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Abstract

It is estimated that between 0.5% and 10% of school aged children in the UK have a diagnosis of ADHD (Barker & Mills, 2018). There has been a wealth of research in this area, which has arguably been mostly constrained within a deficit medicalised model of ADHD, but there seems to have been little research that has privileged the voice of this group.

Taking a social constructionist position within this research, I aimed to explore the school experiences of three children who had been given a diagnosis of ADHD. In using interpretative phenomenological analysis I also hoped to illuminate how these children made sense of themselves and their experiences at school.

Data was collected through the use of semi-structured interviews and the participants also had the option to draw upon visual methods to enhance their participation. 

The group experiential themes constructed during my analysis suggested that the school experiences of these children were marked by the power of adults, feelings of inadequacy and a need for competency. These themes were linked to behaviour associated with ADHD that did not fit the requirements of school and have been interpreted as a form of school control.

These interpretations were examined in relation to the value of a diagnosis of ADHD. The implications of listening to the voice of the children who participated in this research would involve a move away from a deficit-based medical model of ADHD to an ecological model. The usefulness of the PTMF in particular was considered. The importance of ensuring that children can experience competency in school and develop a positive self-concept was also discussed. SDT and Erikson’s psychosocial stages of development were explored as helpful tools to support this. Possible implications for inclusion being guided by the diversity of children were considered, supporting a need for space and time within educational systems for listening to, and learning from, their voice.

Acknowledgements

This thesis is dedicated to my three participants: Tia, Harry and Techboy, who kindly shared their experiences of school with me. Their contribution is the basis of this thesis and I would like to thank them greatly for their time, openness and insight. I would also like to thank their parents and school staff for their part in facilitating this.

I would also like to thank all the children I have worked with in the past. Thinking about your experiences of school and wondering about the purpose and value of a diagnosis of ADHD led my interest towards the research questions at the heart of this thesis.

I am forever grateful to my research supervisor Claire Whiting. Your prompt responses, caring approach, knowledge and guidance has been second to none and for that I thank you immensely.

To the wonderful cohort of 2020, your support has been incredible throughout. From a pandemic to beyond, we remained a team and always knowing one of you was on hand has been a massive source of support and friendship.

Finally, to my family and friends, I’m sorry for the time that you have missed out on whilst I have been immersed in my thesis and I thank you for your understanding. Your unwavering support and faith in me has seen me through difficult times and helped maintain a sense of hope and optimism.










Abbreviations
 

	ADHD
	Attention Deficit Hyperactivity Disorder

	APA
	American Psychological Association

	DSM
	Diagnostic and Statistical Manual of Mental Disorders

	GET
	Group Experiential Theme

	ICD
	International Classification of Diseases

	IPA
	Interpretative Phenomenological Analysis

	NICE
	The National Institute for Health and Care Excellence

	PET
	Personal Experiential Theme

	PTMF
	Power Threat Meaning Framework

	SDT
	Self-determination theory

	SEMH
	Social, Emotional and Mental Health

	SEN
	Special Educational Needs

	TEP
	Trainee Educational Psychologist

	WHO
	World Health Organisation











Contents


	
	Page number

	Chapter 1: Introduction
	13

	1.1 Research interest
	13

	Chapter 2: Critical Literature Review
	14

	2.1 Overview
	14

	2.2 History of the diagnostic framework of ADHD
	14

	2.3 ADHD research
	15

	2.3.1 Deficit based ADHD research
	15

	2.3.2 Strengths based ADHD research
	16

	2.4 Positioning of ADHD
	16

	2.4.1 Biomedical model of ADHD
	16

	2.4.2 ADHD as a social construct
	17

	2.4.3 An ecological model
	18

	2.5 Psychiatrisation
	20

	2.5.1 Overview 
	20

	2.5.2 The value of an ADHD diagnosis
	21

	2.5.3 Labelling
	21

	2.6 Treatments and interventions for children with an ADHD diagnosis
	22

	2.6.1 Pharmacological intervention
	22

	2.6.2 Non-pharmacological interventions
	23

	2.7 Research with children who have a diagnosis of ADHD
	24

	2.7.1 Experience of being diagnosed
	24

	2.7.2 Perceptions of having a diagnosis of ADHD
	25

	2.7.3 Lived experiences of children and young people with a diagnosis of ADHD
	26

	2.8 Summary, rationale and research questions
	29

	Chapter 3: Methodology
	31

	3.1 Overview
	31

	3.2 Ontological and epistemological positionality
	31

	3.2.1 Background
	31

	3.2.2 Critical realism
	32

	3.2.3 Social constructionism
	32

	3.3 Choosing Interpretative Phenomenological Analysis (IPA)
	33

	3.3.1 Overview
	33

	3.3.2 Phenomenology
	33

	3.3.2.1 Husserl
	33

	3.3.2.2 Heidegger
	34

	3.3.2.3 Merleau-Ponty
	34

	3.3.2.4 Sartre
	35

	3.3.3 Hermeneutics
	35

	3.3.3.1 Levels of interpretation
	36

	3.3.3.2 Hermeneutics of suspicion
	37

	3.3.3.3 Bracketing
	37

	3.3.3.4 The hermeneutic circle
	38

	3.3.4 Idiography
	38

	3.4 Critique of IPA and consideration of alternative methodologies
	39

	3.5 Decisions around the method of data collection
	39

	3.5.1 Use of a semi-structured interview
	39

	3.5.2 Visual methods
	40

	3.6 Reflexivity
	41

	3.7 Quality in research	
	42

	3.7.1 Quality in qualitative research
	42

	3.7.1.1 Sensitivity to context
	43

	3.7.1.2 Commitment and rigour
	43

	3.7.1.3 Transparency and coherence
	43

	3.7.1.4 Impact and importance
	44

	3.7.2 Quality in IPA
	44

	3.7.2.1 Constructing a compelling and unfolding narrative
	44

	3.7.2.2 Developing a vigorous experiential account
	44

	3.7.2.3 Close analytic reading of participants’ words
	45

	3.7.2.4 Attending to convergence and divergence
	45

	3.8 Ethical considerations
	45

	3.8.1 Overview
	45

	3.8.2 Informed consent
	46

	3.8.3 Minimising distress
	47

	3.8.4 Anonymity
	48

	3.8.5 Right to withdraw
	49

	3.8.6 Interpretation
	49

	3.9 Participants
	50

	3.10 Recruitment process
	51

	3.11 Interviews
	52

	3.11.1 Semi-structured interviews
	52

	3.11.2 Visual methods
	52

	3.11.3 Pilot interview
	54

	3.11.4 Transcription
	54

	3.11.5 Member checking
	54

	3.12 Analysis
	55

	3.12.1 Step 1: Starting with the first case: Reading and re-reading
	55

	3.12.2 Step 2: Exploratory noting
	55

	3.12.3 Step 3: Exploratory statements
	56

	3.12.4 Step 4: Searching for connections across experiential statements and naming the personal experiential themes (PETs)
	56

	3.12.5 Step 5: Consolidating the PETs in a table
	58

	3.12.6 Step 6: Continuing the individual analysis of other cases
	58

	3.12.7 Step 7: Working with PETs to develop Group Experiential Themes (GETs) across statements
	58

	Chapter 4: Interpretative Phenomenological Analysis
	60

	4.1 Overview
	60

	4.2 Pen portraits
	61

	4.2.1 Tia
	61

	4.2.2 Harry
	61

	4.2.3 Techboy
	61

	4.3 Personal Experiential Themes (PETs)
	62

	4.3.1 Overview
	62

	4.3.2 Tia’s PETs
	63

	4.3.3 Harry’s PETs
	64

	4.3.4 Techboy’s PETs
	65

	4.4 Group Experiential Themes (GETs)
	66

	4.4.1 Overview
	66

	4.4.2. The power of adults
	67

	4.4.2.1 Sub-theme 1: Sense of difference between adults
	67

	4.4.2.2 Sub-theme 2: Adults exerting power
	70

	4.4.2.3 Sub-theme 3: Emotions linked to adults
	73

	4.4.3 Feelings of inadequacy
	76

	4.4.3.1 Sub-theme 1: Trying to change behaviour
	77

	4.4.3.2 Sub-theme 2: Feelings of judgement
	79

	4.4.3.3 Sub-theme 3: Finding school difficult
	82

	4.4.4 A need for competency
	85

	4.4.4.1 Sub-theme 1: Finding ways to feel competent
	86

	4.4.4.2 Sub-theme 2: Developing and maintaining a positive self-concept
	89

	4.5 Conclusion
	92

	Chapter 5: Discussion
	94

	5.1 Overview
	94

	5.2 ADHD behaviour as a form of inadequacy
	94

	5.3 ADHD as a form of school control - the power of adults and feelings of inadequacy
	95

	5.4 The value of a diagnosis of ADHD
	96

	5.5 The purpose of a diagnosis of ADHD
	98

	5.6 A move towards an ecological model that values the importance of context and relationships
	99

	5.6.1 The Power Threat Meaning Framework
	100

	5.6.1.1 What happened to you?
	100

	5.6.1.2 How did what happened affect you?
	101

	5.6.1.3 What sense did you make of it?
	102

	5.6.1.4 What did you have to do to survive?
	102

	5.6.1.5 Conclusion
	103

	5.7 Self-determination theory and the need for competency
	103

	5.7.1 Autonomy
	103

	5.7.2 Relatedness
	104

	5.7.3 Competency
	104

	5.7.4 Social-contextual factors
	105

	5.8 Self-concept and Erikson’s stages of psychosocial development 
	106

	Chapter 6: Conclusions, Implications and Limitations
	109

	6.1 Overview
	109

	6.2 Conclusions
	109

	6.3 Implications
	110

	6.3.1 Ensuring a diagnosis of ADHD is valuable for children
	110

	6.3.2 A move away from a medical model of ADHD to a contextual approach that recognises the importance of relationships
	111

	6.3.3 Ensuring education is inclusive for all children to experience competency a develop a positive self-concept
	111

	6.3.4 Teacher training and relational approaches
	112

	6.3.5 Listening to the voice of children in education	
	112

	6.4 Dissemination of research
	113

	6.5 Suggestions for further research
	113

	6.6 Limitations
	114

	References
	115

	Appendices
	127

	Appendix 1: Reflections on Gergen’s (1985) assumptions of social constructionism
	127

	Appendix 2: Reflections on alternative methodological approaches to IPA
	129

	Appendix 3: Ethics approval
	131

	Appendix 4: Ethics application
	132

	Appendix 5: Participant flyer
	138

	Appendix 6: Parent information sheet
	140

	Appendix 7: Child information sheet
	143

	Appendix 8: Parent consent form
	145

	Appendix 9: Child consent form
	147

	Appendix 10: School information sheet
	149

	Appendix 11: Recruitment email
	152

	Appendix 12: Interview guide
	153

	Appendix 13: Reflections from pilot interview
	156

	Appendix 14: Original transcript of interview (Harry)
	157

	Appendix 15: Table of exploratory comments and experiential statements (Tia)
	173

	Appendix 16: Tia’s PETs
	200

	Appendix 17: Harry’s PETs
	201

	Appendix 18: Techboy’s PETs
	202

	Appendix 19: Table of PETs (Tia)
	203

	Appendix 20: Table of PETs (Harry)
	208

	Appendix 21: Table of PETs (Techboy)
	212

	Appendix 22: GET - The power of adults
	216

	Appendix 23: GET - Feelings of inadequacy
	217

	Appendix 24: GET - A need for competency
	218

	Appendix 25: Behaviour mapped against DSM diagnostic criteria for ADHD
	219

	Appendix 26: Erikson’s psychosocial stages of development
	221































Chapter 1: Introduction

1.1 Research Interest

My interest in this area of research arose over my time working with children as a mainstream secondary school teacher and later as a primary advisory behaviour teacher. Working in these roles, I began to question the function of diagnoses such as ADHD. In mainstream education, children with a diagnosis of ADHD often seemed on the periphery of school inclusion, positioned within discourses focusing on their behaviour rather than SEN. As an advisory teacher, these children were frequently seen in referrals for behaviour support and appeared over-represented in alternative provisions. Furthermore, where children presented with behaviour some found challenging in schools, it felt that some school staff saw achieving a diagnosis for the child as the answer to their problem. I found this inadequate as a way of fully understanding a child’s behaviour and felt that part of my role was to support children’s inclusion in education with or without a diagnosis. In my experience, this was more successful when I could work with school staff who were open to considering a particular child’s behaviour in context and taking a more holistic approach.

As a TEP, I have had the opportunity for greater reflection on the social construction of ADHD. Through this lens, I have noticed, on placement and through reflections on my previous roles, that views which seem dominant in educational discourse I have encountered appear to swing between perceptions of children who present with attention and hyperactivity difficulties choosing to misbehave, or the adoption of a medical model requiring a label of ADHD. Each of these perspectives sits uncomfortably with me in situating difficulties within the child and lacking consideration of their social and cultural context. This thesis was born from a desire to emancipate children with a diagnosis of ADHD by looking beyond their diagnosis to explore school experiences from their perspective. My hope is that in doing so I will be able to provide insight that will impact on professional practice and promote better inclusion of children with and without an ADHD diagnosis within the education system.

Chapter 2: Critical Literature Review

2.1 Overview

Within this literature review, I intend to outline current constructs of ADHD and critically consider the diagnostic criteria used to determine which individuals are given this diagnosis. I go on to consider the meaning of an ADHD diagnosis to children and young people, exploring research carried out investigating children and young people’s experience of living with ADHD and receiving a diagnosis. I then discuss gaps in the current literature and how my research will seek to contribute, culminating in my research questions.

2.2 History of the diagnostic framework of ADHD

ADHD was first classified in DSM-II in 1968 as Hyperkinetic Reaction in Children, before being renamed as attention deficit disorder in DSM-III in 1980 (Lynn et al., 1983). Today, ADHD has a worldwide prevalence of around 3.4% (Polanczyk et al. 2015). In the UK, estimated prevalence varies from 0.5% to 10% in school aged children (Barker & Mills, 2018).

ADHD has a heterogeneous presentation with a diverse range of manifestations (Biederman, 2005). The multifactorial construct of ADHD is reflected in the diagnostic criteria in both of the main diagnostic manuals currently used around the world: the DSM-V (American Psychological Association [APA], 2013) and ICD-11 (World Health Organisation [WHO], 2021). In each of these diagnostic systems, ADHD can be classified through the distinct elements of hyperactivity with impulsivity and, or inattention; individuals can be diagnosed with one subtype or with a combined presentation.  

In considering the construct of ADHD, it is important to recognise the diagnostic framework in which it is situated. Both the DSM-V and ICD-11 use a classification system in which children are categorised as having ADHD or not based on clusters of behavioural criteria which are either present or not present. In the DSM-V, children can meet the diagnostic threshold if they present with six or more of the behaviours listed. These behaviours, such as “displays poor listening skills” and “overly talkative”, exist on a continuum that needs to be subjectively interpreted as quantitatively significant enough to warrant positive inclusion within the ADHD assessment for any particular child. Both manuals advise that behaviour needs to be persistent across more than one setting, although it may change over time or in different situations. It could be argued that this contributes to an unclear diagnostic presentation which requires the clinician to subjectively assess if the child’s behaviour is significantly impairing their functioning enough to warrant a diagnosis.

It is also worth bearing in mind how the diagnostic criteria has changed over time, and the implications. Bailey (2010) points out that the question of what constitutes mental illness is open to change and manipulation through the diagnostic process in which it is created. Homosexuality being removed from the DSM following a referendum in 1974, where it had previously been classified as a mental illness, is an example of this and shows the power a diagnostic framework can hold in determining which behaviours are classified as abnormal in society (Bailey, 2010).  In relation to ADHD, increasing the age of required onset of symptoms from age 7 in DSM IV (APA, 1994) to age 12 in DSM V (APA, 2014) is an example of how suddenly more children could potentially be diagnosed by extending the sub-population of children who fit within the criteria for diagnosis. This has led me to consider what a diagnostic label such as ADHD actually means, begging the question that if children have not suddenly changed, why has the diagnostic criteria changed to now include more of them, and in whose interest? (Sanders et al., 2019).

2.3 ADHD research

2.3.1 Deficit-based ADHD research

There has been a wealth of research examining ADHD with, historically, a focus on deficits associated with the disorder. ADHD has been associated with poor executive functioning (Barkley, 1997; Castellanos and Tannock, 2002), avoidance of delay (Sonuga-Barke, 2003), impaired social skills and relationships (Bignell and Cain 2007; Hoza et al. 2005; Wehmeier et al., 2010) and difficulties regulating emotions (Barkley 1997; Anastopoulos et al., 2011). ADHD has also been associated with low self-esteem and poor self-concept (Houck et al. 2011). Furthermore, ADHD impacts on the outcomes of children as they progress through life; it has been linked with academic underachievement (DuPaul et al., 2011), poor mental health outcomes (Roy et al., 2014) and poorer quality of life in adulthood (Nice, 2018). 

2.3.2 Strengths-based ADHD research

Some authors have highlighted the importance of using a strengths-based positive psychology approach in research around ADHD, moving away from a deficit model (Climie and Mastoras, 2015). Researchers investigating strengths shared between children with a diagnosis of ADHD found relative qualities in logical thinking (Ek et. al., 2007) and creativity (Fugate et al., 2013). However, the field seems dominated by a focus on a deficit model which links to a construct of ADHD as a disorder to be fixed, conceptualised by a within-child construct of behavioural clusters which are negatively impacting on academic or social functioning. I believe this is linked to the meaning of a diagnosis of ADHD and its purpose in society, which will be discussed in more detail below.

2.4 Positioning of ADHD

2.4.1 Biomedical model of ADHD

Although the aetiology of ADHD has not been clearly identified, by defining ADHD as a neurodevelopmental disorder there is an assumption that it has a neurological basis.  Each of the main diagnostic manuals currently in use have moved to a classification of ADHD as a neurodevelopmental disorder (WHO, 2021; APA, 2013). The first international consensus statement on ADHD in 2002 presented evidence-based support for recognising ADHD as a valid mental health construct positioned as a neurobiological disorder (Barkley, 2002). However, as yet, biological markers have not been identified and diagnosis continues to be derived from behavioural criteria (Timini et al., 2004). Therefore, it can be argued that the diagnostic process uses a categorical approach to defining a sub-population of children who meet criteria from a group of behaviours that tend to appear together. Timini (2017) points out this is a circular form of pseudo-diagnosis that describes behaviour but does not explain it.  

2.4.2 ADHD as a social construct

Cultural differences and social factors around ADHD are acknowledged in the diagnostic guidance. The APA (2013), p14 recognises that, “...mental disorders are defined in relation to cultural, social, and familial norms and values” and that, “...culture provides interpretive frameworks that shape the experience and expression of the symptoms, signs, and behaviours that are criteria for diagnosis.” The ICD-11 has a section specifically about culture-related features for ADHD and acknowledges that, “...culture can influence acceptability of symptoms as well as how caregivers respond to them” in advising clinicians to take account of cultural norms (WHO, 2021). This recognition of cultural factors appears to be linked to larger disagreements about how to understand ADHD. Although ADHD is defined as a neurodevelopmental disorder, there is no specific medical test used for diagnosis and it is diagnosed on a checklist of behavioural criteria which has been challenged as a Western social-cultural construct (Timini & Taylor, 2004).

In their systematic literature review, Bauermeister et al. (2010) concluded that ADHD is a valid construct across cultures. However, whilst there may be children in all cultures whose behaviours can be determined as fulfilling criteria required for an ADHD diagnosis, it does not necessarily follow that because enough children can be categorised with the same core behavioural differences these differences warrant labelling as a disorder. It has been argued that the focus on behaviour relating to successful functioning in a classroom environment within the diagnostic criteria for ADHD thereby categorises children whose behaviour is problematic in school as a medical disorder (Bailey, 2010). Some authors have gone so far as to describe a diagnosis of ADHD as epistemologically violent, harmful to the child’s right to be themself and based on ontological assumptions determined by societal and organisational ideals about the acceptable way to be a child (Nilsson Sjöberg, 2021). There have even been calls that diagnostic labels based on behavioural differences should be abolished altogether (Mills, 2014). However, it could be argued this would limit our understanding of children and potentially leave them without support and more vulnerable to exclusion.

These discussions have led me to find the current positioning of ADHD presenting an uncomfortable dissonance between inclusive and exclusive practices.  Ethical considerations have been illuminated through some critical disability studies, which highlight how children can be reduced through medicalised totalising narratives linked with socially constructed truths which can potentially marginalise children and lead to othering (Goodley & Runswick-Cole, 2012). I am concerned that potentially othering children who do not meet societal expected norms of behaviour risks creating inequalities based on society’s own dominant interests, for example in education (Badiou, 2019). According to Nilsson Sjöberg (2021), this has forced certain ‘truths’ about ADHD to be created as though they are a reality and used as a way of understanding children. Whilst diagnostic profiles can provide some useful insight into a child’s behaviour, these accounts do not consider the lived experience of children which remain underdeveloped as a way of representing children and their complex lives (Billington, 2021). Recognition of the epistemological oppression potentially rooted in taking a biomedical understanding of behavioural differences with a deficit emphasis have seen calls for a more diverse understanding which seeks to normalise such a diagnosis rather than see it as a deficit that promotes ableist idealised concepts of childhood (Goodley, 2016).

This type of understanding is at the heart of the growing neurodiversity movement, which attempts to offer an alternative conceptualisation of neurodevelopmental disorders as part of a spectrum of normal human variation, rather than disease (Bölte et al., 2021). Neurodiversity discourse promotes a more holistic understanding of children, using strengths-based approaches to nurture a child’s developmental trajectory instead of focusing on reducing deficits. The neurodiversity narrative has also been claimed politically by some activists with diagnoses to analyse social issues and encourage human diversity and social inclusion (Singer, 2020). Critics of the neurodiversity movement raise concerns that some individuals’ difficulties can be trivialised with such an approach (Bölte et al., 2021), which highlights the importance of considering what is important for each individual child and their particular life. 

2.4.3 An ecological model

Previous research has found a correlation between children who have experienced early adverse childhood experiences, such as sexual abuse, and a diagnosis of ADHD (McCleer et al, 2016; Jimenez et al. 2017). Authors have suggested that trauma symptoms might be mistaken for ADHD or that trauma may amplify behaviour for those individuals with a predisposition to ADHD symptoms. The ICD-11 (WHO, 2021) recognises that symptoms of ADHD, “...may occur in response to exposure to traumatic events…particularly in disadvantaged populations” and advises that clinicians should consider whether or not a diagnosis is warranted in these circumstances. It is essential to recognise that children who experience trauma do not necessarily go on to display behaviour associated with ADHD and not all children who do show ADHD type behaviour have experienced trauma, which suggests a much more complex interplay of factors which need to be considered.

Bracken (2012) argues that, when exploring behaviour, there should be more focus on context and relationships, moving away from traditional psychopathological causal explanations towards a more narrative-based understanding that considers the interaction of biological, social and cultural factors. Inspired by Bronfebrenner’s ecological systems theory, Helle-Valle et al. (2015) proposed using an ecological systems model to understand ADHD type behaviour. At the level of the individual they found trauma could be linked to behaviour, at the family level it was seen as a relational phenomenon and in considering the community they found behaviour was defined as a lack of cooperation over resources. At the macro-level, the authors suggest that adults are not passive in children’s behaviour but co-create perceived behavioural problems through their interactions and interpretations. This type of understanding has led to approaches such as the Relational Awareness Programme, which offers a non-diagnostic way of supporting children who could be labelled with ADHD and their families by focussing on building relationships instead of controlling behaviour (Timini, 2017). Timini (2017) argues that therapeutic approaches which recognise the uniqueness of each child and their context are more meaningful than a diagnosis which is tautologically circular. Also adopting an ecological model, Nguyen et al. (2019), found that family, community factors and school engagement were correlated to a diagnosis of ADHD, proposing that high school engagement was a protective factor against the severity of ADHD behaviour and a diagnosis of ADHD, despite other environmental risk factors. Whilst this study does not claim to evidence a causal relationship, it does substantiate evidence towards thinking more about the systems around a child and beyond a label. Some children and young people might want to resist ‘truths’ given to them through biomedical descriptions of themselves and it is suggested that relational approaches can potentially support transformative accounts for children and young people (Billington, 2021).  

Rather than considering behaviour through the lens of a diagnosis such as ADHD and assuming within child reasons behind a child’s academic or social functioning difficulties, it might be more meaningful to consider how societal organisational demands have increased for children who live in an increasingly complex world and how this interacts with a child’s relationships and behaviour. Psychologists have been pushing for a move away from a medical model of understanding behaviour to considering psychological, social and environmental factors (DCP 2013). One potential alternative way of understanding behaviour is offered by the Power Threat Meaning Framework (PTMF) (Johnstone & Boyle, 2018), which was the culmination of a five-year project funded by the British Psychological Society’s Division of Clinical Psychology. The rationale behind this project was to develop an alternative more contextualised way of understanding emotional distress compared with the established medical model encapsulated through the diagnostic criteria of the ICD or DSM in use. Rather than thinking about what is wrong with a person and pathologising behaviour as symptoms of a disorder, the PTMF encourages asking what has happened to a person. The framework specifically explores how power might be operating and posing threat in a person’s life and how a person’s behaviour might be better understood as a threat response (Johnstone & Boyle, 2018).

2.5 Psychiatrisation

2.5.1 Overview 

Despite a link to cultural and social factors being acknowledged, it can be suggested that even by labelling certain behaviours as ADHD we are continuing to promote a psychiatric discourse. In their literature review, Beeker et al. (2020) found that psychiatrisation is usually seen as a top-down process driven by professionals acting in the ‘best interests’ of the child. However, research has also highlighted how the process of psychiatrisation can also be argued as a bottom-up process which is requested rather than imposed, driven by parental demands, awareness groups and resource thresholds (Beeker et al., 2021; Foucault, 2003). This highlights the complex power relations involved in the psychopathoglisation of ADHD. 

2.5.2 The value of an ADHD diagnosis

Whilst there has been much research highlighting the stigma of living with an ADHD diagnosis and the social isolation to which this can lead (Lebowitz, 2016), parents may seek a diagnosis for their child as a response to marginalisation that can occur around their child’s behaviour. Some parents seek a diagnosis to free them from the guilt and shame that can be felt when parenting children with behaviour perceived as challenging, in the hope that a label will bring understanding and additional support for their child (Broomhead, 2013). It is important to remember that a label such as ADHD can also bring benefits, such as access to resources and social understanding, which can promote tolerance (Lauchlan and Boyle, 2007). This complexity highlights the need to ensure that receiving an ADHD diagnosis is something that will be beneficial for the particular child. As O’Connor et al. (2018) found in their systematic review, diagnosis can sometimes threaten and devalue young people's self-concept but can also facilitate self-understanding and acceptance. These authors point to the need for further research to investigate the complex interaction between diagnosis and self-concept.

2.5.3 Labelling

The concept of categorising children through diagnostic labels based on behavioural differences has been argued to be a form of governmentality which has developed over the last three hundred years; this is complicit with a need in education to capture deviance that falls outside of acceptable behaviour (Billington, 2000). Whilst there might be some benefits of promoting tolerance and enabling access to resources, stereotyping of labels can lead to discrimination and social exclusion (Kinnear et al., 2015). Furthermore, it has been argued that labels based on socially constructed ideals of children’s behaviour can limit our understanding of the children’s diversity, operating as a form of epistemological oppression that does not value the uniqueness of others (Sewell, 2016). This highlights the need for caution around labelling children’s behavioural differences, raising ethical concerns around the way that we speak of and write of children and the purpose of a diagnosis in relation to inclusion (Billington, 2006).

2.6 Treatments and interventions for children with an ADHD diagnosis

2.6.1 Pharmacological intervention

Psychostimulant medications have been used to treat ADHD since the 1960s (UK, N. G. C., 2018) and, for decades, they have remained the most common intervention to reduce hyperactive, impulsive and inattentive behaviour associated with ADHD (Kutcher et al., 2004; Farone and Buitelaar, 2010). This shows how the dominance of a medical model of ADHD has prevailed in treatments despite controversy around its validity as a real medical entity (Timini & Taylor, 2004).

The short-term use of pharmacological treatment of ADHD has been supported for safety and efficacy through a meta-analysis of evidence (Cortese et. al., 2018). However, I would be cautious about this interpretation of efficacy as the researchers did not investigate self-perceptions of the children and young people in how they felt their lives were improved, but focused on the reports of professionals and teachers in achieving the desired and intended changes in behaviour. NICE guidelines (2018) state that children should be involved in discussions and decisions about their treatment plans, stemming from the movement to promote the rights of children that is enshrined in law (UNICEF UK., 1989). I feel this highlights the need to consider the child’s voice in research around ADHD. The voice of the child appears to be lacking in research which focuses on ADHD deficits from the perspective of adults around the child without consideration of other factors. In a study that did seek to explore the views of children around taking medication for their diagnosed ADHD, the researchers found that most of the children felt relief from their improved behaviour but this was balanced against negative experiences of side effects, worries around being different and taking medication because there was something wrong with them (Travell and Visser, 2006). These dilemmas begin to highlight the complexities of children’s feelings around taking medication for ADHD but, as the authors themselves note, there is a lack of research in this area. Despite the controversy, medication remains the recommended treatment in the UK for children over the age of 5 when symptoms persist following environmental modifications (NICE, 2018). Hill and Turner (2016) explored the views of educational psychologists across the UK and found a strong feeling within the profession of over-reliance on medication and a lack of children’s involvement in decision making about treatments.

2.6.2 Non-pharmacological interventions

In 2018, Moore et al. conducted a systematic review of school-based interventions for ADHD, concluding that combined interventions resulted in some benefits in reducing ADHD associated difficulties in school. Some caution should be noted around these findings; of the twenty-eight studies involved, twenty-five were from schools in the USA and the studies spanned from 1980 to 2017. Given changes in education over time and cultural differences, it is difficult to determine the validity of these findings in modern British schools. 

The NICE treatment guidelines recommend considering Cognitive Behavioural Therapy for children with a diagnosis of ADHD, but only in addition to medication if symptoms continue to cause significant impairment (NICE, 2018). Both pharmacological treatments and behaviour modification interventions take a within-child deficit approach towards reducing the problematic ‘symptoms’ of ADHD and focus on what the child cannot do or what needs to change. Taking an alternative, strengths-based approach as part of the assessment process could instead encourage a neurodiversity discourse and consideration of the unique characteristics of a child and how these can be strengths in their environment (Sherman et al., 2006). Whilst this suggests a more holistic approach, I believe this position is still ontologically problematic because even by taking a strengths-based approach we are continuing to place ADHD within the child as though it is a real thing they own. Perhaps a more ecological way of understanding the ADHD construct would be to locate the ‘problem’ within the environment, as opposed to within the child. The NICE treatment guidelines (NICE, 2018) advise environmental modifications to support the child, yet this is still based on a within-child ontology of ADHD and that it should be treated pharmacologically if environmental modifications do not lead to sufficient changes in the child’s behaviour. Furthermore, whilst this begins to consider the child in a context such as their classroom environment, it does not consider the child in their wider social, cultural and historical context. 

There is evidence of a backlash to the medication of children for behavioural differences with aspirations to move to alternative treatments or even more fundamentally different ways of understanding children (Traxson, 2018). Hill and Turner (2016) proposed that, as part of their unique contribution, educational psychologists (EPs) should be raising awareness of contextual factors and providing tailored interventions.

A recent briefing paper (DECP, 2022) provides guidance on evidence-based non-pharmacological interventions for children who have a diagnosis of ADHD and children without a diagnosis who are experiencing difficulties with attention, activity and impulsivity. These include recommendations on environmental modifications, pupil-focused interventions and family interventions. I believe this is a step in the right direction towards a more ecological approach to children’s behaviour, however, further developments are needed to reduce power imbalances by privileging the expertise of those individuals in distress (Bracken et al., 2021; Rose and Rose, 2023). 

2.7 Research with children who have a diagnosis of ADHD

2.7.1 Experience of being diagnosed

In their study, Frondelius et al. (2019) found that adolescents’ experience of being diagnosed was interpreted as a process of understanding oneself as being different in both positive and negative ways. The young people sought a sense of acceptance and normality as they struggled with vulnerability and being given a label of ADHD. The participants in this study were all adolescents between 14 and 19 years of age, with most of them receiving a diagnosis more than three years prior to their participation in the study. It is possible their perceptions of being diagnosed may have changed over time; therefore, rather than exploring the lived experience of being diagnosed with ADHD, the research may have captured understandably skewed or faded memories. Conducting research much sooner post-diagnosis may therefore be more valid. Most children are diagnosed at a younger age than the participants of this study and there appears to be a gap in the research generally around the perceptions of younger children, as most studies have researched teenagers or adults. Additionally, this research was carried out in Sweden and, whilst some experiences may be similar in the UK, there is a need to investigate this experience further in the UK due to potential cultural differences. 

Research exploring the views of educational psychologists (Hill & Turner, 2016) found that more than half of the 136 EPs who participated in the study expressed concerns that children’s views were not sought as part of the diagnostic process or in decisions about treatment. In both research and practice around the diagnosis of ADHD there appears to be a lack of participation of children.

