie.

Reflection
Again Miss Wi | | i ams seems to show wunderstandi
feelings, and how <clearly desperate he

wondered how the process had affected his resilience. | reflected on the importance of
ensuring that young people know that we are not perfect and all make mistakes. Miss
Williams did however seem to have some understanding of what was needed to repair the
situation i n ter msWhatfs peshaps sinsad hare is that whilsi Mikso
Williams speaks of Owen not wanting any negative, | also had a sense that her opinion
woul d also reflect t hat of the school,
indeed discouraged and frowned upon.

ol t hink he has got s 0o mgline 268)i a | emoti onal i ssue

This section presents Miss Wi | | i amdés t hougdpossibleaSEMH nedds,@we n 6
well as her perception of the needs of other FAP pupils.

Throughout her narrative, Miss Williams speaks of her understanding of the
0i ssues 6 t ha bringifiactuging Owen)| who have been through FAP:

4. W: And itbés really hard cos a |l ot of the tin

46. W: (.) and you know that they might bring your school some issues.
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504. W: They come off the role of the school that they were at and they come on
your school rol e. (.) Erm (1) and (1) it

some of the the issues that some of those children bring [to some schools.]

Reflection

Here Miss WIlliams seems to refer to the difficult situation that she faces, in wanting to

support those students but knowi ng that

environment. This perhaps reflects the tensions within the current education system,

whereby o6inclusion6é and Whathsperhapsturssaidysthe $act 3
that she feels the school lacks knowledge and skill in meeting these needs.

Mi ss Williams refers to her inter pdiffedltiess i on of w
263. W: (2) Erm (4) | think itds | think he ha
265. W: | think (1) | think he he seeks to be liked
267. W: er quite a lot.

2609. W: And | think i f (.) | thi nhke 6nsa ylbeef t( .b)e €

left out or something [I mean]

271. W: | dondét know the full incident (.)

273. W: the the details of the incident but

(

(.) got to the point where (.) his anger 6s ¢

She refers to the fact t hat she doesnot know

w h

594. wants your attention it 06 $opgtuh ate tshweredads (|

another (.) serious incident [cos]

596. W: (.) his behaviour his behaviourwi | | stay OK now [ hebs
598. W: (.) Erm and he knows what our expectations [are]
604. W: (1) 1 6ém just hoping (.) and | donot

that we can put in place [to prevent that]
610. W: erm (1) | mean we do have things like er the targeted youth service who

do (.) things like anger management [and stuff like that.]
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612. W: But he doesnét (.) come across [angry

She feels that he has settled in very wel/l, t

1002. W: that was certainly the first time 1|106d
put anything any interventions in place

1004. W: we (1) they just seem to have (.) coped with his move we | | and then h

settled in really well [so]

586. W: But otherthant hat wedve not really had to hawv

with them cos his placement herebds been [so

Reflection
Al t hough Miss Williams does omafleri stsaes d
was perhaps a lack of understanding regarding how that may present in children and
young peopl e, and t hat it i s not nece
behaviourd in need of 6buphpert .t hder 65t &

i ncident éhe knows wha't 0 U perhapsx fpriner tredldcts @an
perception that responsibility lies with Owen. Again, this further reflects her belief that
school holds power and position over pupils. | also wondered if certain assumptions

were being made regarding paelihdé, vs iewse
mum did not necessarily hold the same viewpoint.

Miss Williams goes on to speak ofthef act t hat O6being positived i

children with o6behavioural difficultiesbo:

882. W: erm (.) haeldds evho Wwaveé whe have come through that
system and ités (.) you can be as positive a

884. W: t he t he behaviour wonot (.) wonot
mai nstream provision isnbét right for that ch

She speaks of the fact thatafter si x weeks of a O6swapd, CYP beha
it wasb©6:

562. W: and theyb6bve been successful for the 6
vice princiopal |l i ke maybe two or three mont |
god ((laughs))

566. W: [ haliavé they behaved that six weeks as soon as they were on roll

[and they started misbehaving so.]
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She refers to the fact that she hopes going thr

626 W: () | know sometimes you like to hope that part of the (1) the swap

system and the FAP system is that it it itds a
628. W: again you do have your fresh start.
1156. W: T h ew Kids gou know. (1) Erm the the (1) the best thing is if they (.)

they go away they |l earn a d@ weédsenh@ad) mang

do that (.) where theybébve come back and

She speaks of énaughty childrenbé:
1146. W: youbdbd think like (1) t hat (.) CosS na
naughty children ((laughs)) (.) but (.) erm (2) yeah they (.) they tend to want to
come back.
868. W: Erm (.) and brought on themselves (.)
behaviour.
Reflection

Although Miss Williams is empathetic towards children with difficult backgrounds and
who may go through FAP, again there seems to be a lack of understanding around the
possi ble reasons for their behaviour. I

schools can do to change this,and t hat children can be
sense that Miss Williams perhaps felt that school should not always hold this
responsibility, or that they c an interestnglg
Miss Williams also refers to the O6purp
6l ear n @&Againeahsspermas.reflects the educational climate, whereby a focus
on 6l eague tablesd and o6éattainmento | e:

them being a risk t o. Agameuchsstatements éemforae ¢hp
position of power that Miss Williams feels school holds in the lives of children and
families.

0The wayPwsaVWAPdone in XLocal Aut hority JWlas one o
385)

This section presents Miss Williamés views on t

Miss Williams speaks of the FAP systems in place within the local authority. She refers

to the fact P6hadysttheem O6(SKkWWAOPwn as a managed movVeE
6fail edd:
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377. W: () Erm the the SWAPP system as a whole has just has totally failed (.)
now. (.)
1088. W: they changed the protocol.

1090. W: About (1) the (2) the register marks and (.) and legally the child then had

to go on roll at your school and things like [that.]

1092. W: Which would cause a school a lot of complications. (1) Erm (1) so (.) |
think_that was an element of a lot of people (.) backing out.
1110. W: Erm (3) therebds therebs all (.) kinds

for and (.) | think like on your (.) your sensus and stuff like that.

Miss Wlliamss peaks of the difficulties that were fac
LA (see appendix 13, lines 383-345, 478-488). Reference is made to the fact that no one

was monitoring it, that children were &et up to faildéand that it was perhaps used by schools

to say it was an 0 idustifygngba pemtanent exélusione $he speakstofh e n

a new O6SWAPPO6 esypwt smtt gt aiss a O6privated arrang
She speaks of childrensomet i mes &6 want i nandthabitcaneme viea alsé ,6r es p
for schools (see appendix 13, lines 1116-1134, 1078-1082)

Miss Williams speaks of difficulties with the FAP process generally (which Owen came

through)) as compared to the O6SWAPPO panel

466. W: we considered the childbés need maybe
Access.
468. W: Because (1) | think the heads discuss them there and sometimes (.) the

headds donodot always (.) know (.)

470. W: the children.
474, W:erm (.) they donét always know the ins
476. W: and whatoés (.) in the childbés best i nt

Miss Willliams speaks of the difficulties that schools face with the current FAP processes,

and why this may lead to a permanent exclusion:

W: itdés a bit of a frustration | ike at t he mome

Fair Access i f theyodve not had an Ed Psych [ ass
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769. W: we put a case together and dt h(ey)orhee §du
have to have [see an Ed Psych.]

765 w: mean he wonét benefit anything (.)
767 W: (.) And itdés (.) a bit of a pointless
1048. W: itds a bit Il i ke this at tdifieulttmgeme nt wh
a (.) child placed at another school (.) then (.) the the (.) the referring school then
(.) feel s |l i ke theybébve got nowherebet o go
[issued]
Reflection

| felt that Miss Williams was quite honest with me intermsof herper cepti on of
the FAP systems. However | did feel that she perhaps held back on her opinions, possibly
due to her perception of my role. For example what is perhaps unsaid are her further opinions

around children O0gommilgi owat irmdd @ tamat tthrei ¢
felt that this would cause complications due to school then having full responsibility for
chil dr en, and that this could then affect

alsoperhapsunsai d are the reasons why she feels t
in order to support the student at risk of exclusion. | wondered if this reflected a poor
understanding of the role, and her lack of knowledge regarding the potential value in such
situations.

Miss Williams refers to the fact that new FAP systems are coming into place, and her
hopes for success:

1052. W: [ Yeah] (.) cos thereds now an early i
so (.) fingers crossed.

1064. W: But | dm j(lgonnallea petten gystemt 0 s

1066. W: I t hi nk (.) itos maki ng sure that a
everythingbdés been done. ]

1068. W: That everything (1) that could possibly (.) be done for a child at their
current [school has]

Reflection

This section reveals many of the tensions that seem to be apparent within the Fair
Access Protocols and systems within the Local Authority. Again | feel that it reflects the
conflict benweamdodibérmd It as inane nt 6 FAP Whcedses are
trying to be more inclusive, schools are perhaps not equipped or prepared to meet these
needs, in light of other agendas.
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Summary

This chapter presents my analyses of individual narratives, where consideration is
given to how participants make sense of their experiences in relation to research
guestions. The next chapter will focus on how the narratives relate to one another, again
with links to literature.
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Chapter 5: Discussion

Overview

The previous chapter presented my interpretation of individual narratives, in relation
to my research questions. It is important to note that a vast amount of rich information was
generated through the narratives, and my discussions could therefore take a variety of
directions. Due to word limits, | will now reflect on what | consider to be the most salient
and powerful aspects of these individual narratives, in relation to each other and in relation
to the existing literature base, again with regards to my research questions (see page 22).

I will reflect on how findings might inform practice throughout, with particular
reference to the role of the Educational Psychologist (EP) (see appendix 14 for a summary
of the EP role, and appendix 8 for a summary for the LA). Finally, | outline the strengths

and limitations of this study, before suggesting possible directions for future research.

Introduction

This research set out to examine the perspectives of participants, in terms of what |
would deem a 6greyd form of exclusi on, known i
through the 6Fair Access Panel déd. This is used a
interpretations of the individual narratives highlight the many overlapping and contradictory
themes, ideas, emotions, thoughts and perspectives of the three participants, in relation to
this process. I n response to my r eseenasrecbh odf u etshtei
6school swap o6 e apeted anel mamelex.i | svoulch sugdest that issues of
social justice, ethics and human rights need to be considered, alongside a consideration of
what can be learned from the more positive outcomes. Such issues will form the foundation

of my preceding discussions. As is cited by Billington (2006) we need to ensure that we

@o not merely subscribe to the principles of ethical codes but work hard to resist becoming
separated from matters of social justice, whirceh étahe preserve op. all h
96).