2.7.2 Perceptions of having a diagnosis of ADHD

Research exploring the experience of living with an ADHD diagnosis has grown in recent years. A recent systematic literature review, including all studies that considered perceptions of ADHD from diagnosed children, adolescents or parents, identified 101 eligible studies (Wong et al. 2018). Of these, sixty percent explored only parents’ perceptions and, while forty percent investigated children’s or adolescents’ perceptions, most of these were adolescents. This highlights the gap in the research of younger children’s perceptions around living with ADHD.   

In their systematic literature review Wong et al. (2018) focused on perceptions around symptoms, with these researchers concluding that there is a tendency for children and adolescents to underestimate their symptoms, leading them to suggest that applying the Common-Sense Model (CSM) of illness could be helpful. The CSM proposes five perceptual domains that comprise illness representations: identity, timeline of illness, consequences due to illness and/or treatment, cause and control (Leventhal, Phillips and Burns, 2016). According to Wong et al. (2018), exploring perceptions of ADHD using this model can provide insight into perceptions of symptoms and adherence to treatment. However, using this model in relation to ADHD keeps the construct of ADHD firmly in the medical domain and retains a deficit-based discourse. I would argue that focusing on five pre-set perceptual domains specifically related to illness, symptoms and treatment within the CSM model is potentially a constraining lens when aiming to capture perceptions of children living with a diagnosis of ADHD.

More recent research by Ringer (2021) used a content analysis method to explore the validity of the CSM-dimensions of illness representations for children with ADHD, whilst also exploring the possible relationships between types of beliefs and coping strategies. They concluded that the different beliefs held by children with an ADHD diagnosis mostly fitted within the five dimensions of the CSM, although they added an additional dimension of uniqueness as an important extra factor. Whilst this study recognised that some young people identified positive effects of their experience of ADHD, such as positive effects on social life, the study still frames ADHD as something within the child with which to be coped. Furthermore, this research focused on the participants’ beliefs and reflections around ADHD symptoms through the use of the CSM and did not allow the young people to decide what was important for them to talk about.  I would suggest that when talking to young people who have a diagnosis of ADHD we might obtain richer, more meaningful representations of their lived experience if young people have more autonomy about what they wish to talk about (Aldridge, 2014).

2.7.3 Lived experiences of children and young people with a diagnosis of ADHD

Several authors have highlighted the need for more research around lived experience from the person’s perspective, and their understanding of their diagnosis (Fattore, Mason & Watson, 2014; Soffer & Ben-Arieh, 2014; Brady, 2014). These authors argued that children’s own experiences have clinical value in informing interventions that might be the most successful. Perhaps the lack of research in this area is associated with an absence of children’s agency within research, historically due to the low socio-political status of children, despite movements to promote their rights (Brady, 2014).

In her thesis, Hemming (2017), used an IPA method to explore young people’s and teachers’ experiences of the ADHD label in school. She found that students felt isolated and stigmatised because of their ADHD label and benefited from positive relationships with teachers, with this leading Hemming to advocate for a bio-psycho-social understanding of ADHD. This thesis gave more privilege to young people’s voices in how they wanted to think about ADHD and has some valuable insights, although the research was still constrained within a focus of making sense of school through a lens of an ADHD label.

With the aim of integrating recent qualitative research carried out in this area, Ringer (2020) carried out a meta-synthesis review of sixteen published and unpublished studies on children’s experiences and understanding of their ADHD, of which forty-four percent were carried out in the UK. The main themes emerging from this review were around expressions of lack of control and ambivalence, with themes also identified relating to the formation of personal identity. Ringer considered this through a lens of Erikson’s (1963) theory of psychosocial development, as the psychosocial task of adolescence is around formation of a stable identity. Ringer hypothesised that these themes relate to issues around forming a stable personal identity, which might be linked to young people’s experiences of a lack of control over their body, behaviours, emotions and cognitions, as well as ambivalence towards their psychological needs, and their close social environment. Again, negative aspects of experience appear to be the focus as only one of the studies considers the positive effects of living with a diagnosis of ADHD. Equally, interpretation of data drawn from the experience of younger children is not necessarily the same as themes that emerge from data of mostly adolescents which, once again, highlights a gap in the research with younger children with a diagnosis of ADHD.

Within research focusing on experiences of ADHD, the object being explored tends to be predetermined and linked to the diagnostic criteria of ADHD, symptoms and treatments. However, as already indicated, diagnostic constructs are only one way of understanding a child’s experience. Considering an individual in relation to their diagnosis may result in limited approaches and methods used to explore their experiences, subsequently impacting on the richness of understanding about them. It is potentially disempowering to the young person to constrain them within the medical discourse of their diagnosis (Brady, 2014). An alternative phenomenological perspective might instead provide a child living with a diagnosis of ADHD the agency to determine what is important in their life. Given the epistemological oppression potentially generated through a diagnosis of ADHD and arguably the very existence of the disorder, I believe there is a need for more research efforts to epistemologically free young people with an ADHD diagnosis from pre-determined discourses about them, and, instead explore their uniqueness as individuals and the meanings they give to their experiences.

One study which has taken this epistemological approach was carried out in Finland using a narrative methodology. It was not included in Ringer’s meta-analysis.  Honkasilta & Vehkakoski (2019) explored the sense-making of a 17 year old (‘Susan’) living with an ADHD diagnosis and her parents in their co-narration of Susan’s broken schooling. The study design facilitated participants choosing the relevant experiences they wanted to talk about through narrative interviewing. Rather than using interview questions to elicit the meanings given to ADHD, any ADHD-related meanings of experiences that were chosen to be shared by the participants in the way they made sense of their experiences occurred without prompting by the interviewer. Discourse analysis of Susan’s narrative showed how she preferred to make sense of her experiences without the explanation of an ADHD diagnosis and was reluctant to include ADHD as part of her identity, preferring to make sense of her experience in different ways such as through the importance of relationships. This was in contrast with the discourse analysis of the parents’ interview which revealed how they sought to normalise their daughter through the use of diagnostic explanation and therefore make her behaviour more socially acceptable. This study illuminates the experience of one young person living with a diagnosis of ADHD and sought to contribute to a socio-cultural approach to understanding this experience. However, as this study was carried out in Finland, the experiences of a young person in the UK may be found to be quite different due to socio-cultural differences.

Edwards (2022) used a narrative approach in the UK to explore identity with four adolescents who had a diagnosis of ADHD using a bicycle of life method that facilitated the young people talking about their identity both with and without consideration of their ADHD diagnosis. In this study, only one of the adolescents spontaneously referenced ADHD, which I feel reinforces the importance of not constraining the way young people’s voices are heard as diagnosis might not be a young person's preferred way of making sense of themselves. Edwards found that preferred identity positions emerged through themes such as having a good sense of humour, being connected and supported, being a keen sportsman and being an animal-lover. Some of the obstacles identified by young people in this research included distractions, anger, the expectations in school, anxiety, the school environment and exclusion.

Each of these studies indicate how young people might seek to be known outside of and beyond their diagnosis of ADHD. This has been considered in just a few published studies in relation to ADHD carried out in the UK but similar considerations around other diagnostic labels have been made. Begon & Billington (2019) consider how taking a critical approach to autism, which recognises that as a concept it has no absolute validity, encourages exploration of insider perspectives on how autism is subjectively experienced and how different versions of autism might in fact be socially constructed through language and context.

2.8 Summary, Rationale and Research Questions

This literature review highlights the historical emphasis of ADHD research positioned around the diagnostic framework of ADHD. Currently, there appears to be limited research with children who have a diagnosis of ADHD that explores their lived experience. Although some research has explored the perceptions of this group, I believe there is a need for more research that provides children with agency to consider what is important in their own lives. Following Begon & Billington’s (2019) critical approach to autism, my aim is to take a critical approach to ADHD. By exploring experience in ways that are unrestricted by suggesting a primary consideration related to the concept of ADHD, I will be enabling agency for children to co-construct what is important for them and the meanings they generate about their lives.

I believe this research links to supporting the rights of children, who should be involved in all stages of their SEN support (Department for Education, 2014). As there is a gap in research exploring the lived experiences of children diagnosed with ADHD, I feel this is relevant to the profession of educational psychology and is consistent with the British Psychological Society’s aim to move away from a medical model and promote a more contextualised understanding of psychiatric diagnoses such as ADHD (DCP, 2013). Furthermore, the local authority in which I am situated is committed to considering the lived experience of children in decisions that are taken about their lives. I hope to contribute by providing an understanding of the particular ways in which school is subjectively experienced by some children who have a diagnosis of ADHD. This research may also have the potential to directly inform the current systems in place within the local authority around ADHD, such as the access pathway referral system and diagnostic processes. Currently, whilst EPs are not directly involved in diagnosing ADHD (which is undertaken by clinical psychologists), they are often involved in discussions with school staff about the behaviour of children and the decision-making process to admit a child to the diagnostic pathway. My aim is that research illuminating the lived experience of children and young people with an ADHD diagnosis in school can support the unique contribution of EPs in ensuring that a contextualised understanding of the child is taken, critically considering a medicalised perspective of the child and, instead, promoting a social constructionist ontology.

Research questions:

· What are the lived school experiences of children who have been given a diagnosis of ADHD?

· How do children with a diagnosis of ADHD make sense of themselves and their experiences at school?








Chapter 3: Methodology

3.1 Overview

In this section I will outline the ontological and epistemological position I have taken within my research and consider how this informed my decision to use an interpretative phenomenological analysis methodology. I will then describe and explain some of the methodological decisions taken and outline my research design and procedure. 

3.2 Ontological and epistemological positionality

3.2.1 Background

When choosing a research methodology, it was important for me to understand my ontological position and epistemology to ensure philosophical and methodological congruence. Furthermore, I wanted my research method to be an appropriate tool to achieve my research aims.

This research is concerned with exploring the subjective school experiences of three children who have been given a diagnosis of ADHD. As a researcher who takes a critical stance, understanding ADHD as a socially constructed concept (Timini & Taylor, 2004) based upon behaviour that is problematic in a school environment (Bailey, 2010), that I hold a social constructionist ontological position can be assumed. I concur with the view that human experience exists in a context that is socially, historically and culturally mediated (Burr, 2015). I attempt to maintain this lens epistemologically through the methodology I have chosen to carry out this research. It was important for me to adopt a research methodology that gives voice to the subjective experiences of children and does not impose upon them assumptions based on assumed realities about ADHD.

Whilst I have settled on a social constructionist ontological and epistemological position, this was not a decision made easily. I initially felt torn between social constructionism and critical realism, as I do believe that for the individual their diagnosis and experience of ADHD is a real one. However, I feel social constructionism is a better fit and I will now outline some of my justification. 

3.2.2 Critical realism

Realism is an epistemological position linked with traditional positivist ontological assumptions that truths exist which can be uncovered for reality to be understood. Critical realism takes a post-positivist understanding that reality can only be understood imperfectly; there is a reality that exists but humanity is not able to fully understand it (Howell, 2013). This epistemological position sees an abandonment of a total separation between the researcher and research but objectivity is still pursued through an ontological belief that there is some underlying reality. Whilst I believe there is some form of historical realism around a reality of ADHD that has been shaped by history and culture, I am interested in subjective insider perspectives and see myself as an active influencer in any meaning that is made; I am not striving to find objective truths about a reality (Willig, 2013).

3.2.3 Social constructionism

Social constructionism was born from the postmodern movement away from the modernist endeavour which sought to find truths in order to know the true nature of reality (Burr, 2015). Rather than seeking to find structure in reality and overarching theories to make sense of reality, social constructionists believe reality is much more fluid than this, being multi-faceted and ever-changing (Willig, 2013). Rather than the researcher being separate from the research, meaning is co-constructed through relational processes, language and reflexivity (Willig, 2013). 

To help clarify what constitutes a social constructionist approach, Gergen (1985) outlines four key assumptions and proposes that a social constructionist adopts at least one: a critical perspective on the taken-for granted world, knowledge is set in a historical and cultural context, social processes construct and sustain knowledge, and descriptions and explanations of the world are forms of social action. I felt these assumptions were all evident in my research positioning (see Appendix 1 for reflections on how they relate to my research).

3.3 Choosing Interpretative Phenomenological Analysis (IPA)

3.3.1 Overview

IPA is not just about a set of procedures; it is also a philosophical orientation to research. First outlined as a research approach in 1996 by Jonathan Flowers, the principles are rooted much deeper in the history of psychology. I will now explain the three core concepts from the philosophy of knowledge that are embodied in IPA: phenomenology, idiography and hermeneutics, and consider each in relation to my research (Smith, Flowers and Larkin, 2022).

3.3.2 Phenomenology

Phenomenology centralises the lived experience being illuminated through the research. I will outline the development of this approach, considering some of the key philosophers in the history of phenomenology as outlined by Smith, Flowers and Larkin (2022), and consider how these ideas fit with my research. 

3.3.2.1 Husserl

Husserl was the founder of the phenomenological approach. He moved away from the tradition of exploring phenomena outside of the person towards an understanding that all phenomena are experienced through a person and only really exist as an experience. The source of a phenomenon is therefore the person and their experiences, as this is all we can know (Husserl, 1964). This emphasis on lived experience is a cornerstone of all phenomenological approaches (Smith, Flowers and Larkin, 2022).

Husserl proposed that there is a relationship of intentionality between consciousness of a phenomenon and the phenomenon that is the subject of consciousness; the process of this relationship is how we make sense of experiences (Husserl, 2002). According to Husserl, in order to identify the essential qualities of the human experience of a phenomenon, it is necessary to make a series of reductions and bracket taken-for-granted knowledge of phenomena to self-consciously reflect on the experience.

This is consistent with my understanding of ADHD as a term that has been socially constructed to make sense of certain types of experience, instead of a phenomenon that exists outside of a person’s experience. It is also compatible with my research aims to privilege the meanings that children with a diagnosis of ADHD give to their experiences of school, rather than assuming their experiences are impacted by ADHD. In this way, I would be aiming to bracket this taken-for-granted knowledge about ADHD.

3.3.2.2 Heidegger

Husserl’s student, Heidegger, questioned some of his teachings around the essence of being. Heidegger (1967) acknowledged the importance of people’s experiences occurring in a context; in order to make sense of experiences people cannot be detached from their context as this is central to their meaning-making. Whereas Husserl was concerned with taking a series of reductions which could illuminate a more generalisable essence of experience, a purer form of phenomenology, Husserl was more interested in being from a worldly perspective (Heidegger, 1967). These developments of the work of Husserl move us away from descriptive phenomenological inquiry towards a more interpretative approach to analysis.

In my research, I am interested in the particular subjective experiences of each participant and how they make sense of their experiences in the context of school and the context of having a diagnosis of ADHD. Whilst, at times, I will bracket taken-for-granted knowledge about education and ADHD, I will also interpret and make meaning using my knowledge of the contexts within which the experiences have occurred.

3.3.2.3 Merleau-Ponty

The recognition of the importance of context and interpretation was echoed by Merleau-Ponty. He illuminated the embodied nature of human beings and their subjective experience, recognising that we can never fully share another person’s experience because it is personal to their embodied position in the world (Merleau-Ponty, 1962). Other philosophers have gone on to consider the importance of affect in embodiment and highlighted the need to be attentive to emotion as an important part of understanding someone’s experience and in shaping meaning-making (Ratcliffe, 2019). 

In my research, I will attempt to explore emotions as a way of getting closer to my participants’ experiences. I will also be reflexively attentive to emotion as much as possible both during the interviews and in the analysis phase.

3.3.2.4 Sartre

Sartre considered how the self is not a fixed entity but a fluid process of being within an interpersonal context of relationships. He also proposed the concept of ‘nothingness’ and considered how things being absent can also influence our experience (Sartre, 1956). 

Sartre’s work contributes to the emphasis on interpretation in IPA and the consideration of relationships in shaping meaning. In my research, my interpretations will consider the interpersonal context. Furthermore, I will consider myself an active participant in shaping the way experiences are shared as part of a relational process between myself and the participant. This speaks to my recognition of the active role of both the participants and me in the social construction of the data used in this research, and in any interpretations. 

3.3.3 Hermeneutics

Hermeneutics is the theory of interpretation. IPA is underpinned by a belief that, when people think about their experiences, this is more than just a mirror of the experience as there is some interpretation during reflection. The way people make sense of their own experiences is therefore a key element of the interpretative nature of the analysis of IPA (Smith, Flowers and Larkin, 2022). Furthermore, within IPA, there is a second level of interpretation (a double hermeneutic) as the researcher attempts to make sense of the participants’ sense-making. I will explain these ideas drawing upon some key figures in the history of hermeneutics, as outlined by Smith, Flowers and Larkin (2022), and consider them within the context of my research.

3.3.3.1 Levels of interpretation

Schleiermacher (1998) proposed that interpretation involves both grammatical interpretation (where text is analysed at face value of the language, which is more objective) and psychological interpretation (where interpretations are more individual and subjective). This evokes the idea of a more holistic interpretation of meaning, which encompasses the importance of language and emphasises the role of the researcher in constructing meaning (Smith, Flowers and Larkin, 2022). 

In advocating for a hermeneutic phenomenology, Heidegger (1967) explained how some parts of experience might be hidden and only revealed through the double hermeneutic process of the researcher making sense of the participant’s sense-making. He believed it was important to look at both the surface appearance and also hidden meaning which, again, highlights the active role of the researcher in making meaning. These developments in hermeneutics highlight how bracketing can only partially be achieved, as individual subjective knowledge cannot be taken away from the sense-making process completely.

Gadamer (2013) identified the importance of history and tradition in interpretation. This fitted with his analysis of historical texts but could be viewed as less relevant for modern researchers who are researching in real time (Smith, Flowers and Larkin, 2022). Perhaps more importantly for the IPA researcher, Gadamer also considered how interpretation comes through a dialogue between engagement with phenomena and preconceptions, which have a cyclical relationship and influence one another. Considering Heidegger’s interest in latent meaning, Gadamer reflected on how this is a bi-directional cyclical process of interpretation, where knowledge and preconceptions can influence one another at any stage (Gadamer, 2013).

These ideas fit with my social constructionist stance that I will be an active meaning maker within this research and my analysis might, at times, go beyond the literal explicit language-based meaning of what participants say to meaning which I have subjectively constructed based on my knowledge of psychological theory and assumptions about the world. This moves away from the idea of bracketing proposed by Husserl to a much more interpretative practice. Accepting that it is not possible to bracket my own beliefs and experiences completely, I have instead endeavoured to be respectfully aware of my preconceptions and their part in the process of interpretation. I also remain mindful of the double hermeneutic process in which I am engaged as a researcher, making sense of the participants’ experiences through my second-order interpretation. 

3.3.3.2 Hermeneutics of suspicion

Considering the different levels of interpretation, Ricoeur (1991) distinguished between two types of interpretation: a hermeneutics of empathy which stays closer to the participants descriptive account of their experience and a hermeneutics of suspicion that is interpretation informed by theory and where the researcher brings in their knowledge to the process. I think this distinction is helpful and I have attempted in my research to be reflective throughout, including maintaining awareness of when my sense-making is closer to the participant’s experience and when my sense-making is more tentative and being informed by my own knowledge. I aimed to ensure that I have provided an empathic interpretation for each participant, attempting to bracket my own knowledge and stay close to their experiential accounts. At times I have made more suspicious interpretations (Ricouer, 1991), where I have moved further away from the face value of the participants’ accounts and constructed meaning based upon psychological theory and underlying social and cultural structures to provide a more explanatory interpretation (Willig, 2013).

3.3.3.3 Bracketing

The different interpretative levels that encompass the hermeneutic aspect of IPA requires the researcher to be mindful of their approach to bracketing. During the data gathering interview stage of my research, I will attempt to bracket preconceived ideas including my knowledge of ADHD (whilst remaining reflexively aware of any potential bias I might hold). I feel this will facilitate an interpretative phenomenological analysis that is closer to the subjective participant’s lived experience which is something that I want to respect. As I move through the analysis phase of my research I will move away from bracketing as I draw upon my knowledge of ADHD, social structures and psychological theory to engage in a deeper level of analysis that can answer my research questions and think about the participants’ experiences of school from a wider socio-cultural perspective in my discussion section.

3.3.3.4 The hermeneutic circle

The hermeneutic circle describes the dynamic relationship between the part and the whole when interpreting meaning. Understanding of the whole can only come from looking at the parts; understanding the parts can only come from looking at the whole (Smith, Flowers and Larkin, 2022). This shows how the IPA method needs to be applied with flexibility as the endeavour needs to be non-linear, using a backwards and forwards iterative approach. In doing this, the researcher will shift between different levels of looking at the transcripts, for example looking at the meaning of sentences or individual words both in isolation and within the wider framework of the transcript (Smith, Flowers and Larkin, 2022). The researcher may also look at the data with different lenses, such as through a lens of psychological theory. I feel this encourages a more thorough interpretation as data is interrogated from different angles and meaning derived multi-directionally from both the parts and the whole, as well as simultaneously being analysed using different levels of interpretation including descriptive and more theoretically informed lenses. 

The hermeneutic circle is a core concept I feel is important and will hold in mind throughout my analysis. Whilst I will follow the steps outlined by Smith, Flowers and Larkin (2022) in approaching my analysis, I will not feel bound to a step-by-step process and will instead remain flexible in creating meaning as part of an iterative process of multi-layered and multi-lensed interpretation.

3.3.4 Idiography

Idiography is concerned with the particular and this influence is seen in IPA’s focus on details of individual experience and exploring how a particular phenomenon is experienced by particular people in context (Smith, Flowers and Larkin, 2022). It moves away from most traditional nomothetic research in psychology, which used quantitative methods to generate statistical data that could not be traced back to the individual. 

This idea aligned with my research aims to give voice to the participants’ unique and subjective school experiences. In keeping with a small sample size during this research I hope to retain a richer detail of each participant’s individual experience.

3.4 Critique of IPA and consideration of alternative methodologies

When choosing IPA I considered alternative methodological approaches. In particular, grounded theory and narrative inquiry felt like they could fit with some of my ontological and epistemological positioning. However, overall I felt IPA was a better fit for my research (see Appendix 2 for some reflections on this). Although there have been some criticisms of IPA for the complications inherent in the hermeneutic circle and the different levels of interpretation (Brocki & Wearden, 2006), I felt this multi-layered approach fitted most naturally with my social constructionist understanding of the world.

3.5 Decisions around the method of data collection
3.5.1 Use of a semi-structured interview
Most IPA studies employ a semi-structured interview method (Smith, Flowers and Larkin, 2022). This is a long established research method in qualitative research within the social sciences as a powerful tool to capture everyday life experiences (Kvale, 2012).
Kvale (2012) points out that research interviews are not confined to a particular epistemological position; they can take a more relativist or realist approach. He uses the contrasting metaphors of a miner and a traveller to explain the different epistemological stances that can be taken within an interview. As a miner, a positivist interviewer will mine for the buried truth of experiences that can be unearthed. In contrast, as a traveller, a postmodern interviewer will wander with the interviewee on a journey; interviews and analysis are intertwined and knowledge of experiences is socially constructed. As this research was being approached from a social constructionist perspective, I saw myself as a traveller interviewer and throughout the research process recognised the importance of being mindful of my place within it.
3.5.2 Visual methods

I did not feel that only using an interview method fitted congruently enough with my desire to emancipate children and give them agency to communicate in ways that supported them to share, without constraints, their experiences of school.

During the interviews, I wanted to reduce power imbalances by asking questions that empowered children to talk about their experiences in ways they wanted to, giving them agency to decide whether or not to talk about ADHD as part of their experience. To further empower the children I did not want to solely impose the confines of a semi-structured interview method upon them but also give them the option to choose from some other, visual methods.
Ethically, when undertaking research with children who might be deemed as vulnerable and might not always be able to easily express themselves verbally, I believe it is particularly important to have a range of methods that can enable them to participate in ways that feel comfortable (Thomas & O’Kane, 1998). I therefore wanted to offer the use of methods that could empower the children to have their voice heard without relying purely on a qualitative interview. I hoped that this would promote a more collaborative relationship with the children participating in my research as they could then be more actively involved in the process (have agency) rather than be treated like objects of research. Participatory research of this kind has been recognised as useful in ensuring that previously unheard voices can be ‘given voice’, enabling participants to engage in ways that they find effective (Aldridge, 2014).
	Reflective box: Using visual methods with participants

In my research, only one participant used an alternative visual method during their interview. I think that although I wanted to provide a variety of ways that participants could communicate their experiences of school, this choice was still imposed upon my participants. To enable greater agency for my participants I could have had a pre-interview with each of them to discuss how they might like to share their views with me. This would have felt more participatory and might have led to more innovative methods being used. On reflection, I think one reason I did not pursue this was because, although I wanted to provide agency to my participants, I felt constrained within my research methodology because I was new to using IPA and felt I needed to analyse interview data so I was only using visual methods alongside to enhance the richness of that data rather than as data in its own right. I hope this did not unnecessarily restrict my understanding of the participants’ school experiences. 



3.6 Reflexivity
In order to maximise opportunities for agency, it was important to remain consciously aware of my position during the interviews and be mindful of the asymmetrical power relation involved when I asked questions as an adult and a researcher, and had decided which answers to follow up in advance (Kvale, 2012). Despite my efforts to reduce power imbalances between myself as the researcher and the children who were participating in my research, I acknowledge that I could not completely take away the unconscious intersubjective dynamics between myself and the participants. Although I attempted to be reflexive and mindful of this throughout the research, the experiences shared by the participants were inevitably shared as part of our social interaction (Hollway & Jefferson, 2012). Throughout the interviews I was intent on attempting to give consideration to my body language being open and my verbal responses being containing and not appearing judgemental.
In addition I recognise that I could not be neutral within my interviews. I acknowledge some of the presuppositions I have, for example that children with a diagnosis of ADHD have been treated based on a biomedical understanding of the ADHD construct. By giving agency to children in what they choose to talk about, this would hopefully support my commitment to remain open and not lead children within the interview process. Nonetheless, I attempted to remain mindful of my position as a researcher with personal attitudes and experiences throughout the interviews and analysis, thus aiming to reduce the impact of this bias. Throughout the interviews, I attempted to bracket preconceptions and adopt Schon’s (1984) idea of reflecting in action so that I could be led by the participants’ directions, quietly aware of my own knowledge and putting it aside for that moment.

During analysis, in an attempt to move beyond the descriptive to the explanatory, I have made deeper interpretations to answer my research questions. In this, I am aware that I have moved further away from the participants’ face value accounts. My rationale for this is my desire to illuminate experience both empathically and more suspiciously to try and answer my research questions both from the subjective insider perspectives of my participants, and further illuminated through the lens of psychological theory and the social, cultural and historical context (Heidegger, 1967; Gadamer, 2013; Ricoer, 1991). I acknowledge this and have attempted to be aware of the different lenses held at any time and be transparent about this (Flowers and Langdridge, 2007).

3.7 Quality in research

3.7.1 Quality in qualitative research

Qualitative research methods have faced criticisms rooted in the positivist historical foundations of psychology, which privileged quantitative methods in finding objective truths (Willig, 2013). This has led to concerns about how to ensure quality in qualitative research. Yardley (2000, 2015) proposed that high quality qualitative research should consider the following criteria: sensitivity to context; commitment and rigour; transparency and coherence; impact and importance (Yardley 2000, 2015). I will outline these below in relation to my research, as well as drawing attention to them during further sections describing my research design and procedure. 

3.7.1.1 Sensitivity to context

Throughout this research, I have attempted to remain mindful of the socio-cultural-historical-political context of my participants, as children attending mainstream schools in the UK and who have a diagnosis of ADHD. Where I have drawn upon this context to illuminate experiences further and provide deeper interpretations, I have made this explicit. Furthermore, I have attempted to maintain integrity and respect the trust given to me by my participants in sharing their experiences with me. I have grounded all interpretation in what they have told me and attempted to remain close to their accounts. To further ensure this, I have included a section describing the personal experiential themes of each individual participant before moving onto cross-participant analysis. 

3.7.1.2 Commitment and rigour

Overall, I followed the IPA steps outlined by Smith, Flowers and Larkin (2022) and researched sufficiently to have a good understanding of the background philosophy.
Prior to the interviews, I tested out my interview questions with my own child to see if they made sense to a child of a similar age. I also used the first interview as a pilot interview to test out the questions and methods in an attempt to ensure high quality methods. 
 
During my analysis I believe that the iterative process I undertook, informed by the hermeneutic circle and the application of different lenses upon the data, demonstrates my in-depth engagement with the data generated. This is further evident in some reflective boxes which show my thinking around this at times. 

3.7.1.3 Transparency and coherence

I have written a detailed account of my method and analysis, including relevant references. For transparency, I have included raw data and information showing my steps of analysis in the appendices. Quotes are included throughout my analysis, demonstrating how my interpretation is linked to the data. Each quote is referenced with a line number and examples of transcripts are available in the appendices, as well as other graphics showing steps of my analytic process.

3.7.1.4 Impact and importance

Taking an ideographic phenomenological perspective, I am not looking for data that will be transferable or generalisable. Instead, I am more concerned with the diversity of experiences of children to facilitate a more critical examination of established ways of understanding what it is like to live with a diagnosis of ADHD (Willig, 2013). Whilst this might not generalise to the wider population, it should still provide insight to professionals working with children who have a diagnosis of ADHD by prompting them to reflect on their assumptions and practice. 

3.7.2 Quality in IPA

In addition to considering what is established as good practice for high quality qualitative research, I also considered specifically what matters for high quality IPA research. Nizza, Farr and Smith (2021) provide four markers for achieving excellence in IPA: constructing a compelling and unfolding narrative, developing a vigorous experiential account, close analytic reading of participants’ words and attending to convergence and divergence. I will outline how I have attempted to adhere to this criteria and hope that is evident in my detailed description of my analysis. 

3.7.2.1 Constructing a compelling and unfolding narrative

To support a coherent narrative, I have included a narrative account for each participant before moving onto a group narrative account, which develops a more detailed cumulative story.  Within this, themes have been organised into sub-themes and the flow and progression of the narrative is achieved by the linking of quotes within sub-themes which gives an overall sense of coherence.

3.7.2.2 Developing a vigorous experiential account

I believe that I have used different levels of analysis to construct strong themes that highlight existential concerns that are rooted in the data. At times, this has been through a thorough analysis that has brought to light latent meaning beyond the literal words of the participants.

3.7.2.3 Close analytic reading of participants’ words

As I have followed the IPA steps of analysis I have frequently gone back to the transcripts to ensure it was rooted in the participants’ words. I have used quotes throughout my analysis to make this explicit and explained how my analysis of the quotes has contributed to my sense-making.

3.7.2.4 Attending to convergence and divergence

In my cross-participant analysis I have included some interpretation for each participant for all sub-themes, addressing convergence and divergence within this narrative.

3.8 Ethical Considerations
3.8.1 Overview
Following several revisions to my ethics application, approval was given through the University of Sheffield’s ethics procedures (see Appendix 3). Throughout my research, I was guided by the ethics application approved by the University (see Appendix 4). I was also influenced by the Health and Care Professions Council’s guidance on conduct and ethics for students (HCPC, 2016) and the British Psychological Society’s code of human research ethics (BPS, 2021a) and code of ethics and conduct (BPS, 2021b). Key details of the ethical considerations are explained in the sections below.
	Reflective Box

When I first submitted my ethics application to the University and I was required to make some amendments, this was initially disheartening because the comments felt quite negative about the value of my thesis. However, addressing the comments (and successfully convincing the committee of the value of my thesis) was helpful in clarifying my epistemological approach. It forced me to process more deeply how my ontological position around the construct of ADHD would filter through to my research methodology and, specifically, my choice of interview questions.

I spent a lot of time thinking about the interview questions that I would ask. In my mind I was balancing my desire to maintain integrity with my epistemological stance and also ensure I was asking questions that would answer my research questions. In turn, this led me to explicitly unpick my research questions. By the committee perhaps not fully understanding my initial aim to explore school experience with or without mention of ADHD, it helped me to ensure this was really built into the method.



3.8.2 Informed Consent

Each child was initially shown a flyer (Appendix 3) by a key adult in school who could discuss with them their feelings around participation. To help ensure the child understood what they were consenting to, the flyer used simple language and short sentences. The flyer also incorporated my photo so that the children could see who they were consenting to talk to in an interview. I really thought about how to use the term ADHD on the flyer. Rather than using the question, ‘Do you have ADHD?’ I chose to use the question, ‘Do you have a diagnosis of ADHD?’. This distinction was important to me as ethically I wanted to be sensitive to the children’s context and not make assumptions about the way children who have a diagnosis made sense of themselves.

If a child expressed interest, they then took the flyer home with them to show it to their parents before consenting to their participation in the research study. They needed to return the reply slip with a parent signature. Once received, information sheets for both the parents (Appendix 6) and the child (Appendix 7) were sent to them together with a parent consent form (Appendix 8) and a child consent form (Appendix 9).

Ethics around informed consent for research with children is complex because it involves balancing children’s rights to give consent and acknowledging their autonomy alongside parents’ rights of responsibility for their child and power to act as gatekeepers (Graham, Powell & Taylor, 2015). Ethically, I wanted to respect that position in my approach, as each child said they were interested in participating before any information was sent to parents to give written consent.  I felt this involved both children and parents in the decision-making process.

3.8.3 Minimising Distress

Ethically, it was also important to me that I took steps to minimise risk of distress. I identified one potential concern around what would happen if a child expressed an interest in participating in the research, but then their parents did not give permission. If this situation happened, I decided I would speak to school staff and suggest that they provide the child with an opportunity to talk about their experiences because this might be something the child is wanting the opportunity to do. However, I was not made aware of this situation arising in relation to my research.

The participants in this research are deemed to be vulnerable as children who have less autonomy than adults and are therefore at greater risk of power imbalances, and possibly at risk of distress if talking about ADHD, which could be viewed as a sensitive topic (British Psychological Society, 2021a). Talking about school experiences, particularly as a child with a diagnosis of ADHD, could also have the potential to cause distress for my participants and so I considered the possibility of a child becoming upset during or following their interview. I therefore ensured that the school information sheet (Appendix 10) indicated that a key adult from school would be available to provide the child with emotional support if needed.

As I was asking quite open questions about school experiences during the interviews, I felt this reduced any pressure to talk about anything the children did not  want to mention. I made a decision to not ask the children about ADHD unless they mentioned it. This meant that they did not have to talk about ADHD if it did not feel important to them but it also meant that if it made them feel uncomfortable they were not specifically being asked about it. I tried to be responsive to body language and verbal cues and not pursue any questioning if a child appeared uncomfortable,  reminding them they did not have to answer any questions to which they did not wish to respond.

	Reflection Box: Feeling the power of being a researcher

It was really important to me during this research to minimise distress and also respect the child’s right to withdraw. During my interview with Techboy, at one point he went very quiet when telling me about losing marbles from his personalised reward system. I asked him to repeat it as I had not heard, which he did. I did not, however, pursue this with him further, as I sensed from his quiet voice and some body language (of putting his head down) that he felt uncomfortable sharing this information. I did not want to impose myself as a powerful adult in a way that might cause him distress. I thought that if he wanted to return to this later in the interview, then he could.



3.8.4 Anonymity

At the beginning of each interview I explained to the child that I would write about what they talked about without using their real name. As part of building rapport, I asked them if there was a particular name they would like me to use as a pseudonym and also offered to suggest a few to them or choose one for them if they preferred. Allen and Wiles (2016) considered the importance of naming participants in research and the issues of power and voice this entailed; they found that participants choosing their own pseudonym was a meaningful and empowering process for them which respected their identity. All three of my participants chose their own pseudonyms.

	Reflection Box: The power of a pseudonym

In particular, for one participant (who named himself Techboy), I felt giving him the opportunity to choose his own pseudonym was empowering to him. I felt that he chose a name that really reflected his personal identity, as one of his personal experiential themes was the importance of technology in his enjoyment of school and as a positive self-concept. He talked a lot about technology throughout the interview and it felt valued by him that he could choose to identify himself using the name Techboy.



For transparency around confidentiality, the information sheets (Appendix 6 and 7) explained that the interview would be audio recorded and then transcribed by the researcher following the interview. The audio recording was deleted once the data analysis was completed. 

3.8.5 Right to Withdraw

In addition to the information sheets making clear the child’s right to withdraw, in the interview I reminded each child that they could end the interview at any point and reminded them that they did not have to answer any questions to which they did not wish to respond. During the interviews, I was asking the children to talk about their experiences using open questions so I felt this reduced any pressure to talk about things not of their choosing. 

At the end of the interview, each child was also reminded that they could withdraw from the study at any stage by letting me, an adult at school or a parent know.

On my second visit to meet with each child, when I shared my interpretation with them, I also reminded the child of their right to withdraw. None of the children involved in this research chose to withdraw and they were all happy for my interpretations to be included in the write up of the research.

3.8.6 Interpretation

In carrying out IPA, my interpretation is a key feature of the analysis. Mindful of the double hermeneutic and to ensure that my interpretation had not moved too far away from each participant’s own sense making of their experience of school I carried out member checking with them. I had a second meeting with each child, sharing my interpretations and ensuring that they were comfortable with them. Furthermore, in writing my analysis I have ensured that all of my interpretations can be grounded in the data through the inclusion of quotes throughout. Where I have made interpretations that are more ‘suspicious’ (Ricouer, 1991) and informed through psychological theory or my knowledge, I have been transparent about this. 

3.9 Participants
IPA studies require a small, purposive homogeneous sample (Smith, Flowers and Larkin, 2022). To participate in my research, participants were required to have a diagnosis of ADHD and be attending a mainstream educational setting because my aim was to explore the school experience of children who had been given this diagnosis. The age criteria was set at children aged between 8 and 13 years because I had found a gap in research relating to this younger age group of children. 
Exclusion criteria for participants was having any other diagnosis in addition to ADHD. This would have made it more difficult to make sense of the school experiences of my participants as children with a diagnosis of ADHD because their experiences and sense making could potentially be influenced by their other diagnosis(es).

	Reflective Box: Exclusionary criteria

On reflection, I regret the exclusion criteria of participants not having any other diagnosis in addition to ADHD. As Astle, Holmes, Kievit & Gathercole (2022) point out, research is mainly focused on singular diagnostic categories, which is not reflective of the reality of high rates of comorbidity. This potentially serves to reinforce limited understanding of the wider population and could be argued as a further form of governance in research design that I have succumbed to unnecessarily given my desire to emancipate children by giving them voice.



Three children participated in this research: Tia (age 13), Harry (age 12) and Techboy (age 9). The interview with my first participant, Tia, was also used as a pilot interview to inform the second and third interview.

3.10 Recruitment Process

An email was sent to all SENCOs of primary and secondary school in one English local authority (Appendix 11) in which I was a trainee educational psychologist. Following discussion with the principal educational psychologist, it was agreed the email would be sent out by the service administration team. The email outlined the recruitment process and contained the following documents:

· a school information sheet and consent slip so that schools could make an informed decision to support children to participate (Appendix 10)
· a flyer that could be shared with children who met the selection criteria and which could be taken home if the child expressed an interest in taking part (Appendix 5)

Two schools responded to the email and this led to three participants being recruited. Despite a further prompt email being sent out no further interest to participate was expressed.

3.11 Interviews

3.11.1 Semi-structured interviews

In planning for the interviews, I wanted to begin with very open-ended questions that provided participants with the scope to talk about themselves and their school experiences in ways of their choosing. More focused questions were planned to encourage participants to elaborate on their responses. At this stage of the research, I was attempting to bracket any preconceived ideas that I might bring to the interview and be guided in my questioning by the responses from the participants. 

An interview guide was devised and followed during each interview (Appendix 12). This began with a discussion giving the child the opportunity to think of their own pseudonym as part of rapport building. I also reminded each participant of their right to withdraw and talked about confidentiality. Following this, there were six root questions which were quite open but aimed at facilitating participants to think about their school experiences. In addition, I created a list of prompt questions that I drew upon as required to try and elicit richer descriptions from participants.

3.11.2 Visual methods

In addition to the semi-structured interview questions, as indicated above, I also took along some visual resources to provide participants with an alternative way to communicate their experiences.

Drawings can offer a different way for children to communicate and express their views, potentially empowering children to communicate a richer texture of their experience by explaining what they have drawn than relying solely on questions asked verbally (Miles, 2000). I hoped that working in this way could also empower children by reducing limitations on communication that might occur because of the age of the children and their language development. Providing them with a visual method that could scaffold their verbal communication would reduce the reliance on language alone. During the interview, when I asked a question that might lend itself to the possibility of a drawing, for example, “Describe what a day is like in school”, I planned to ask the child if they would like to draw what a day in school is like for them. I intended to then ask them to explain their drawing to me and discuss their picture with them; this could be a further source of data which could still be analysed using IPA.

I also took to the interview some pictures of situations in a school setting from Timey and Cohman’s Children’s exploratory drawings (2020). These included pictures of children sitting at desks, a child reading a book and children playing in the playground. I thought I could possibly use these by asking a child to select one of the pictures that reminded them of something that happened in school recently which they could then talk about. I acknowledge that in using these stimuli I might have potentially limited the child's responses to certain areas of experience in school featured in the pictures. However, I only planned to use this method if the child was struggling to think of experiences for themselves. I think that ethically it was important to have this method on standby to empower children to express their views if need be, by helping them access memories of experiences via these prompts. 

In the end, no participants chose to draw a picture although it still felt more ethical in reducing power imbalances and potentially enabling agency to provide the option. I used the school pictures with one participant when I felt that he was struggling to think of experiences to talk about.

	Reflective Box: Use of the school picture cards with Techboy and the use of visual methods in interviews

When Techboy said that he could not recall any negative experiences of school, I felt the use of school pictures might support him. I had planned to use these if a participant was not finding it easy to think of school experiences they could talk about. I made the decision to use the pictures with Techboy because at that moment I interpreted he was finding it difficult to think of any negative experiences in school. However, even with the pictures he did not share negative experiences and on reflection, perhaps he did not want to. Throughout the interview, Techboy talked a lot about technology which was something positive for him about school and his identity; perhaps he did not want to move away from that and was rejecting negative experiences of school. In this way, my use of the pictures could be seen as a way of exerting my adult power to push him towards things he did not want to say.

This has made me reflect further on the use of visual methods within interviews. My intention was for the methods to be empowering to the young person but my experience was that they might also be used in a way that is imposing adult views on children. I think care needs to be taken to ensure that visual methods are used for the benefit of the child. Perhaps if I had shared the methods more clearly at the start of the interview, it would have given the children more power in deciding when they would use a particular method, instead of this being determined by myself as the powerful adult interviewer.



3.11.3 Pilot interview

The first interview was also adopted as a pilot interview. Following the main interview, the first participant (Tia) was also asked to reflect on the interview questions and provide any suggestions for improving the interview. She was also asked about the range of visual methods available (see Appendix 12 for the pilot interview questions). I hoped this would be helpful to improve the structure of the interview for the later participants. However, there was no negative feedback about the questions or method. Some of my reflections from the pilot interview are included in Appendix 13.

3.11.4 Transcription

Each interview was transcribed using Otter software. I then checked through and made changes as necessary because the software made errors in transcribing. Whilst there might be an argument for transcribing the interview oneself (Smith, Flowers and Larkin, 2022), I felt that I was more able to immerse myself in the interview by reading and re-reading the transcript alongside hearing the voice recording without having to focus on writing the whole transcript. (see Appendix 14 for one of the original interview transcripts). 

3.11.5 Member checking

Following my analysis I met with each participant again in school. To feedback to them I showed them a visual of their themes and verbally shared some quotes that I felt supported my sense-making of their experiences. I asked them if they felt the themes helped to describe some of their experiences of school and explained that I could change my themes to be more accurate if needed. All of the participants agreed that the themes I had constructed accurately captured their experiences and nothing was added or changed following these sessions. 

3.12 Analysis

Following each interview, I used the analytic process outlined by Smith, Flowers and Larkin (2022), as follows:

3.12.1 Step 1: Starting with the first case: Reading and re-reading

At this stage I immersed myself in becoming very familiar with the transcript and having a sense of entering the participant’s world. I read the transcript alongside listening to the recording several times and made corrections as needed to the transcript. I felt the words of the participants became more than the words on the page as I internalised aspects such as tone of voice and pauses. I felt this helped me recall the interview with more depth and remember how things were said to me as part of a social interaction and the use of non-verbal communication such as body language. 

3.12.2 Step 2: Exploratory noting

At this stage I began making exploratory notes of anything interesting in the transcript. I did this on a computer by creating a table with the transcript inserted and adding a column for exploratory notes. Some notes were more descriptive and summarising, others were already tentatively interpretative and wondering, as I looked for more abstract meanings. I was still endeavouring to stay as close to the participant as possible in my attempt to understand their experiences. To help my own reflection and reflexivity, I colour coded content level descriptive comments in green, first level interpretative comments that involved my reflections in blue and finally, any deeper interpretive comments, where I felt I was taking outside knowledge to the interpretation and possibly even theoretical understandings, in pink. This process was undertaken several times until I felt happy that the exploratory notes captured everything that I thought was important in my interpretation of the interview. (See Appendix 15 for one of the tables). These tables also include exploratory statements (described in the next section), as this column was later added to the table.

	Reflective box - Making notes on the transcripts

When I initially began making notes as I went through the transcript it felt a bit messy, as some of my notes were really close to the text and some were more my own reflections. My supervisor suggested using colour coding as a way of distinguishing different types of comments and I found this really helpful. It encouraged me to think about the types of comments I was making and be consciously aware of my bias. It also helped me to make sure that I always made descriptive comments throughout and stayed with the participants’ words, as well as beginning to bring my own meaning to the transcripts.



3.12.3 Step 3: Exploratory statements

In this stage I sought to reduce the mass of data from the original transcript and exploratory notes using experiential statements that captured the experience. At this point, I began working more with the exploratory notes than the original transcript as this was more manageable, although at times I was still looking back on the original transcript if I felt unsure. I continued to complete this analysis by adding another column to the table created for experiential statements. As I created experiential statements, some seemed closer to the original transcript and participant’s own sense making (green exploratory notes) and some provided a deeper level of interpretation where I was aware of the double hermeneutic being in play and possibly my own knowledge impacting (blue and pink exploratory notes).

3.12.4 Step 4: Searching for connections across experiential statements and naming the personal experiential themes (PETs)

At this stage I began searching for connections between experiential statements. To do this, I printed off the experiential statements, cut them out and worked manually on a desk to group them together. I did this alongside the table on my computer that contained the transcript, exploratory notes and experiential statements.

Not all of the original experiential statements were kept but I did try not to exclude anything that felt particularly meaningful to the participant. I was attempting to balance ensuring that I stayed as close to each participants’ experience as possible whilst also trying to illuminate the most interesting parts of the experience in light of my research questions. In addition to grouping statements together, I also thought about interconnections and how different groups of statements could link together. Once I had grouped statements together, I gave each group a title that captured the experiential essence of what I was interpreting about the experience. Some of the groups were then put together with an umbrella heading that captured the highest level of grouping - the PETs. For transparency, visuals of this process are provided for each participant (see Appendix 16, 17 & 18); a typed-up version that is clearer to read is also provided for each participant (see Appendix 19, 20 & 21).

	Reflection Box: The hermeneutic circle

I sensed the power of the hermeneutic circle as I carried out this stage of the analysis. As I sought to make sense of each child’s experiences, it really felt that I could only make sense of the parts by looking at the whole and the whole by looking at the parts. I found myself moving backwards and forwards from working manually on the desk with exploratory statements I had cut out and the computer as I returned to the exploratory notes and (at times) even the transcript.

A particular example when I felt this process in action was during the creation of Harry’s PET of making school fun when it is boring and difficult. This was not an evident theme upon looking at the separate parts of the interview initially. I could see that Harry found sitting and writing difficult as that was clear in many parts of the interview. The construction of the sub-theme of Harry trying to make school fun only became evident to me after going back to considering those parts of the interview in light of the whole aspect of him finding sitting and writing difficult and boring. One interpretation might have left these two sub-themes disparate and another IPA researcher might have put them together differently. In the parts where Harry talked about having fun at school, I gradually came to make sense of this being a way of him making school fun, when illuminated through the reflection of the whole that he found sitting and writing boring and difficult. This kind of back and forth meaning making went on through my analysis and I think brought richer interpretations that went a step deeper in considering context in phenomenology.



3.12.5 Step 5: Consolidating the PETs in a table 

After I had created the PETs and sub-themes I typed these in a table which also included quotations to illustrate each theme (see Appendix 19, 20 & 21).

3.12.6 Step 6: Continuing the individual analysis of other cases

Once the analysis of the first participant was completed, I carried out the same process for the second and third participant. I did not begin an analysis until I had finished the last because it was important to me at this stage to capture each individual’s particular experience of school and give real focus to them in line with the ideographic principles of IPA.

3.12.7 Step 7: Working with PETs to develop Group Experiential Themes (GETs) across statements

Following all of the individual analyses, I began to look for meaning that could be drawn across the participants. To make this process more manageable, I printed off all the PETs and sub-themes for each participant and went back to working manually. This allowed me to be creative in trying out different ideas. Following the hermeneutic circle, at some points I worked at the PET level and at other times it felt important to drill down and work at the sub-theme level or at times even go back to the individual experiential statements as I sought to make meaning at the highest level across the participants. I looked for both convergence and divergence to try and make sense of the experiences. When I had grouped themes together, these GETs were named to reflect the highest level of cross-participant grouping and sub-themes were named and grouped under each. (see Appendix 22, 23 & 24).

	Reflective Box: My role as a meaning maker

I felt very active as a meaning maker within this part of the process and it became more difficult to stay close to each participant’s individual experience as I held so many lenses to the data at the same time. I was attempting to keep hold of the unique experience of each participant whilst simultaneously searching for convergence and divergence across participants. I was also aware that I was not completely bracketing at this point. I was both trying to hold a lens of curiosity and more naive objectivity over the data, so as not to miss anything that it could illuminate, whilst simultaneously being mindful of my own preconceptions around the way each participant made sense of their experience, and potentially what psychological theory might be helpful in my understanding.

Whilst I wanted to consider this deeper level of analysis, I am aware that in doing so I was moving further away from the child’s own words and understanding. I was therefore mindful of un-voicing the children to whom I so wanted to give agency, as I was potentially imposing my meaning upon children that I did not want to misrepresent. However, I do feel this deeper stage of analysis was important in adding further insight into the lived experiences of children with a diagnosis of ADHD through the lens of psychological theory and social context. I have endeavoured to make this transparent in my writing and I have attempted to maintain a balance between the more descriptive sense making of children’s experiences and my deeper interpretations. I have tried to be explicit in my reflections about how my own experiences might be impacting on my interpretations (Schon, 1984).







Chapter 4: Interpretative Phenomenological Analysis

4.1 Overview

In this chapter, I will share my interpretation of the participants’ experiences of school. Overall, I will aim to provide a developing unfolding narrative focused on the experiential and closely grounded in the participants’ accounts (Nizza et al., 2021). 

I will begin by introducing my participants through a pen portrait, which will provide some background information about each of them. Next, I will introduce the PETs I constructed for each participant before moving on to explore the GETs. It is important to note that there is crossover between themes and this will be apparent within my analysis.

Smith, Flowers and Larkin (2022) point out that there is no single correct way to write up IPA; it is a creative process. To support the ideographic stance of IPA, I will include a narrative of my interpretations for each participant’s PETs as well as interpretations from the cross participant analysis (GETs). It felt important to retain the ideographic essence of how each child’s PETs were created so that I did not lose the unique and subjective experiences of each participant. I feel that this approach contributes to the unfolding narrative. In my construction of the GETs, there was some reclassification and regrouping in my move from the particular to the whole, as some PETs which initially seemed unrelated to the themes of other participants on further analysis appeared indicative of a shared group theme at a deeper interpretative level. Whilst I think it is important to consider convergence and divergence as one way of distinguishing IPA from thematic analysis, my own experience of analysis was that the meaning I made at the whole level was also at times qualitatively different from the meaning made at the participant level. I did not want to lose any of the individual meanings and therefore reduce my participants to the whole. As a result I believe that in writing up my interpretation it is important to retain a sense of both the PETs and the GETs to maintain the hermeneutic circle, as both aspects have meaning that is worthy of discussion. I feel that the whole cannot be fully appreciated without the particular parts and vice versa. As my interpretations develop further, I make links to the literature in an attempt to illuminate and amplify my interpretations in relation to my research questions, whilst attempting to ensure these interpretations are still clearly developed from the phenomenological core of my participants (Smith, Flowers and Larkin, 2022).

4.2 Pen Portraits

4.2.1 Tia

Tia was aged 13 and in Year 8 when I interviewed her. She was the first participant I interviewed and her interview lasted for 23 minutes. Although Tia’s interview was the shortest in time, I think she talked quite quickly at times; she gave me lots to think about with her rich responses. Tia appeared confident about talking to me and was able to provide some quite lengthy answers to my root questions,without much need for further prompt questions. She seemed quite reflective about some of her experiences of school. 

Tia’s interview also served as the pilot interview. At the end of her interview, Tia’s feedback about the questions I used and the choice of visual methods suggested was positive. My reflections following the pilot interview are included in Appendix 13.

4.2.2 Harry

Harry was aged 12 and in Year 7 when I interviewed him. His interview lasted for 26 minutes. Some of his answers were quite short and he needed more prompting, although he did not choose to use any visual methods. Harry did not appear to enjoy school that much and linked to this, I felt that he might have been uncomfortable sharing some of his experiences honestly with me due to some of the emotions that were evoked. In light of this, some of my PETs constructed for Harry are more based on a hermeneutics of suspicion (Ricoeur, 1991), in that I have moved further away from his words at times in my sense making.

4.2.3 Techboy

Techboy was the youngest participant I interviewed at age 9 and the only participant attending a primary school. His interview lasted for 26 minutes. He was also the only participant who had another adult, a teaching assistant, present for his interview which I did feel might have influenced his responses (see below reflections). At times Techboy gave lengthy answers and these were mainly describing events and school processes in detail. When Techboy struggled to recall particular types of experiences, I used the exploratory drawings as a stimulus and this appeared to help a little, but at times I felt that I needed to ‘read between the lines’ and make more tentative interpretations based on some unconscious linguistic features such as when he used a quieter voice or paused, or things that he did not say.

	Reflective Box: Double hermeneutic 

As I analysed each participant’s interview data, I felt very aware of my role within the analytic process. It was really important for me to not lose the participant’s own sense-making of their experiences of school but it was also important for me to recognise my own interpretations of how they were making sense of school. At times, this made me feel more uncomfortable, for example when I felt that I needed to ‘read between the lines’. I have tried to make it explicit where I have been more active in the analytic process and present these interpretations as more tentative. At all times, I have endeavoured not to stray away from giving voice to my participant alongside my own interpretations, which have at times been informed by my own preconceptions and psychological theory.

One way I felt I was able to be more comfortable around this was through the member checking I did with the participants. I went back to see each of them again and shared all the themes I had created with them. I felt reassured that none of the participants expressed any concerns with anything I had said and that they were happy for the interpretations to be used for my thesis.



4.3 Personal Experiential Themes (PETs)

4.3.1 Overview

For each participant I will outline each of their PETs (in bold) and sub-themes (in italics). For the remit of this thesis, this is a very brief summary of the PETs of each participant. I could have possibly represented these in a graphic form but felt that a prose summary provides a little more insight into the interconnected nature of the sub-themes. I wanted to present them in a meaningful way and provide an unfolding narrative at the individual subjective level, which is recommended as high quality IPA (Nizza et al., 2021).

	Reflective Box: Writing in the past tense

I was uncertain whether to write my analysis in the present or past tense; I have seen both tenses successfully used in other theses. I decided that it was more in line with my ontological position to write in the past tense because I believe that my interpretative analysis was situated in a particular time that has now passed. From my social constructionist stance, I believe the experiences shared were socially constructed within the interviews. I do not want to make assumptions that the themes prominent at that time in these children’s experiences of school are ongoing and fixed.



4.3.2 Tia’s PETs (see Appendix 16 & 19)

Tia talked about the importance of relationships; interactions with others was a reference throughout her interview and it felt interwoven into her wider experiences in school. She talked about valuing a best friend who was both a source of support and somebody who she could get on well with. The importance of this friendship might link to Tia’s experience that maintaining good relationships with peers is difficult for her. Tia talked several times about how friendships have drama with arguing that is difficult, including with her best friend at times. Within relationships, there was a sense for Tia that emotions can be overwhelming and difficult to manage and this was also something she linked, at times to her behaviour in school.

Throughout Tia’s interview I got a sense that she felt weighed down by the power of adults. This sat upon a foundation of Tia's presentation as an articulate and reflective young person who was self-aware of some things that can help her. Tia’s experiences of adults acting as gatekeepers to her being able to access support appear to have led her to feel frustrated by a lack of her own agency. Related to this, Tia also talked about the impact of differences between adults because although all the adults in school held power, some of them gave her more autonomy.

Tia also appeared to experience feelings of inadequacy and a need to change. A particular inadequacy she talked about was around being distracted in lessons, which led to her taking action to be focused. Tia also talked about feelings of inadequacy around her behaviour of kicking off and being given sanctions, which linked to her finding emotions overwhelming and difficult to manage. As part of this, Tia was feeling judged by others and judging herself.

4.3.3 Harry’s PETs (see Appendix 17 & 20)

The power of adults was a dominant theme I interpreted in Harry’s interview. He talked about how he likes to talk but is perceived as naughty and told off. Harry’s school experiences seemed marked by emotions at being criticised and a lack of understanding from adults which was linked to him being told off for things that he did not always feel in control of. He also talked about teachers telling him every day when he had earned a reward and he talked about screaming being linked to sanctions. From this I interpreted that there was a relational aspect beyond the rewards and sanctions themselves, as Harry felt the impact of adults in their use of rewards and sanctions.

Harry appeared weighed down by the power of school and the need to change. He appeared motivated by extrinsic rewards and sanctions which were mostly around the school behaviour policy and threats of detentions. Linked to this, it could be argued that Harry lacked a sense of internal locus of control, as he did feel not in control of his ability to change and seemed to be relying on the powerful adults and the powerful school system to support him.

Overall, Harry did not appear to enjoy school and there was a theme around him making school fun when it is boring and difficult. In particular, his experience was that sitting and writing is difficult and boring. This appeared to have led to Harry trying to make school fun in other ways. This was linked to him enjoying talking to his mates, which appeared to present conflict between his own desires and the power of adults in school about what was acceptable behaviour.

	Reflective Box: Alternative interpretation

In Harry’s PET of the power of school and the need to change, I have really considered the wording of the sub-theme motivated by extrinsic rewards and sanctions. I considered calling this sub-theme controlled by extrinsic rewards and sanctions but eventually decided to use the word motivated. I do think Harry’s behaviour was being controlled at times by the use of sanctions, although I also think phenomenologically that Harry experienced this as a form of motivation. These ideas will be considered further in the discussion.



4.3.4 Techboy’s PETs (see Appendix 18 & 21)

A dominant theme for Techboy was the importance of technology in enjoyment of school and a positive self-concept. He chose a pseudonym related to this interest and talked a lot about technology throughout his interview; technology was clearly something very important to him. I got a sense of the importance of being competent (particularly around technology) as something that was driving some of the strong focus Techboy held around technology. I felt this was linked to him developing a positive self-concept with an identity centred around an area of competency, as reading between the lines I felt that some school experiences might not always be so smooth for Techboy. This led to him valuing school on the ICT offer and enjoying activities related to technology. 

Techboy’s experience at school also appeared to be marked by the impact of powerful adults. Interpreting beyond the literal words said by him, I got a sense that Techboy was feeling judged as the subject of an adult led reward system with his personalised reward system, which at times led to him feeling inadequate because of behaviour that did not earn rewards. Techboy did not say negative things about adults or their decisions and I also felt there was an acceptance of teachers knowing best about what Techboy needs and not questioning this.

Techboy also talked about how being energetic and feelings of exhaustion can make school feel difficult at times. 

4.4 Group Experiential Themes (GETs)

4.4.1 Overview

Working with the PETs, I constructed three GETs: the power of adults, feelings of inadequacy and a need for competency (see Appendix 22, 23 & 24). These encompassed eight sub-themes. These GETs and sub-themes are illustrated below in Figure 1.

Figure 1: Group Experiential Themes (GETs)
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Each of these GETs and sub-themes will be discussed in turn and illustrative quotes will be drawn upon to illuminate particularly interesting experiences and ensure the interpretations are grounded in the data. In line with the hermeneutic circle and the double hermeneutic, the creation and development of these themes was iterative and complex; this will also be explained during the analysis and further within the discussion section.

4.4.2 The Power of Adults
 
During the analysis, as I began to look for convergence and divergence across the PETs of each participant, I saw there was something shared between all of the participants in their experience of the power of adults. This became the first GET; it was clear to see early in the process of analysis because each of the participants had a PET around the power of adults or the impact of powerful adults. As I looked at the sub-themes that made up each participant’s PET in this area, it became clear to me that they each experienced this power in different ways, which will become evident. Making sense of the complexity of the interconnections between participants led to my creation of three sub-themes that I felt comprised this GET in a way that allowed me to make sense of the whole and retain the uniqueness of each participant’s individual experience. The three sub-themes are: sense of difference between adults, adults exerting power and emotions linked to adults. 

4.4.2.1 Sub-theme 1: Sense of difference between adults

A sense of difference between adults was identified as a theme. Overall, this seemed to be linked to the way each participant experienced different adults having inconsistent approaches with them.

Tia gave a clear example of this difference in the way she experienced two different teachers’ responding to her daydreaming. With one teacher, she felt misunderstood by him making her jump, which led to her ‘kicking off’:

“He would come up behind me and make me jump and I don’t like it. I don’t like it when people scare me. It really annoys me. So then I kick off and then I get told off.” (Tia, lines 148-152)

In contrast, Tia felt more understood by a different teacher who responded to her daydreaming by saying her name, which she found more helpful:

“I just like stare into space sometimes if I get bored or summat… I did it in English… I was just like staring and she (Miss) was like ‘Tia’ I was like woah what.” (Tia, lines 177-183)

For Tia, I felt this difference highlighted how different responses from adults could impact on her behaviour, as she directly linked one response to her kicking off, which I perceived to be linked to her feeling emotionally overwhelmed and becoming annoyed. It was my interpretation from this that Tia’s experience of the power of adults was bi-directional, as it was not only about the differences in the way different adults responded to Tia, but also the way these responses led to her responding back to them.

At times, when Tia talked about the impact of differences between adults, it felt hopeful when she talked about the positive difference that an understanding response from an adult could have upon her. However, the consequences of unhelpful responses from adults was evident in the power that adults had in Tia’s experience of school:

“In some lessons I’m not allowed to play with them (fidget toys)…and I get really annoyed…makes me kick off. I'll get on the conduct board and be naughty.” (Tia, lines 193-212)

In this quote, Tia connected her own emotional dysregulation and kicking off with the adult’s response and also internalised the behaviour in herself as being naughty. This showed that, despite her own self-awareness that fidget toys could help her and frustration with adults and their lack of understanding, she had taken ownership of her behaviour with a negative value-laden term. 

Harry also talked about being affected by the way different adults responded to him in different ways. I felt a sense of distress when he talked about a teacher telling him off for his bad handwriting and preferring it when a different teacher helped:

“There’s this teacher who tells me off about my handwriting because I have quite bad handwriting… Well, I already knew it so… Yeah. But then there’s the English teacher what sent me to, like, handwriting club..so I can get better at it and she doesn’t tell me off or owt.” (Harry, lines 351-366)

When Harry said he already knew it, it felt as though being told off for his handwriting was frustrating to him and he felt a lack of understanding or empathy. I think Harry found it quite difficult to share feelings of inadequacy but my interpretation from this quote was that he did feel inadequate and wanted to get better at writing.

Techboy did not talk explicitly about his experience of a difference between adults, although I think it was apparent in his recognition that teachers were kind and must know best:

“I find that quite a lot of teachers are very kind…I said quite a lot but then I meant them all… Just be kind in general…with everyone.” (Techboy, lines 413-423)

At surface level analysis this quote suggested that Techboy finds all teachers kind although I have tentatively interpreted some of his use of language differently. Whilst Techboy did not talk directly about the differences between adults, the way he shifted his language, almost awkwardly, from quite a lot to all perhaps suggested a pressure to not say anything negative about any teachers or talk about differences between adults. My interpretation was that Techboy felt some need to portray all of his experiences with all teachers as positive. Perhaps having a TA present at his interview led to Techboy feeling less able to talk about school staff in a negative way. If this was the case, then he might have experienced a sense of difference between adults but not have felt comfortable to share this with me. 

	Reflection Box: Techboy’s teaching assistant being present at the interview

I do wonder if Techboy having an adult from school present at our interview contributed to feelings of pressure to say that all teachers are kind, which restricted him from sharing feelings about a sense of difference between adults. This has led to further reflection about my decision to offer the children the option of having an adult present at their interview. Only Techboy had an adult present and it was a TA who works with him every day. When I arrived for Techboy’s interview and his TA brought him to the room, I am unsure who had really made the decision that she would stay. I am therefore mindful that my attempt to give agency to my participants to choose to have an adult present if they preferred may have been put on Techboy rather than enabling him a choice about this.



4.4.2.2 Sub-theme 2: Adults exerting power

All three participants experienced adults making decisions about them or on their behalf and there was a sense that each participant lacked agency in choices around their own school experience. This was most evident with Tia, who was very clearly self-aware as she knew what could help her in school, for example timeout and fidget toys, but was reliant upon needing to seek permission from gatekeeping adults who had the power to withhold access:

“I think I need a timeout card. Like, I get angry very easily…. But my key worker needs to go and ask Miss P, I think, if I can have one.” (Tia, lines 429-435)

“I have different fidget toys…but I need to get Miss P to write me summat to let me, so my teachers don’t always let me play with them. (Tia, lines 14-18)

Whereas Tia appeared to experience adults being gatekeepers as preventative to her accessing support she felt she needed, the other participants experienced adults exerting power in different ways. 