The Local Authority: Links to the wider systemic context

As has been discussed, current educational policy and practice in the UK often
leadst o the marginalization of those who do not

However, exclusion is incompatible with the agendas of inclusion and the human rights of
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children and young people (Bagley & Hallam, 2016). Hence, rises in disciplinary exclusion
in England has |l ed to several alternati ves, i n

this specific LA.

The effects of this wider political context are evident throughout the narratives, and

Miss Williams speaks of the direct effects on vuiner abl e CYP. She speaks of
system having failed (known as a Omanaged movVve
Owenbés O6swapb). She speaks of children being

evidence of an oréapermanent exausion gam thentbejéistified. She refers

to school s 6 ocphtanngge so uttod swhsethnems meant t hat stud:é
hence perhaps having greater responsibility for their education. She refers to her own
intentions for sending CYPona Oswapo, including school recei
6l earning a | essonb. This is seemingly in <co
regarding the needs of pupils who go through such a system. These factors emphasise

that schools have multiple and competing agendasregar di ng why CYP may b«
(e.g. Bagley & Hallam, 2016).

Miss Willams speaks of current i ssues within the
relate t o Owe n 0 # seenss sthet. staff on the panel do not always have a full
understanding of CYP needs. The FAP panel has recently changed protocol in order to
reflect the SEN Code of Practice. Hence, before schools can reques t a Oswapd (a:
Owenbés &iarsteer venti onsé and involvement from Ed
evidenced. Whilst this sounds positive, where schools feel that they cannot provide such
support, they are then often | eft fWwomrhyodnho opt.i
experience on placement | know that this has led to an increased number of permanent
exclusions in the LA over the last few months. Drawing on this research thesis as well as
the FAP review (see page 7 for summary) | would suggest this is due to a variety of factors,
including a lack of staff knowledge in meeting SEN needs as well as the needs of CYP at
risk of exclusion. It includes a lack of knowledge regarding the SEN Code of Practice, and
a lack of robust Assess-Plan-Do-Review cycles. It also includes the wider, more system
wide issues that affect education policies and practices in the UK. Power and Taylor (2018)

highlight that:

6the unintended consequences of gover nment pol

6inclusived without having adequ@al2e resources i

Hence, the @ompeting demands of inclusion and the regul a r busi nes sleadd schoo

tod he use of exclusionary practicel2t hat o6fall s
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As Miss Williams st(aassi n aOwestdendedita keavia p 6
used when a student is O6on the brinko deh a pern
start§ and prevent the need for a permanent exclusion. In this way the principles are similar
to what is known as a 6manhgwdvmovebere osheo a
the student i mmedi ately goes Itbseams to bd d @ g raety 6t h e
process that just falls short of an official exclusion but is nevertheless exclusionary (e.g.

Power & Taylor, 2018).

Several questions have arisen as a result of this research journey. First, to whose
i nterests i s t he 6swapbd serving? Per haps any
favourable for CYP and families. However, | would suggest that such a process results in
undesirable factors not dissimilar to an official exclusion (to be discussed). | propose that
t he &6s wa pseney the iatenests of the LA, in reducing numbers of permanent

exclusion. This is problematic since:

Obuil ding targets ar oydonthsk eaxiaus pnastices, make themlessn | y | i k
visible, and actually prevent more effectively targeted resources and structures being made
av ai |(Rolvdr & Baylor, 2018 p. 12).

| would propose that neither a permanent no r an o6unofficialdé exc
answer her e, and that a different approach to

required. As is argued by the Centre for Social Justice (2011):

60Permanent exclusion can be a |l egitimate sanct.
reactive and punitive process which can be extremely damaging for children and young
people. It can be stigmatising for them and their school. Furthermore, it often fails to
address the issues which have |l ed to the chilc

pl ace. 0

It is further stated:

6There are also other means by which school s ¢
fresh start elsewhere, taking a forward looking and positive approach. However, these

should only be considered where best efforts have already been made to support them to

stay at their current school . 6 (p. 131) .

I will now discuss specific elements of my findings, in relation to the wider literature base.
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The Il ead up to the O6swapb

This research set out to examine the wider context of the swap,i ncl udi ng O6bef ¢
6duringd ®Brdngafooear 6t.wi |l ightd is a significant
narratives, which seemed to have a range of negative effects. Owen missed seemingly
weeks of his education, being in school for only two hours per day. It was inconvenient for
parents who had totryand o6t eachd® hi m at padforea,mattsrutbrtdii s aun
compensate. My interpretations led me to believe that Owen felt guilt and isolation, and
was | eft feeling unworthy of an education. It
0 r e s PPrevioesdesearch on the effects of permanent exclusion reports similar difficulties
(e.g. Rendall & Stuart, 2005). Neither Sarah nor Owen appeared to fully understand what
this processwas. | t seems that this was a form of O6inter
weeks. With regards to smé@&hrdoemsg)] ushendf &nd 280
schomlbst 6act reasonabl yé wh eamttimd spemt thera shbuldr o o ms
bebdused as constr udplR)vTdd Gentra for SpaaisJastice (2@1G) also
speaks of <concerning practi c e whicharesoftenluiseddasnt er n al
dol di ng odordaaynpdpils with challengin g b e h & 138)ulndéed, it appeared
that this served as a O6holding bayé for Owen wl
that the quality of such provision can vary considerably, whereby pupils are not given
opportunity to improve or understand their behaviour (The Centre for Social Justice, 2011).

It is further highlighted that:

6These provisions are strategies that are ai me
reported by school séEven though r edfamiliesnagd excl us
schools, it should be done through increasing the breadth and quality of the educational
provision, not by grouping the most vulnerable
school . 6 (p. 139)

Owen went for seemingly weeks receiving this limited provision (October until
possibly mid-January), which does not appear to be in line with the 2016 DfE guidance
stating that 6isolation roomsd shoultiglundear used ¢
whether this was recorded as a formal, 6 fd xter mé6 excl usion for Owen
Soci al Justice (2011) speaks of o6illegal excl u
of ficially and so does not affect the school 0s
which was indeed the case for Owen. Whilst not officially recorded, these pupils are given
the same experience as a fixed-term exclusion (Barnados, 2010, as cited by the Centre for
Social Justice, 2011). The DfE (2017) cites:
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6l nformal 6 or dunofficiap WpielxcHame otsq caalh afsf
regardless of whether they occur with the agreement of parents or carers. Any exclusion of

a pupil, even for short periods of time, must be formally recorded.6 QOp . 1

What 6s mor e, i f Owerf fhad arl &c eeixwd du samn, the foll

would apply:

0 For geribd excligion of more than five school days, the governing board (or local
authority in relation to a pupil excluded from a PRU) must arrange suitable full-time
education for any pupil of compulsory school age. This provision must begin no later than
the sixth school (D&)016,p.18).he excl usi on. 0

Owenbés ©provision of 6t wo hours per dayé with
number of weeks does not appear to meet this criteria. It seems that he was denied the
education that was entitled to during this time. This added to his feelings of frustration and

shame, highlighted in the previous chapter.

Behaviour as a communication

Throughout her narrative, Sarah repeatedly reinforces the need for staff to
recognise the effects of Owenbdés difficult home
with domestic violence, living between two part
experi ences hoob@ghottsahdol $hie emgpbasides that whilst Owen needs to
know his behavior is not acceptable, he also needs the opportunity to learn from this and

for underlying needs to be met.

Disruptive behavior can be very concerning in terms of impact upon pupils, parents,
staff and families. Annually, disruptive behavior accounts for 38 days of lost teaching time
(OFSTED, 2014). Schools have to meet targets and manage behavior, and those staff
member s under lg3glikely ® havethedimesanddpatience to establish positive
relationships with challenging pupils, or develop strength-b a s e d app(Roflexgc hes 6
2016, p. 38). Ar mstrong (2018) speaks of t h ehatGsmanage
embedded within the UK education system. It is highlighted that the profound and
significant implications of developmental psychology are often disregarded by educational
policy. Rmd ma&ge drhd afprosah toghe comdud of CYP in schools is
@ften intellectually muddled and un-informed about child and adolescent behavior and is
often reinforced by il-kc onsi der ed plArrbstrang 20030 . iL3). yt &s suggested

t hat pol i cy ma keemsgto be mesp&nsie Itoaperibdicémoral panics about
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behavior in schools6 ( Cri tcher, 2008, ci t e dathéryhanAdliants t r o n g ,
upon careful, research-informed consideration of how what might be effective and ethical in
p r ac t{Armstemdy & Hallett, 2012, cited by Armstrong, 2018, p. 999).

Through developmental psychology, the behavior of CYP is understood to be
shaped by a dynamic process, involving daily interactions with those significant individuals
(e.g. parents, peers, teachers, siblings) (Armstrong, 2018). The process of behavioural
change is highlighted (Paterson et al., 2016), with school being recognised as a key
shaping i nfrnhaujeonrc ec camtdr idbut or to childrendés soci
devel opAmsrang 2018, p. 998). It is proposed that a radical cultural shift is
needed, so that there is better alignment between evidence based research in
developmental psychology, and the policies and practices in schools (Armstrong, 2018).
Integral to this is the vital importance of 6 t a ¢ k | isnwhgich Liralerpin@liserved behavior
by st u(drmsirong, @018, p. 1004).

Law and Woods (2019) highlight the vital role of EPs in problem solving and
consulting with schools, in order to understand the factors underlying behaviours.
Bronf enbr elogicad mdadsl is suggested as being a useful framework, whereby
consideration should be given to the relationships with peers, parents and the school
environment (Hong & Espelage, 2012). As is emphasised by Owenos mum Sa
parenting styles and the relationship between CYP and parents is highly influential in
shaping behavior (Smack, Kushner & Tackett, 2015, cited by Gouveia, Leal and Cardoso,
2019). Positive peer and staff relationships are widely known to be linked to wellbeing,
resilience and resulting positive behaviours (Gouveia, Leal and Cardoso, 2019, p. 68).
Owen himself highlights that his aggressive beh
a desire to be O6popul arb.

Al t hough Miss Williams briefly reflects th
emotional needs?o, there seems to be a | ack of
t hese, as wel | as those of ot her children who

(2015) speaks of those children with SEMH needs who may o6fly wunder the
behavior i s not s e eThis appearshiebe the tasel far Oweg,iwhayid .
generally owell behaved?o, bright, popul ar and
6success stedr ynwootwhnoe edlo 6 arHye ri mmted rewv emteird nismd .G n t e
perhapsi ndi cati ve of n odtherdharsfor allbwing spacq forirefldctiorf ank 6

curiosity (Frankham & Kerr, 2009). Furthermore, as mentioned earlier, Kearney, Williams

and Doherty (2016) highlight that a long term approach is needed to break cycles of poor

outcomes and complex problems that are often present in the lives of CYP and families.
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Armstrong (2018) speaks soltionb heahabe a&ahatvéedl aty
dackle the wicked problem of conduct in sch 0 o | sdéegdly inconsistent with evidence-

based i nteractioni st model s about human behav
(Armstrong, 2018, p. 1005).

Miss Williams regularly refers to pupil s needi ng aHowefer, éwonld st art &
propose that anopportunity to dédmake sensed of swthat has
youngsters. Thenot i on of a of r es hchildl Odiait,tadd dowmgaysitrees a wi
vital role of the environment and relationships, which underpin behavior (e.g. Frankham
and Kerr, 2009, Jull, 2008). Razer, Friedman and Warshofsky (2013) further highlight the
effectsofsuchd bl amed bei ng pl kadiegtotheneinfoncethent af megatve s ,
cycles. As Bagley and Hall am ( 2 @elpéd) youhgopeapld to loegk O6f r e s |
towards their future in a positive way, however this was not sufficient on its own. Alongside
this, CYP stressed the importance of schools responding creatively and flexibly to
individual need, as well as focused support during transition, integration and in the long
term. Although Miss Williams speaks of personalise d 6 pastor al thesepgegmrt pl a
to be focused around targets such as périmapst pi cki
infers a within-child deficit.

Miss Williams highlights that for some students, this notion of a dresh startg as well
as an emphasis on O0bei ng p o sfurther refledis thatdoosereen 6t  al w
student s, O6mai nstreambé may not be the answer.
speak dafelphesdness framed whereby staff view g
maintains the cycle due to a lack of action. Goo d al | (2018) further sugge
fits alld approach to supporting SEMH négeds i s
individual difference is highlighted, so that support can be tailored. Schools need the
advice and support of wider professionals (particularly EPS) in order to implement such
evidence-i nf or med practice. As Hami |l tpwfessienaldneddor gan |
to be allocated the time and autonomy to deliver appropriate teaching and behavioural
s uppd@pr 8% This includes a focus on promoting protective factors and building
resi | i en c whole schoolowhgehchildd ap pr ¢Rofeey @ES6, p. 37), with a
strong focus on @onnection, community, positive relationships, high expectations and
social and emotional learningd(Roffey, 2015, p. 20). Such positive factors

new school are discussed below.

Owen: A lack of voice
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Despite the SEN Code of Practice (2015) emphasizing the participation of CYP in
matters that affect them, research suggests that this is often not the case (Kimber, 2014).
Further mor e, since | egi sl ati on does naltin def i ne
6superficial partici pat i onséeig,(Hblodbsvdnd Roffey 018 o ni 2
highlight that although adults may want to do what is best for children, they may do so
@vithout appropriate, timely or effective consultation with the youngper son t he@s el vesaé
6). Furthermore, Young-Bruehl (2012) cited by Hawkins and Soni (2018) speaks of
6chil di smb whereby t he di scour se of chil dhoooc

6subordinated is used to justify the denial of

It is widely acknowledged that active participation in decision making is not only
beneficial for CYP themselves, but also for the reform of the school as an organization,
since CYP have much to offer (Ruddock, 2007, cited by Greig, Hobbs and Roffey, 2014). A
sense of participation is essential for feelings of connectedness and belonging, which in
turn enhances social and academic motivation and resilience (Greig, Hobbs and Roffey,
2014). Hamilton and Morgan (2018) highlight that students having opportunities to discuss
hopes, dreams and progress serves to foster a sense of motivation and belongingness, as
wel | as helping CYP to engage with oOreal i fe
suggested that in order to foster a sense of school connectedness, children and young

people need:

6str uct 4gaing dopportunities that genuinely seek to facilitate their confident
empowerment in the construction of a supportive school climate, the process of their own

learning and their personal growth and development.d ( Gr ei g, Hobbs & Roff ey
Kimber (2014) highlights:

6l nvol ving young peopl e wi ndh edoncatiahal placemmests o n s ab
mi ghdlél ow them to view themselves as aggmts of
30)

Owen and Sarah indicatet hat Owen was asked 6éwhich schoo
to, which appeared to be the extent of his involvement. This therefore reflects a somewhat
6tokenisticbé invol vementKimber (2014) erhphasides thasalakk Soni ,
of i nvol vement i ®xthes po o e saddedst iroafnesagirtead donodn 6
deelings of anxiety, helplessness and a loss of controld (Kimber, 2014, p. 30). My
interpretation of Owends narr at i viat sdch fegimgs wereaindeed prdsent
during his 0Bhelangdgepseo ly alsparticipants further highlights that the

6swapd was not a joint deci si on, mu c Howdverk e t he
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Owenbés involvement i n 0st ude nitive faaior ligblightedby hi s

Miss Williams, whereby he is able to get involved in some decision making processes.

EPs have an important role in supporting schools and systems to ensure that CYP
are involved meaningfully in the decisions that affect them (e.g. Kimber, 2014, Hawkins &
Soni, 2018). EPs promote the voice of the child through various different methods,
including direct work, work with small groups, consultation with the adults around them, as
well as systemic and organisational advice (Gersch, Lipscomb & Potton, 2017). Several
useful f ramewo r lkanstrue Aistesing, to QP ias Iaking place along a

continuumé from 6l owd to Ohighoéé sudQGerschhat

Lipscomb & Potton, 2017). It is proposed that such models need to consider t h eontéxtual
variables that can influence participation, such as the needs of the child and organisational
barriers to(pgParticipationb

Kimber (2014) further highlights that EPs are best place to support schools in
developing person-c ent r ed p | a n nwhiclyginvelte @ gourng gersenscontrilduting
directly to personalised targets and having an opportunity to clearly voice and record their

wi s h(p. 8. It seems that Owen has not had the opportunity to set and monitor his own

targets in his new school, with o6targetsd

by school alone. Flitcroft and Kelly (2016) highlight the importance of students being able

to monitor their progr e s s after a O6moved al ongsi de

highlighted that that deally enabling their participation is highly ¢ o mp |(G&reigd Hobbs &
Roffey, 2014, p. 9). It is proposed that cultural, societal and practical issues give rise to this
complexity, some o f which are discussed abovegeag.

Billington & Williams, 2017). He nc e , as EPs wempower oarselves aywre-

phil osophising our own restricted(p. 9 Howevernc hed

itisproposedt hat t he pat@dte-ergering,mwithifresh idsights, knowledge and

t o o(p. 9)avith regards to listening to young people. In order to facilitate the expression of

voi ce, both CYP and ndecdtraiaingwandtexperiancedoudaveloptthkire m

s k i dolthat dhey can listen in an authentic and meaningful manner. A cultural change is

n e

on¢

such

supp

ud

a

required in order develop their acptocesssotannv ol ven

e v e (Gteid, Hobbs and Roffey, 2014, p.10).

Owen: Shame, isolation and protective factors
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For Owen, the narratives highlight that school is a place where he can feel
belonging and a sense of achievement. This is particularly heightened due to his difficult
home life and background. As Roffey (2016) highlights:

6for some children school may be the only plac
them, where there is consistency and (B8%bility

However, Owends Ovoicedconsrackeedfiedbe|l appe ar
been | ost as a result of his time on o6twilight
whereby he seemedtofeeli sol at ed| emge d&d af f. Thappearédptay ni s h me

lead him to feel shame and guilt, expressed at times as anger in his narrative. Tangney et

al . (2013), hi gh!l pantult distugiivee temosion ¢hat eften arisesawhen

individuals recognise their own negative attributes or unwanted behaviours, especially

when these are observed by ot h e(citeddy Cook, Wildschut and Thomaes, 2017, p.

120). Shame can occur when individuals fall short of expectations (Cook, Wildshut &
Thomaes, 2017) and c anferiotity exposurecandfreslectionsringsslf- o f o]

w o r tGlib@ért, 1997, 1998a, 1998b, Mills, 2005, cited by Cook, Wildschut and Thomaes,

2017). Shame has been found to be associated with a range of diverse consequences,

including depression, anxiety, aggression, impaired working memory amongst others

(Cavalera & Pepe, 2014, Mills, 2005, Reimer, 1996, Thomaes et al., 2008, 2011, cited by

Cook, Wildschut & Thomaes, 2017). | would argue that Owen has not been able to make

sense of or validate these emotions. As a result of these feelings, Owen is now desperate

t @proved himsel f i n hrécegniseadby allpaticipants He is afvdidithath | s

it may happen again. Research on the effects of permanent exclusion reflects similar

findings, whereby pupils feel unhappy, lonely, isolated, stigmatized and cut off from friends

(e.g. Daniels, 2011, Rendall & Stuart, 2005). | would propose that t he
mirrors what Vandekinderenetal. ( 2018) desacci dle ascléousiwbich i n ed.

is a dnulti-layered concept covering:

0t he physecaf abseskeatly vulnerable young peopl e
meaning-ma ki ng processes i n educationé [and/ or ] 1

educaipildn. 6

Owenbés motivation, determination and resili
factors throughout the O6swapd process, as wel |l
These factors are highlighted by all participants. Daniels (2011) found that supportive staff
and parent networks help to aid the resilience of pupils permanently excluded. To some
extent, Owen also appears to show the ability for self-reflection. This is evident in his

comments abausmbrti ngoy who has mAuchqgualtiesakeupi d m
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highlighted by Hamilton and Morgan (2018) as being essential for successful transition.
Further mor e, Owenb6és motivation and desire to 0]
as amgent o f witbitn hisneglcdtion, which Kimber (2014) highlights as being

pivotal to success (p. 30). Cook, Wildschut and Thomaes (2017) speak of the fact that CYP

who endorse a 6growth mind setd experience | es
this view of ability as Odads cta €YfRepersistilg Gvhem at her
confronted with setbacks. However, for those children who do not hold such qualities, the

6swapd experience may be somewhat mor e damagi n
wh ammy ¢httReffeyt(2D16) highlights.

Identified good practice

Despite various I imitations of the O6swapd |
highlight some Oprotectivedé factors in Owends n
existing Iliterature regarding xslusipnp@or éexamplgg, CYP w
Miss Williams speaksof t he school promoting 6high expect a

as well as clear and consistent systems and structures. Owen himself speaks highly of this
organised and predictable environment. Gouveia, Leal and Cardoso (2019) highlight the
role of the school climate in impacting upon the attitudes and behaviours of pupils. This
includes factors such as the organizational structure of the school, strong leadership, high
guality teaching and learning, interpersonal relationships and school values (Cohen, 2009,
cited by Gouveia, Leal and Cardoso, 2019). Roffey (2015) highlights the value of high
expectations, whereby clear boundaries are provided. This has positive implications for

resilience, whereby CYP learn to be resourceful in the face of challenges.