Both Harry and Techboy gave the impression they were relying on adults exerting power in their experiences at school. When reflecting on his fidgeting behaviour, unlike Tia, Harry did not reflect about what might help him and just accepted the behaviour as part of him that he did not feel in control of:

“I’ve just always done it. I don’t know why, I just do it… I can’t really help it.” (Harry, lines 246-280)

Linked to this, Harry did not appear to have any intrinsic motivation for changing his behaviour and appeared to be changing his behaviour as a response to the application of the school behaviour policy and the threat of a detention. At times, this felt like a reliance upon the powerful adults in school, when he talked about them not applying sanctions. When talking about his difficulty in completing homework Harry explained:

“I'll go do a little bit but the teacher always forgets to check it so sometimes I'm lucky, sometimes I’m not… then I can’t go to history club the next day.” (Harry, lines 184-190)

This illustrates how, when Harry had not completed homework (which he explained he found too difficult to complete), he was relying upon the teacher not remembering to ask for it to be handed in. I interpreted that, implicit in this, was a recognition of the power the adult held over Harry. Unlike Tia, Harry appeared to be experiencing this power from the adults through the use of the school behaviour policy and the consequences of not adhering to. In conjunction with this, the way that adults spoke to Harry appeared important to him, in the way they exerted their power. This was evident in some of the ways he talked about the impact of adults in their use of rewards and sanctions. Being screamed at was associated with being given sanctions:

“Get a C1. Get a C2, I’ll probably get screamed at.” (Harry, lines 13-14)

His use of the word probably suggested that being screamed at was an experience he was familiar with when sanctions were applied and might have highlighted the importance of relational aspects of the experience; being given a sanction was more than just the sanction it was about the way it was delivered by the powerful adult. This could show how, to Harry, adults exerting power was not just about using the power they held and the sanctions he received but also how they used that power within their relationship. 

Techboy appeared to accept that adults held the power and made decisions about school and his experiences at school. Techboy really enjoyed activities related to technology and his favourite lesson was ICT:

“After lunch, we get ICT, which is definitely my favourite part of Monday.” (Techboy, lines 70-71)

Techboy talked about wanting more activities related to technology and he appeared to recognise that adults make the decisions around school activities. His use of the word get in the quote above perhaps suggested he felt a passive recipient of a curriculum given to him by powerful adults.

Techboy’s experience of adults exerting power was also implicit, in my interpretation, when he talked about his personalised reward system. This did not appear to be a system that he had chosen but had been put upon him by adults. He talked about teachers being kind and there seemed an acceptance that they must know best. In talking about his reward system, Techboy said it was:

“Mmm pretty good…I think it kind of helps.” (Techboy, line 43)

Although his words here about the reward system were positive, the language seemed quite hesitant in contrast to when Techboy was talking about things he really liked, such as technology. Through the use of mmm and pausing, as well as language use such as pretty and kind of, giving me a sense that he was uncertain about what he was saying, I got the impression that the reward system might not actually be that helpful to Techboy. However, it had been given to him by the powerful adults in school and Techboy seemed to portray an assumption that they must know what is best and so he did not question their expertise. It seemed to me that Techboy was accepting the role of powerful adults in making decisions about his school experience. However, this interpretation is tentative as I am aware that I have moved away from Techboy’s own words and made sense of this PET using a deeper level of analysis based on linguistic features and non-verbal factors.

4.4.2.3 Sub-theme 3: Emotions linked to adults

Both Tia and Harry talked about emotional responses to adults. For Harry, this appeared to be around being criticised and the application of the school behaviour policy; for Tia emotions were around the adults acting as decision makers on her behalf and blocking her own agency. 

I got the impression that adults acting as gatekeepers, who needed to give permission for Tia to access things she wanted that she would find helpful, was frustrating to Tia: 

“Teachers have got to understand that I need stuff to help me.” (Tia, lines 421-423)

I sensed her desperation in the term got to, which suggested that she really felt she needed a change from her current experience. Tia appeared to sense a lack of understanding from some adults in empowering her to have access to all the things she knew could help. As a young person with a diagnosis of ADHD (see reflective box below), Tia appeared to have had little input into decisions around what might help her and was reliant upon powerful adults making decisions about the reasonable adjustments in place. Set against the context of her own self-awareness of things that could help her appeared to make this even more frustrating for Tia, leading to strong emotions which possibly perpetuated her emotional dysregulation:

“I get really annoyed when I'm not allowed to play with them and I need them…I'm like “Miss, I need it” and she’s like “no you don’t” but I do need it.” (Tia, lines 194-202)

Also linked to emotions, Tia made references to the extremes of her behaviour; she talked about kicking off and being given sanctions. Her use of the term kicking off was at times described as a consequence of adult decisions that were not under Tia’s control. In one experience of kicking off, Tia talked about how not being allowed to use fidget toys was a cause that makes her kick off:

“Makes me kick off… I'll get on the conduct board and be naughty… I’ll shout out, I’ll like, not listen to her, I won’t do my work.” (Tia, 208-215)

This showed how, despite wanting to take action to be focused, at times Tia found it difficult to not kick off. I interpreted this both to be a response of Tia not being able to access the fidget toys that helped her but also an emotional response to the adult who Tia did not feel understood by and had annoyed her.

	Reflective Box: Reference to ADHD

As I immersed myself in Tia’s interview I found it very difficult to stay with her experience without attaching meaning that was influenced by my own knowledge and preconceptions related to the construct of ADHD. Although I had really wanted to give agency to my participants to talk about their experiences in the ways they wanted to, I found it difficult to ignore the rising emotions I felt at this point in the interview. I interpreted internally that Tia, as a child with a diagnosis of ADHD, was being told off for ADHD classic behaviours and prevented from using well known strategies to support children with those behaviours that Tia thought would help. I felt an emotional response and perceived injustice when Tia talked about a negative experience of school, when a teacher didn’t allow her to play with her fidget toys in a lesson. This was informed by my preconceived notions and previous experiences, that children with a diagnosis of ADHD who display elements of hyperactivity might benefit from the use of fidget toys and should be involved in deciding what can help them at school. 

During the interview, I became aware of my own feelings at this point and was careful to not share them with Tia, as I did not want to lead her in the interview. However, I did ask her about ADHD at this point, even though she had not referred to it, by asking her whether her fiddling was related to ADHD. Tia agreed that it was related and went on to talk about anger, which suggested she might also think that was related to ADHD. On reflection, I do not think asking Tia about ADHD added anything to my interpretations as it did not prompt more experiential accounts from Tia and I think I would have gone on to make the same theoretical based interpretations in the discussion chapter regardless. Ethically, I hope that by asking her this one question she did not feel that I was pushing her into talking about her experiences of school in a particular way.



With Harry, I also felt he had emotional responses to adults, for example when a teacher told him off for talking but not his mates:

“I really don’t like her. I’ll talk with my mates and sometimes she won't tell them off and she'll tell me off”. (Harry, lines 421-425)

I sensed the power that Harry felt in the adults deciding what they would tolerate and what they would not. In saying I really don’t like her, Harry appeared to have been emotionally affected by these experiences in his relationship with the teacher and was perhaps saying he didn’t like her as a way of showing his feelings about what had happened.

Harry’s experience of school appeared marked by emotions at being criticised and a perceived lack of understanding from adults. He talked about feeling angry when a teacher called him a name about his behaviour:
 
“One time, cos I was fidgeting with my ruler, the teacher called me a touching machine…It made me kind of like a bit angry cos like I can’t really help it.” (Harry, lines 225-280)

My interpretation of this was that it showed how Harry did not feel in control of his fidgeting behaviour. It also illustrated how Harry appeared to recognise that his teacher calling him a touching machine showed the teacher placing this behaviour within Harry as an integral part of his identity, which led him to experience strong emotions. The way the comment was communicated to him, through the use of a name, perhaps led to him feeling an implied derogatory tone of criticism, which showed a lack of empathy and understanding. I felt this led to stronger emotions for Harry. In this incident, Harry responded emotionally to being criticised which later led to him being sent out of a lesson:

“I was like, well cos you called me a touching machine. He’s like what? So like are you deaf? I got sent out.” (Harry, lines 236-238)

	Reflection Box:

This comment from Harry led to a tricky time in the interview for me. I felt my own emotions rise at the thought of Harry being called a name like a touching machine and being sent out of a lesson because it upset him. Although I again did not want to focus on interpreting my understanding through the lens of an ADHD diagnosis, I could not easily ignore what seemed such a massive reference to an ADHD typical behaviour and how misunderstood or judged this appeared to be by the teacher. I tried to not leak these feelings to Harry, although I’m not sure how successfully this was achieved. In honest reflection, my attempt to bracket during the interview and not lead the participants, in this instance, was in conflict with a desire to show empathy towards them.



Techboy did not talk about emotions linked to adults explicitly and, unlike Tia and Harry, he did not express any negative emotions about adults. He did express some positive feelings when telling me about earning his reward time and how that made him feel:

“...Quite happy…” (Techboy, line 23).

However, in contrast to when he talked about his love of technology, I felt Techboy’s use of the word quite suggested he didn’t actually feel that happy about this system. Maybe he felt he could not be as open about negative feelings about adults because of a TA being present in his interview, or maybe it was because he implicitly trusted their decisions around his personalised behaviour system and did not want to be seen to challenge this.

4.4.3 Feelings of inadequacy

4.4.3.1 Sub-theme 1: Trying to change behaviour

All three participants talked about trying to change their behaviour in school, but this was particularly explicit for Tia and Harry. Harry talked about trying to be good and being motivated to try and change his behaviour following the use of the behaviour policy and the threat of a detention:

“Get a C1. Get a C2, I’ll probably get screamed at. That’s about it. I might be a bit gooder…cos unless it’s like a C3 then I’m fine… It’s like if I be silly one more time I'm sent out of class on a detention…I try and be as good as possible.” (Harry, lines 13-46)

In trying to change his behaviour, Harry seemed to be reliant on the adults applying the behaviour policy as he only really appeared motivated by extrinsic rewards and sanctions. I wondered if he might be lacking intrinsic motivation to change his behaviour because he enjoyed talking in lessons so much and found it more fun than listening to the teacher. Harry was not really trying to change his behaviour when given the C1 and C2 sanctions and was really only trying to change his behaviour following a C3 sanction when his motivation increased because of the undesirability of being sent out of class and getting a detention. From this, I had a sense that Harry felt weighed down by a powerful school system which required him to change and was putting things in place to control his behaviour so that it would change.

Harry seemed to find it difficult to link any of his behaviour in school to intrinsic motivation, or he did not want to. Even though Harry had earlier told me he wanted to make his handwriting better, when talking about going to the handwriting club, he said it was:

“Good cos I get to miss tutor.” (Harry, line 402)

My interpretation of this was that in some ways Harry was trying to change because of some inadequacies he felt, although he was finding it hard to talk about them. I also got the impression that pressures to change were put upon him by the school systems and what was required from him in the school environment. This led to me thinking that Harry was not enjoying much of his time at school and that he felt imposed upon by the power of school in trying to change his behaviour.

Tia appeared more proactive in wanting to try and change her behaviour:

“I try and be as best as I can... being, like, focused and making sure I'm not messing around in class.” (Tia, lines 87-94)

A perceived inadequacy Tia talked about repeatedly was being distracted, which led to her taking action to be focused. Some of this action was sought by Tia as she knew what could help her, for example using fidget toys and having a time out card. Tia also talked about taking medication to be focused and not distracted as:

“It obviously keeps me calm. Like keeps me focused. And if I don't take it I kick off and stuff.” (Tia, lines 31-33)

Tia talked about an inconsistency in how helpful medication was, which she linked to mood:

“Well, sometimes it doesn't help. But sometimes it does…It depends what kind of mood I’m in.” (Tia, lines 46-49)

There appeared to be a conflict here in Tia’s views about being medicated. In the context of Tia being self-aware of what could help her, I felt some of her conflicting feelings around medication were linked to adults exerting power and a conflict between what Tia knew could help her and what adults had given to her. Her use of the word obviously in what she said about medication keeping her calm perhaps suggested an acceptance of the powerful adult’s assumptions that medication should keep her calm, despite at times this being different to her own more nuanced experience of medication. Her acceptance of taking the medication perhaps reflects the depth of Tia’s desire to change.

Techboy did not explicitly talk about trying to change his behaviour but he did refer to his personalised reward system that appeared to be a way of encouraging him to modify his behaviour by earning reward time:

“I get my reward time if I basically earned all my reward time from yesterday by being good and not getting any marbles.” (Techboy, lines 7-10)

4.4.3.2 Sub-theme 2: Feelings of judgement

All of the participants appeared to indicate a sense of feeling judged by others and in all cases this was linked to value-laden language that was used in relation to their behaviour. Harry shared how he liked to talk to his mates but this was perceived as naughty in lessons. He talked throughout the interview about enjoying talking to his mates and recalled experiences of being told off for talking with his mates:

“I’ll do something naughty and like maybe I'll talk.”  (Harry, lines 213-214)

Harry’s use of naughty in this quote suggested to me that he had accepted the value of naughtiness that had been placed upon talking. This appeared to be something that Harry was finding difficult to change:

“I try and be as good as possible… it’s quite hard because like, I'm gonna want to talk.” (Harry, lines 48-55)

His own use of the word good in this quote could be linked to feelings of inadequacy and judgement around talking in lessons, as he recognised there was a value of goodness placed on not talking. However, Harry still appeared to find it difficult to feel intrinsically motivated not to talk because he enjoyed it. 

Tia also talked about feelings of inadequacy linked to feeling judged by others and judging herself. She talked about feeling happy when she was being good and teachers being proud of her:

“Happy.. like I’m being good and I'm not getting in trouble. I think they're (teachers) proud of me.” (Tia, lines 97-101)

However, the more dominant judgements seemed to be around her not being focused and being hypo, which was perceived as naughty:

“Be naughty. Be hypo.” (Tia, lines 79-82)

As with Harry, the use of the word naughty had been associated by Tia with her behaviour of being hypo and the language of good associated with the absence of this behaviour. The use of these value-laden terms by both Harry and Tia could suggest this is how they are making sense of themselves in school. 

For Tia, internalising this narrative about herself seemed to be something she was trying to reject. Tia appeared to feel blamed by a teacher because she was perceived as naughty so they didn’t believe her:

“I wouldn't do that. I'm a nice girl and all that lot. But Miss wouldn’t believe me because I was always naughty. No one ever believed me.” (Tia, lines 248-251)

In this quote, Tia showed conflicting views of herself as she referenced herself as both a nice girl and naughty. I felt it perhaps gave a sense of the internal struggle that Tia was experiencing, between the behaviour she wanted to demonstrate and the behaviour that sometimes came out, as she had talked about being overwhelmed by emotions at times. In addition to a sense of conflict around her own view of herself, Tia also recognised a conflict in the views of others as there was a contrast between people thinking she was nasty and friends knowing she was not like that:

“Some of them say I'm nasty. Not my friends but some people say I'm nasty. Some people say I'm violent when I’m not. I've never hit someone, I’m not like that.” (Tia, lines 367-370)

In this quote, Tia’s rejection of the description of herself as violent perhaps showed her reluctance to accept a term that challenged her fragile self-concept of a nice girl, which she appeared to be seeking to protect. I wondered if she had accepted the nasty term as being something that had sometimes been part of her behaviour, as Tia also referred to feeling guilty about her behaviour:

“I feel bad about what I’ve said because I’ll say something really nasty.” (Tia, lines 387-388)

This links back to Tia’s PET around finding relationships difficult and emotions being overwhelming and difficult to control.

During his interview, Techboy did not use the word naughty or a negative value-laden term for behaviour. He did, however, talk about being good in earning reward time through his personalised reward system using marbles. 

“I get my reward time if I basically earned all my reward time from yesterday by being good and not getting any marbles.” (Techboy, lines 7-10)

This showed how Techboy felt positively judged for earning reward time. I also got a sense that Techboy felt some negative judgements as the subject of an adult-led reward system. His daily experience in school involved earning reward time for earning marbles and, at times, he lost marbles:

“If I’m just kind of distracting everyone or, if I’m you know, or being rude.”  (Techboy, lines 33-34)

When Techboy shared this with me, his voice went very quiet and I had to ask him to repeat it. I wondered if there was a sense of feeling judged and even shame around this reward system, as although it was posited as a positive reward system of earning rewards, Techboy was clear about the negative behaviour associated with not earning rewards. 

When I asked Techboy about negative experiences at school he said he had no bad memories of school. I did not really believe that Techboy had no negative experiences to talk about but for some reason he did not want to share them with me in the interview. I wondered if this linked to the strong positive persona he had created for himself around technology and his desire to protect that self-concept. As Techboy did not seem to find it easy to talk about negative experiences, some of this interpretation also considers some of things he did not talk about, as well as the way he said things and some of the language he used.

4.4.3.3 Sub-theme 3: Finding school difficult

All three participants talked about finding school difficult in different ways.

Harry talked about how sitting and writing was difficult and boring. He perceived a lesson as boring when he had to sit and listen to the teacher or do writing:

“Doing loads of work and doing your book all day, like writing in your book all day is quite boring… Just sit there and listen.” (Harry, 456-463)

Harry gave the impression of finding the school expectations difficult at times, for example being given a detention ten minutes into a lesson:

“I’m like a bit angry… if I’ve got it straightaway, like ten minutes into a lesson, then I’ve still got fifty minutes left and then it starts boring me.” (Harry, lines 68-73)

Harry possibly appeared to use the word boring as a way of describing situations he found difficult. He seemed weighed down by school expectations of sitting and listening for whole lessons and knew this often resulted in him receiving sanctions. 

Harry also appeared to be experiencing feelings of inadequacy around writing as Harry was aware that:

“I have quite bad handwriting… so like that's one of the reasons why I don’t like writing but it’s just long and it hurts my hands eventually…” (Harry, lines 352-357).

In this quote, I got the impression that feelings of inadequacy around writing were also feeding into the way that Harry made sense of school being boring. He had talked about finding being quiet in lessons difficult because he wanted to talk to his mates and sitting and listening to the teacher was also something he made sense of by categorising it as boring. I felt that perhaps Harry was linking a narrative of school being boring to activities he found difficult.

This was contrasted for Harry with enjoying PE because it is active, not involving writing or being given homework, so he did not get told off as much:

“Well PE, like you don’t have to do any writing, you don’t get homework for it… You’re mainly running about. And yeah, you don’t get told off as much either…” (Harry, lines 340-344).

At other times in the lessons, when he talked about his behaviour, he used the words I and me, so I found the switch to you here interesting. The way that Harry used the word you in the two quotes suggested to me that Harry felt like part of the group more during PE, as he could fit in with the behaviour of others and not stand out and be told off.  This demonstrated that there was a space in school where Harry experienced less of a sense of inadequacy.

Tia talked less about classroom activities in her interview. Relationships and her behaviour were more dominant themes which I felt linked to feelings of inadequacy and school being difficult for her. In particular, Tia talked about how she found maintaining relationships with peers hard and how this contributed to a stressful experience of school:

“It's stressful… Drama, arguing. People being nasty.” (Tia, lines 417-419)

As part of this element of her interview, Tia also talked about how maintaining a relationship with a best friend had not always been easy. This suggested that whilst Tia valued having a best friend, even that could be difficult for her. There was a sense that school was a stressful place for Tia as she tried to navigate through friendships when she acknowledged that her mother was more accepting and understanding than peers:

“Mum will be like, awh yeah, it's fine and stuff. But like at school, it's different. Like if I say sorry… the other girls will just say something mean back to me, but I'm like, I'm trying to apologise to yer.” (Tia, lines 406-411)

Tia apologising suggested to me that she might have done something she perceived as wrong and she referenced apologising to friends on several occasions during her interview. It might link to her valuing a best friend who could help her challenge some negative aspects of her identity and re-story herself as a good friend.

Within relationships, there was a sense for Tia that emotions could be overwhelming and difficult to manage. She recognised feeling guilty about having a go at people she cares about when emotionally overwhelmed. Strong emotions were also felt around being blamed in arguments, and kicking off: 

“She started a big argument again and I just, awwh, it just really annoyed me. Because it makes me kick off when everyone starts. Cos everyone blames me for everything.” (Tia, lines 300-305)

This showed how fundamental relationships were to Tia’s experience of school as she directly linked this incident  to her kicking off. The way she used absolute language to explain everyone starts and everyone blaming her for everything in this quote could be interpreted to show how she felt isolated and separate from everyone else. In this context, her valuing a best friend could be understood as an important self-defence against a negative perception of herself and her interactions with others.

Techboy talked less about things that he found difficult at school. I did interpret him experiencing his being energetic alongside feelings of exhaustion as something that he found difficult. He talked about sometimes feeling exhausted:

“Sometimes I don’t like PE because sometimes I’m just way too exhausted on that day.” (Techboy, lines 161-163)

This seemed to be linked to the ways that other people viewed Techboy. It appeared that he had a persona of being energetic but internally he felt a contrast between being energetic and sometimes being lazy:

“Ask all the school teachers and they’ll definitely, just before you even finish saying he is very energetic, they will just cut you off and say, ‘Yes’…I’m okay with that…Today’s the worst day for my going to be lazy stage.” (Techboy, lines 489-503)

His use of the word cut off perhaps suggested that teachers were making assumptions about Techboy being energetic that he did not always find easy to live up to. In contrast to being energetic, Techboy talked about being exhausted and getting stitch:

“But sometimes it can sometimes really be exhausting. Because the friend who I mostly play adventure games with, he puts a lot of running into it, which, you know, gives me stitch all the time mostly.” (Techboy, lines 249-250)

This quote gave me a sense that Techboy also felt expectations to be energetic from peers, which he found difficult. At a deeper interpretative level, I wondered if Techboy had been described as hyperactive by adults as part of his ADHD diagnosis and whether there was some perceived failure in him living up to this.

4.4.4 A need for competency

Competence is defined as, “...the ability to do something successfully or efficiently” (Oxford University Press, 2023). All three participants gave the impression of a need for competency. This was most obvious in Techboy’s focus upon technology, but I also interpreted this in the experiences of Tia and Harry.


	Reflective box: Construction of GETs

Whereas the first two GETs were constructed top down from a cross-participant analysis, I felt the need for competency was constructed in a slightly different way. From my analyses at the individual level, the concept of competence was only constructed from Techboy’s data where it was a very dominant PET for him around technology. As I looked across the participants for convergence and divergence, I began to wonder how competence might be a factor in the experiences of Harry and Tia. I had already interpreted Techboy’s sub-theme of competence within a PET of the importance of technology in enjoyment of school and a positive self-concept. My interpretation at the individual level led to me considering how feelings of competency might sit alongside Tia and Harry’s feelings of inadequacy and self-concept. Although competency had only been something I had felt initially drawn to as a PET in Techboy’s data, as I began to examine the PETs through this particular lens, it felt that there was something shared between the participants around a need for competency. This shifting meaning of the data between the particular and the whole felt reflective of the iterative process of IPA and the hermeneutic circle. Overall, I feel that this GET is an interpretation that I have made at a deeper level, drawing on my own knowledge of psychological theory in the construction of the interpretation. The background literature and theoretical basis will be considered within the discussion.



4.4.4.1 Sub-theme 1: Finding ways to feel competent

All three participants appeared to have found some ways to experience competency at some level in school. For Techboy, this was very dominant in his focus on talking about technology throughout the interview. It seemed that one reason technology was so important to Techboy was because he felt so confident about it and I got the impression that it was important for him to feel competent in this area. He believed that other children and teachers viewed him as competent with technology; he therefore felt the smartest in his class and even smarter than the teachers:

“I'm kind of the kid who’s kind of really good at ICT and whenever someone has an issue on a computer, I always have to be the one who fixes it… Because I'm literally the smartest one with computers in my class. I’m literally smarter than the teachers are at ICT.” (Techboy, lines 83-96)

Techboy’s use of the word literally twice and the emphasis he placed on this word, suggested he really believed in what he was telling me and was almost surprised by his own competence. I wondered if this was perhaps in contrast to some other experiences at school where he felt less competent and less powerful than the adults so this elevated its importance to him. Techboy seemed to have taken on technology as a core part of his identity and linked this to his experience of learning in school:

“Mostly focused on technology… All brain power to technology… Technology, the best.” (Techboy, lines 118-123)

His use of the word all emphasised the importance of Techboy’s capabilities around technology in the way he was making sense of himself in school. This competency seemed as though it was something that had been important to Techboy for a long time; he appeared proud of his competency in ICT even some years earlier at school:

“Whenever I get some free time on my laptop and in documents there's..some files. Literally I found one, what I thought that I didn't write when I was as little as it said it was made as it sounded like… something like a 10 year old made.” (Techboy, lines 205-210)

For Techboy, his feelings of competence around technology really seemed to impact on his experience of school and the way he made sense of himself. He was more confident about activities involving ICT because of his perceived competency:

“Confident (but kind of only when it comes to ICT cos I’m confident that things will work).” (Techboy, lines 444-446)

Tia talked about trying to change and be more focused in lessons, which she felt proud for doing. Rather than feeling competent around this however, it felt to me to be more linked to her feelings of inadequacy and a need for change. Although Tia was self-aware about what might be helpful to her focusing, she also seemed to be experiencing adults acting as gatekeepers and blocking her agency too much for her to have found a way to experience competency in this area. Where I sensed Tia had found some sense of competency was in the importance of having a best friend. She talked about relationships and interactions with others throughout her interview and this was interwoven into her wider experiences in school. She talked about valuing a best friend, who she got on well with:

“Me and my best mate are obviously really energetic. And we just like the same energetic stuff. And we just get along so well.” (Tia, lines 58-61)

Sitting alongside the difficulties that Tia had expressed in maintaining positive peer relationships, I got the impression that this friendship was a welcome contrast. It enabled Tia to show positive traits such as kindness:

“I'll share them (sweets) out at school with my mate and .. we just buy each.. presents and stuff.” (Tia, lines 281-284)

Although she doesn’t use the word kindness, I interpreted her choosing to tell me about this as showing me some evidence that validated the best friendship, which she was active in maintaining through her kind behaviour.

With Harry, I had less sense of him finding competency in school. I got the impression that he had linked feelings of inadequacy with boring activities in school and activities he found difficult. It felt like he was finding it difficult in the school environment to experience competency. He seemed to open up a bit when talking about his difficulties with handwriting and expressed some feelings about improving his handwriting by going to the handwriting club:

“It’d just feel good because I’ve never had good handwriting.” (Harry, lines 371-372)

When Harry said this to me, the tone of his voice sounded defeated and my interpretation was that he did not have much self-belief that he would develop competency in handwriting.

One thing Harry did talk about positively, was being motivated to do litter picking at lunchtimes by the extrinsic rewards that could be earned. As he had the most tickets in his year group, he was on track to get an IPad and so this was perhaps something in which he felt some competency.

“I've got the most cos the teachers tell me that every time I've come to get them that I've got the most.” (Harry, lines 113-115)

In this quote, whilst earning the reward tickets for Harry was valued because of the potential prize that would be earned, I wondered if the teachers telling him every time that he had the most was also a positive reinforcement as it gave him a sense of achievement. I also wondered if teachers were telling him every time he went to collect the tickets that he had the most was because they wanted him to feel good about the experience and provide him with some sense of competency.

4.4.4.2 Sub-theme 2: Developing and maintaining a positive self-concept

According to Carl Rogers, self-concept has three components: self-image, self-esteem, and the ideal self, which contribute to how a person perceives themself (Rogers, 1959). These ideas are made up from a person’s own experiences and feedback from others.

I felt that a need for competency was linked to self-concept for all three participants’. Sitting alongside feelings of inadequacy, finding ways to experience competency appeared to generate more positive identities. For example, considering how Tia had found her relationship with her best friend a way of experiencing competency in relationships, sticking up for a best friend seemed important to Tia:

“I stick up for my best mate because I’m not nasty like that, I’ll obviously stick up for her.” (Tia, lines 327-329)

In this quote, Tia appeared to link her role as a best friend with her identity and a positive self-concept. Her use of a double negative to do that by saying she was not nasty perhaps suggested an attempt to use this role as a way of moving herself away from a possible narrative of being nasty. Tia’s use of the word obviously suggested some assumptions around this role of a best friend and further strengthened its potential power in maintaining a positive identity.

Techboy also seemed to be developing a positive self-concept with an identity centred around an area of competency, particularly in relation to technology. By focusing on this competence, Techboy was able to hold a positive self-concept with a self-image based around technology and thinking about the way others perceived him in relation to technology.

I sensed this was the reason that technology was a really strong theme for Techboy and he really wanted this to be known about him. Even after telling me so much about technology during the interview, when I asked him towards the end if there was anything else he wanted to share with me he replied:

“One thing, which I think you've already learned from me. I love technology.”  (Techboy, lines 427-428)

This quote not only highlighted Techboy’s passion for technology; it also seemed to show the importance he placed upon it being known about him, which led me to believe it had become a core part of his identity and how he wanted to be known. This was further evident in his choice of pseudonym Techboy as a name by which he wanted to be known.

In addition to being an important way that Techboy made sense of himself, how he saw technology as part of his identity also seemed to impact on his view of himself as a learner and the sense he made of learning at school, because he could remember things about technology more easily:

“I remember a lot of things about coding, you asked me to remember about anything else and I will probably instantly forget… Probably because my brain just mostly likes technology the best, mostly focused on technology.” (Techboy, lines 111-119)

Perhaps as part of seeking to develop and maintain his self-concept, Techboy went on to value school and the ICT offer. He wished school had more advanced ICT lessons, which I interpreted to mean that he wanted more experiences where he could feel even greater competency and develop his positive self-concept around technology further still:

“There is one thing that I wish that school would do, more advanced ICT lessons, because we don’t really do that advanced.. ICT lessons…” (Techboy, lines 396-399).

I got the impression that Techboy had found a way to be successful in school that made him feel good about himself and he was seeking more of those experiences. Linked to this, Techboy appeared to have found a way to continue to maintain his identity around technology and enjoying other activities at school more by relating them to technology:

“Surprise, surprise, whenever I draw, I draw a laptop.” (Techboy, lines 141-142)

His use of the words surprise, surprise in this sentence had a playful feel, as though Techboy enjoyed his technology persona. I wondered if he was pleased that he could bring adults’ attention back to his competence in technology at other times and maintain the positive self-concept he had created. He talked about liking a lesson when he could relate it to technology and not liking lessons that had nothing to do with technology. The only lesson that he could not relate to technology that Techboy talked about enjoying was PE, but only when it was dodgeball, which he felt good at. This linked back to the importance of competency as although Techboy’s feelings of competence were mostly around technology, other areas of perceived competence were also enjoyed by him.

I found it more difficult to find experiential evidence within Harry’s interview around developing and maintaining a self-concept. The lack of this perhaps linked to his strong feelings of inadequacy and the pressure he was feeling from the power of adults and the power of the school system. I got the impression that Harry rarely experiences a positive self-concept, from the absence of data in this area. This links to the PET constructed for Harry of making school fun when he was finding it boring and difficult. He enjoyed talking to his mates and had fun with his mates at break times:

“I’ll maybe just talk to my mates.. like walk and talk, maybe annoy this kid cos like she screams at you when you call her ____ so it’s dead fun.” (Harry, lines 75-79)

In this quote, Harry talks about being part of an in-group with his mates. Reflecting on this, perhaps one way that Harry had begun to develop a positive self-concept was around being part of a group. This could possibly be further substantiated by how difficult he found it to not talk in lessons because he wanted to maintain a sense of being part of his group of mates and, in lessons, talking to mates was more fun than listening to a teacher: 

“Talking..., it’s fun like, don’t have to listen to a teacher.” (lines 20-24)

This fun felt like it might be an escape from the constraints of sitting and writing which was difficult and boring, despite it going against the powerful adults who perceived it as naughty. I also wondered if this was a way of achieving status with his mates by having fun with them even if was perceived as naughty by teachers.This possibly showed a conflict between his desire to talk to maintain an identity that might be important to him and pressure to change behaviour.

4.5 Conclusion

In this chapter I have presented the findings from my research through an interpretative phenomenological analysis. This has been presented narratively, flowing from the PETs to the GETs structured on my interpreted themes and sub-themes. In particular within this chapter I have addressed my first research question, as I have illuminated the lived experience of each of the participants. Each of the participant’s school experiences are unique but there are convergences that have been drawn out. The themes I have constructed should not be understood in isolation, instead they are overlapping and multi-directional.

Whilst I have begun to touch upon the second research question, that will be considered in more detail within the discussion chapter, as I bring in more psychological theory to help make sense of the way the participants make sense of themselves and their experiences at school.



























Chapter 5: Discussion

5.1 Overview

In this chapter, I will attempt to answer my research questions by drawing upon my interpretations from the previous chapter, psychological theory and relevant literature.

Research question 1: 
What are the lived school experiences of children who have been given a diagnosis of ADHD?

Research question 2: 
How do children with a diagnosis of ADHD make sense of themselves and their experiences at school?

Where I have felt it necessary to support my deeper interpretations, I have gone back to the interview transcripts to ensure my theoretical interpretations are grounded in the data. This fitted with IPA’s iterative approach, as I felt aware of the power of the hermeneutic circle when I cautiously began to bring more of myself into the meaning making and wanted to ensure that more suspicious interpretations (Ricoeur, 1991) made sense at both the whole level and within parts of the data (Smith, Flowers and Larkin, 2022). Whereas none of my participants chose to talk about ADHD as a way they made sense of their experiences, I will draw upon this lens in my discussion because I am particularly interested in school experiences of children who have been given a diagnosis of ADHD. To further illuminate my interpretations, I will draw upon the literature to which I have already referred as well as new literature related to topics that have arisen through my interpretations. I will also begin to consider what adults who work with children might learn from these interpretations.

5.2 ADHD behaviour as a form of inadequacy

One GET which marked the school experiences of the participants was their feelings of inadequacy. From my knowledge of ADHD, I felt these feelings of inadequacy were linked to behaviour that might be typically associated with a diagnosis of ADHD. To investigate and illustrate this, I mapped the behaviours the participants referred to in the interviews against the DSM-V diagnostic criteria for ADHD (APA, 2014) (see Appendix 25).