Both Owen and Miss Williams praise the quality of teaching in school. Hamilton and
Morgan (2018) stress the value of staff in creating a positive learning environment, where
failure is seen as part of learning. Owen highlights this, in reflecting that teachers
encourage him and support him to do his best, and develop his 6 gr o wt i3 e tildisn d
helps students to h a v e moéegositive outlook towards failuredwhereby they wilb often
l ook for strategies that v Hamikon & Modgan, 20Ejpr88)succes s
Bielby et al. (2012) highlight that such approaches create environments based on mutual
respect, where students know that staff care about them. In turn this develops their

resilience, motivation and sense of belonging.

Owen speaks of his enthusiasm for his new friends, who Miss Williams says he has
quickly formed good relationships with. Fundamental to this appearstobe Owenés nat ur al

sociable nature, whereby he is able to make friends quickly. This is identified as a key
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aspect that impacts upon the successful transition of pupils between schools (Hamilton &

Mor gan, 2018) . Mi ss Wi I | i amshich schobllset gphtd lselpt he &6 b
students to settle into their new environment. She also speaks of Owen developing a

positive and supportive relationship with a key teaching assistant, who helped him to
6settled particularly during his first few wee
she has done with Owen and one subject teach e r foll owing a slight 0
one of Owenb6s | essons. Restorative approaches
providing students and staff with learning opportunities that shape positive social
relationships, and develop conflict management skills (e.g. Short, Case & McKenzie,

2018).

As discussed, developing supportive relationships with both peers and adults is
widely reported to foster a sense of belonging in school (e.g. Flitcroft & Kelly, 2016,
Goodall, 2018, Gouveia, Leal & Cardoso, 2019), particularly for those children who may
have more difficuldt home l i ves (e. g. Rof f ey,
strongest factor in resilience is having someone in your life who thinks you are special and
shows t hey c dp. 23). Hamittan aand Margad (2018) further state:

6positive reinforcement and encouragement of

motivating students and developing their self-b e | (p.e88).6

Finally,al t hough notions of a nedativeimplicalohsgdsuchdéd hav e
as placing blame), there do seem to be some positive effects as highlighted by both Miss
Williams and Owen. It seems to have enabled an element of hope, as well as an
alternative Onarratived f ornity@mieipate a positieerftaubey he ha
Flitcroft and Kelly (2016) highlight the importance of positive language from staff, which can
foster a sense of belonging. Al ongsi de this is Miss Wi lliamds
desire to ensure the correct support for CYP who are at risk of exclusion. Much can be

learned from this good practice, in terms of schools supporting vulnerable CYP.

Power struggles and communication barriers

In a review of the research to dat 018n 6 man:
speak of the stress that the process can have on families, often due to poor
communication. | would suggest that this experience is mirrored by Sarah, who indicates
that poor communication led to stress and uncertainty. It seems she did not fully
understand the processes, including the Ot wilii.

highlights that where parents are uninformed and lack knowledge about the details of
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pr oc e spmadices andjudgements that fail to meet the expected standards often pass

without scrutinyd (p. 308). Sarah did not appear to be involved in discussions around

Owenb6s needs, and did not know why they were w
She highlights that communication between professionals was poor. According to Trotman,

Tucker and Martyn (2015), high quality information sharing between provisions is essential,

particularly at key transition points. Sarah appeared to feel powerless and exhausted in

trying to act as an advocate for Owen. In a review of managed moves, there was often a

high level of involvement required from parents. In order for them to feel involved and in

conrol, they often had to adopt LA roles (Muir, 2013).

The importance of parental involvement in school life is well documented, in order
to create positive and supportive environments (e.g. Gouveia, Leal & Cardoso, 2019) and
to ensure educational achievement (Meldrum-Carter & Gus, 2015). However, it is
recognised t Isexuring gparental involvementis n o e a fMeldrumaGaked & Gus,
2015, p. 13). As is cited by Meldrum-Carter and Gus (2015):

O0Even though school and home may have the same
child, they may have different motivations and pressures which affect the communicative
procdpkh). 6

It is suggested that staff needt o | coldempt g 66and béconsider the
giving and whether the parent is ready to receive it 6 ( MeChrtbr&Gurs, 2015, p. 18). A

significant concern for Sarah and also for Miss Williams was in regards to the initial

meeting, which led to Miss Williams insisting that parents 6 st op ar gui ngabah As a
reports that she was left feeling 6 mo r t Asfisiciéed By .Meldrum-Carter and Gus (2015),

dvhat you say and how you ssavyeriyt 6 mpab the arang timeagividg 6
adviceéand teaching new behaviours (mil®.hlt act ue
seemed that Miss Williams perhaps lacked some awareness of the effects of such an

interaction, as well as possible alternative ways of managing it.

Meldrum-Car t er and Gus (2015) further speak of
school s see doreetd,r wiitelhw @mar éad jsu nte ead(md). &t ion Pl y 6
suggested that both parties need a better awareness of this power dynamic, as well as a
better understanding of what the other is thinking and feeling. Staff may feel under
pressure to uphold the agenda of the school, leading to a somewhat @ i gi d6 or O6i nf |
response. This then serves to maintain the status quo, and parents can feel they have no
voice (Attwood, 2007). Wher e parents f eel Opower |l essdé, this
out 6, perhaps appeari ng Opwifessianals. it gah alsorleadéta i s enga

feelings of anger, due to their desire to defend their child (Attwood, 2007). They can be
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seen as O0di f fi c(Rdffeyd200d)yS uscchh odorlinflgsibldddf froaes pponses fr
staff could be said to occurwhenSar ah showed them the o6videod of
that she wanted to work together, and wantsthemtounder st and t hat Owen i s
6badbd and that he needs t o (Rofeyg2004). Hiweverbae ac c e p
focus on school agendas appears to have resulted in Sarah feeling isolated and with no-

where to turn.

Meldrum-Car t er and Gus (2015) speak betdohewalkld
alongside apphoather 8¢ bbme t @p@anehdp. 18). Motivational
interviewing (Miller & Rollnick, 1991) is suggested as a useful tool for staff to use with
parents, to

@nable staff to listen for any mismatch between their agenda and that of the parents, and
enable them to have a strategy to remedy this; one which invokes change rather than
creat es (MadrumiCartersk.Gas, p. 19).

Meldrum-Carter and Gus (2015) further highlight thatt he g o al o f witlh paeemtst ner s hi
is difficult to achieve due to such unequal balances of power. Rather, it is suggested that

staff s ho wdlaboradiondn ¢  JAgaibh, EPs. are in an ideal position to support

schools towards this goal.

Reflections on the research process.

Through this research journey, | have become more aware of the long history of
children, young people and families being seen

and social exclusion. As Billington (2000) states, there is a need for

6professionals to be awtallergandtheir hebdealso to peoomer as s
historians who possess some understanding of social, economic and political processes in

order thatwarhdk yofnfi gthte 6psychol ogi (p.d417). on of pol i f

As is emphasised by Williams and Goodley (2017),ther e i s a n eeddgogical r et hi |
practi @andd redchaptei dnal weenekbyg d@wsabiingy to the
al l owi ng t he diergpptieesetnarmative ydeals of c & i | d (p.db68).dE®Ps have

an important role in reflecting on their daily practices, and the extent to which differences

are celebrated or problematized, in order at berofdteirveanviosi on f o
(Billington & Williams, 2017, p. 8).
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The value of narrative approaches in raising marginalised voices and empowering
individuals has influenced my daily practice greatly. Through narrative, a greater
understanding of the ways in which individuals make sense of their reality can be reached
(Tellis-James & Fox, 2016). As well as developing my understanding of participant
experiences, the approach appeared to aid participants in reflecting on their own
experiences, enabling them to make sense of &vhat has happened or what is happeningd t o
them and to others (Tellis-James & Fox, 2016, p. 327). | hope to continue to bring such
elements of narrative practice into my daily work with CYP, families and professionals.
Integral to this is reflecting on the complexity of the human experience, including a
recognition of the complex relationship between words and meaning (e.g. Frankham and
Kerr, 2009). As Craib (2000) suggests, life stories can conceal as well as reveal. Narrative
al |l ows i n dbringithetio @ettirent issoies t discussions rather than constraining
their voicestoour o wn t dVparhans, 2012). This research journey has emphasised the
role and power of n ane-s & b r ydentitigsp in Eying @ttemtign toa nd 0
those stori éeat hag [Whitee&nBEpstan, 1890, p. ix). In this way,
narrative presents a powerful possibility for both personal and societal change.

| have been able to consider relational challenges, particularly when
acknowledgement is gi v e n  presentehand indpact of the researcherd il[n@on &
Williams, 2017, p.9). | acknowledge that my role as a TEP within the LA may have
influenced the narratives of participants. This has highlighted the importance of reflection
and reflexivity in my daily practice. As Billington (2006) highlights, dhe practitioner who is
required to be an active and reflexive researcher at ease with the principles of critical

thinking and evaluation of practice could begin to engage more creatively with children and

young peddpl ed

Limitations and suggestions for future research

This research presents one <case study rega
specific local authority. Where case studies are carried out in sufficient numbers, this can
l ead t o knowl edge a n d generad gends taadn tthé typmjcalitya bfo u t o}
occur r éWwilge2@, p. 86). Furthermore, the expression of individual narratives
develops and widens our understanding (Cefai & Cooper, 2009). Hence, this research
contributes to our (limited) understanding of the effects of such practices, both for schools,
families and young people. Wi t h t he growing number of such 6gr
the UK, it is essential that research continues within this area.

Limitations of the present case study include the limited perspectives drawn upon.
As stated, due to ethical considerations, with my research supervisor | decided not to
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interview Owenbés dad. I al so de c ithretde teahings pe a k v
assistant who knew Owen well, due to Miss Williams having specific knowledge about the
FAP system. Stake (1978, 1994) refers to the fact that case studies are most useful where
they incorporate multiple perspectives. Thomas (2017) also refers to the usefulness of
case studies, whereby o6a reiscoh issetdgatohfer @mul(tpi.p |
Future research could consider including additional perspectives, so as to add to the
richness of understanding regarding the case under inquiry.
Throughout this narrative research process, | sought to allow participants to
become story tellers, facilitated by my listening and stance of genuine curiosity (e.qg.
Morgan, 2000). However, | recognise that | had the ultimate decisions about how the
narratives would be edited and what would be included. Although narratives were co-
constructed through the relational nature of the interviews, the analyses represent my own
interpretations of participant stories. | decided not to share analyses with participants due
to the sensitive nature of these interpretations. Future research could consider a more co-
constructive approach to narrative research, whereby participants can truly own their
stories. As Wa r h Bymworkir®) Qvith2ydungspeople as £a-res@archers, we
assume their competence and move awa@8)r om a mo
Research should seek to further examine practices within academies, as literature
here is extremely limited (Messeter & Soni, 2018). It is only through these revelations that
we can come to understand and challenge practices that marginalise. Research should
examine the longer term impacts for CYP and families, since it is possible that difficulties

may manifest over timeé(Messeter & Soni, 2018, p. 182).

Conclusions

This research thesis has presented the perspective of one young person, parent
and staff member regarding their O0school swapb
an approach ofalls shortoé of o f fsionary @Pbwerd&e x c | usi
Taylor, 2018.) As a result, |1 argue that both Owen and Sarah were left feeling isolated,
helpless and afraid it may happen again. Rather than being supported to learn from and
make senseidéntvdhehi ab | e dwasleft fdelngguik and ghame,Owe n
often expressed as fr uscthridtdido ne xgppahredata gawen.s O Wi t
blame on Owen for his behaviour, rather than considering the complex interaction between

him and wider systemic factors, including home life, upbringing and relational factors.

The swap process itself appeared to be stressful for both Owen and his family. A

lack of communication between them and professionals seemed to be central to this.
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Power hierarchies are very visible throughout, whereby Owen and Sarah appear to be very
much silenced. Owen missed much of his education for a significant period of time, as a
result of o6internal exclusion6é during the

parents who had to provide additional education and childcare.

Positive factors at Owen6s new school
base. These include opportunities to develop positive relationships with both peers and
staf. Invol vement i n &st uddewvetoping feelinge d cosneceedmsess ano
belonging, resilience and motivation. High and consistent expectations serve to provide a

sense of safety, security and motivation. The noti on of a O6fresh

positive outlook for Owen, however it also leaves him feeling accountable for his behavior
and without opportunity to make sense of what has happened. As Frankham and Kerr
(2009) highlight, moving forward requires a consideration of the past, whilst not letting it
prescribe the future. | argue that a focus on such good practice should be universal, in
order to support CYP to pr eAsimhighlighated dyrBillimgiod
(2000):

d&or we live in a culture in which children are removed from one school and placed

elseswher e just because their differences are

solutions are devised often in accordance with the needs of the government rather than
necessarily what the child might choose for themselves, and thus constitute punitive acts of
authority in which childrends differences
social exclusion. | suggest that the effects of such separations may be detrimental and long

| as t(p.2).g 0

Alongside the recommendations for the local authority and implications for EP

practice (see appendix 8 and 13), some practice implications would be suggested for both

| ead

be

star

ref | e

1

deem

ar e

parents, children and school staff, shoul d they find themselves i

similar. For young people, | feel that having someone to talk to who has gone through the
systems would be helpful, such as a buddy peer. Reassuring young people regarding the
mixed emotions that they will be feeling will no doubt be helpful. This will come from having
a key adult to speak to throughout the process, so that they can make sense of what is
happening. Encouraging young people to talk to and open up to parents, siblings and
friends will be a good support network for them, as well as possible independent services.
Likewise for parents, it would no doubt be helpful to be put in touch with other parents who
have gone through a similar process, in order to offer advice and support. It is important
that parents are aware of support systems that are available, such as independent services
including SENDIASS. Such services will help parents to understand their rights, and to feel
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confident to express their worries and views. Parents should also be guided towards
information so that they fully understand their rights in the process, including legislations

around exclusions, as well as behavior and sanction frameworks and policies within school.

However, many things explored and revealed in this paper are beyond the control
of parents and young people. It is the responsibility of the local authority and school staff to
ensure that processes are fair and CYP and parents are fully involved throughout. It would
be helpful for school staff to be aware of the following good practice recommendations.
First, staff should understand the vital importance of gathering information regarding the
young personbdbs needs. This should involve spea
pupil themselves and parents. It will be important that transition is tailored based on these
needs as well as the wishes of parents and young people. Factors that may be helpful
include assigning key adults and buddy peers, particularly during the initial stages of the
transition. Having regular reviews involving the parent and pupil, even if they are seemingly
doing o6well &6 wildl be i mportant. Whil st a focus
understand that pupils may likely benefit from some opportunity to make sense of the
swap, which would likely have been traumatic for them (see appendix 8 and 14 for further

recommendations).

Finally, this research thesis adds to the growing body of literature which
demonstrates that current government educational agendas, including an emphasis on
0l eagued tamd edacademi d naompianméhted wi ahethe not
Such educational policy |l eads to the marginali z
within this results-driven educational arena. This is leading to the growing emergence of
6greyd6 exclusionary ©practices, such as this pr.
these practices serve to reduce and 6émaskd the
fail to address the reasons which led to t he Omovedd i nEducdtiamal f i r st
professionals, including EPs, have an important task in challenging these societal
processes. This thesis presents a way of working with CYP, families and professionals, to

prevent those who are most vulnerable from being left behind.
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Appendix 1: Narrative based interview prompts

Tel | me about é.

Tel | me more about é

Can you remember a time whenté
How did that feelé

What was that like for you?

Were there any other occasionseé
How does ____ see you

Who else knows that about you

What would____ think about that

Did anyone else notice?

How can you tellé.

Is that important to you

Is that something you normally feel

What has changed

What effect did that have?

What makes you think that?

Clarification

What do you mean byé.
You said thaté.

What is thate?

Can you give an exampleé. ?

Exceptions

Who sees you differently
When was it better
When was it different

When have you not felt6é
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Appendix 2: Alternative methodologies

1. Phenomenological Methods

Many diverse strands of phenomenology exist, whereby each makes different assumptions
about certain issues, such as the nature of being human and human action, as well as the

role of language and interpretation (Willig, 2008). Willig (2008) states

@henomenology is interested in the world as it is experienced by human beings within
particular contexts and at particul ar ndingmnesé t h
on the perceivero6s |l ocation and context, angl

perceiver 6s me(m 52| orientationé

Some approaches to phenomenology assume that it is possible for the researcher to

suspend judgement, presuppositions, assumptions and interpretations in order to

experience the phenomenon as it is experienced by the research participant (Willig, 2008).

Conversely in the present study, | see the research process as very much a co-

construction between myself and the participants (due to the relational nature of research),

and that O0bracketingdo al/l past knowledge is an
(al so see Watt s, 2014) . | nt er pr edormdried with phenom
examining experience, as far as possi bl eéwi t hout being overly
psychol ogi cal theorizing or by p Emitho20B/lp. procl i
302). However, whilst IPArecognises t he i mportance of the researc
than some of the other phenomenological approaches, 6i t does not actually
incorporate this insight into the research process an does not show us how the
researcher s own conceptions ar((Wilg, 2008, p. 0.t ed i n
Hence, it does not quite fit with my social constructionist positionality, since themes are

s ai demerge add be discovered in a way that invokes grounded theory rather than

soci al c 0 n WIltigu20Qa8 ip.d0).iA $urth@r reason why IPA was rejected is due to

the fact tha t it a s sruenperse stemda a6 i onal \aanldi dtliantgydge oof [ an
provides participants with the ne@lg@8 . tool s
66). However, | would argue that rather than describing reality, language constructs it,

t her elfaorgeuadge can never simply d@Wlkge2008xp67)e s si on
Furthermore, it assumes that participants are able to communicate the richness of their

experiences, which is difficult particularly for those with perhaps marginalised voices, who

are not used to doing so (Willig, 2008). | hope that in this research journey | am able to

provide a reflexive and reflective account on these issues.
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2. Discursive Methods

Discursive methods were a further option for my study. Discursive psychology sees

language as constituting knowledge (Seymour-Smith, 2017). Discursive methods are said

to be social constructionist in their epistemological positioning, whereby versions of reality
areabked i @ilig, 2008, ip.n@3H There are two approaches to the analysis of

discourse, including discursive psychology and Foucauldian discourse analysis (FDA).

Whilst the former is concerned primarily with how discursive resources are used to achieve

interpersonal objectives in social interactions, FDA goes further in its claims about the

relationships between language, human subijectivity, social and power relations (Willig,

2008). Limitations of such an approach for myself in the present research journey are

detailed in literature. First is the question of the formation of personal identity, and whether

discourse is all that is required here. For example the role of past experiences is unclear,

which is something that | hope to reflect upon in my tentative interpretations. Furthermore,

how individual differences in subject positions are accounted for is also unclear (Wlllig,

2008). Although discourse analysis would have produced an interesting and different focus

to my research, | felt that narrative analysis would afford better opportunities to answer my
research questions and | ook imangge meractiomsnagdu age a s
pursue ohbWikcgiveods, p. 107) . R a t understanding, hope t
interpretation and (Wattg20l4cmd).i on of meani ngd
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Appendix 4: Information and consent sheets

a. Staff information sheet

Participant Information sheet: Staff

Research Project title: The stories of young people, parents and staff who have been
involvedinad Sc hool SWAPOG.

Dear

My name is Helen Rowe and you are being invited to take part in my research project.
Before you decide it is important for you to understand why the research is being done and
what it will involve. Please take the time to read the following information carefully and
discuss it with others if you wish. Please ask me if there is anything that is not clear or if

you would like
7

more information. Take time to decide whether or not you wish to take part. Thank you for
reading this.

What is the purpose of the project?

The research project involves listening to the experiences of young people as well as their
parent/ carer and staff member who have been inv
your views are important as they can help to improve support for young people. | hope that

my research will help to inform what is helpful and what is not, what works and what does

not , when a young person undergoes a Oswapd so
and staff can be supported effectively.

Why have | been chosen?

You have been identified as a potential participant since you have been involved with a
child who has undergone a 6school swapd in the

What will this involve?

If you decide to take part | would like to talk to you about your experiences in working with
the child who has undergone a O0school swapé6.
times and what you felt worked, and what did not. As part of this we might make a visual
image of the timeline of events to guide our discussion. | will probably meet you a couple of
times, for around an hour each time over the next few weeks. QO
P

Do | have to take part?

Taking part in this research is entirely voluntary and if you decide you do not want to take
part you do not have to do anything or give any reason. | hope that taking part in this
research will be a positive experience for you. However | understand that some things may
be upsetting or difficult for you to talk about. If you do decide to take part you can decide
which experiences you do and do not want to talk about with me. You can also stop the
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conversation or decide that you no longer want to take part in the research at any time and
you do not have to give a reason.