I think this correspondence illuminates how the participants’ experiences of inadequacy seem inevitably associated with their diagnosis of ADHD, as the behaviour they talked about will have contributed to that diagnosis. Although the participants did not choose to make sense of themselves through an ADHD discourse, their school experiences were all marked by behaviour consistent with ADHD (of which they were all aware they had a diagnosis). This suggests that the participants may therefore have felt their diagnosis of ADHD as an inadequacy, which, it could be argued, is exactly how the medicalised diagnosis of ADHD as a deficit to be fixed is constructed.

My own ontological stance is that ADHD should be viewed as a social construct (Timini, 2004) categorising children whose behaviour has been deemed not acceptable in school (Bailey, 2010). I think this study supports this positioning as the experiences of the children were around feeling inadequate about ADHD associated behaviour that was judged as unacceptable in school.

5.3 ADHD as a form of school control - the power of adults and feelings of inadequacy

In my literature review, I expressed concern that ADHD supports an education system based on established norms of behaviour and literature suggests that viewing children through a medicalised diagnostic deficit-based lens can potentially marginalise children and lead to othering (Goodley & Runswick-Cole, 2012). Through my study, it became evident how the power of adults (a GET) was exerted through the school systems within which the participants were situated. This was often through the use of school behaviour policies and sanctions in response to what seemed to be interpreted as the inadequate behaviour of the children. Again this shows that although the children were not making sense of their experiences using ADHD language, the behaviour that was being controlled was often behaviour that is associated with ADHD. This fits with Bailey’s (2010) assertion that the construct of ADHD represents an alliance between medicine, psychology and education, as school dysfunction is translated into individual deficit through diagnosis. According to Nilsson Sjöberg (2021) this moves away from valuing inclusion of all children and highlights the power of this diagnosis in supporting a school system working to oppress children who do not fit the dominant view of how a child should behave in school, forcing them to change. This can therefore arguably position ADHD as a form of governmentality, a construct defining an undesired difference between children, used to control children in schools and eradicate behaviour associated with ADHD (Billington, 2000).

As O’Toole (2019) points out, psychopathologising children places difficulties within the child and reinforces a narrative of a deficit-based disorder that requires change in the child rather than emphasising the power of the school system in perpetuating that behaviour. In terms of my research questions, I think that this highlights how these children had their experience of school marked by having their ADHD associated behaviour controlled. Furthermore, experiences of having their behaviour disciplined could be seen as a form of judgement that contributed to them making sense of themselves at school through feelings of judgement, inadequacy and needing to change. One of the arguments in favour of a diagnosis of ADHD is that it can bring social understanding, tolerance and access to resources (Lauchlan & Boyle, 2007). However, tolerance did not appear to be something experienced by my participants and opens up the question around the value of an ADHD diagnosis for these children.

5.4 The value of a diagnosis of ADHD

Diagnosis can lead to medication being prescribed which children might find helpful (Travell & Visser, 2006). The only participant in my study who talked about being medicated for ADHD was Tia, who shared mixed feelings about this. She described how her mood was an important factor in her behaviour and she also talked about emotions towards adults when they blocked her access to fidget toys, which she identified as being helpful. My findings showed how adults exerting power can reduce a child’s feelings of autonomy. Despite the NICE guidelines around the management of ADHD to, “Regularly discuss with people with ADHD… how they want to be involved in treatment planning” (NICE, March 2018, 1.5.3, p17), this did not appear to be happening for Tia in school. She was articulate about what could help her but seemed blocked by some adults from accessing her preferred strategies such as the use of fidget toys. Perhaps this was because some adults were prioritising her medication as the first-line treatment she was receiving despite the NICE guidelines that treatment should be holistic and comprehensive. As Hill & Turner (2016) found in their research, there is a tendency for an over-reliance on medication and lack of child participation in treatment plans. This highlights the need for an ADHD diagnosis to be helpful to a child in ways that are meaningful to them. This led me to question the purpose or value of a diagnosis for Tia because it did not seem to have empowered her in school. She was reliant on powerful adults making decisions on her behalf, which appeared linked to the power of the school system in controlling what is acceptable behaviour.

Harry, in particular, was the subject of detentions being given to him by the powerful adults who were wielding this power. Children who receive detentions over time can become vulnerable to alternative provision placements or permanent exclusion and I could see how this might happen with Harry if his experiences in school continued along the same trajectory. This arguably reflects a worrying national trend of children with SEMH needs being excluded from mainstream education. This was highlighted in the SEND review (DfE, 2022), which drew attention to the percentage of children attending alternative provisions who have identified SEN (82.7%), with the majority being categorised with SEMH needs. If children, such as Harry, are aware of these possible outcomes, then it follows that they might be making sense of themselves as children on the margins of education and inadequate in mainstream education. Armstrong (2018) suggests that there is a need for education to move away from exclusive practices that focus on managing and disciplining behaviour towards more inclusive practices.

Harry, in particular, did not appear to enjoy many school activities and would probably be described as lacking school engagement. As suggested in some literature advocating for an ecological model of ADHD (Nguyen, 2019), improving school engagement might be helpful in reducing behaviour associated with ADHD. This feels like a circular argument, linking behaviour that might be described as disengaged in school to behaviour associated with ADHD, and leads back to the idea of the social construction of ADHD as a form of school control. This prompts me to think about the ways in which school engagement can be improved for all children and how all children can be accommodated within education.

5.5 The purpose of a diagnosis of ADHD

Overall, the children in this research did not choose to make sense of themselves through their diagnosis of ADHD and I wondered what the purpose of the diagnosis was for them. It appeared there was a lack of understanding from some teachers about ADHD associated behaviours such as Tia’s daydreaming and Harry’s fidgeting. To meet the threshold for a diagnosis of ADHD, children’s behaviour must be impacting on them at school (APA 2013; WHO, 2021) and the NICE (2018) guidelines for the management of ADHD are that schools should identify the child’s special educational need and put in place a plan to support them. This suggests that they would access support and adult understanding, yet the participants in my research expressed feeling misunderstood by some teachers and being told off and criticised for ADHD associated behaviours. 

The way that both Harry and Tia talked about a sense of difference between adults and lack of adult understanding could be reflective of a lack of knowledge from some educators and discrepancies in teaching about ADHD for trainee teachers (West, Taylor, Houghton & Hudyma, 2005). A lack of consistency has been identified in teacher training around SEN generally (DfE, 2022). The guidelines for non-pharmacological interventions (for children with and without a diagnosis of ADHD who have difficulties with attention, activity and impulsivity) (DECP, 2022) specifically includes a section about the importance of the social and emotional climate and positive teacher-pupil relationships. If these children had been better tolerated by adults in school, I wondered whether a diagnostic label would have been needed in the first place.

Although there have been limited studies that have provided children with a diagnosis of ADHD the agency to talk about their experiences without the constraints of some kind of ADHD framework, this research substantiates the findings of Honkaslita & Vehkakoski (2019) whose participant preferred to make sense of her experiences without an ADHD discourse. This has potential implications for the importance of working with children in ways that do not promote a dominant medicalised discourse around their behaviour. My analysis showed how, in some cases, it appeared that adults in school were using ADHD as a way of making sense of the children. Harry being called a ‘touching machine’ by a teacher suggested to me that his behaviour was being placed upon him as part of his identity and carried connotations of it being a fixed reality in relation to him. I would therefore argue that a cautious approach should be adopted by adults working with children who have a diagnosis of ADHD rather than fixed realities being assumed about their behaviour and a problem being explained through the label they have been allocated. If the adult believes the problem is within the child and nothing to do with their own behaviour (Lauchlan and Boyle, 2007) possibilities for the child are inevitably limited.

5.6 A move towards an ecological model that values the importance of context and relationships

The way both Tia and Harry felt inconsistencies between adults highlights how much difference their context can make to the positivity of a child’s experiences in school. This is illustrative of Helle-Valle et al.s’ (2015) findings that behaviour is a relational phenomenon and adults co-create behaviour with children. At times, the differences between adults led to emotional responses in Tia and Harry that were a trigger to further behaviour that was deemed unacceptable in school. For these participants, positive relationships where they felt understood and more accepted appeared to reduce strong emotional responses and led to them finding it easier to follow the school rules without becoming overwhelmed by emotions. This reflects the findings of Hemming (2017), who found that students with a diagnosis of ADHD benefitted from positive relationships with teachers. In a study investigating educators’ experiences of working with children with a diagnosis of ADHD, Moore et al. (2017) reported rollercoaster emotional responses from children with a diagnosis. This echoed what Tia and Harry had talked about experiencing themselves at times in their emotional responses to adults. These authors found that positive relationships were a crucial aspect of supporting children with ADHD and directly impacted on the success of other strategies. Mirroring Tia’s self-reflections, these researchers also reported inconsistent helpfulness of medication. This, again, suggests the need for a contextualised approach that values the importance of relationships (Bracken, 2012). As both Tia and Harry experienced differences between adults that impacted on their emotions and behaviour, if positive relationships had been more consistent in their experiences of school I wonder if they would have experienced fewer feelings of inadequacy as they would have felt more understood, tolerated and less judged which might have made the experience of school feel less difficult.

5.6.1 The Power Threat Meaning Framework

Whilst positive relationships appeared important for a positive experience of school, in thinking about an ecological model, Nilsson Sjöberg (2021) highlights the need to also consider power imbalances. This fits with the school experiences of the children in my study (particularly Tia and Harry) whose school experiences felt marked by the power of adults. This supports the use of an ecological approach that recognises the importance of context and relationships but also considers the impact of power imbalances. The PTMF (Johnson & Boyle, 2018) offers one model to consider children’s school experiences in a more contextual way that acknowledges both the importance of relationships and power. I will consider how each step of the PTMF (as outlined by Johnson & Boyle, 2018) might contribute to my analysis and answer my research questions.

5.6.1.1 What happened to you? 

The focus of the PTMF would be what has happened to a child and how power has operated in their life, instead of thinking about what is wrong with them. This shift encourages systemic thinking instead of looking for within-child explanations. Exploring these power imbalances is important to understand behaviour and how it links to wider social processes (Johnson & Boyle, 2018). The PTMF encourages deeper thinking about how power can be apparent in less easily recognised norms and values. In this study, power was evident in the assumptions apparent around the ADHD associated behaviour of the participants needing to be controlled, which fed into the participants feelings of inadequacy. Through the lens of the PTMF this power could be seen as ideological, related to how children ought to behave in ways that operate to support the school agenda and educational targets, whilst simultaneously maintaining children’s distress (Johnson & Boyle, 2018). This can be linked to Nilsson Sjöberg’s (2021) proposition that diagnosing a child with ADHD potentially reinforces feelings of inadequacy and potentially violates the child’s right to be themselves, as they are oppressed by the dominant cultural view around acceptable ways to be a child that fit with the requirements of school. This could also be seen as representative of a neoliberalist state that pushes children in education to comply and behave in ways that have been deemed to be most valued for society and promotes emotional distress for those who deviate from this norm (Johnson & Boyle, 2018). As Foucault (2000) highlights, forms of institutionalised discipline have developed over the last three hundred years in response to the particular functional needs of institutions such as schools, imposing norms and controlling behaviour. I would argue, therefore, that the invalidation of my participants’ ADHD associated behaviour as acceptable in school, and the way it was controlled, could therefore be seen as a form of power and coercion.

Theories of adultism (Flasher 1978; Tate & Copas, 2003) consider how behaviour which could be perceived as inattentive or disruptive might be more meaningfully understood as children exerting power upon adult led systems that do not feel relevant to their lives. Alternatively, building collaborative relationships with children could be promoted in addition to fostering systemic change that redresses the power imbalance between adults and children and reevaluates education (Tate & Copas, 2003).  

5.6.1.2 How did what happened affect you?

When power operates negatively it can impact an individual’s core needs being met (Johnson & Boyle, 2018). With my participants, the way power was operating and creating feelings of inadequacy led to them feeling judged. This can be linked to their need for competency, which can be seen through the PTMF as generating a core threat to their identity as they have been made to feel like failures in school. This potentially supports literature that a diagnosis of ADHD can be threatening to self-concept (O’Connor, 2018). Threats can also lead to feelings of emotional overwhelm that can be difficult to manage (Johnson & Boyle, 2018) and this reflects the school experience of Tia, who felt her emotions to be overwhelming at times and Harry’s school experience of strong emotions at being criticised for his behaviour.

5.6.1.3 What sense did you make of it? 

Instead of making sense of children through a diagnostic lens the PTMF encourages consideration of how meaning is shaped by experiences. According to Johnson and Boyle (2018) people have a psychological need to belong to a social group but often with psychiatric diagnosis they can become othered from mainstream society. The participants in my study appeared to experience feelings of inadequacy in school and were trying to change their behaviour to meet school’s behavioural expectations. Furthermore, they were all finding it difficult to fit in with some of those school norms and were trying to find ways to feel competent and feel a sense of belonging.

5.6.1.4 What did you have to do to survive? 

For Techboy, his focus on technology was one way that he might be seen to be surviving in school with a positive self-concept. For Tia the importance she placed on having a best friend could also be seen as a way that she was protecting her self-concept as this was one way she could make sense of herself as competent and feel a sense of belonging with her peers. Harry’s focus on enjoying talking with his friends was interpreted as a way of him making school fun when it was difficult and boring for him. In terms of survival in the school environment for Harry, this did not help him fit in with the school system but I wondered if it was more important for him to achieve status with his friends even if this was perceived as naughty by teachers. I think for Harry this could be seen as a way of meeting the need to belong through a subculture with a friendship group intent on inverting the norms of society. (Cohen, 1955). This fits with research carried out by Willis (1977) who found that the ‘counter school culture’ was one of rebellion against school rules, with status being gained within the group for ‘naughty’ behaviour such as disrupting lessons. Perhaps for Harry, his talking in lessons was a response to the threat of being judged and othered for not conforming to school behaviour requirements, and instead helped him protect a fragile self-concept.

5.6.1.5 Conclusion

Overall the use of the PTMF appears to potentially offer a helpful model through which to view the experiences of children with or without a diagnosis of ADHD, by providing an alternative lens to a medical model of behaviour.

5.7 Self-determination theory (SDT) and the need for competency

As I considered the need for competency as a GET within the school experiences of my participants, SDT (Ryan & Deci, 2000) also felt relevant as a way to illuminate the sense-making around this. SDT considers how social-contextual factors can affect motivation, self-regulation and emotional wellbeing. 

Underpinning SDT is the premise that humans have a basic need for competence, relatedness and autonomy and these are linked to increased intrinsic motivation (Deci & Ryan, 2017). This does appear to fit with some of the school experiences of my participants as their experiences of school seemed low in relatedness, autonomy and competence. In particular, the need for competency was prominent as a GET within my analysis and I will therefore consider most of the application of SDT around that area.

5.7.1 Autonomy

Tia was frustrated by her lack of agency, which appeared to make it more difficult for her to self-regulate her behaviour even when she appeared to have some motivation for compliance to protect her ego as somebody who was not nasty (Ryan, Kuhl & Deci, 1997). Neither Harry or Techboy appeared to have much autonomy either. They did not express emotions around this but appeared reliant on extrinsic motivation to change their behaviour.

Although all the participants were trying to change their behaviour, they did appear to be mostly doing so in order to conform with school expectations and subsequently make sense of themselves as good. According to Ryan, Kuhl and Deci (2017), it is possible for children to have intrinsic motivation alongside extrinsic motivation, as long as the child really believes in the values and internalises them; more typically, extrinsic rewards and sanctions undermine intrinsic motivation. Harry, in particular, appeared to be reliant upon external sanctions because he did not have high intrinsic motivation to change and stop talking, because he enjoyed talking, and possibly. being part of a subversive subculture with his group of mates. This showed how, particularly for Harry, his sense-making of school involved a sense of being controlled by extrinsic factors. This was also the lived school experience for Techboy, with his personalised reward system. Research has shown how behaviours carried out for external rewards and sanctions are likely to be experienced as controlled or feeling alienated (Deci & Ryan, 2000), which is supported by my findings. 

5.7.2 Relatedness

Tia highlighted difficulties within relationships that impacted on her view of herself. Both Tia and Harry talked about differences between adults and emotional responses. When Harry felt misunderstood by the teacher and lacked a sense of security and relatedness, his intrinsic motivation to comply appeared to be further reduced (Deci & Ryan, 2017). 

Seeking relatedness with peers is something that I feel was part of both Harry and Tia’s lived experience of school. Within my analysis I interpreted this as ways of finding competency in school, I will therefore discuss it within the competency section here too.

5.7.3 Competency

The need for competency was felt by all participants in how they made sense of themselves in school. I interpreted that Tia, Harry and Techboy were trying to reduce feelings of inadequacy and seek competence in something at school as a way of developing a positive self-concept. I felt that Techboy was managing to maintain a positive self-concept through his identity and competence around technology; he was actively seeking out these experiences in school to fulfil this need. I also found in my analysis that Tia and Harry also seemed to be trying to find ways to experience competency through friendships (which could also be seen as seeking relatedness in SDT). Overall, though, Tia and Harry appeared to have more experiences of feeling inadequate. Furthermore, they seemed to be using more negatively value-laden language around their behaviour than Techboy in their feelings of being judged. These findings support previous research findings that low self-concept is more marked in older children with an ADHD diagnosis and supports the promotion of developing feelings of competency with children (Houck et al., 2011). Linked to feelings of inadequacy, the need for competency also suggests the current curriculum is unaccommodating and unrepresentative of children’s diversity, begging the question of whose interests the current educational system serves and whose it excludes. This indicated the need for a more diverse curriculum (Tate & Copas, 2003).

5.7.4 Social-contextual factors

Ryan and Deci (2017) consider how such experiences might be a representation of social-contextual conditions that serve to marginalise some children. They suggest that in promoting emotional wellbeing, schools should consider how they can support children to have increased autonomy, relatedness and competence. I value the emphasis placed by SDT on the need to consider social context around behaviour. Champ, Adamou & Tolchard (2022) proposed using SDT to provide an alternative lens to understanding ADHD behaviour. Based on the experiences of my participants, I would concur that considering this could be a helpful perspective to consider; it did appear that my participants’ lived school experiences were low in autonomy, relatedness and competence. Whilst thinking about increasing these aspects of a child’s experience, I also think that the approach needs to be used carefully to avoid contributing further to ADHD being a form of school control. Within the SDT literature, there is a focus upon increasing a child’s intrinsic motivation towards adult directed goals which still might include eradicating ADHD associated behaviour (Ryan & Deci, 2000). I therefore believe it follows that schools need to find more ways to support competency whilst also valuing diversity, to ensure they are not promoting adultist forms of oppression. It is also important to listen to the child’s voice about what is important for their lives (Tate & Copas, 2003). I believe this indicates a need for further research into the use of SDT with children that takes a more critical approach, challenging norms that exist and exposing relationships between power and control, finding ways to support competency, relatedness and autonomy for all children (Howell, 2012).

5.8 Self concept and Erikson’s stages of psychosocial development

Erikson’s stages of psychosocial development (Erikson,1963) might provide a helpful, deeper interpretation into the ways the participants were making sense of themselves, and is therefore pertinent to my second research question. Building on Freud’s theory of psychosexual development, Erikson proposed eight stages of development through the lifespan which take account of interplay between biological, psychological and social factors. These stages are shown in Appendix 26.

According to Erikson, at each stage individuals experience a specific psychosocial crisis that they must resolve for positive identity development, which would be reflected in the development and maintenance of a positive ego or self-concept as they acquire new virtues associated with that stage of development (Erikson, 1963). The emphasis Erikson placed on social interaction fits with my social constructionist positioning of the contextualised relational way that children make sense of themselves. 

According to Erikson, the psychosocial stage reflecting my participants’ stage of development would be the industry Vs inferiority stage. Erikson proposed that as children aged 5-13 years go through this stage they become competent in more tasks and acquire new competencies. If they are successful in their perception of having achieved these, they will feel fulfilled and resolve any conflict with a positive identity. This resonated with how my participants appeared to be attempting to find competency and how this appeared linked to their identities and development of a positive self-concept. Techboy, in particular, appeared to have found an effective way to navigate through this stage of development with his competency around technology. Tia and Harry, who according to Erikson were nearing the end of their time in this stage of development, were also finding ways to feel competent at school, although particularly with Harry, it felt as though he had not found competency within the confines of school requirements and so had possibly found this through his non-conforming behaviour with his mates (Cohen, 1955; Willis, 1977).

It is interesting that Houck et al. (2011) found that the effects of impaired self-concept were more significant as children became older. I did wonder if Techboy’s apparent success in avoiding a negative self-concept through a positive identity around technology was sustainable in the years ahead for him as a defence mechanism against some of his more uncomfortable school experiences. It is interesting to consider the development of my participants if they exit the industry Vs inferiority stage without resolution. Erikson (1963) went on to propose that between 13-19 years of age adolescents go through a stage of identity Vs role confusion. During this stage, they need to become more independent and achieve an adequate sense of self. Perhaps this might provide some possible understanding of the greater difficulties that older children with a diagnosis of ADHD have been reported to have around self-concept compared to younger children. Hihara et al. (2018) suggest that for some individuals (particularly marginalised youths), the concept of negative identity needs to be considered and the ways in which sociocultural contexts restrict positive identity development. I felt this resonated with some aspects I noted in Harry’s sense making of his identity, as he sought to find competence in a difficult school environment through talking with his mates, which seemed to defy the school system. As Hihara et al. (2018) highlight, at times the development of a negative identity role is perhaps easier than developing a positive identity, which requires enduring negotiations with demanding school expectations. These findings are consistent with Ringer’s (2020) meta-synthesis review of children’s experiences and understanding of their ADHD, as he found that developing a stable personal identity to be a theme and he also used Erikson’s psychosocial theory of development to help make sense of the children’s experiences. Overall, it appears that Erikson’s stages of psychosocial development might provide some insight into the link between ADHD and a poor self-concept and further research investigating this could be helpful in considering how children make sense of themselves and their experiences at school.
































Chapter 6 - Conclusions, implications and limitations

6.1 Overview

In this chapter, I will outline the main conclusions from this research and the key implications that have emerged through my analysis and discussion, before considering the limitations of the study. 

	Reflective Box: So what?

This was a question I asked myself repeatedly throughout my research. When I received some of the feedback from my ethics application questioning the purpose of my research, it really focused me towards this question and clarifying my epistemological position. I had developed a research design aiming to give voice to a group of children I perceived as potentially marginalised in education but I wondered was that enough for a good thesis? I have come through the other end of this uncertainty because I do believe that there are important points for both educational psychologists and educators that can be drawn upon from this research and I think it contributes to a growing body of research that values the emancipation of children in research using critical approaches to deconstruct traditional views around pathology (Begon and Billington, 2019)



6.2 Conclusions

This study has illuminated the lived school experiences of three children who have a diagnosis of ADHD and the way they make sense of themselves and school without imposing an ADHD discourse upon them.

Through the interpretative phenomenological analysis, three group experiential themes were constructed to make sense of the children’s experiences: the power of adults, feelings of inadequacy and a need for competency.

The power of adults and feelings of inadequacy were more deeply interpreted as a form of school control. As this was linked to behaviour typically associated with a diagnosis of ADHD, it raised concerns for me around the purpose of a diagnosis of ADHD as possible means of eradicating behaviour not conducive to the existing school environment. Whilst in this study I aimed to explore the school experiences of children through the use of open questions in a way that was not constrained by a construct of ADHD or their diagnosis, I felt these constraints were apparent through the experiences of the children having their ADHD associated behaviour controlled. This was not the entire experience of the children, as a sense of difference between adults was also identified as an important factor. Positive relationships with adults who were more understanding and facilitated the children’s autonomy appeared important for a more positive school experience. This highlighted the importance of ensuring that if a diagnosis of ADHD is given to a child, then it should have value in supporting a child’s inclusion rather than operating as a form of control. Furthermore, it supports the premise that it might sometimes be more helpful to move away from within-child psychiatric diagnosis towards the implementation of more relational approaches. In particular, the PTMF might be a helpful model that enables the exploration of children’s experiences, recognising the importance of context and relationships, as well as acknowledging the impact of power.

The need for competency was interpreted as being associated with feelings of inadequacy and an attempt to develop a positive self-concept. Both SDT and Erikson’s psychosocial stages of development might provide helpful ways to further explore the link between positive self-concept and the school experiences of children.

6.3 Implications

Whilst this study was not aiming to provide generalisations, I think the following implications for practice can be suggested:

6.3.1 Ensuring a diagnosis of ADHD is valuable for children

The participants in this research did not choose to make sense of themselves through the construct of ADHD. Furthermore, the children in this study did not appear to be empowered through their diagnosis as they lacked autonomy over their school experiences. This has implications for when a diagnosis of ADHD is given to children; NICE (2018) guidelines should be followed and children should be actively involved in a plan about what might help their experience of school. The voices of the children in this study did not appear to hold much power and instead there was a focus on adults disciplining the participants to eradicate ADHD associated behaviour. If adults could have greater awareness of the coercive power they hold in schools, they might refocus on listening to children’s voices about their school experience and enabling greater agency for children. 

6.3.2 A move away from a medical model of ADHD to a contextual approach that recognises the importance of relationships

The importance of relationships in the way children experienced feelings of power and inadequacy suggests that it might be helpful to be open-minded about the possibility of moving away from a medical model of ADHD towards more contextualised ecological approaches such as the PTMF. This has implications for the way EPs might work with schools. At an individual level, the PTMF could be utilised as a framework for practice and at a whole school level relational approaches might be promoted, together with consideration of how power operates within school systems. There are also implications for EPs at the wider local authority level, as they might be in a good position to promote more contextualised perspectives as part of their potential involvement in diagnostic pathways that result in assessments for ADHD. Perhaps in some cases the use of a relational model such as the PTMF could be considered at multi-agency meetings prior to decision-making about psychopathologising children.

6.3.3 Ensuring education is inclusive for all children to experience competency and develop a positive self-concept

The participants in this study all experienced a need for competency. This has possible implications for educators in considering the importance of competency for children in their identity development and supporting children’s self-esteem. Whether or not children have a diagnosis of ADHD, both SDT and Erikson’s psychosocial stages of development indicate the importance of children experiencing competency and offer helpful ways of thinking about supporting a child’s developing self-concept. To facilitate this the need for a more flexible and diverse curriculum that enables all children to develop strengths and experience competency is highlighted, as for some children (such as Harry) this was difficult within the current school offer. This has implications for school staff and educational policy makers, demonstrating the need for a wider curriculum for some children so that it facilitates needs being met for all children.

6.3.4 Teacher training and relational approaches

There appears to be a need for enhanced and consistent teacher training around the importance of environmental modifications for children with a diagnosis of ADHD and children who might show inattention, impulsivity and hyperactivity. It would be helpful if there was more emphasis on relational approaches that encourage an understanding approach and value positive relationships with children rather than behaviour policies which aim to discipline and control. Currently, the DfE’s focus on behaviour seems to be about ensuring high standards of behaviour (DfE, 2022b). This research suggests the need for a refocus towards relational approaches that are more inclusive of the diversity of children.

6.3.5 Listening to the voice of children in education

Underpinning my research method was a desire to emancipate children from predetermined discourses around ADHD and to listen to their voices about experiences of school. The findings from my study suggest that being listened to and having agency in decision making in education can be crucial for some children’s positive experience of school. The implications for school staff and policy makers would be to ensure that education is done with children and not to them. Rather than a focus on inclusion of children within a school system prescribed by adults, perhaps there should be a move towards changing the school system guided by the diversity of children and listening to their voice.
6.4 Dissemination of research

This research has led to some implications being proposed that are relevant to educational psychologists and educators. To disseminate this research in the local authority in which it was carried out, I intend to present my thesis to the educational psychology service and possibly at the SENCO forum. In the future I also intend to present my thesis to a wider audience at relevant special interest groups or conferences. I believe some of the interpretations and implications from this study could be disseminated further via publication in a journal article and this is something that I will consider in the future.

6.5 Suggestions for further research

Overall, in this study I have been encouraged to be open-minded to moving away from psychiatric discourse to make sense of children’s experiences. To develop this approach I think it could be helpful to explore how the PTMF can be used to explore and understand experiences of children who have a diagnosis of ADHD or might show some behaviour associated with a diagnosis of ADHD.

Both SDT and Erikson’s psychosocial stages of development potentially provide further insight into the importance of the participants’ need for competency. Further research around the mechanisms involved in self-concept development of children with a diagnosis of ADHD might also be helpful to supporting the development of a positive self-concept for this group of children.

Based on my analysis in this study it might therefore be helpful to consider how SDT can be used inclusively with children who have a diagnosis of ADHD. Exploring how children’s autonomy, relatedness and competence can be supported in school and how this might impact on experiences of school could be helpful to improving the experience of school for some children. However, I would suggest care in carrying out this research so that assumptions are not imposed about the way children should behave in education, instead refocusing on listening to the voice of children and what is important to them. 

6.6 Limitations

This study explored the school experiences of three children; claims cannot be made that it is generalisable to the wider population. The children in this study did not choose to make sense of themselves through an ADHD discourse and there has been much discussion around less medicalised ways to understand children. I do not want to make assumptions that this is the case for all children and am aware that for many children ADHD may be their preferred discourse. 

It could be perceived as a limitation that only three children participated in this study and thereby provided a limited range of children’s voices. However, I was not seeking to undertake nomothetic research which is generalisable and a smaller sample size might also be perceived as supporting the ideographic essence of IPA research. When writing my analysis section of the GETs I felt a smaller sample enabled me to stay closer to each participant’s subjective experiences as I considered the convergence and divergence of the PETs and constructed an unfolding interpretative narrative supported with quotes for each individual participant.

A further limitation of this research might be found in the self-selecting sample used. All of the children involved initially needed their schools to agree to support their participation, which could have led to schools who felt more uncomfortable with their children sharing their experiences of school being missed. Furthermore, there is scope for more voices of children with a diagnosis of ADHD who did not choose to participate, to be heard. Hopefully, as emphasised in my research, listening to the voice of children and taking more contextualised approaches might become more of a focus when working with children who might have a diagnosis of ADHD.
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Appendices

Appendix 1:
Reflections on Gergen’s (1985) assumptions of social constructionism

3.2.3.1 A critical perspective on the taken-for-granted world

I began this research from a critical stance focusing on the way in which ADHD has been used as a way of understanding children. I set out to explore the school experiences of children who have been given this diagnosis without relying on diagnostic assumptions that have dominated previous research in the area. I aimed to use a research method that facilitates children deciding what is important about their experiences at school in an attempt to keep a sense of openness and emancipate them from knowledge that is taken for granted about them (Gergen, 1985). I therefore believe this is a key philosophy underpinning my research.

3.2.3.2 Knowledge is set in a historical and cultural context

I believe that ADHD has been constructed historically and culturally as a way of categorising children whose behaviour is problematic in a school environment (Bailey, 2010). Whilst I am not directly researching ADHD, as I want to give agency to children in deciding what is important about their experiences at school, I am mindful that I will be interpreting their experiences through a lens of knowing they have a diagnosis. This lens fills me with curiosity, as the purpose of my research is to deepen understanding about what the experience of school is like for three children living with a diagnosis. Although I do acknowledge the importance of ADHD as a construct, I take a more relativist ontology that objective truths do not exist within a person but are socially, culturally, historically and linguistically constructed. This philosophy challenges positivist explanations of children that consider the child as a mirror of their diagnosis, towards considering a more holistic, contextualised understanding. However, I cannot avoid the construct of ADHD and the impact it might have on my participants’ and, indeed, my own sense making of their experiences. I remain inquisitive about how some experiences might be shaped by their social context, that is historically and culturally situated. This lens will be used in my deeper levels of interpretation.

3.2.3.3 Social processes construct and sustain knowledge

This assumption underpins my understanding of the research design I will be using. I recognise that all experiences of school shared with me by my participants will be as part of a social process and I am therefore actively involved in the construction of the data through this. Furthermore, in my interpretations of what my participants tell me I will take into account the social processes that appear to have been part of and influenced their experiences.

3.2.3.4 Descriptions and explanations of the world are forms of social action

Based upon my critical literature review, I believe that ADHD has been socially constructed as a way of controlling children, which could be argued to be a form of social action. This is a lens that I want to anticipate children from and am committed to undertaking this research to explore children’s preferred ways of being described and understood.















Appendix 2: Reflections on alternative methodological approaches to IPA

1. Grounded theory

Grounded theory is an approach that does not take theories for granted and promotes a bottom-up approach towards a contextualised theoretical understanding that is arrived at through a progressive categorisation of the data (Willig, 2013). In grounded theory, although a purposive sample is chosen, the specific research questions are loose at the beginning and develop as the data emerges and shapes the direction of research.

Taking a grounded theory approach to this research was considered due to the initial openness that is made possible, which fitted with my aims to explore experiences without preconceptions. However, grounded theory was not chosen as a research method due to the tendency to work towards a theory level understanding of a phenomenon (Willig, 2013). Whilst there is a possibility of theoretical level discussions stemming from this research, my main research aim was to focus on lived experience and illuminate school experiences of some children with a diagnosis of ADHD. This aim could be achieved through IPA.