What will happen to my information and will my taking part be confidential?

| would like to audio record our conversation so that | can write down what is said. As soon

as | have written it down | will delete the recording. | will get your permission to include the

information that you give me and it will only be included if you agree. If you would like me

to show you the transcript of the conversation so that you can check the content and

remove anything that you do not want to be included, we can arrange this. | will not include

your or the childbés real name in the research e
be changed. All the information that | collect about you and the child during the course of

the research will be kept strictly confidential. You will not be able to be identified in any

reports or publications.

Due to the nature of this research it is very likely that other researchers may find the data
collected to be useful in answering future research questions. | will ask for your explicit
consent for your data to be shared in this way and if you agree, | will ensure that the data
collected about you is untraceable back to you before allowing others to use it.

The informati on t hat the other people give me about t
(e.g. your child and a staff member) is also strictly confidential which means that no one

will know what they say except me. This means you will not be able to know what they

have said, and they will not know what you have said. It is important that you feel

comfortable with this before you agree to take part.

Who has ethically reviewed the project?

This project has been ethically appr oaviewd vi a t
procedure. &%
What if something goes wrong? {*

If you feel unhappy at any time during the project or if you have any complaints | hope that
you will feel able to talk to me. You can also contact my supervisor Dr Tom Billington at the
University of Sheffield (email: t.billington@sheffield.ac.uk, phone number 0114 222 8177)
or or David Hyatt (Chair of Ethics at The University of Sheffield) d.hyatt@sheffield.ac.uk.

What happens next?

If you would like to take part in the study please sign the consent form and return it to me.
If you do not want to take part you do not have to do anything and you do not have to say
why.

Thank you for reading this letter. Please contact me (Helen Rowe) if you would like any
more information (07922643905, hrowel@sheffield.ac.uk).

You will be able to keep this information sheet for your own records as well as a copy of
the signed consent form to keep if you wish to take part.
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b. Parentinformation sheet

Participant Information sheet: Parent

Research Project title: The stories of young people, parents and staff who have been
i nvolved in a 6School SWAPGO.

Dear

My name is Helen Rowe and you are being invited to take part in my research project.
Before you decide it is important for you to understand why the research is being done and
what it will involve. Please take the time to read the following information carefully and
discuss it with others if you wish. Please ask me if there is anything that is not clear or if
you would like more information. Take time to decide whether or not you wish to take part.

Thank you for reading this. y.

What is the purpose of the project? J

The research project involves listening to the experiences of young people as well as their
parent/ carer and staff member who have been inv

your views are important as they can help to improve support for young people. | hope that

my research will help to inform what is helpful and what is not, what works and what does

not , when a young person undergoes a Oswapd so
and staff can be supported effectively.

Why have | been chosen?

You have been identified as a potential participant since your child has undergone a
6school swapdé in the last 12 months.

What will this involve?

| f you decide to take part I would |like to ta
experiences o f the 6éschool swapb that they went t hr
probably include a discussion around the time before and leading up to the swap, yours

and your chil ddéds experiences during the swap a
chidés future. I would |ike to know how you felt

and what did not. As part of this we might make a visual image of the timeline of events to
guide our discussion. | will probably meet you a couple of times for around an hour each
time over the next few weeks. QO

Do | have to take part?

Taking part in this research is entirely voluntary and if you decide you do not want to take
part you do not have to do anything or give any reason. | hope that taking part in this
research will be a positive experience for you. However | understand that some things may
be upsetting for you to talk about. If you do decide to take part you can decide which
experiences you do and do not want to talk about with me. You can also stop the
conversation or decide that you no longer want to take part in the research at any time and
you do not have to give a reason.

@
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What will happen to my information and will my taking part be confidential?

I would like to audio record our conversation so that | can write down what is said. As soon

as | have written it down | will delete the recording. | will get your permission to include the

information that you give me and it will only be included if you agree. If you would like me

to show you the transcript of the conversation so that you can check the content and

remove anything that you do not want to be included, we can arrange this. | will not include

yours or your childés real name in the researc!|
will be changed. All the information that | collect about you during the course of the

research will be kept strictly confidential. You will not be able to be identified in any reports

or publications.

Due to the nature of this research it is very likely that other researchers may find the data

collected to be useful in answering future research questions. | will ask for your explicit
consent for you and your childbébs data to be sl
ensure that the data collected about you is untraceable back to you before allowing others

to use it.

The information that the other people give me
(e.g. your child and a staff member) is also strictly confidential which means that no one

will know what they say except me. This means you will not be able to know what they

have said, and they will not know what you have said. It is important that you feel

comfortable with this before you agree to take part.

Who has ethically reviewed the project?

This project has heen et hically approved via the Educat.i
procedure.

What if something goes wrong?

If you feel unhappy at any time during the project or if you have any complaints | hope that
you will feel able to talk to me. You can also contact my supervisor Dr Tom Billington at the
University of Sheffield (email: t.billington@sheffield.ac.uk, phone number 0114 222 8177)
or David Hyatt (Chair of Ethics at The University of Sheffield)
d.hyatt@sheffield.ac.uk.

#%
/
&

What happens next?

If you would like to take part in the study please sign the consent form and return it to me.
If you do not want to take part you do not have to do anything and you do not have to say
why.

Thank you for reading this letter. Please contact me (Helen Rowe) if you would like any
more information (07922643905, hrowel@sheffield.ac.uk).

You will be able to keep this information sheet for your own records as well as a copy of
the signed consent form to keep if you wish to take part.
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c. Young person information sheet

Participant Information sheet: young person

Dear

My name is Helen Rowe and | am training to become an Educational Psychologist at the
University of Sheffield. | am writing to ask whether you would like to take part in my
research project. Please read this information sheet with your parent or carer so that you
can decide together whether you would like to take part. AR

What is the research project? \_l

The research project involves listening to the experiences of young people as well as your
parent/ carer and a staff member WwWhoewhapwve bedrel
that your views as well as their views are important as they can help to improve support for

young people.

What will this involve?

If you decide to take part | would like to talk to you about experiences that have been
important to you both in and out of school and your ideas for the future. This will also
involve drawing a visual timeline of your experiences using pictures and words. | will
probably meet you a couple of times for an hour each time over the next few weeks.

Do | have to take part?

)
-
g

| hope that taking part in this research will be a positive experience for you. :
However | understand that some things might be upsetting for you to talk about. If you
decide to take part you can choose which experiences you would like to talk to me about.
You can also stop the conversation or decide that you no longer want to take part in the
research at any time and you do not have to give a reason.

What will happen to my information? @

I would like to audio record our conversation so that | can write down what is said. As soon
as | have written it down | will delete the recording. | will get your permission to include the
information that you give me and it will only be included if you agree. | will not include your
real name in the research and all other names of people and places will be changed. If you
like 1 can show you a copy of the written conversation and you can decide if there is
anything you want to take out.

| hope that you will feel comfortable to speak to me about anything. If you tell me any
information that makes me concerned for your safety | will have to speak to someone in
your school about this and | will tell you if this needs to happen.

The information that the other people give me a
(e.g. a staff member at your school and your parent/carer) is also confidential which means

that no one will know what they say except me. This means you will not be able to know

what they have said, and they will not know what you have said. It is important that you feel

comfortable with this before you agree to take part.

What if something goes wrong?
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If you feel unhappy at any time during the project | hope that you will feel able to talk to me.
You can also contact my supervisor Dr Tom Billington at the University of Sheffield (email:
t.billington@sheffield.ac.uk, phone number 0114 222 8177) or David Hyatt (Chair of Ethics

at The University of Sheffield) d.hyatt@sheffield.ac.uk. o
).
What happens next? i

If you would like to take part in the study both you and your parent/carer will need to sign
the consent form and return it to me. If you do not want to take part you do not have to do
anything and you do not have to say why.

Thank you for reading this letter. Please contact me (Helen) if you would like any more
information (07922643905, hrowel@sheffield.ac.uk).
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d. Staff consent form

Research Project: The stories of young people, parents and staff who have been
involved in a 6School Swapé.

Name of Researcher: Helen Rowe

Participant Identification Number for this project:

1. | have read the information letter and | have had the opportunity to ask

guestions about the research.

2. lunderstand that my participation is voluntary and that | am free to withdraw

at any point without giving any reason. In addition if | do not wish to answer

any particular question or questions, | am free to decline.

3. lunderstand that my interview will be audio recorded and that what

| say will be written down.

4. | understand that my real name will not be included in the

research and that all other names of people and places will be changed. | understand

that | will not be identified or identifiable in the reports that result from the research.

5. lunderstand that | will not be able to know what other people in the research

have said about their experience i

6. | agree for my anonymised data to be used in future research.

7. lagree to take part in the research.

Name of Participant Date Signature

Name of Researcher Date Signature

e. Young person consent form
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Research Project: The stories of young people, parents and staff who have been
involved in a 6School Swapé.

Name of Researcher: Helen Rowe

Participant Identification Number for this project:

1. | have read the information letter and | have had the opportunity to ask
guestions about the research.

2. lunderstand that it is up to me whether | take part in the research. | can decide to
stop taking part at any time and | do not need to explain why.

3. lunderstand that my interview will be audio recorded and then deleted once
it is written down. What | say may be included in other research.

4. | understand that my real name will not be included in the research and that
all other names of people and places will be changed.

5. lunderstand that | will not be able to know what other people in the research
have said about me and their experien

6. | understand that my parent or carer will also need to give their permission
before | can take part in the research.

7. lagreeto take part in the research.

Name of Participant

(young person) Date Signature

Name of Researcher Date Signature
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f. Parent/Carer Consent Form (permission for child to participate)

Research Project: The stories of young people, parents and staff who have been
involved in a 6School Swapbéb.

Name of Researcher: Helen Rowe

Participant Identification Number for this project:

1. | have read the information letter and | have had the opportunity to ask

guestions about the research.

2. lunderstand that my consent is voluntary and that | can withdraw

consent at any time.

3. lunderstand that the interview with my child will be audio recorded and that
what they say will be written down. The audio recording will then be deleted.

4. 1 understand that my childds real M
research and that all other names of people and places will be changed.

5. lunderstand that I will not be able to know what other people in the research

have said about my child and their ~€x

6. 1 agr ee f oanonymisedddiaitd bd dsed in future research.

7. lagreeto my child taking part in the research.

Name of Participant (parent) Date Signature

Name of Researcher Date Signature
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g. Parent/Carer Consent Form

Research Project: The stories of young people, parents and staff who have been
involved in a 6School Swapé.

Name of Researcher: Helen Rowe

Participant Identification Number for this project:

1. | have read the information letter and | have had the opportunity to ask
guestions about the research.

2. lunderstand that my participation is voluntary and that | am free to withdraw

at any point without giving any reason. In addition if | do not wish to answer

any particular question or questions, | am free to decline.