2 Narrative analysis

Narrative inquiry seeks to illuminate how individuals bring order and make sense of their lives and experiences through the use of narratives (Willig, 2013). This aligns with some core principles of IPA such as hermeneutics and interpretation because meaning is co-constructed through the participant’s storytelling and the researcher’s interpretation. This also fits with my social constructionist epistemological position. Furthermore, narrative analysis is also concerned with the ideographic, in particular individual’s experiences and how they make sense of them (Griffin and May, 2012).

However, as narrative inquiry usually requires the participants to tell their story of their experience, there seems to be more of a focus on how they make sense of their life’s history and possibly less emphasis on getting as close as possible to their lived experience (Griffin and May, 2012). In contrast, the focus in IPA is clearly around the phenomenological and illuminating lived experience as closely as possible. This aim aligns more with my research aims to explore what school feels like for some children who have a diagnosis of ADHD. Furthermore, the double hermeneutic and the hermeneutic circle are both underpinnings of IPA which really resonate with me. Whilst I think it important to retain the ideographic nature of each participant’s account, I am also very interested in applying deeper interpretative lenses and bringing in psychological theory to further illuminate the participants’ experiences of school against their social, cultural and historical context.
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Appendix 5: Participant flyer



……………………………………………………………………………………………………………

Child’s Reply Slip 

I would like more information about participating in this research project. 

Name: _______________________________________________ 

Signature: _______________________________________________ 

Date: _______________________________________________ 




Parent/Guardian Reply Slip 

I would like more information about my child participating in this research project. 

Name of parent / legal guardian: _______________________________________________ 

Signature: _______________________________________________ 

Date: ______________________________________________























Appendix 6: Parent information sheet

Information Sheet for Parents

Beyond the label: exploring the lived school experiences of children with a diagnosis of ADHD.

Your child has expressed an interest in taking part in a research project. In order for you to decide if you would like them to participate, this information sheet is being provided to explain the research project and what participation will involve. Please read the information carefully.

The aims of this project are:

· To explore the lived school experiences of children with a diagnosis of ADHD

· To consider how children with a diagnosis of ADHD might make sense of themselves and their experiences in school

Why has your child been invited to participate?

Your child has been chosen as they have a diagnosis of ADHD and fit the age criteria of between 8 and 13 years old. They expressed an interest in participating when they were shown the flyer about the research at school. As well as your child, up to 5 other children will be taking part in this study.

Is it compulsory for my child to participate?

Participation is completely voluntary and there is no pressure for your child to take part. It is up to you and your child to decide whether or not they will take part. If they decide to take part, you will need to sign the attached consent form. Your child will still be able to withdraw at any time without needing to give a reason.

What will happen if your child takes part?

I will interview your child in school for between 30 minutes and 1 hour. During the interview I will ask them some open questions; there will also be opportunities for them to express their views using visual methods: drawing a picture, choosing from some picture cards with strengths on or talking about some pictures of school settings. Through finding out about your child’s school experiences, I will then consider how they might make sense of themself and these experiences as a child living with a diagnosis of ADHD.

A few weeks after the interview I will return to school and meet with your child again to share my analysis of their interview. This discussion will last around 30 minutes, during which time I will check that they are happy with any conclusions I have reached about what they told me in their interview. 

Will the interview be recorded and what will happen to the recording?

Two audio recordings of the interview will be made using both a phone and a laptop so there is a backup in case of technical failure. A recording will then be transcribed using computer software and securely stored on my University of Sheffield Google Drive. The audio recordings will only be used for my analysis and only I will have access to them. The transcribed interview will be stored using a pseudonym so that your child remains anonymous. Only the research supervisor and I will have access to them. All of the audio recordings and transcribed interviews will be deleted once my thesis is completed and successfully submitted to the University of Sheffield. 

How will the interview be used?

Some quotes from the interview and my analysis of the interview might be used to inform the project. Not all interviews will feed directly into the research project analysis and this may or may not be the case with your child. The interview might also be part of a pilot to trial questions and methods. 

Will taking part be anonymous?

Your child or the school will not be identified by name in any reports or publications. Each child will be given a pseudonym and will be referred to by this name during the course of the research so the child will remain anonymous.

What will happen to the results of the research project?

The results of this research will form part of my doctoral thesis and some aspects of this may be published in an academic journal. It will also be shared with other students at the University of Sheffield. 

Are there any risks in taking part?

Although your child will not be asked to talk about anything they don’t want to, some topics of our discussion might be sensitive. It is possible that a child might feel emotional following the interview. As a researcher, my role is meeting with your child for the interview and not to provide ongoing support. However, your child’s school has agreed to provide emotional support if required following the interview with an adult your child knows in school. Your child will also have the option of having a trusted adult from school present during the interview and follow up session to offer reassurance and emotional support. Somebody from school will also be available to speak to you if you have any concerns around your child following their interview.

Are there any benefits of taking part?

Whilst there are no immediate benefits of participating in the project, it is hoped that this work will provide adults working with children more understanding of the lived school experiences of children with a diagnosis of ADHD, which might help other children to have positive experiences of school.

Has this research been ethically approved?

This research has been ethically approved by the University of Sheffield.

Who can I contact if I need to?

If you would like to discuss any aspect of this project or have any questions please don’t hesitate to contact me. If you have any concerns or need to make a complaint at any stage then you can contact my research supervisor. If you do make a complaint and are not happy with the way it is handled, please contact the University’s Registrar and Secretary at the same university address.

Lead Researcher:						Research supervisor:

Rebecca Bevan 						Dr XXXX	
XXXX Educational Psychology Service			University of Sheffield
XXXX								School of Education
XXXX								Floor 3 Edgar Allan House	
XXXX								241 Glossop Road
XXXX								Sheffield
							S10 2GW	
		
RBevan4@sheffield.ac.uk					XXXX@sheffield.ac.uk 



Thank you for your interest in this project.


















Appendix 7: Participant information sheet


Participant Information Sheet

Beyond the label: exploring the school experiences of children with a diagnosis of ADHD.

This sheet will help you decide if you want to take part in this research project. 
Please read it all carefully.

The aims of this project are:
· To explore the school experiences of children with a diagnosis of ADHD
· To think about how children with a diagnosis of ADHD might make sense of themselves and their experiences in school

Do you have to take part?
No, it is up to you and your parents to decide if you will take part. 
If you decide to take part, you can change your mind at any time without a reason.

What will happen if you take part?
· An interview with me in school which will take between 30 minutes and an hour.
· This will involve me asking questions to find out about your experiences of school.
· There will also be a choice to draw a picture, choose from some picture cards or talk about some pictures of school.                                                                          
· If you prefer, an adult from school could go with you to the interview. 
· A few weeks after the interview, I would return to school to talk to you again about your interview and check that you are happy with my ideas.

Will the interview be recorded?
I will record our interview and this will be deleted after the project.

How will the interview be used?
· It might give me ideas for my project that I can write about
· It might help me to try out questions and activities. 

Will anybody know if I take part?
If I write about you I will use a made up name so nobody will know it is you. Your school’s name will not be mentioned.

Are there any benefits of taking part?
I hope this project might help adults in schools who work with children who have a diagnosis of ADHD to understand them better.

Who can I talk to if I need to?
If you would like to ask any questions please feel free to email me, or you could speak to an adult in school or your parent or carer.
						

Rebecca Bevan - Trainee Educational Psychologist, University of Sheffield		[image: A picture containing person, hair, posing  Description automatically generated]
RBevan4@sheffield.ac.uk					           
Thank you for your interest in this project.




Appendix 8: Parent consent form


Parental Consent Form

Title of Research Project: Beyond the label: exploring the lived school experiences of children who have been given a diagnosis of ADHD.

Name of researcher: Rebecca Bevan (Becky), Trainee Educational Psychologist

Name of participant: _________________________________________

Please read each statement and tick the box.

1. I confirm that I have read and understood the information sheet explaining the research project.




2. I understand that my child’s participation is voluntary and that they are free to withdraw at any time up to the point at which the data is analysed without giving any reason and without there being any negative consequences. In addition, should they not want to answer any particular question, they do not have to.




3. I understand that an audio recording of my child’s interview will be kept confidential and only accessible to the lead researcher. The interview transcript will be stored using a pseudonym and I give permission for the research supervisor to have access to my child’s anonymous interview. I understand my child or the school will not be identified by name in the report or reports that result from the research.




4. I understand that the interview with my child will be audio recorded and securely stored on the lead researcher’s University of Sheffield Google Drive. Any drawings or other data will also be kept in a safe location. Following successful completion of the research project, all data associated with my child will be destroyed.




5. I understand that what my child says in their interview and the researcher’s analysis of the interview might form part of the lead researcher’s doctoral thesis and may be published in an academic journal.




6. I agree to my child taking part in the above research project.






Name of parent / legal guardian:  _______________________________________________

Signature: _______________________________________________

Date:        _______________________________________________



        Name of lead researcher:    _______________________________________________

Signature: _______________________________________________

Date:        _______________________________________________




Copies: The participant’s parent(s) will receive a copy of the signed and dated consent form once received and signed by the lead researcher. An electronic copy of the signed and dated consent form will be stored securely on the lead researcher’s University Google drive. No-one else will have access to the form.











Appendix 9: Participant consent form


Participant Consent Form

Research Project - Beyond the label: exploring the school experiences of children with a diagnosis of ADHD.

Name of researcher: Rebecca Bevan (Becky), Trainee Educational Psychologist

Name of participant: _________________________________________

Please read each statement and tick the box.

1. I have read and understood the information sheet about the research project.



2. I understand that it is up to me if I want to take part and I can change my mind at any time, without giving a reason. 




3. I understand that in any writing about this research I will be given a made up name and my school’s name will not be mentioned.




4. I understand that the interview will be recorded and deleted after the project.




5. I agree to take part in this research project.




Name of participant: _______________________________________________

      Signature: _______________________________________________

Date:        _______________________________________________




 Name of lead researcher:    ___Rebecca Bevan_____________________________

       Signature: _______________________________________________

Date:        _______________________________________________






 
















Copies: The participant’s parent(s) will receive a copy of the signed and dated consent form once received and signed by the lead researcher. An electronic copy of the signed and dated consent form will be stored securely on the lead researcher’s University Google drive. No-one else will have access to the form.




Appendix 10: Information sheet for school staff


Information Sheet for School Staff

My name is Rebecca (Becky) Bevan and I am a trainee educational psychologist completing my doctorate at the University of Sheffield. As part of this, I am on placement at XXXXX Educational Psychology Service (XXXEP). I am hoping to carry out a research study exploring the school experiences of children living with a diagnosis of Attention Deficit Hyperactivity Disorder (ADHD). I am contacting schools within the local authority in an attempt to find participants who might take part in this research. This research has ethical approval from the University of Sheffield and will be supervised by an educational psychologist and director from the university.

Which children can be involved?

For a child to take part in this research, they need to have a diagnosis of ADHD and be aware of their diagnosis. I am initially looking to find children between the ages of 8 to 13 years old.

What will the research involve for children?

The research will involve an interview with the child which will last between 30 minutes and 1 hour. During the interview I will ask them some open questions to help explore their views; there will also be opportunities for them to express their views using visual methods such as drawing a picture, choosing from some strengths cards or talking about some pictures of school settings. The interviews will take place at school, in a quiet and private room preferably in a relaxed setting such as a nurture room to help the child feel comfortable. The child will be given the option of having a trusted adult from school present during the interview.

A few weeks after the interview I will return to school and meet with the child again to share my analysis of their interview. This discussion will last around 30 minutes.

Will taking part be anonymous?

The child or your school will not be identified by name in any reports or publications. Each child will be given a pseudonym and will be referred to by this name during the course of the research so the child will remain anonymous.

What will happen to the results of the research project?
 
The results of this research will form part of my doctoral thesis and some aspects may be
published in an academic journal. It will also be shared with other students at the University
of Sheffield. 

Are there any benefits of taking part?

Whilst there are no immediate benefits of participating in the project, it is hoped that this work will provide adults working with children and young people more understanding of the lived experiences of children with a diagnosis of ADHD. 

What will be required from you?

In addition to providing a space in school for the interview and follow up session, emotional support for the child might also be needed from a key adult in school. The child will be given the option for a trusted key adult to accompany them in the interview and follow up session. If this happened, the adult’s role would be to offer reassurance to the child during the interview and not to support the child in answering questions. This adult would be required to keep the content of the interview confidential unless there was a safeguarding concern.

As some topics of our discussion might be sensitive, it is possible that a child might feel emotional following the interview. It will therefore be necessary that a member of school staff, who is trusted by the child, will be available to support them if needed at this time and be able to provide further support as required. 

If the child’s family are concerned about their child following the interview, they will be advised to speak to school, as my role will not be to provide ongoing support for the child or family. It will also be necessary, therefore, that a key adult in school will be able to speak to parents if required.

If this is something that you would be able to facilitate and you have a child who fits the selection criteria, I would really appreciate you sharing the flyer with the child and discussing their participation without putting any pressure on them to agree. If a child is interested in participating in the study, please send the flyer home with them. You may choose to discuss the research project with parents at this point. If parents return the consent slip to receive further information, please send the information sheet and consent form to them.

Finally, please also complete the attached consent slip acknowledging your participation within this research.

All consent forms will need to be returned to me either by email or hard copy.

Who can I contact if I need to?

If you would like to discuss any aspect of this project or have any questions please don’t hesitate to contact me. If you have any concerns or need to make a complaint at any stage then you can contact my research supervisor. If you do make a complaint and are not happy with the way it is handled, please contact the University’s Registrar and Secretary at the same university address.


Lead Researcher:						Research supervisor:

Rebecca Bevan 						Dr XXXX	
XXXX Educational Psychology Service			University of Sheffield
XXX								School of Education
XXX								Floor 3 Edgar Allan House	
XXX								241 Glossop Road
XXX								Sheffield
							S10 2GW	
		
RBevan4@sheffield.ac.uk					XXXX@sheffield.ac.uk 


Thank you for taking the time to read and consider this [image: Shape, icon, circle

Description automatically generated]

………………………………………………………………………………………………………

Consent and Permissions from School Staff

I agree that selected students can take part in this research. I will be able to facilitate this by providing a space in school and emotional support from a key adult if needed for the child during and / or following the interview and follow up session (pending consent from parents/guardians and the young person).


Signed ________________________________________ 

Print name............................................................................ Date..........................

Position in school …………………………………………………………………………



















Appendix 11: Recruitment email

Subject: FW: Research participants - Exploring the lived experiences of children with a diagnosis of ADHD

Dear SENCO,

As a trainee educational psychologist, currently undertaking my Doctorate with the University of Sheffield, I am pleased to share an exciting opportunity with you to contribute towards my doctoral thesis research project.

I am looking for schools who are able to facilitate children to participate; please read the attached school information sheet to see if this is something that you would be able to take part in. I am hoping to find up to six children between the ages of 8 to 13 years old, who have a diagnosis of ADHD and would like to share their experiences of school with me.

I would really appreciate your involvement. If you have any questions, please don’t hesitate to contact me.

Thank you for considering this project.

Kind regards,
Becky

Rebecca Bevan
Trainee Educational Psychologist




















Appendix 12: Interview guide (including pilot questions)

Interview Questions

Note - the term child or young person will be interchangeable depending on the age of the child being interviewed and what feels most appropriate during our interaction.

Speech is written in italics.

Building Rapport

Hi, I’m Becky Bevan, a trainee educational psychologist. Have you heard of an educational psychologist? I go into schools and work with children and adults to help school be as good as it can be for them.

Introduction

Thank you for meeting with me and agreeing to take part in this research. I’m really looking forward to finding out about your experiences of school, as a child / young person who has been given a diagnosis of ADHD. I’m also going to be speaking to a few other children / young people, who, like you, have a diagnosis of ADHD. Afterwards, I’ll be thinking about what school is like for you, and some other children / young people, who have a diagnosis of ADHD. I’m hoping that this research might help adults who work in schools with other children who have a diagnosis of ADHD.
I will be asking you particularly about your experiences of school. It is up to you if you want to talk about ADHD as part of that and whether you think having a diagnosis is important to you when you think about your experiences in school. If you want to tell me about ADHD as part of your life at school you can. But if you want to talk to me about your experiences of school without talking about ADHD that’s fine too. 

Right to withdraw

Please remember that you can decide to change your mind about taking part at any time. Or, if you have talked enough to me and would like to stop, please just let me know and you can go back to class whenever you want. If there are any questions that you would rather not answer then please just tell me, that is absolutely fine - you don’t have to answer anything you don’t want to.

Informed consent / Confidentiality

Ok, are you still happy to talk to me today about school?

Before we begin, I mentioned in the information sheet that I sent to you that anything I write down about you will be written using a different name, so nobody knows it is you. Is that ok?

Can you think of a name that you would like to be called in the research?
If needed: How about Mia / Lucy / Sky / Grace / Tom / Ollie / Harry / Theo

How old are you? What year are you? I will refer to your age in my writing.

Recording
Now we have sorted that out I will start recording the interview. Ok?

Root questions

So to start:
1. Can you describe a day in school for you?	
If the child is unsure where to start I could break this down as:

What is coming to school like in the morning?
What is it like in the classroom in the morning?
What is it like at breaktime?
What is lunchtime like?
What is the afternoon like?

2. What do you like doing in school?

3. Is there anything you don’t like doing at school?

4. Have you got a particular memory of something that has happened in school that is very important to you?

Possible prompts (not in order):
	Tell me more about that? What happened to you?
	What was that like?
Who made that decision? Was that you wanted to happen? What do you think made
                                                                                               that happen?
	How did that make you feel at the time?
	How did what happen affect you?
	When that happened what did that mean to you?
	Is this important to you? Why is it important?
	What were you doing that made that work well for you?
	What were others doing that made that work well for you?
	How do you think other teachers / other children would describe you when you are  
                doing this at school? 
	What makes you really good at it? 
Is it important to you to be good at that?
What do other people think you are really good at? 
What do you find difficult about that?
How does that make you feel?
What other things do you find difficult?
Do you think similar things happened to other people?
	What do you think or feel now when you remember that?
	How did that make sense to you? What do you think it meant?
	Did you have to do anything to survive? 

Possible option to draw:
Would you like to draw me a picture of that?

Tell me about your picture
What’s that? What happened?
Tell me more about this…
How did that feel?
(plus other prompt questions as listed above)

Possible option to choose experiences from a selection of pictures of school settings taken from Children’s Exploratory Drawings (Timney & Cohman, 2021) if the child is struggling to think of experiences of school themselves:
If you like I can show you some pictures of some school settings. Would you like to choose a picture that makes you think about something that happened for you in school?

5. What if anything, would you like other people to know about what it is like for you at school?
OR, depending on the child’s reference of ADHD?
If ADHD is something you think about when you talk about your experiences of school, what would you like other people to know about what it is like for you at school as a child with a diagnosis of ADHD?

6. Is there anything else that you would like to share with me?

Pilot Questions (if applicable)

Can you tell me any questions that really helped you tell me about your experiences in school? How did that help?

Were there any questions that you didn’t like being asked? Do you mind telling me why?

Are there any other questions you would like me to have asked you that I didn’t? Would you like me to ask you that question now and you can answer it?

Did you find it helpful having the choice of drawing? Seeing the strengths cards? Seeing the pictures of school settings? 
How were they helpful? Why weren’t they helpful? 

Can you tell me anything else that you think would have been helpful for you to be able to share your experiences of school with me better? Would you like to do that now?

Wind Down

Thank you so much for talking to me and sharing all of your experiences of school, it will be really helpful to my research.
After we have finished, I will have a look at everything we have talked about and try to put it together with some ideas which I will share with you when I come back to school. Are you still happy to take part, you don’t have to, just let me know if you don’t want to?

So what will you be doing now when you go back to class? (Discussion around this)

Are you happy to go back to class now? 

(If the child appears to be unsettled ask: Would you like me to see if Mr / Mrs …. can talk to you for a bit before you go back to class?)






Appendix 13

Reflections from pilot interview

Tia appeared reflective and self-aware during her interview.

When I asked her about the questions at the end of the interview, she told me that the questions were all helpful to let her talk about her life at school. She did not think that any different questions were needed and she thought she had been able to tell me lots of things. I also felt that Tia had provided me with lots of rich data about her experiences at school. From this, I did not feel that any further questions needed adding to the interview schedule.

We talked about the visual methods and Tia said that she thought some younger children might like to draw a picture but she thought most of her friends would just prefer to talk. I showed her the school picture cards and she told me she thought they might give some ideas of things to talk about. 



























Appendix 14: Original transcript of Harry’s interview

Becky:
So just to start with, could you describe what school is like for you?

Harry:
I don't really know.

Becky:
Okay, what's it like when you come to school in a morning? What happens?

Harry:
Just normal really.

Becky:
Just normal?

Harry:
Walk in, that’s it. Go to lesson, that’s about it.

Becky:
Mmm. What's it like in your lesson?

Harry:
(Sigh) Sometimes I get told off cos of being silly and that with my mates

Becky:
What happens when you get told off?

Harry:
Get a C1. Get a C2, I’ll probably get screamed at. That’s about it.

Becky:
And you say that’s for messing about with your mates?

Harry:
Yeah

Becky:
So what does that look like? What happens then?
Harry:
Talking, like yeah, talking really.

Becky:
How does it feel when you're messing about with your mates? What's it like? 

Harry:
It’s kind of like mmm, it’s like, it’s fun like don’t have listen to a teacher.

Becky:
Yeah, so, what’s it like, is listening to the teacher something?

Harry:
Boring.
 
Becky:
Boring. What's it like then listening to the teacher? You say it’s boring.

Harry:
Yeah.

Becky:
How does that make you feel?

Harry:
Bored.
Becky:
Bored. And then you say sometimes you get a C1 or C2?

Harry:
Yeah.

Becky:
And how does that affect you?

Harry:
I might be a bit gooder.

Becky:
How do you feel when you get given those C1 or C2?

Harry:
Fine cos unless it’s like a C3 then I’m fine.

Becky:
And does that sometimes happen? A C3?

Harry:
Yeah.

Becky:
And what's not fine then when you get a C3, what's different?

Harry:
It’s like if I be silly one more time I'm sent out of class on a detention.

Becky:
So how does that affect you if you get a C3?

Harry:
I try and be as good as possible.

Becky:
Do you? Yeah.

Harry:
Yeah. 

Becky:
Mmm. What's that like when you're trying to be as good as possible? What does that mean?

Harry:
It’s like, really it depends where I'm sitting because if I'm sitting nearer mates, it's quite hard because like, I'm gonna want to talk. But like if I'm like halfway across the classroom or somewhere on a different table it's a bit easier.

Becky:
So is being good something about not talking? Is that what being good means?
Harry:
A bit. Yeah. 

Becky:
Yeah. And is that something that you find that you like, do you like talking?

Harry:
Yeah.

Becky:
Yeah, you said that was fun. Yeah. So what's it feel like when you're in that situation, and you get that C3 and you can’t talk anymore because you've got to be good? How does that feel?

Harry:
I’m like a bit angry, but if it’s like right near the end of the lesson I’m not really that angry cos I know it’s gonna be ending soon. But if I've got it straightaway, like 10 minutes into a lesson, then I’ve still got 50 minutes left and then it starts boring me.

Becky:
So what's it like at break time for you?

Harry:
Like, I’ll maybe just talk to my mates.

Becky:
Whereabouts?

Harry:
Like walk and talk, maybe annoy this kid cos like she screams at you when you call her Lizzie so it’s dead fun.

Becky:
What a girl in year seven?

Harry:
Yeah. She starts going dead mad when you call her Lizzie so me and my mates do that.

Becky:
Is that her name? Lizzie?

Harry:
Her name’s Elizabeth but she gets really mad when you say Lizzie.

Becky:
So sometimes you and your mates call her Lizzie?

Harry:
Yeah.

Becky:
So how does that feel when you're doing that?

Harry:
Fun, cos she’s getting dead mad.

Becky:
What's fun about that for you?

Harry:
It’s funny. That’s about it, funny.

Becky:
Funny, yeah. Okay. What's lunchtimes like?

Harry:
Mmm because like I think I don't know if it's next term, well next year in year 8, or it's like today or summat, there’s an award assembly. The school has this like ticket system where when you do litter picking you get these like blue tickets.

Becky:
Oh right.

Harry:
And sometimes you’ll get a sweet and stuff. And I've got the most in year seven. I think whoever has the most, or I don’t know, gets a tablet at the end of the year, like a thingy tablet.
Becky:
What, like a computer tablet?

Harry:
I think, yeah.

Becky:
Oh right. Yeah. So is that quite important to you to get those tickets? 

Harry:
Yeah so I can get that.

Becky:
Yeah. How do you think you're doing with them?

Harry:
Well I think they are all being counted today, well they’ve already been counted but they are being finalised today, I think. And I've got the most cos the teachers tell me that every time I've come to get them that I've got the most.

Becky:
Have you? What, in the whole of your year?

Harry:
Yeah.

Becky:
You've got the most tickets you think.
Very good. How does that make you feel that you've got those tickets? 

Harry:
Quite good. 

Becky:
Yeah. Why does it make you feel good? 

Harry:
I don’t know. It just does.

Becky:
What do you feel good about? 

Harry:
That I got that many.

Becky:
That you got that many. Mmm, yeah. What do you think’s helped you get that many? Because you must have had some strengths, good things about you, because I bet some other people wanted to get those tickets didn't they? That many?

Harry:
Yeah, I just did litter picking every day and sometimes like, I'll just be really happy about it and then they’ll just give me another five cos I’m that enthusiastic about it.

Becky:
Ah, that’s a nice word, yeah. Would you say that you’re enthusiastic about other things as well? Would you say that something you’d describe yourself as? Enthusiastic?

Harry:
Not really. 

Becky:
Not really. What do you think made you be enthusiastic about that then?

Harry:
I don’t know, probably the prize.

Becky:
Prize. What about actually when you’re litter picking? Is it something that you quite like doing or what?

Harry:
It’s a bit boring.

Becky:
What's boring about it?

Harry:
It’s just picking up litter from the floor. Or sometimes it can be fun because you can like chuck things with it, cos you pick it up and just like fling it across the quad.

Becky:
Yeah, so you do that as well? Yeah. That sounds great that you've got those tickets. Yeah. So hopefully you get the tablet thing that you’re after. 
So when you are at school, what do you like doing? 

Harry:
I don’t really know. 

Becky:
Have you got a favourite lesson?

Harry:
Probably history. 

Becky:
Oh right, history. What do you like about history?

Harry:
I like history.

Becky:
Do you? So you’re interested in the subject? What have you been learning about that you've enjoyed?

Harry:
I haven’t really enjoyed it so far. I'm enjoying like, waiting like to be later in the year so I can do about World War Two and stuff.

Becky:
Oh yeah. Are there any things that you don't like about school?

Harry:
Like subjects or just in general?

Becky:
Anything at all. General, you tell me. You can tell we both have, we’ve got time… What's the worst thing about school?

Harry:
Probably getting a detention for homework.

Becky:
Do you get detentions for homework? 

Harry:
Yeah. 

Becky:
What's bad about that?

Harry:
It’s after school. And because I go to history club on Wednesdays and I have maths on a Tuesday and my homework’s due in for a Tuesday, I'll go do a little bit but the teacher always forgets to check it so sometimes I'm lucky, sometimes I’m not.

Becky:
And if you don't do your homework, you get a detention?

Harry:
Yeah, then I can’t go to history club the next day.

Becky:
Mmm. So do you find it difficult doing homework? 

Harry:
Yeah.

Becky:
What's difficult about it? Is it like the actual doing the homework or is it finding time and sitting down to do it?

Harry:
Bit of both really. Cos English homework, I have no problem with that, I can do that easily. But it’s the maths homework.

Becky:
So what makes it easier to do the English homework? 

Harry:
It’s on like Teams and it’s just really easy because you can just like do the work, which it normally it’ll be like two minutes.

Becky
On the computer?

Harry:
Yeah.

Becky
Yeah. Mmm, ok. Are there any things that you find difficult at school when you're actually at school?

Harry:
Just getting screamed at really.


Becky:
Yeah, you mentioned that earlier. What's that like when you get screamed at? What happens?

Harry:
It’s like I’ll do something naughty and like maybe I'll talk and I’m already on a C2 so I’ll get another C3. Maybe I'll talk again after I’ve got a C3 but cos when you’re on a C3 like, when you’re on a C3, like they’re way more lenient so you don’t get a C4 but they’ll still like shout at you. So like, I might talk to my mate again then that teacher’ll shout out me cos yeah.

Becky:
Mmm. So what does that feel like when you're being shouted out?

Harry:
It makes me, like, sometimes I'll just say something, it's sort of a teacher that we get sent out. Like one time, cos I was fidgeting with my ruler, the teacher called me a touching machine. 

Becky:
The teacher said what sorry?


Harry:
Called me a touching machine cos I was fiddling with my ruler.

Becky:
A touching machine?

Harry:
Yeah, I don’t know why.

Becky:
Right.

Harry:
Like and cos it was a split thing where a few minutes after that, we all get sent to lunch and after lunch she’s like “Oh, why have you got your head down?” I was like, “well cos you called me a touching machine”.  He’s like “what?” so like “Are you deaf?” I got sent out.

Becky:
So when you were doing that with the ruler, I mean I noticed then you fiddling a little bit with your tie, is that something that you quite like doing sometimes fiddling with things. I've been sat here doing this actually (laughs). Is that something that?

Harry:
I've just always done it. I don’t know why, I just do it.

Becky:
You just do it. But is that something that helps you in some way or is quite good for you to do?

Harry:
It’s like sometimes it can be yeah.

Becky:
Mmm yeah. Because yeah, some young people do have actual fiddle toys don’t they, have you seen them? Have you not got one of those?

Harry:
I think I was given one of those by school but I lost it the same day.

Becky:
Do you think that's something that might be quite helpful?

Harry:
Well it wasn’t even that helpful really.

Becky:
But would you say that, like when you said about fiddling with your ruler, did it feel like it was a problem to you fiddling with a ruler? What were you doing with it?

Harry:
I was like (took ruler out of his bag and demonstrated fiddling with it, which made a slight noise on the desk).

So just like mmm doing that.

Becky:
Ah so that makes a bit of a noise that bit doesn’t it?

Harry:
Yeah but like I wasn’t making a noise, I was just doing this (demonstrated fiddling with the ruler without making any noise).

Becky:
And did they say to stop? Did you find it quite difficult to stop doing that? How did it feel when they told you to?

Harry:
Like… I’ve forgotten what I was going to say now. 


Becky:
What did it feel like when they was telling you to stop fiddling with a ruler?

Harry:
It made me kind of like a bit angry cos like I can’t really help it.

Becky:
Why can't you?

Harry:
Don’t know.

Becky:
Is it quite difficult?

Harry:
Yeah.

Becky:
Yeah. So what do you think it meant? What did it make you think about what was happening? If you think back to that situation, how does it make you feel thinking back about it? Any reflections or thoughts about it?

Harry:
No, not really.

Becky:
Ok. If you were thinking about over year 7 really,  so it might be in the last week or it could be anytime, really, but have you got a particular memory since you've been at this school that sort of stands out to you as being quite important?

Harry:
No, not really.

Becky:
Have you got a Best Day Ever since you came here that you can think of?

Harry:
Probably the days where you do like, when sometimes one of the lessons gets cancelled and it’s moves to PE.

Becky:
What’s that sorry? One of the lessons get cancelled and it moves to PE?

Harry:
Yeah so then I’ve had to do double PE that lesson.

Becky:
Oh right.

Harry:
Cos I think it was like Year 11 exams and they were doing their exams in that room.

Becky:
So what lesson got cancelled? Can you remember?

Harry:
Computer science, no, EPC

Becky:
EPC. What’s that?

Harry:
I don’t know.

Becky: 
I can find out. So you got double PE? Is PE something that you like?

Harry:
Yeah.

Becky:
What do you like about PE?

Harry:
I don’t really know, I just like it in general.

Becky:
What do you usually do in PE?

Harry:
I think this term we're doing, we’ve been doing football, but it's like the end of term and normally at the end of term we’ll do football for one lesson but I think we’re doing it today but I don’t know. well.

Becky:
So is it usually something that's quite active?

Harry:
Yeah.

Becky:
Yeah. Is that something you quite like doing, being active?

Harry:
Yeah. 

Becky:
Mmm. That other lesson that you mentioned, EPC was it? Have I remembered that EPC, is that the right name? Is that a lesson you particularly don't like? Or was it more just that you were getting to do more PE?

Harry:
More PE.

Becky:
So what's better about PE than that other lesson EPC, or what's worse about EPC or any other lesson that’s not PE?

Harry:
Well PE like you don’t have to do any writing, you don’t get homework for it.

Becky:
Yeah. 

Harry:
You’re mainly running about. And yeah, you don't get told off as much either.

Becky:
So, you say you don't have to do as much writing, is writing something that you don't really like doing?

Harry:
I don’t really like it no.

Becky:
No. What do you think you don't like about it?

Harry:
(Pause) Mmm, just that sometimes it can be like, because in science there’s this teacher who tells me off about my handwriting because I have quite bad handwriting. 

Becky:
Oh right, yeah.

Harry:
So like that's one of the reasons why I don’t like writing but it’s just long and it hurts my hands eventually.

Becky:
Yeah. How did that feel when they said that you've got bad handwriting?

Harry:
I didn't know. Well, I already knew it so. 

Becky:
Yeah. 