3. lunderstand that my interview will be audio recorded and that what
| say will be written down. The audio recording will then be deleted.

4. | understand that my real name will not be included in the
research and that all other names of people and places will be changed.
| understand that I will not be identified or identifiable in the reports that

result from the research.

5. lunderstand that | will not be able to know what other people in the research

have said abouttheirexper i ence in the O0school "swa

6. |agree for my anonymised data to be used in future research.

7. lagree to take part in the research.

Name of Participant (parent) Date Signature

Name of Researcher Date Signature

Appendix 5: Transcription conventions and pseudonyms used for anonymisation
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a) Transcription conventions (from Jefferson, 2004)

Symbol Meaning

() Pause less than 1 second
3) Pause length in seconds
((laughs)) Non-verbal communication
[ ] Speech overlaps
Underscore Emphasis

??? Inaudible

b) Pseudonyms used for anonymity

R Researcher

(@) Owen- (young person-
participant

S Sarah (mum-participant)

W Miss Williams (staff-
participant)

Xold school Old school

Xthis school Present school (new)

Xschool School name

Mr X Teacher name

XTA Teaching Assistant

Xstaff member

Staff member

Xeducational psychologist

Educational Psychologist

Xpeer

Peer

Xtutoring service

Tutoring service

Xschool mental health

support

School mental health support

Xplace

Place name

Xlocal authority

Local authority

Xthis local authority

Local Authority where the
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research took place

Aunty X

Aunty

Xfootball team

Football team

Xwebsite

Website name
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Appendix 6: Pilot study

a: Reflections on the Pilot Study

A short pil ot study was <carried out with a vy
undergone a school 6swapb. The purpose of my pi
device, as well as my interview techniques, including using the narrative based prompts
and the semi-structured interview prompts. During the pilot study | also tested out using a
vi sual t ool based on t he -®uwleyfBanc@ft, Badkétt, Nlillirn s o n C
& Masters, 2007). This is a visual tool which can aid in the mapping of important life events
against the passage of time in order to prompt wide-ranging discussion (Wilson et al.,
2007). Such an approach is said to be advantageous in creating a more relaxed
atmosphere due to the process of co-construction and mutual collaboration, as well as
helping participants to reflect on significant events. Further, it is said to facilitate discussion
around sensitive issues (Wilson et al, 2007). | had wondered whether to use such a tool

either before the narrative interview or during, to act as a discussion aid.

During the pilot study | asked Anna what she would prefer in this respect, and she said

t hat she would prefer to start talking and t hat
along. | asked her if she wanted to fill it out or whether | should, and she said she would

prefer if | did it. On reflection | felt that whilst this tool was useful for myself in helping me to

make notes about what was being said, it did not appear to add any value from the young

per s on d stivep leaskedpAana if she had found it useful and she indicated that it had

neither been helpful or a hindrance. | felt that at times it stalled a naturally occurring
conversation as she was occasionally waiting for me to add something to the timeline. |

wondered whether it would have been more useful for her to write a few ideas on the

timeline prior to the interview, in order to help her to organise her thoughts. After reflection

with my research supervisor, | decided to take a flexible approach in my interviews. |

decided that | would ask Owen whether he wanted to plan his thoughts before we began

the interview or not. | felt that the adult participants would probably not need this based on

the interactions that | had had with them previously. During the interview itself, with all
participants, [ decided not to map out the o61I]Ii

remember or articulate their thoughts.

As a result of the pilot | was also able to reflect on my approach to a narrative based
interview, as well as the appropriateness of the semi-structured interview prompts (see
appendix 5b for the pilot interview schedule). In general | felt that the prompts were too

prescriptive and that | wanted to give participants more freedom in creating their own
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narratives, without having speci fic 6guesti ons

interview asking Anna to start 6at the beginni

swapoéb. Af ter reflection with my supergivesor
participants the option regarding where they wanted to start. | decided that | would have
some very general interview prompts (see appendix 7) in order to ensure that the interview
data would help me to answer my research questions, without participants feeling restricted
by prescribed questions. This is in line with my research aims in ensuring that the voice of
participants is truly heard. As is cited by Dyson ( 1 9 9 86 subjeés of research have

themselves to participate in construction of knowledg e about t({p.dmsel vesd
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b: Pilot interview schedule

1. Introduction- points to discuss:

=A =4 =4 =4 =4 -4 -4 -4 -4

Explanation about study

Information & consent sheets

Not looking for anything in particular: your story

Confidential

Dondét hamboutvt amaykhing that you dondt
Can stop at any time, decide you donot
Recording

Pseudonym

Discussion about the interview at the end: whatwor ks/ doesndt f or

student.

1. Prompts for timeline activity

T

=A =4 =4 =4 4 4 -4 -4

Explain: Want to talk about time before the SWAP, what it was like in your
old school.

Teachers & students, friends, lessons

Anything in place to help you? What was not helpful? How did you feel?
What happened to make the SWAP happen

During the SWAP (involvement in decisions, when told, what told)

After

Now

Hopes for future

Your voice/involvement in decisions

2. Narrative therapy based prompts (see appendix 1)

3. Anything you wish | had asked

4. Evaluation of session
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Appendix 7: Interview schedules and semi-structured prompts

a.

Parent & Child

Introduction- points to discuss

= =4 =4 4 -4 =4

Reminder about the study

Reminders about info & consent sheets
Right to withdraw

Dondét have to talk
Pseudonym

Recording

Semi-structured prompts (general quide)

1
)l
)l

=A =4 =4 =4 4 4 -4 -4 -

See narrative-therapy based prompts (appendix 1)

Tel | me about your
Old school?

Lead up to swap?

During swap?

After swap?

Now?

Educational experiences to date?
Involvement in decisions?

What was helpful/not?

What would have been better?
What else would have helped?

Hopes for the future?

about anything

experience

wi t h

you

t

he
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b. Staff

Introduction- points to discuss

=A =4 =4 =4 -4 =4

Reminder about the study

Reminders about info & consent sheets
Right to withdraw

Doné6t have to talk
Pseudonym

Recording

Semi-structured prompts (general quide)

=A =4 =4 =4 4 4 4 -4 -4 -4

Tel | me about your
Information from old school?

Reasons for the swap?

During swap?

After swap?

Now?

What has been helpful/not?

What would have been better?

What else would have helped?

about anything you donot

experience with Owen

Understanding of/thoughts on the Fair Access Panel/Swaps as an alternative to

permanent exclusion?

Hopes for Owends future?
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Appendix 8: Summary: Recommendations for the Local Authority

As aresult of this research Thesis, it is advised that the following recommendations

are made to the Local Authority:

9 Schools to be supported to develop knowledge and practice in order to meet the
needs of CYP with a range of Special Educational Needs, particularly SEMH needs.

1 Schools to be supported to develop practice around meeting the needs of CYP and
families deemed 6 at ri skd6 of exclusi on. Such chil dr e
involvement, supported by involvement of outside agencies as needed.

1 Schools to be supported to foster staff wellbeing and resilience, particularly in
relation to working with pupilswhose behavi our presents as O0cha

9 Schools to be supported to develop awareness and understanding of the SEN
Code of Practice, and how this applies to their daily involvement with CYP and
families.

Schools to be supported to implement robust Assess-Plan-Do-Review practices.
Develop the knowledge of staff regarding the role of outside agencies. In particular,
the role of the Educational Psychology Service, and how EPs can support schools
to support vulnerable CYP and families.

1 Develop staff awarenessof t he damaging effects of Omovi
a Omanaged moved or a Opermanent exclusion
difficult home lives.

1 Developing staff knowledge regarding government legislation and guidance
regardi ng &perxneadn etnetrdmd and O6i nternal 6 incl
such as O6managed moveso.

9 Support schools within the LA to ensure that CYP are not missing education due to
disciplinary sanctions.

9 Professionals to be supported to develop practice in meaningfully and purposefully
involving parents, carers and CYP within Fair Access Protocols and within
education generally in the LA.

1 Robust Fair Access Protocols to be in place, whereby schools are supported to do

everything they can to meet CYP needs beforecon si deri ng O6movingé a

through a 6managed moved, Oswapd or Ooéper mane
in place to ensure schools and academies are held accountable for this, and that

the needs of the child are at the centre of all decision making processes.
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Where 6movingdé a pupil is used as a |l ast res:s
to implement good practice guidelines regarding such practices, including:

Ensuring that this is a évoluntary agreemen
the threat of exclusion is never used to influence this decision.

The involvement of an impartial Omedi ator 6
this is successful.

Genuine collaboration with CYP and families at all stages of the process.

Following good practice for transition support (considering before, during, after).

Priority placed on the development of trusting and positive relationships with both

staff and peers.

Ensuring that staff are supported to understand CYP needs, and that provision

meets these needs. Improving communication between schools and parents is

central to this.
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Appendix 9: Analysed transcripts
a. Owen interview 1 with analysis



















Jed up spendin|
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224

202.

204.

206.

208. 0: (1) I canfind it (.) if I'm (.) in my lesson with
me German book (.) I can (.) | can (1) |'m alright at it.
‘ : .
| t S reall a you er
210.

212

220.

222,

226.

O: And just like (.) came (.) came here (.)
teacher that taught me were Mr X for German but
he’s left now. And (2) he helped me with my German
(.) I've never heard a word of German ((laughs)) apart
from me uncle who (1) swears in German ((Iaughs))

(aighs Y
0: Cos he’s a lorry driver and it makes ‘em (.)
all back away.

\ doac he
) does he

0: (2) So it were'like first (.) words of German
| heard and (.) | were in top set cos | (.) think (.)they
thought (.) if we put him in top set then we can always A
work him down. (.) And kistillhaven't-beenmi

dewn:now (.) and (.) it’s (1) it’s I|ke a second ( ) me
second language how. e i

Y

O: No.

O: (1) Yeah.

0: (1) What do you (. ) who’s?

O: | guess (.) | don’t know. (2) But like (2) I like

a lot of me teachers Imgﬁﬁ 5y

that | had last year and they all say oh IMM

@iﬁ ‘that and other and (‘:}) ye

s (31 (2) Knds are better( ) if I'm honest ( )
They're not all walking round looking for &
looking for someone who can give some ciga ettes,\

0: Yeah. (.) Whereas here (.) proper friendly |

(2) Yeah. (2) d 3

0O: But | think like (1) I'll see (.) teachers (2/ A

Showing a maturity
Wanting to improve his skills

/M D&W\%M

The teachers help me here
They are building my confidence
| am good at things

Feelin (I
L> Uexce b (Fodds

e s Sleoumer

It's because of the teachers that I'm good at it

el

Proud of self
Desperate to redeem self

/

Icandoit

(O ‘Mw"\

e |2 V0 [hown tham .

§ bupld millradCe

Proud
Wants to be in top sets

It was just a stupid mistake.
| am a smart boy

Lolte tand2t

¢eme .
ovd o g
S e Vo (g,
Like the teachers ?
La b d,U'\fLéLV\-Q/

rope ko d§ nok
: N CJ‘va! 9
Desperate to prove himself
Seeking approval W (E "\Q/L

Staff say hi to him on the corridoors

L

— lodS (v enaliy

e e
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230.
232, 0: (3)(Happy cos they’re me mates cos,(.‘)
they’re nice.
234. O: Yeah.
236. O: They’re not (.) at walking round acting like
| . OV () they’re hard (.) right hard or like (1) or when we go

\)0’\ ou,t_they’ re not saying oh come on then (.) we’ll have -
\ (\ \ ;\ fight pr they’ve like (.) seen someone that accidently‘
Q\,\ﬂ . catches someone. (4) Plus (.) |

~ Yud B

(.) he strt (.) and then on second day | got me (1)
own plan and like (2) for first day (.)

228. 5 | n
(.) apart from older kids houg t first (.) three or
four weeks (.) | were mainly with (.) older kids that |
knew (.) that are like (.) at the moment in year 10 and
(.) year 10. (1) They’re ones | hang out with. (.) And (.)
now (1) I’'m like (.) and then | started to (.

s that are in my year (.) and | just started !
going withfriendsithat were in my year.

O: Yeah.

then | think of it as a competition to try an¢get (- )

even (.) smarter than they are. ,,5 OL\( M ULLLU'JM‘ P pPS

((laughs)) wh
240. O: Like (1) they re Ilke ( )smarter than | am (1)
(5) yeah
242. 0: (.) Yeah so like (2) I mean (1) they know
more stuff (1) so like ¥mutryingtedearn (1) more if you

know what | mean

O: Yeah.

1 want to be smgn/

That’s not me I'm not a fighter
| am better than that

The students are friendly here
Peer buddy

I've made friej
Proud of self
Seeking acceptance
Wanting to fit in

ol

X

Nl SHow ™ m
'adpt ﬁL e my old friends anyway

We that

ve self
S

1 ol O (oot

244.
VOuU =
‘eally waiineg do weil
246. O: Yeah.
) H you always been like t u
248. O: Yeah. (1) 1

—LleeS Ct

N &"‘%(M }

L = [P Obend nplandinge )

I am smart
: buitd PoIv
s 1w Wankang J?M:*ok ro Uf-
I want to learn

= ——

Yef L'l brua.
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((laughs))

What do you tt

/e you? (.) ) you think that

"5
250. O: Like (2) that (.) if I get told summat (.) I'll _|
take it in best | can. (.) But (.) if | get told (.) not to do

252. 0:if (1) if | got told not to do summat cos
this’ll happen (1) I’'m that person who’d have toend -
up finding it out for meself. \ N 2

254, 0: Like me dad once told me not to touch an
1 exhaust cos it’s hot. (.) | still went and did it. ((laughs))

[ L;
256. O: Er (.) teachers at (.) me primary school (1)
and (.) other people that I've met.

r

thir [,"r I(

258. O: | just takeitasa complement
you. (.) \ Well th at’'s good Ye ;
guess it means that you're good at like taking stuff
and inandlearning stuff. — bguldu'\ﬂ PUf(h.
260. O: Yeah. (.) Cos | mean like (1) there’s no poinht

—

taking it as being offended is it.

264.
when | came here (.) I {iteral
cos | were coming here [

O: No but (.) all | remember is I'm (.) me (.) is

) (.) about

266. O: er (.) on like when | got shown round (.) |
got told it don’t matter (.) if (.) or | didn’t have to

come in because I’'m at (.) Xnew school (.) cos

5 i

no one goes on or he’ll take me out and I'll
about with him.
TN

e
Ly namabive 2 L [am%bj

Lpowand

—~ Pl f)FaMl / /Communytatio
¥ \"‘) g but T an
N 1745 et

People think I'm clever

1)~ A

oy f oot als
(',L

NI

This is a narrative that others have built about him and
he likes it.

| am inquisitive

| want to learn

People think I'm clever

Jjenje OF LLL

* (S

L o agproes-
ijtk'\gl \/\J-L.-M ’) )

Lec'j

I am resilient

Lo MU (ot e~
oL goed

> e Vi net Moy |
.

They told me all of a sudden

ot good communication

lowd

Py
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286.

pi

270.

272.

274.

276.

278.
280.
282.

284,

L ——sayingoh (. )

O: [No but like] (.) when | came for (.) cos
that’s when they were showing me round.
O: Yeah.

~0:(1) Er a while ago er (.) my first (2) about
(2) 18" of January. (.) Cos my first day on my

timetable I think were 21 of January

0: So (2) think my first (1) day at (.) like having
a (.) like round like the school with me parents (.)
were 18" of January.

O: Yeah.

O: Incident happened before Christmas (.)

O: Happened before Halloween er but just
after Halloween (.) | think (1 and l were on twilight

\

O: Only thing it meant were (.) school were

did were get me me mark which (.) | mean like (.) |
were only doing two hours a day (.) | may as well be

‘ [haven't 1] verle - Duy ane

| ) Especially if you haven't

‘ 1 teacher in there.

| 288. O: Yeah.

t e R u about
290. O: Erm (.) | got asked (1) what do | what

/4

d and said Xi oslknow()older o
students that go there (1) and like (.) and (.) it’s ?? and
(.) it’s already (.) and
.) and | know that without even having a look

at it. (.) All you need to do is ask me mates and (.)

ey’li say entilike but | mean (.) if you're saying
thls you wouldn’t be gonna say the school’s bad and
because (.)

0: (1) I were still on twilight. ~- /

‘ve still got an extra pupil. (1) And all it
bl

=

The M

/%ew%“t

§S
ok W b b

m (€

Eai

T e,

ruud ww |

| mlssed my education
) %,\L [0 pnov‘
> T wonkd ko

V(,L Jne 9

QGA,Y U\.S

| was an inconvenience to school

5\

Missing education

S T don't (e thal po2sS

Kk
N jood

vche

A good fhotent
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292. 0: Yeah.
(.) and and when did you find out that

\ id school?
294, 0: ( ) Er I ( ) don’t know (2) don’t know.

idy hat you were
id 1a VE \

296. @: ()Iwere()lwentln()lgottol ;
were week before (.) | got told(oRno it’s time you
going to Xnew school for your (.) and then (.) after
that you'll (.) no longer be at Xold school. (.) | thought

/) oh alright. (2) And then (.) | goes (1) and (.) | went.
in one of days (.) day before they said (.
tomorrow’s your last day and | goes ()sol
went in next day and they sayou on’t need to
be here cos you're at Xnew school today for your

meeting. (.) And | tho_
ey r

n.
R: (1) Right. (.) So how di eel when they

| chose it straight away

t a lot of kids like school but | do
don’t care what my mates think (but he does)

ok e e
. \ | I —
Commuication not good

Didn’t know what was happening

Sl wnnt

Nerer W gt vold school? | 1 don't care that it’s my last day

h. (1) And di

e 1 | | char

7
300. O: Yeah.
& 302. 0: My (1) but( ) it 0s I've A second chance

been (.) I've made a lot m riends (.) I've got\(1)

O: Here | can do more after school clubs. ) /l

e

were on football team (.) but (.) ??? cos like (1) all it's
showing is I'm doing summat after school.

to look

308. O: Yeah.

2: Right it were they saying ybout

310. 0: (2) Me mum and me dad just end up -
arguing in front of (.) Miss Williams. (1) And (.) she
took me off to side to show me like street area (.) and

+ she turned round and said to me (.) do they always

argue like that and | just said (.) yeah. (.)

g but !’

R filiaaghs)) R té{,‘d“? al()ifi

“th hi.
312. 0: Cos (.) if you Ieft them in a room t%geth

I'm pleased to be leaving
to oure Lb aUk

hey are disorganised \OQ,‘/\A, dr

I'm glad I'm not there any more

— SeConNp HANCE

Leave everything behind

ol T wouwkdn't thonrge tk

o™

o)

Things are better her 4 \)f\ﬂ

O: At Xold school (.) yeah | did running and | Friends
Eduction
Everything

More afterschool clubs here

Q (A\Q/t va (e
" dy

y\ﬂ\.h(\ﬂ

1 ..:M&ﬁﬁ.&c—
v oY

"
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314.

316.

318.

Difficult home life
School is my safe space

head’s apart.

O: Yeah. (.) But (.) me mum (1) my mum
always says my dad’s trying to get to her by by
through me whereas me dad’s saying it's other way
round and like (1) if (.) if my dad said it were Wed
Friday today mum would say no it’s not it’s Saturday.

0: (.) | don’t know cos like (.) they both blame
on each other

0: and like (1) | know and then me mum gets
on at me dad when he’s not told me summat. (.)
Whereas (.) me mum then gets on at me dad (.) when
he’s told me summat (.) and then she’s saying that she
shouldn’t’ have told it me. (.) So she could have told it
me and | goes (.)
been told (.) now | know.

O: Yeah.

/ -

324.

326. 0O: When I’'m coming to me dad’s it’s quite (.)
good or it’s (.) nice (.) and good.

O: Whereas when I’'m going to mum’s (1) I'm

330. 0: No. (.) Cos if | have a good day at me (.)

dad’s or a good week (.) | can’t sleep all night cos I'm
L just (.@f going to me (.) mum’s. Mg — Q”\,"';Vl

f I vorrying about?
332. O: | don’t know cos like me mum will get at
me (.) for like owt and I'm just (1) scare that she’ s
gonna (.) get on at me again for

done. / wLP\'WV\
f . (1) Lt V ) MM\C‘(LVMP”
334, <l s, (11 Cos L} fnee v Eisll ek, | P st i

I've
|
Jl He is the sensible one “

eople get me at school
I can be successful

ki j i to cope with it.

A narrative-

‘“}ngu one

Vw DL

In between both parents
‘> Schaovl Nagol8 L be
F\ﬂuz od home \Un'g

/&Md ol UleV AL

Being pulled between both parents

Do (oned LE Contd ath
go wyons

\ Cl
Queried 305 ol
@ wead d GL}(LLL l?\»uw&,j
V:\dfraid 8‘1\\-?) W) (e Jc[,\g,z/L )

Worried that things will go down hill
Feeling pressure to keep it together, keep everything

positive
)

*

L(M,WCL“TY wibw D
kﬁv\l{ u\r\ﬂ/

G

Scared

LIS

oy W
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