Harry:
Yeah. But then there’s the English teacher what sent me to, like, handwriting club which is, I think it’s today, like over there somewhere, so I can get better at it and she doesn’t tell me off or owt.

Becky:
Is it something you'd like to get better at? 

Harry:
Probably, yeah.

Becky:
Yeah, does it matter to you? What would it mean if you could have neater handwriting?

Harry:
I don’t know. It’d just feel good because I’ve never had good handwriting.

Becky:
What do you think you find difficult about the handwriting? Do you know?

Harry:
I don’t know. I’ll either rush or I’ll be too long. 

Becky:
Sounds like two quite different experiences. When you had a teacher in one lesson who said, Oh, your handwriting is really bad or something. Which lesson was that?

Harry:
Science

Becky:
And then you had another teacher in English who sort of said Oh, it'd be good to make your writing better? Would you like to go to handwriting club? Is that right what I'm sort of saying?

Harry:
Yeah.

Becky:
That's sort of two experiences that are quite different, aren't they? And then I wonder what it felt like being in that science lesson when you know yourself that you're not really maybe that neat in handwriting and they’re just sort of saying that. I wonder what it felt like?

Harry:
Like, I didn’t feel owt really.

Becky:
What did you do?

Harry:
Went “Alright”.

Becky:
But do you think it affected you in any way him saying that?

Harry:
No.

Becky:
No. What about in the English lesson when the teacher said would you could go to handwriting club? How did that make you feel? 

Harry:
Good cos I get to miss tutor. 

Becky:
Yeah. What's it like in handwriting club?

Harry:
You just sit there and write in a book all the letters and that and that’s about it for a few minutes.

Becky
Do you think it's helping you?

Harry:
Yeah. A bit yeah. 

Becky:
Mmm good. So, I asked you about your best sort of day and we've ended up talking quite a bit from that. But if you could think of like the worst thing that's ever happened since you've been at this school, have you got a particular memory that stands out that you could tell me about? 

Harry:
I don’t really know to be honest.

Becky:
Can you think of a bad day at this school? And what a bad day is like?

Harry:
Probably having art.

Becky:
Having art?

Harry:
Yeah, cos it’s my tutor teacher and I really don’t like her.

Becky:
So what don’t you like about her?

Harry:
I’ll talk with my mates and sometimes she won't tell them off and she'll tell me off. Then I'll make the slightest noise and she’ll give me a C1. I don’t even know why, I got a C3 in tutor for making a few noises.

Becky:
So what's it like when you’re making noises? 

Harry:
Funny.

Becky:
Is it something you think about doing or does it just happen? What's it like?

Harry:
I don’t really know. It’s like sometimes I’ll think about it, sometimes I won’t. Most of the time I will think about it though..

Becky:
So you’ll think I'm gonna make a noise?

Harry:
Yeah.

Becky:
And what what are you thinking in your head, the reason why you think you're gonna do it?

Harry:
I don’t know.

Becky:
How does it make you feel when you're doing it?

Harry:
Nothing really, I just do it.

Becky:
I think you said it was fun maybe earlier? 

Harry:
Yeah.

Becky:
Is it something that you’d find quite difficult to not do? 

Harry:
No.

Becky:
What's it like in tutor?

Harry:
A bit boring. It’s like they tell you about things what's gonna happen. 

Becky:
Yeah.

Harry:
Sit there, equipment check, done.

Becky:
You've mentioned boring a few times. What makes something boring to you?

Harry:
Like doing loads of work and doing your book all day, like writing in your book all day is quite boring.

Becky:
Do you write in tutor?

Harry:
No.

Becky:
So what do you have to do that’s boring in tutor?

Harry:
Just sit there and listen

Becky:
Is sitting there and listening to somebody a bit boring?

Harry:
Yeah. 

Becky:
What would make it less boring?

Harry:
I don’t really know.

Becky:
Mmm, no. Ok. So I am quite near the end of the questions that I've got but to sort of just to finish it really, what if anything, would you like for other people to know about what it's like for you at school? I know, I said at the beginning obviously, I will be thinking about this as you having a diagnosis of ADHD like the other people but I don't just mean about that, I just mean generally, you know, if there was one thing that you would want people to know what it's like for you at school, what could you say?

Harry:
I really don’t know. I can’t think.

Becky:
Not sure, but you have told me lots already. Now, I haven't asked you if you wanted to do any of these things but you could draw, I could have asked you to draw but I think you've told me enough. Would you like to do that at all? 

Harry:
No

Becky:
You’re not bothered.

Harry:
No

Becky:
Ok, are you happy to leave it there?

Harry:
Yeah.
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	Becky: 
So just to start with, can you describe what a day in school is like for you?

Tia: 
Mmm. I wake up in the morning, I go downstairs for my breakfast, and then I have my tablet. So obviously, keep me like not distracted all day. Like they keep me focused on my work. And then I’ll obviously get dressed and go to school. When I get to school, I mess about with my mates in the playground. And then, mmm, I’ll go to lesson, do some lessons. If I get distracted, like I have like (got fidget toys out of bag).
I have different fidget toys. Like if I want to play with them, but I need to get Miss Parker to write me summat to let me, so my teachers don’t always let me play with them. Like I’ve got different toys and stuff that keep me focused. Like I’ll sit and (like) play with them but I’ll also do my work. And then obviously, when that lesson’s finished, I’ll go to my next one.

Becky: 
Shall we just talk about that bit more because you told me quite a lot there? So you say in the morning, you take some medication to help keep you focused. How do you feel about that? 

Tia: 
I’m alright with it.

Becky: 
You’re alright. How do you think that affects you?

Tia: 
It obviously keeps me calm. Like keeps me focused. And if I don't take it I kick off and stuff.

Becky:
Okay, what’s that like if you kick off? What happens?

Tia: 
Like, I’ll scream, shout and get detentions at school and stuff. It just really like, kicks me off and I just go really mad.

Becky: 
So do you think that's something that's quite important to you? Taking that medication? 

Tia: 
Yeah.

Becky: 
Yeah. Do you think? What does that change then in the day? How does that make things better?

Tia: 
Well, sometimes it doesn't help. But sometimes it does. 

Becky: 
Yeah

Tia: 
It depends what kind of mood I’m in.

Becky: 
And then you said when you were at school, you mess around with your mates? 

Tia: 
Yeah, sometimes. Yeah. I

Becky: 
What do you mean by that? Like, what do mean by that? What you do?

Tia: 
Well like I run around in the playground, we’ll dance. And just like do some stuff. Like me, and my best mate are obviously really energetic. And we just like the same energetic stuff. And we just get along so well.

Becky: 
Yeah. What's energetic? What do you do that’s energetic?

Tia: 
Just like hypo all the time 

Becky: 
What do you do? Do you move around? Where are you?

Tia: 
So you know as you come out of here (points at door) and then you walk down a bit and then there's a door to go outside.

Becky. 
Aha.

Tia: 
Yeah, we go out there to the quad. And there's the first bench and we sit on there with her boyfriend and some of his mates.

Becky: 
So is that something that you like doing, being energetic? 

Tia: 
Yeah.

Becky: 
Yeah, Are there any other things that you do at school that are energetic?

Tia: 
Don’t know. Be naughty. Be hypo

Becky: 
Be naughty. What's naughty mean?

Tia: 
You get detentions. Get on the conduct board. But I can be good. Like I can get on the TriStar board. I don't get ticks sometimes, like I get rewards and stuff.

Becky:
So is that something that's quite important to you to be good? 

Tia: 
Yeah, I try and be as best as I can.

Becky: 
Yeah. Okay. What do you think that means being good? Because you mentioned not being on the conduct board. But for you, what does that mean being like?

Tia: 
Being like focused and making sure I'm not messing around in class.

Becky: 
How does it make you feel when you're doing that? 

Tia:
Happy.

Becky: 
Happy? Yeah. What do you think makes you feel happy about it? 

Tia: 
Mmm. Just like I’m being good and I'm not getting in trouble. 

Becky: 
What do you think other people think? Like your teachers?

Tia: 
I think they're proud of me.

Becky: 
What about other people in your class? Friends or other children?
 
Tia: 
I don't really have a lot of friends in my class. 

Becky: 
So what do you think they think when you’re being good as you've called it?

Tia: 
They just class me as being normal, like hypo all the time, but they don't think I’m being naughty.

Becky: 
Yeah. Okay, so what you've told me a bit about break times haven’t you. Okay. So what do you like doing in school? 

Tia: 
What, like lessons?

Becky: 
Yeah, you could tell me what's your favourite, maybe?

Tia: 
Some my favourite lessons are English. Mmm, Computer Science, product design and food tech. And art. I really enjoy art and food tech the most and product design.

Becky: 
What do you like about being in food tech or art?

Tia: 
We either cook in food tech, or we learn about cooking and what goes on. Or in art we draw or we're learning what we’re drawing. Like we're drawing a face in art right now.

Becky: 
Okay. Are there any things at school you don't really like?

Tia: 
Yeah, history, geography, maths,science. I just don't really like them.

Becky: 
What is it that you don't like? Do you know?

Tia: 
I don't like my geography teacher. I'm really like geography in year 7 but I don't like my teacher.

Becky: 
Is there something that happens that you don't like?

Tia: 
No, I just genuinely don’t like him.

Becky: 
What does he do that you don't like? 

Tia: 
He’s just boring.

Becky: 
What makes him boring?

Tia: 
Because, if, like, before  I would just sit at my desk, and he would come up behind me and make me jump and I don't like it. I don't like it when people scare me. It really annoys me. So then I kick off and then I get told off.

Becky:
So he comes up behind your desk?

Tia: 
Sometimes, he does it sometimes. Like, he’ll come up behind me, if I'm like, because I daydream a lot and if he goes “raah” and it makes me jump and I really don't like it but he doesn’t listen.

Becky: 
Yeah. What's it like when you daydream? 

Tia:
 I don’t know, I just stare into space.

Becky:
Does that happen in other lessons as well?  What happens in those lessons? Because this teacher makes you jump? What do other teachers do?

Tia: 
I think he just does it messing about though. But I don’t know if he means it or not.

Becky:
Do you think he's maybe just trying to get you out of the daydream? But you don't like that?

Tia: 
Yeah.

Becky: 
So what do you think happens in other lessons if you’re daydreaming?

Tia: 
The teacher will just shout my name.

Becky:
 And is that a better thing to do? Do you prefer that? Does that help?

Tia: 
Yeah. I just like stare into space sometimes if I get bored or summat. I don't really do it in a lot of lessons. I did it in English just before Miss got me to come and see you. I was just like staring and she was like “Tia” and I was like woah what.

Becky: 
Yeah. Okay. So, you mentioned earlier, I know I'm going back, but you mentioned if you get distracted. 

Tia: 
Yeah. 

Becky: 
And you showed me your fidget toys, which looked quite fun to fiddle with. Is that something that happens quite a lot? 

Tia: 
Yeah. Do you find it helpful having those fidget toys?

Becky: 
Yeah, but in some lessons I’m not allowed to play with them? And I get really annoyed when I'm not allowed to play with them and I need them. Like, Miss *, my science teacher, that's why I don’t like science. Because I'm just sat there fiddling with it. She’s like “Put it away. You’re in a lesson” but I'm like “Miss, I need it” and she’s like you “no you don’t” but I do need it.

Becky: 
How does that feel when that teacher says that? 

Tia:
Annoying.

Becky: 
Yeah. And how do you think that affects you? In that lesson? 

Tia: 
Makes me kick off.

Becky: 
Yeah. And what do you do if you kick off then?

Tia: 
I'll get on the conduct board and be naughty.

Becky: 
What are you doing that’s naughty Tia?

Tia: 
Like I’ll shout out, I’ll like not listen to her, I won’t do my work.

Becky: 
But do you think if you'd had had your fidget toy that maybe wouldn't have happened so much? 
Yeah

Tia: 
Yeah. 

Becky: 
But sometimes I'm not like it with my fidget toys. Like I can always, if she says no, I'll put it away. And I’ll just do the lesson but sometimes it really annoys me. 

Tia: 
Mmm, yeah.
Because she thinks it’ll distract me but it doesn’t.

Becky: 
So sometimes you manage to not kick off as you called it.

Tia: 
Yeah cos my best mate sat next to me. 

Becky: 
What do you do then? 

Tia: 
Yeah, she helps me, like she tells me no Tia put them away. And you like, I don't know, she just says like get on with your work and then she lets me talk to her and stuff. Miss lets me talk to my best mate.

Becky: 
Yeah. Okay. So have you got a particular memory of something that's happened in school that’s very important to you.

Tia: 
What? Like a bad thing or a good thing?

Becky: 
You could maybe tell me one of each if you’ve got one.

Tia: 
Well a bad thing is when I have drama with me, (3 other girls), and I had really bad drama with them and I used to get told off for it but it wasn't my fault. One used to drag me into it and then say I was telling another girl to kill herself when I wasn’t because I wouldn't do that. I'm a nice girl and all that lot. But Miss wouldn’t believe me because I was always naughty. No one ever believed me.

Becky: 
Yeah, that doesn’t sound..

Tia: 
But now I'm not like that with anybody. Like Miss P obviously believes me because I always go to her if I need her for something. Like me and my friend have sat in her office like three times last week, just sat there at breaktime, not at breaktime at tutor time, just talking to her because I didn't want to go to tutor because, my tutor, I don’t know, I just don’t like going to tutor.

Becky: 
So then what happened?

Tia: 
And then I got a detention for not going to tutor. But Miss said I could go sit in her office and talk to her.

Becky: 
So when you were doing that, how did it feel at the time when you were with that group.

Tia: 
I always felt sad, I always cried. I was always (like) annoyed and stuff.

Becky: 
Mmm

Tia: 
And I always had to do what they wanted to do and never what I wanted to do. Like now I’m best mates with *, like, and I’ve got some money and I get some sweets and we share them at school look (takes bag of sweets out of school bag and shows me).

Becky: 
Oh yeah.

Tia: 
And obviously I'll share them out at school with my mate and we're just like, we just buy each other stuff like presents and stuff.

Becky: 
Yeah.

Tia: 
Yeah, and I'm happy now because next year, one of the girls that, the girl that's always nasty to me. So basically yesterday my best mate wasn’t at school because she had an appointment or summat, I can’t remember, mmm and this girl was slagging her off to me. I only did because I wanted to carry on and see what she would say. And I told my best mate because Miss told her, Miss told my best mate all the nasty stuff that I said about her and I said I was just carrying it on to see what she would say about her. And she said “no you wasn’t, no you wasn’t” and she started a big argument again and I just, awwh, it just really annoyed me. Because it makes me kick off  when everyone starts. Cos everyone blames me for everything.

Becky: 
So this is when you're not in a lesson?

Tia: 
Yeah, it was this morning when we come through the gates. All she said was, Tia was slagging you off yesterday ner ner ner ner ner.

Becky: 
So what do you do then when that happens?

Tia: 
I just tell her to go away or shut up or summat. But then she’ll go tell Miss.

Becky: 
And then what effect does that have on you?

Tia: 
And then Miss is like, what’s going on, and I’ll just be like, “uurgh it’s just drama Miss”. And Miss is like “ I can’t be dealing with it, don’t bring anything to me”. Because Miss has had enough of all the drama.

Becky: 
Is that something you find difficult if that happens with your friends?

Tia: 
What arguing? Yeah? I find that really difficult cos I wanna stick up with my best mate but I don’t wanna get involved. But I get involved anyway because I stick up for my best mate because I’m not nasty like that, I’ll obviously stick up for her.

Becky: 
Yeah. Ok. So have you got a best day at school ever that you can think of?

Tia: 
Mmm. Yeah. When, the first day that I met E, this girl in my tutor. She's really nice and she always asked me to talk to her and stuff. And No, probably not that time. That's one of my favourite memories. But yeah probably when me and F became best mates in school cos that’s the only reason I came in year 7.  Because I was mates with this girl E in my tutor. (Yawns). Oh my god, I’m tired.  And then… mmm.. I was mates with E and then E become mates with F and then I just became really close to F and like, E doesn’t like F and F doesn’t like E and F is mine.

Becky: 
Is that something that's important then, to you, you having friends?

Tia: 
Yeah, having my best friend with me all the time.

Becky: 
Yeah.

Tia: 
Yeah, but the one thing that annoyed me when I became mates with her, I was like with this boy for a while. I was with him for like six to eight months. And after I broke up with him this girl got with him. And after her, I was back with him. And then she got with him, like he got with her. And that really annoyed me because me and him was really close, me and her was really close, but she didn't tell me because she thought I was gonna go mad at her but I wasn’t mad. But I was mad after that because she didn’t tell me.

Becky: 
Yeah, yeah. So what do you think your friends would say about you? How would they describe you, do you think at school?

Tia: 
You would probably have to ask F about that. But some of them say I'm nasty. Not my friends but some people say I'm nasty. Some people say I'm violent when I’m not. I've never hit someone, I’m not like that. I can, I'll get angry. And I'll have a go at them. But I don't get vicious. Right, I will break down into tears after I’ve had an argument. I do it with everyone.

Becky: 
Yeah.

Tia: 
I do it with my mum and I do it with my dad and I’ll just usually apologise after I’ve had a go at them.

Becky: 
So how do you think you're feeling when that happens? What effect is it having on you?

Tia: 
Just making me cry and feel sad.


Becky: 
Mmm, yeah. So is that because something's happened that you've felt bad about? Or?

Tia: 
Yeah. like I feel bad about what I've said because I’ll say something really nasty. Like, I’lI say to my mum I don't want to live with you anymore and I’ll move to my dad's or summat. 

Becky: 
Do you think similar things like that happen to all the people your age? Do you think they do things the same? 

Tia: 
Probably. 

Becky: 
Yeah. How do you make sense of saying something like that? And then thinking oh, yeah, I didn't mean it. Can you make sense of that yourself?

Tia:
Like, I'll have five minutes to calm myself down and everything and then I’ll go and apologise and I always say I didn’t mean it. (Yawn). 

Becky: 
Yeah

Tia: 
I will always say it to my mum and my mum will be like, awh yeah, it's fine and stuff. But like at school, it's different. Like if I say sorry, more people forgive me and everything, but not the other girls will just say something mean back to me, but I'm like, I'm trying to apologise to yer.

Becky: 
Yeah, okay. So we're quite near the end. So, are you still okay talking to me? So, what if anything, would you like people to know about what it's like for you at school?

Tia: 
Mmm.. it's stressful.

Becky: 
What makes it stressful?

Tia:
Drama, arguing. People being nasty. 

Becky: 
Yeah.

Tia: 
Teachers being annoying. Like teachers have got to understand that I need stuff to help me.

Becky: 
And I don't want to put words in your mouth, but you say you need stuff to help you. And you did mention earlier about your fidget toys. Do you think that's related to ADHD?

Tia: 
Uh huh. Yeah. I want, I think I need a timeout card. Like, I get angry very easily and I think I need that to go, like five minutes, just to go stand outside and calm myself down. But my key worker needs to go and ask Miss P, I think, if I can have one because I think I need one.

Becky: 
Right. Yeah. Okay. So if ADHD is something then that you think about when you're thinking about what it's like for you at school, which you've just mentioned, what would you like other people to know about what it's like for you being at school having a diagnosis of ADHD? Because you said what might help. What does it feel like for you?

Tia: 
It just feels like, it feels like if you're getting ready, cuz I think, like I think I have anxiety as well. Like, I can get really anxious, and then I break down in tears. And then everyone's like “what’s up with you?” And I’m just like “I don't know. I don't know”. And then everyone's like, “Oh, you're just being dramatic and everything”. But I'm not. (Yawns).

Becky: 
Do you think that anxiety relates to being at school?

Tia: 
Yeah, I think so when everyone's overwhelming me.

Becky: 
What's overwhelming do you think?

Tia: 
Like people just like talking to me too much. Like I'm a loud person and everything but I don't like being like being like shouted at and stuff like, it scares me.

Becky: 
Mmm. Yeah, okay. Is there anything else that you'd like to share with me or tell me about? 

Tia: 
No I don’t think so.

Becky: 
Well, you've told me lots there. Thank you.
	





Has a tablet - to keep focused on work and not distracted. 
Interesting choice of the word obviously - I wonder what makes it obvious to Tia that medication will keep her “not distracted” and what has led to this belief? It feels like an assumption. She uses the word “obviously again about going to school as things are just accepted.Need / desire to conform to school’s expectations.
Could it be about a pressure to conform to the school rules / societal norms about school behaviour?
Tia messes about with mates in the playground and then goes to lessons.Has different fidget toys in her bag if she gets distracted.  Suggests Tia expects she might get distracted and considers herself self-aware enough to know when she might need to use her fidget toys to help herself. Suggests there is a need to not be distracted.(Tia doesn’t have much agency in helping herself at school and adult gatekeepers hold the power)
Not all teachers let Tia play with her fidget toys whilst doing her work in lessons.
Tia needs all teachers to allow her to play with fidget toys if she needs to help her keep her focused on work; she ponders asking one teacher to write her a note so all teachers will allow her to.I wonder if all teachers are aware of her diagnosis. Tia’s voice does not feel heard in a plan throughout school.
This suggests Tia does not feel she has agency in managing things that help with her learning and staying focused and she is reliant on an adult to give permission for this. Might this link to power in her school setting and not feel empowered to make decisions as a child.
I wonder why I chose to focus on asking Tia about her medication keeping her focused. I think it was the incongruence in some ways between her initial comments that “obviously” medication would keep her focused and then sharing that she plays with fidget toys to keep her focused. This suggests the medication does not keep her focused and fidget toys help.
Tia is alright with taking medication.
Whilst wanting to take an epistemological approach that did not constrain Tia talking about ADHD I was interested in the power relations that seemed to be playing out in what she was sharing with me. It feels like there is an assumption that ADHD behaviour needs to be minimised (by Tia and adults) and the adults are the ones with the power to choose how this happens - firstly through medication and then through gatekeeping when and how Tia accesses environmental adaptations like fidget toys.
Again Tia uses the word obviously when talking about medication keeping her calm. Medication keeps her focused. Tia kicks off if she doesn’t take medication.





When Tia kicks off she screams, shouts, gets detentions and goes really mad.

















Medication sometimes helps but sometimes doesn’t.
Is it the medication that is really making the difference? Is this an assumption? What other factors are important in Tia ‘kicking off’ or not?
Lack of non-pharmaceutical interventions



Mood can also affect Tia.
Tia is able to reflect and consider her own emotional dyregulation. She assumes that medication helps but suggests herself that it depends on her “mood”. I wonder whether help to regulate her emotions more would be more effective / as effective than medication and whether this has been attempted? Guidance is that non-pharmaceutical interventions should be explored before medication. Does this happen? 



Tia ‘messes around’ with her friends by being energetic with them - running, dancing.

Similarity with best mate - both energetic, like energetic stuff and get along so well.
I wonder about Tia’s choice of the word obviously again here. Is is obvious that Tia and her friend are energetic? Is this something that Tia has worked out for herself or is it a label that has been given to her?


Tia and her mate are “hypo all the time”. Hypo = energetic
Reflecting on Tia’s choice of the word hypo. Perhaps hypo is a commonly used word for being energetic but it is also part of her diagnosis of ADHD and I wonder whether Tia considers this. Has Tia embedded elements of her diagnosis as part of her identity?




























Tia likes being energetic








Energetic = being naughty and being hypo
Hypo=naughtyADHD behaviour is bad and does not fit with school expectations. It feels like as Tia considers more what being energetic means to her it becomes a value laden term associated with being naughty. This makes me think about how hyperactivity is part of a diagnosis of ADHD as a way of controlling children’s behaviour that does not conform to school requirements.
Tia gets detentions and gets on the conduct board but she can be good and get on the TriStar board, not get on the conduct board and get rewards.
Tia thinks she can be good.
The school behaviour policy is used to manage Tia’s behaviour.






It is important to Tia to be good and she tries too be as best as she can.
I wonder why sometimes Tia gets detentions and is ‘naughty’ when she tries to be as best as she can. This suggests that Tia does not feel able to avoid ‘kicking off’ completely.




Tia tries to be good and this is conceptualised as being focused and not messing about
Tia’s view of being good is the behaviour is the opposite of ADHD behaviour of being inattentive.ADHD behaviour is judged as bad and does not fit with school expectations. 
Is Tia’s ADHD diagnosis acting as a form of control with doctors and school in a powerful position of exerting authority over Tia and her behaviour? ADHD as a form of school control and oppression. I wonder how perceptions of being naughty Vs being good might impact Tia and affect her self-concept of herself as a young person with an ADHD diagnosis?

Tia feels happy when she is being good and not getting into trouble.








Tia thinks being good makes her teacher proud of her.
I wonder why Tia chooses the word proud. What does this imply about what they think of Tia when she isn’t being ‘good’? Is being focused the only way to make teachers proud? It feels like Tia might not be accepted for who she naturally is (“energetic”). It seems that there is pressure upon Tia to change to conform to the school requirements which is not only evident in use of the school behaviour policy but also deeper in how Tia perceives teachers’ responses around what they value and what will make them proud.
This makes me think about critical disability studies and how school is constructed in a way that channels children into a certain way of being that fits within the margins of the school behaviour expectations. Is there room for children who are different (with hyperactive type of behaviours) to be celebrated and welcomed within this system or it the whole purpose of their diagnosis about changing them to fit the system?


Tia doesn’t have a lot of friends in her class.








Being hypo all the time but not always naughty














Tia likes food tech, art and product design most at school. She also likes English and Computer Science.












In food tech Tia cooks as well as learning about cooking. In art she draws.
This might suggest Tia enjoys practical activities, particularly in light of her describing herself as energetic.
This makes me think about the national curriculum and the way it channels children down one route and limits their agency in their educational experience.





Tia doesn’t really like history, geography, maths and science.








Tia doesn’t like her geography teacher.
I wonder if sometimes the teacher can affect Tia’s enjoyment of a lesson.























Tia dislikes her geography teacher because he is boring. Sometimes she is sat at her desk and he comes up behind her and makes her jump which she doesn’t like. So then she gets scared, gets annoyed, kicks off and gets told off.









Tia daydreams a lot.
She doesn’t like being made to jump but the teacher doesn’t listen to her.







When Tia daydreams she stares into space.











Tia is uncertain about the motives of the teacher.







Tia thinks that the geography teacher is just trying to get her out of her daydream but she doesn’t like being made to jump.







In some lessons the teacher shouts her name when Tia is daydreaming. Tia prefers a teacher shouting her name rather than making her jump.






Tia stares into space when she is bored. She doesn’t do it that much. In English when Tia was staring into space the teacher called her name to get her attention.


























Tia gets really annoyed when some teachers don’t allow her to play with fidget toys in some lessons when she needs them.
Miss says “you’re in a lesson, you don’t need it” but I do need it.
It appears Tia feels she has an awareness of what would help her in a lesson. She thinks she needs fiddle toys and knows when to use them. I wonder if staff have really listened to Tia’s views about what can help her learning.
I wonder whether this particular teacher is aware of Tia’s diagnosis of ADHD. I wonder whether Tia has fiddle toys as part of her SEN plan and if this has been communicated to all staff. 





















When Tia gets annoyed because she is told she can’t play with her fiddle toys she kicks off - get on the conduct board and be naughty.





Tia explains that being naughty means shouting out, not listening and not doing work.















Tia thinks if she had been allowed to play with her fiddle toys that she would not have been ‘naughty’ as much.
Tia also recognises that she can sometimes put the fiddle toys away when asked to without ‘kicking off’ but sometimes it really annoys her.












It helps Tia to not ‘kick off’ when her best mate is sat next to her.
Relationships appear to act as a supportive factor for Tia at times.








Tia’s mate tells her to put them away and get on with her work.  She lets Tia talk to her and the teacher lets her talk to her best mate.
It feels that Tia not ‘kicking off’ might be not be purely about having to put the fiddle toys away but there might be more around relationships and a relational approach supporting Tia.
















Tia recalls a bad time in school where she had ‘drama’ with some other girls. Tia recalls being told off for it but not perceiving it to be her fault


Tia feels she got blamed for the ‘drama’ because she is viewed as “always naughty” who no one ever believed but she is a nice girl.
Tia perceives herself as a “nice girl” and there appears to be a difference in the way she sees herself and the way that she believes others have seen her.






Tia is no longer like that with anybody.
This suggests Tia has changed in some way.

Tia thinks Miss P obviously believes her now because she always goes to her if she needs her for something. Sat in her office three times last week just talking because she didn’t want to go to tutor.
Tia appears to value this teacher and it is interesting the way she uses the word obviously to explain how the teacher will believe her because she goes to her often. It feels like maybe Tia thinks when people get to know her well and see her often they get to see the ‘real’ Tia who is “nice”.
Tia also does not appear to like all areas of school when she talks about not wanting to go to tutor.















When there was ‘drama’ with girls Tia felt sad, cried and was annoyed.






In the past Tia had to do what the other girls wanted to do. Now with  her best mate she buys sweets and shares them with her at school.






















Tia is happy now with a best friend. She recalls how yesterday, when her friend was not at school, another girl was slagging her best friend off to Tia and the teacher told Tia’s best mate all the nasty stuff Tia said. Tia told her best mate that she was just carrying it on to find out what the girl would say but it started a big argument with her best mate. This annoyed Tia made her kick off because everyone blames her for everything.
I wonder what really happened here. Tia telling me that the teacher told her best mate all the bad things Tia had said doesn’t feel like the kind of thing a teacher would do.

















The other girl told her best mate that Tia was slagging her off.
Tia told her to go away or shut up but she would go and tell the teacher.

















The teacher says that she has had enough of all the drama and can’t be dealing with it so asks for it not to brought to her.
Tia finds arguing and conflict really difficult. She has mentioned several times how it makes her kick off. It feels like Tia doesn’t really feel like she has anyone to help with this at school as the teacher has told her not to bring the drama to her. Is anybody acting as a key adult in school for Tia?
I wonder if Tia has some difficulties with emotional regulation that make it difficult for her to deal with conflict calmly. 
.



Tia finds arguing difficult because she wants to stick up for her best mate and she doesn’t want to get involved (in drama) but does stick up for her because she’s not nasty like that.
Sticking up for a friend sounds important to Tia and perceived as an act of kindness. I wonder why not sticking up is seen as nasty. Perhaps Tia feels she wants somebody to stick up for her.









Tia begins to tell me about a favourite time at school when she met a girl in Year 7 but then changes her mind and tells me about meeting her current best mate.
Why did Tia say “no, probably not that time”. I wondered if her positive experience of E in her tutor group was in conflict with her current perceptions of F as her best friend. Did she not want me to see the cracks in her friendships and the possible lack of consistency?



When Tia became friends with her best mate another girl was involved but they don’t like each other so Tia’s best mate is hers.
Tia saying “F is mine” implies ownership. It seems important to Tia that she has one loyal best friend.






Having a best friend with her all the time is important to Tia







Tia felt annoyed when she broke up with a boy after being with him for 6 to 8 months and her best mate got with him. Then after her Tia got back with him and then her best mate got with him again. Tia felt annoyed because her and the boy were close and she was close to her best mate but her best mate didn’t tell her because she thought Tia would go mad. Tia was mad she didn’t tell her.
Tia shares a difficult experience with her best friend, this suggests that the relationship has not always been smooth. It seems that some of this might be around trust and being honest, not keeping things from Tia.











Tia thinks some people (but not her friends) would say she was nasty and violent but she isn’t. She has never hit anyone and isn’t like that.
Tia recognises she gets angry and has a go at them but isn’t vicious. After an argument, Tia breaks down in tears. She does this with everyone - friends and her parents.
Does Tia have some difficulties with self-regulation?














After she has had a go at her mum or dad, Tia will usually apologise. It makes Tia cry and feel sad because she feels bad for saying something really nasty like she doesn’t want to live with her mum anymore and wants to move to dads.
This feels like Tia sometimes says things she doesn’t mean when she is feeling strong emotions and then feels bad. Perhaps she does struggle to self-regulate.































Tia will have 5 minutes to calm herself down and then apologise and say she didn’t mean it.








Mum accepts Tia’s apology but girls at school are mean back when trying to apologise
It sounds like Tia finds her relationship with her mum and dad easier than her relationship with her friends because they are more empathetic to her emotional dysregulation. I wonder if friends perpetuate the naughty label at times that Tia places on herself. 

















School is stressful because of drama, arguing, people being nasty and teachers being annoying.





School is stressful because teachers need to understand that Tia needs certain things to help her.
I wondered at this point if Tia was being more reflective and considering my role and the impact she perceived I might have by her opening up about this. This is one of the only times Tia presented herself as different to others and needing something to help her. She did mention the fidget toys earlier and perhaps, as she mentions needing something, that is something very important to her. It suggests that Tia does think she needs some support / understanding at school.





Tia gets angry very easily. She needs a timeout card so she can have 5 minutes to stand outside calm herself down.
Tia would like more help to self-regulate. She has some insight into what could help her. Tia’s choice of language is interesting - she says for the second time in the interview “calm myself down” and not just “calm down”. This perhaps suggests that she does see herself as an active agent in her calming down, capable of controlling the situation and self-regulating with the appropriate support in place to facilitate her e.g. time out card.
As a YP with a diagnosis of ADHD, it doesn’t feel there is a person centred plan for Tia. Has she been involved in a plan? 












At school Tia gets really anxious and then she breaks down in tears and doesn’t know why. Tia thinks other people think she is just being dramatic but she doesn’t think she is. She feels anxious when everyone is overwhelming her.
It is interesting that when asked about ADHD and what is like at school having a diagnosis of ADHD Tia talks about feeling anxious. She links the anxiety to her crying and other people thinking she is being dramatic. This links to what she said earlier about not liking drama and getting angry in arguments.
















It’s overwhelming when people talk too much / shout. It scares Tia.
	





Taking medication to be focused and not be distracted








Self-aware that fidget toys can help her focus on schoolwork


Adults act as gatekeepers of support and have to give permission to Tia.

Using fidget toys to try and stay focused















 
Takes medication to keep her focused and stop her kicking off






Not taking medication and kicking off
















Medication is inconsistently helpful and linked to mood.





























Gets on well with best friend because they are both energetic and like the same things













































Being hypo is being naughty

















Trying to be good which is conceptualised as being focused






















Feeling happy when she is being good and teachers are proud of her

















Doesn’t have a lot of friends in her class




























Enjoys some lessons

































Not enjoying a lesson because of the teacher
























Disliking a teacher making her jump when daydreaming and kicking off























































Helped by a teacher responding to daydreaming by saying her name.






























Feeling annoyed and kicking off when not allowed to use fidget toys
























Kicking off and being naughty



























Annoyed that she knows what is helpful but teachers are gatekeepers controlling her access to support.












Supported by guidance from best friend
































Not believed and blamed by a teacher because perceived as naughty.












Tia has a trusted key adult in school and finds this helpful.

As people get to know Tia more they believe her more and realise she is nice








Sense of injustice at being given a sanction when trying to access support she finds helpful 




























Kindness with best friend























Feeling blamed in arguments and kicking off













































Friendships have drama with arguments that Tia finds difficult


Sticking up for a best friend is important










































Maintaining relationship with best friend has not been easy at times.



















Contrast between people thinking Tia is nasty and friends knowing she is not like that.


Strong emotions with friends can be overwhelming






Tia apologises after she has a go at people



















Feeling guilty about saying something nasty to mum























Taking five minutes to calm down









Parents are more accepting and understanding than peers





















School is stressful because of drama, arguing and people being nasty




Frustration when teachers don’t understand what Tia knows she needs to help her.











Tia is aware of her emotional dysregulation and what might help her.

Adults acts as gatekeepers and have to give permission to Tia.








































Anxious when people talk too much or shout.
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Appendix 17: Harry’s PETs
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Appendix 18: Techboy’s PETs
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Appendix 19:

Personal Experiential Themes (PETs) for Tia


1. IMPORTANCE OF RELATIONSHIPS

Valuing have a best friend

Supported by guidance from best friend. (line 234-237)

“She helps me… just says like get on with your work and then she lets me talk to her and stuff.”

Sticking up for a best friend is important. (line 327-329)

“I stick up for my best mate because I’m not nasty like that, I’ll obviously stick up for her.”

Gets on well with best friend because they are both energetic and like the same things. (lines 58-61)

“Me and my best mate are obviously really energetic. And we just like the same energetic stuff. And we just get along so well.” 

Kindness with best friend (lines 281-284)

“I'll share them (sweets) out at school with my mate and .. we just buy each.. presents and stuff”.

Maintaining good relationships with peers is difficult

Maintaining a relationship with a best friend has not been easy at times. (lines 362-363)

“I was mad after that because she didn’t tell me.”

Friendships have drama with arguments that are difficult. (lines 324-326)

“Arguing, yeah I find that really difficult cos I wanna stick up with my best mate but I don’t wanna get involved”.

Parents are more accepting and understanding than peers. (lines 406-411)

“Mum will be like, awh yeah, it's fine and stuff. But like at school, it's different. Like if I say sorry… the other girls will just say something mean back to me, but I'm like, I'm trying to apologise to yer.”

School is stressful because of drama, arguing and people being nasty. (line 417)

“It's stressful… Drama, arguing. People being nasty.”

Emotions can be overwhelming and difficult to manage

Strong emotions with friends can be overwhelming. (lines 372-375)

“I’ll get angry. And I’ll have a go at them..I will break down into tears after I’ve had an argument. I do it with everyone.”

Feeling blamed in arguments and kicking off. (lines 300-305)

“She started a big argument again and I just, awwh, it just really annoyed me. Because it makes me kick off when everyone starts. Cos everyone blames me for everything.”

Feeling guilty about having a go at people she cares about when emotionally overwhelmed. (lines 387-390)

“I feel bad about what I've said because I’ll say something really nasty. Like, I’lI say to my mum I don't want to live with you anymore”.

Anxious when people talk too much or shout (lines 447-461)

“I can get really anxious, when everyone's overwhelming me…Like people just like talking to me too much.. but I don't like being…shouted at and stuff like, it scares me”.



0. THE POWER OF ADULTS

Frustrated by lack of own agency

Adults act as gatekeepers of support and have to give permission to Tia.

“I think I need a timeout card. Like, I get angry very easily…. But my key worker needs to go and ask Miss P, I think, if I can have one. (lines 429-435)

“I have different fidget toys…but I need to get Miss P to write me summat to let me, so my teachers don’t always let me play with them. (lines 14-18)

Frustration when teachers don’t understand what Tia knows she needs to help her. (lines 421-423)

“Teachers have got to understand that I need stuff to help me.”

Annoyed that she knows what is helpful but teachers are gatekeepers controlling her access to support.

“With my fidget toys,... if she says no…sometimes it really annoys me.. because she thinks it’ll distract me but it doesn’t.” (lines 221-227)

“I get really annoyed when I'm not allowed to play with them and I need them…I'm like “Miss, I need it” and she’s like “no you don’t” but I do need it”. (lines 194-202)

Sense of injustice at being given a sanction when trying to access support she finds helpful (lines 255-266)

“I always go to her if I need her for something…And then I got a detention for not going to tutor. But Miss said I could go sit in her office and talk to her”.

Impact of differences between adults

Disliking a teacher making her jump when daydreaming and kicking off (lines 148-152)

“He would come up behind me and make me jump and I don't like it. I don't like it when people scare me. It really annoys me. So then I kick off and then I get told off”.

Helped by a teacher responding to daydreaming by saying her name (lines 177-183)

“I just like stare into space sometimes if I get bored or summat… I did it in English.. I was just like staring and she (Miss) was like “Tia” and I was like woah what”.

Feeling annoyed and kicking off when not allowed to use fidget toys (193-212)

“In some lessons I’m not allowed to play with them…and I get really annoyed…makes me kick off. I'll get on the conduct board and be naughty”.

Self-aware of some things that can help her

Self-aware that fidget toys can help her focus on schoolwork (lines 12-21)

“If I get distracted..I have different fidget toys.. that keep me focused. Like I’ll sit and..play with them but I’ll also do my work”.

Medication is inconsistently helpful and linked to mood (lines 46-49)

“Well, sometimes it doesn't help. But sometimes it does…It depends what kind of mood I’m in”.

Taking five minutes to calm down (lines 400-402)

“I'll have five minutes to calm myself down and everything and then I’ll go and apologise”.

Tia has a trusted key adult and finds this helpful. (lines 254-256)

“Miss P obviously believes me because I always go to her if I need her for something”.

Tia is aware of her emotional dysregulation and what might help her. (lines 429-433)

“I think I need a timeout card. Like, I get angry very easily and I think I need that to go, like five minutes, just to go stand outside and calm myself down”.


0. FEELINGS OF INADEQUACY AND A NEED TO CHANGE

Taking action to be focused

Taking medication to be focused and not distracted. (lines 4-7)

“I have my tablet. So obviously, keep me like not distracted all day. Like they keep me focused on my work”.

Taking medication to keep her focused and stop her kicking off. (lines 31-33)

“It obviously keeps me calm. Like keeps me focused. And if I don't take it I kick off and stuff”.

Using fidget toys to try and stay focused. (lines 18-19)

“I’ve got different toys and stuff that keep me focused”.

Trying to be good which is conceptualised as being focused (lines 87-94)

“I try and be as best as I can.. being like focused and making sure I'm not messing around in class”.

Kicking off and being given sanctions

Not taking medication and kicking off. (lines 36-38)

“I’ll scream, shout and get detentions at school and stuff. It just really like, kicks me off and I just go really mad.”

Kicking off and being naughty. (lines 208-215)

“Makes me kick off… I'll get on the conduct board and be naughty… I’ll shout out, I’ll like not listen to her, I won’t do my work.”

Feeling judged by others and judging self

Feeling happy when she is being good and teachers are proud of her. (lines 97-104)

“Happy.. like I’m being good and I'm not getting in trouble. I think they're (teachers) proud of me”.

Being hypo is being naughty. (lines 79-82)

“Be naughty. Be hypo”.

Not believed and blamed by a teacher because perceived as naughty. (lines 248-251)

“I wouldn't do that. I'm a nice girl and all that lot. But Miss wouldn’t believe me because I was always naughty. No one ever believed me”.

Contrast between people thinking Tia is nasty and friends knowing she is not like that. (lines 367-370)

“Some of them say I'm nasty. Not my friends but some people say I'm nasty. Some people say I'm violent when I’m not. I've never hit someone, I’m not like that”.

Feeling guilty about saying something nasty to mum. (lines 387-388)

“I feel bad about what I've said because I’ll say something really nasty.”

As people get to know Tia more they believe her more and realise she is nice. (lines 253-256)

“But now I'm not like that with anybody. Like Miss P obviously believes me because I always go to her if I need her for something”.





















Appendix 20:

Personal Experiential Themes (PETs) for Harry


1. THE POWER OF ADULTS

Likes to talk but perceived as naughty and told off

Talking in lessons is perceived as naughty (lines 213-214)

“ I’ll do something naughty and like maybe I'll talk.”

Being told off for talking with his mates. (lines 10-11)

“Sometimes I get told off cos of being silly and that with my mates”.

Sense of injustice when a teacher tells him off for talking to mates but not his mates (lines 421-425)

“I really don’t like her. I’ll talk with my mates and sometimes she won't tell them off and she'll tell me off”.

Emotions at being criticised and a lack of understanding from adults

Feeling angry when a teacher calls him a name about his fiddling behaviour. (lines 225-280)

“One time, cos I was fidgeting with my ruler, the teacher called me a touching machine…It made me kind of like a bit angry cos like I can’t really help it.”

Upset when a teacher tells him off for his bad writing and preferring it when a teacher helps. (lines 351-366)

“There’s this teacher who tells me off about my handwriting because I have quite bad handwriting.. Well, I already knew it so… Yeah. But then there’s the English teacher what sent me to, like, handwriting club … so I can get better at it and she doesn’t tell me off or owt”.

Responding emotionally to being criticised and then being sent out of a lesson. (lines 236-238)

“I was like, “well cos you called me a touching machine”.  He’s like “what?” so like “Are you deaf?” I got sent out.”

Impact of adults in their use of rewards and sanctions

Feels good being told I have the most tickets. (lines 113-115)

“I've got the most cos the teachers tell me that every time I've come to get them that I've got the most”.

Being screamed at is associated with being given sanctions (lines 13-14)

“Get a C1. Get a C2, I’ll probably get screamed at.”


0. POWER OF SCHOOL AND THE NEED TO CHANGE

Lacking a sense of internal locus of control

Not completing homework and relying on the teacher not remembering (lines 184-190)

“I'll go do a little bit but the teacher always forgets to check it so sometimes I'm lucky, sometimes I’m not… then I can’t go to history club the next day.”

Always been this way and don’t understand why. (lines 246-247)

“I've just always done it. I don’t know why, I just do it.” 

Not being able to control fiddling behaviour

“I can’t really help it.” (lines 279-280)

Trying to be good but not talking is hard (lines 48-55)

“I try and be as good as possible..it’s quite hard because like, I'm gonna want to talk”.

Angry if given a sanction at beginning of a lesson because it’s too long to not talk (lines 68-73)

“I’m like a bit angry…if I've got it straightaway, like 10 minutes into a lesson, then I’ve still got 50 minutes left and then it starts boring me.”

Motivated by extrinsic rewards and sanctions

Motivated to try and be good by the use of the behaviour policy and the threat of a detention (lines 13-46)

“Get a C1. Get a C2, I’ll probably get screamed at. That’s about it. I might be a bit gooder…cos unless it’s like a C3 then I’m fine..It’s like if I be silly one more time I'm sent out of class on a detention…I try and be as good as possible.”

Motivated to do litter picking at lunchtimes by the extrinsic rewards that can be earned

“You get these like blue tickets…and sometimes you’ll get a sweet and stuff. And I've got the most in year seven. I think whoever has the most… gets a tablet at the end of the year”.  (lines 99-104)

“I don’t know, probably the prize... It’s a bit boring.” (lines 143-147)

Attributes enjoying going to handwriting club to missing tutor (lines 402)

“Good cos I get to miss tutor.”


0. MAKING SCHOOL FUN WHEN IT IS BORING AND DIFFICULT

Sitting and writing is difficult and boring

Enjoys PE because it is active, doesn’t involve writing or being given homework so doesn’t get told off as much. (lines 340-344)

“Well PE like you don’t have to do any writing, you don’t get homework for it…You’re mainly running about. And yeah, you don't get told off as much either.”

A lesson is boring when you have to sit and listen to the teacher or do writing. (lines 456-463)

“Doing loads of work and doing your book all day, like writing in your book all day is quite boring… Just sit there and listen”.

Harry doesn’t like writing because he finds it difficult and has bad handwriting. (lines 352-357)

“I have quite bad handwriting… so like that's one of the reasons why I don’t like writing but it’s just long and it hurts my hands eventually.”

Harry is aware that he has bad writing and thinks it would feel good if he had better handwriting. (lines 371-372)

“It’d just feel good because I’ve never had good handwriting.”

Trying to make school fun 

Creates own fun flinging litter in a boring litter picking activity. (lines 147-152)

“It’s a bit boring… It’s just picking up litter from the floor. Or sometimes it can be fun because you can, like chuck things with it, cos you pick it up and just like fling it across the quad.”

Talking to mates is more fun than listening to a teacher. (lines 20-24)

“Talking..., it’s fun like, don’t have to listen to a teacher.”

Fun with mates at break time. (lines 75-79)

“I’ll maybe just talk to my mates.. like walk and talk, maybe annoy this kid cos like she screams at you when you call her _____ so it’s dead fun.”








































Appendix 21:

Personal Experiential Themes (PETs) for Techboy

1. THE IMPORTANCE OF TECHNOLOGY IN ENJOYMENT OF SCHOOL AND A POSITIVE SELF-CONCEPT

The importance of being competent (particularly around technology)

Confident about technology because of perceived competency. (lines 444-446)

“Confident (but kind of only when it comes to ICT cos I’m confident that things will work)”

Remembers things about technology because he is very interested in it. (lines 111-119)

“I remember a lot of things about coding, you asked me to remember about anything else and I will probably instantly forget… Probably because my brain just mostly likes technology the best, mostly focused on technology.”

Feels the smartest in his class with computers and smarter than the teachers. (lines 83-96)

“I'm kind of the kid who’s kind of really good at ICT and whenever someone has an issue on a computer, I always have to be the one who fixes it… Because I'm literally the smartest one with computers in my class. I’m literally smarter than the teachers are at ICT.”

Believes that other children and teachers view him as competent with technology. (lines 145-151)
 
“B: So if I asked other people at school like the teachers what they think you're really good at what do you think they would tell me?

T: ICT

B: ICT and what about the other children in your class, what would they say do you think? 

T: ICT.”

Enjoys PE when it is dodgeball which he is good at. (lines 170-171)

I mostly enjoy when we do dodgeball in PE. I'm really good at the dodging part of dodgeball.

Developing a positive self-concept with an identity centred around an area of competency

Loves technology and it is a key part of identity.

“One thing, which I think you've already learned from me. I love technology.”  (lines 427-428)

“I love technology”. (line 512)

Technology is a core part of identity and experience of school. (lines 118-123)

“ Mostly focused on technology.. All brain power to technology…Technology, the best.”

Proud of competency in ICT and been part of his identity for a long time. (lines 205-210)

“Whenever I get some free time on my laptop and in documents there's..some files. Literally I found one, what I thought that I didn't write when I was as little as it said it was made as it sounded like… something like a 10 year old made.”

Valuing school on the ICT offer

Wishes school had more advanced ICT lessons. (lines 396-399)

“There is one thing like I wish that school would do, more advanced ICT lessons, because we don't really do that advanced of ICT lessons.”

Looking forward to the next year at school with the IT teacher. (lines 100-102)

“It’s good that in my next class, I'm literally gonna be with the IT person of the school.”

Enjoying activities related to technology

Enjoys things at school more by relating them to technology. (lines 141-142)

“Surprise, surprise, whenever I draw, I draw a laptop.”

Favourite lesson is ICT. (lines 70-71)

“After lunch, we get ICT, which is definitely my favourite part of Monday.”

Enjoys looking back at ICT work he has done in the past. (lines 301-306)

“I just like to see how I used to do it…Also, I like to see how bad the webcam quality was on the old laptops.”

Importance of computers in the enjoyment of activities. (lines 373-375)

“I mean I wouldn't really be like, excited and happy because, you know, it's not like a book is exciting like a computer.”

Techboy likes a lesson when he can relate it to technology. (lines 216-220)

“But sometimes basically it is to do with technology. Take example, what we're doing right now, sound, what does sound mostly come from? Speakers. What are speakers? Part of technology.”

Does not like lessons that have nothing to do with technology. (line 213)

“It's not to do with technology.”

Enjoys playing imagination games related to technology with friends at playtime. (lines 227-229)

“We mostly just play some games where basically, we pretend like we're in a video game.”

2. BEING ENERGETIC AND FEELINGS OF EXHAUSTION CAN MAKE SCHOOL FEEL DIFFICULT AT TIMES

Sometimes enjoys PE but at times feels too exhausted. (lines 161-163)

“Sometimes I don’t like PE because sometimes I’m just way too exhausted on that day.”

Contrast between being energetic and sometimes being lazy. (lines 489-503)

“Ask all the school teachers and they’ll definitely, just before you even finish saying he is very energetic, they will just cut you off and say yes…I’m okay with that…Today’s the worst day for my going to be lazy stage.”

Becomes exhausted and gets stitch with too much running around. (lines 233-237)

“But sometimes it can sometimes really be exhausting. Because the friend who I mostly play adventure games with, he puts a lot of running into it, which, you know, gives me stitch all the time mostly.”

Gets stitch if dances too much. (lines 249-250)

“I've also noticed it (stitch) quite a bit if I'm dancing way too much.”

3. THE IMPACT OF POWERFUL ADULTS

Feeling judged as the subject of adult led reward system

Earns reward time for being good with a personalised reward system using marbles. (lines 7-10)

“I get my reward time if I basically earned all my reward time from yesterday by being good and not getting any marbles.”

Loses marbles for distracting others or being rude (lines 33-34)

“if I’m just kind of distracting everyone or, if I’m you know, or being rude.”

Acceptance of teachers knowing best about what Techboy needs and not questioning this

Teachers are kind and there is an implicit understanding that they must know best. (lines 413-423)

“I find that quite a lot of teachers are very kind…I said quite a lot but then I meant all…Just be kind in general…with everyone.”

Feels quite happy earning reward time (line 23)

“Quite happy.”

The reward system helps a bit although it has been given to me by the teachers. (line 43)

“Mmm pretty good…I think it kind of helps.”

Has no bad memories of school. (line 326)

“Not really.”


Appendix 22: GET - The power of adults
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Appendix 23: GET - Feelings of inadequacy
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Appendix 24: GET - A need for competency
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Appendix 25: Behaviour referred to by participants cross-referenced with DSM criteria for ADHD (APA, 2014)


	Behaviours referred to by participants that they were trying to change or felt adults were exerting power over them about
	DSM criteria for ADHD

	Bad handwriting, either rushing or taking too long (Harry, lines 353 and 375)

	Inattention: Often fails to give close attention to details or makes careless mistakes in schoolwork, at work, or with other activities.

	Not doing work (Tia, line 214-215)
	Inattention: Often has trouble holding attention on tasks or play activities.

	Not listening (Tia, line 214)
Daydreaming (Tia, line 156)
	Inattention: Often does not seem to listen when spoken to directly.

	Not doing work (Tia, line 214-215)
	Inattention: Often does not follow through on instructions and fails to finish schoolwork, chores, or duties in the workplace (e.g., loses focus, side-tracked).

	Not doing homework when it is not easy (Harry, lines 194 - 206)
	Inattention: Often has trouble organising tasks and activities.

	Not doing homework when it takes a longer time (Harry, lines 194 - 206)
	Inattention: Often avoids, dislikes, or is reluctant to do tasks that require mental effort over a long period of time (such as schoolwork or homework).

	n/a
	Inattention: Often loses things necessary for tasks and activities (e.g. school materials, pencils, books, tools, wallets, keys, paperwork, eyeglasses, mobile telephones).

	Keeping focused (Tia, line 19)
	Inattention: Is often easily distracted

	n/a
	Inattention: Is often forgetful in daily activities.

	Fiddling (Tia, line 199)
Fidgeting (Harry, line 225)
	Hyperactivity and impulsivity: Often fidgets with or taps hands or feet, or squirms in seat.

	n/a
	Hyperactivity and impulsivity: Often leaves seat in situations when remaining seated is expected.

	n/a
	Hyperactivity and impulsivity: Often runs about or climbs in situations where it is not appropriate (adolescents or adults may be limited to feeling restless).

	Distracting everyone (Techboy, lines 33-34)
Being hype (Tia, line 82)

	Hyperactivity and impulsivity: Often unable to play or take part in leisure activities quietly.

	n/a
	Hyperactivity and impulsivity: Is often “on the go” acting as if “driven by a motor”.

	Talking (Harry, line 20)

	Hyperactivity and impulsivity: Often talks excessively.

	Shouting out (Tia, line 214)
Possibly Being rude (Techboy, line 34)
	Hyperactivity and impulsivity: Often blurts out an answer before a question has been completed.

	Shouting out (Tia, line 214)

	Hyperactivity and impulsivity: Often has trouble waiting their turn.

	Possibly Being rude (Techboy, line 34)

	Hyperactivity and impulsivity: Often interrupts or intrudes on others (e.g., butts into conversations or games)
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Section C: Summary of research

1. Aims & Objectives

Attention Deficit Hyperactivity Disorder (ADHD) has been an extensive focus of research throughout its history, which has been dominated
by discourse affirming ADHD as a neurodevelopmental disorder to be fixed and conceptualised though a deficit model. However, despite
its prevalence, the concept of ADHD as a neurodevelopmental disorder is controversial when there is no specific medical test and ADHD
is diagnosed on a checklist of behavioural criteria which has been challenged as a social construct (Timini & Taylor, 2004). It has been
argued that ADHD focuses on behaviour which is problematic within a classroom environment (Bailey, 2010) and is therefore a way of
categorising children based on society’s requirements of the child in education (Badiou, 2019). This has led to ADHD facts being created
as though they are a reality and used as a way of understanding children (Nilsson Sj6berg, 2021). However, whilst an ADHD diagnosis
might provide some useful insight into a child’s behaviour, it could be argued that it does not consider the lived experience of children
(Billington, 2021).

Several authors have highlighted the need for more research exploring the lived experience from the child’s perspective (Fattore, Mason &
Watson, 2016; Brady, 2014). Given the potential epistemological oppression that can potentially be generated through a diagnosis of
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ADHD, and arguably the very existence of the disorder posited as a real within-child disorder rather than a socially constructed one, |
believe there is a need for research which attempts to move away from predetermined discourses towards exploring the unique
experiences of individuals. In my research, by not focusing on asking specifically about experience of ADHD and instead focusing on how
children given that diagnosis experience school, | will aim to create a space in which children can talk about ADHD if they want to, without
restricting them to that discourse. If they wish, the children will be able to position their school experiences within an ADHD laden
perspective but equally, by removing ADHD from the question asked, they will be able to talk about their school experiences without being
forced to consider their diagnosis. Ethically, | think this is important to resist sustaining the restrictive discourse around understanding
children through a medical lens of diagnosis.

The aim of this research is to illuminate some of the lived school experiences of children who have been given a diagnosis of ADHD, by
exploring their subjective experiences of school in a way that moves away from predetermined ideas based on their diagnosis to instead
considering what these children think is important about their own lives when they are at school. It is important to ‘give voice’ to young
people with a diagnosis beyond their medical label, when historically this voice has been absent in research. From this, | would also hope
to begin to consider how children living with a diagnosis of ADHD make sense of themselves and their experiences at school. This is
relevant to educational psychologists (EPs) as we are not the professionals who make a medical diagnosis, instead we aim to take a
wider contextual understanding of children’s behaviour which relies on children’s voices being heard. When working with a school
following the referral of a child with a diagnosis of ADHD, school staff may have positioned their understanding of the child’s behaviour
within a discourse of ADHD which may be limiting their understanding of the child. The EP’s role in reframing narratives around a child
can be informed by considering the child’s own experience of school. This rich information is needed for effective collaborative
consultation with schools that adheres to the Special Educational Needs and Disability Code of Practice (Department for Education, 2014)
to involve children at all levels of SEN support. Knowing how children who have been given a diagnosis of ADHD experience school, EPs
can work with school staff to begin to think about children’s behaviour within the context of their school experience and consider how
changes within the school system might benefit the child and in doing so challenge reductionist understandings of children that are limited
to their medical diagnosis. This will inform a wider perspective of understanding around children in school who have this diagnosis so that
it not only includes medicalised diagnostic information but also children’s subjective experiences. EPs will, as a result, have a richer
understanding that enables them to promote more person-centred approaches that provide children with greater agency in how they are
considered and be able to challenge practices that might perpetuate the ADHD discourse that has been imposed on them (Billington,
2006).

Research Questions:

- What are the lived school experiences of children who have been given a diagnosis of ADHD?

- How do children with a diagnosis of ADHD make sense of themselves and their experiences at school?

The first research question is at the heart of my research, through which | aim to illuminate the lived school experiences of some children
who have been given a diagnosis of ADHD. | think the second research question might depend upon what the young people feel is
important to talk about during the interviews and therefore might change as the research progresses.

2. Methodology

This qualitative research will be undertaken using an interpretative phenomenological analysis (IPA) method.

Data Collection:

Each child will be interviewed once for between 30 minutes to an hour. In the initial recruitment of participants, the flyer shared with
children will explain my research questions. Through this flyer, the children will also be made aware that they are eligible to participate
because they have a diagnosis of ADHD and are invited to take part if they are happy to talk about their experiences of school as a young
person with this diagnosis. The interview will begin with me asking each child open-ended questions about their school experiences that
provide them with the scope to talk about themselves and their lives in ways that they want to. More focused questions will be used to
encourage children to elaborate on their responses. In this way, at this stage of the research, | will attempt to bracket any preconceived
ideas | might bring to the interview around the concept of ADHD and be guided in my questioning by the responses from the children.
Whilst recognising my own critical stance around ADHD, through open questioning | want to privilege the child’s voice and their
understanding of their own experiences. In this way, | will aim to give them the power to position their school experiences within an ADHD
discourse or not and not confine them by restricting the discourse to one way of understanding their experiences.

For some participants, semi-structured interviews may be the only way that data is collected but | want this to be flexible. Ethically, when
undertaking research with children with a diagnosis who might be deemed as vulnerable and might not always be able to easily express
themselves verbally, | believe it is particularly important to have a range of methodologies that enable them to participate in ways that feel
comfortable to them. | therefore think it is important to use a number of methods that will empower the young people to have their voice
heard without the constraints of a qualitative interview. This will promote a more collaborative relationship with the children participating in
my research by actively involving them in the research process instead of treating them as objects of research. Participatory research of
this kind has been recognised as useful in ensuring that previously unheard voices can be ‘given voice’, enabling participants to engage in
ways that they find effective (Aldridge, 2014).

Whilst | intend to start out using a semi-structured interview with each participant, | will have different options available for children to
express their views so that | am not forcing my research approach upon them. This will reduce the power imbalance by not treating
children as subjects to be researched upon, which is something that ethically | would like to avoid. This approach has been successfully
carried out by other researchers; for example, Thomas and O’Kane (1998) went to each of their interviews with a repertoire of activities
that their child participants (aged 8 - 12) could choose between and found these empowered children to ‘give voice’. In addition to having
a set of questions | can draw upon as part of a semi-structured interview, | would therefore like to be able to fine-tune my method of data
collection responsively to the child as the interview progresses, explicitly offering other more visual methods and giving the children some
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choice over how they express themselves.

Drawings can offer a different way for children to communicate and express their views, potentially empowering children to communicate
a richer texture of their experience by explaining what they have drawn than by just explaining alone (Miles, 2000). This could also
empower children by reducing limitations on communication that might occur because of the age of the children and their language
development by providing them with a visual method that can scaffold their verbal communication and reduce the reliance on language
alone. During the interview, when | ask a question that might lend itself to the possibility of a drawing e.g. describe what a day is like in
school, | could ask the child if they would like to draw what a day in school is like for them. | would then ask them to explain their drawing
to me and discuss their picture with them; this would be a further source of data which could still be analysed using IPA.

A further potential method to draw upon during the interview could be to show the child some strengths cards (cards with different
strengths and associated pictures on). The child could then choose a strength they have used during a day at school and talk about how
they used that strength when talking about a particular experience. They might also be able to choose a card of a strength they wished
they had used and talk about that. Again, this method could empower children to talk about a richer texture of their experience through
using a visual and language prompt.

One other method might be to present some pictures of situations in a school setting, such as children sitting at desks or playing in the
playground and ask the child to select one of the pictures that reminds them of something that happened in school recently which they
could then talk about. | acknowledge that in using these stimuli | might be potentially constraining the child's responses to certain areas of
experience in school that the pictures feature. However, | will only use this method if the child is struggling to think of experiences for
themselves. | think ethically it is important to have this method on standby to empower children to express their views if needed by
helping them access memories of experiences via these prompts. Using this tool might scaffold the child's thinking towards concrete
memories of experience for a child who might struggle to organise their thoughts, which is also believed to be a typical feature of ADHD
presentation.

Data Analysis:

Following each interview, | will engage in a systematic analysis of the data following the IPA procedure outlined by Smith, Flowers and
Larkin (2022), as follows:

1. Read and re-read the transcript. It will be important to write down initial thoughts and feelings associated with the interview at this point,
as well as to become immersed in the data and begin to enter the participant’s world.

2. Begin to make exploratory notes of anything interesting in the data. Some notes will be more descriptive and summarising, others will
be more interpretative considering the context and language and looking for more abstract meanings that might make sense of the data.
Through this process | will endeavour to stay as close to the participant’s world as possible in my attempt to understand their
experiences.

3. Thinking through constructing experiential statements which reduce the mass of data from the original transcripts and the notes. These
statements will reflect both the original transcript they stem from, as well as my interpretation.

4. Searching for connections across the statements in order to Identify emergent themes. In this process | will aim to balance ensuring
that I retain the participant’s experience as closely as possible whilst also attempting to illuminate the most interesting parts of the
experience in light of my research questions. At this point, in order to be open to the data and not exclude anything that feels particularly
meaningful | might revise my second research question, or consider introducing a new research question.

5. Cluster themes together and give each cluster a title to describe it. These will then be put into a summary table of clusters of themes
with quotations that illustrate each theme.

Integration of the data from individual participants will not be done until after all the interviews have taken place. At this point, | will analyse
all of the summary tables and consider if there are any master themes that emerge as relevant shared school experiences of children
living with a diagnosis of ADHD.

Following the construction of a table of master themes | will attempt to complete the analysis with further interpretation drawing upon
theoretical knowledge of psychology. Whilst | would like to consider this further level of analysis, | am aware that in doing so | am moving
further away from the child’s own words and understanding. | am therefore mindful of un-voicing the children to whom | have so wanted to
give agency, as | am potentially imposing my meaning on children that | do not want to misrepresent. However, | also do feel this deeper
stage of analysis is important to add further insight into the lived experiences of children with a diagnosis of ADHD through the lens of
psychological theory. This will need to be clearly considered in the discussion so that a balance can be seen between the more descriptive
sense making of children’s experiences and my deeper interpretations. | will also need to reflect upon my own experiences and how these
might impact on my interpretations (Schon, 1984).

Taking a phenomenological perspective, | am not looking for data that will be transferable or generalisable. Instead, | am concerned with
the diversity of subjective experiences of children to facilitate a more critical examination of established ways of understanding what
school experiences might be like for children who have been given a diagnosis of ADHD (Willig, 2013). | want to get as close to lived
experience as possible but recognise that it is impossible to access experience directly and acknowledge my interpretation as part of the
process of trying to make sense of the children’s own sense making about their experiences (Smith, Flowers and Larkin, 2022).

Pilot study:

The first interview (and possibly the second interview if needed) will act as a pilot study and provide a valuable opportunity for me to try
out the different methods and questions.

In the pilot study | will consider how the child responds to the semi-structured interview questions and any questions that were problematic
for any reason. At the end of the interview, | will ask the participant which questions were helpful, which were less helpful and will see if
they can provide me with any other questions they would have liked to have been asked. As these are quite reflective questions, | will
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endeavour for this to take place with a child at the older end of my criteria from secondary school (aged 11 to 13).

| will also consider the way | introduce the visual methods and am responsive within the interview, as well as which methods the children
find most accessible and empower them to communicate their experiences. Again, at the end of the interview | will ask the participant to
reflect on this with me.

Through this reflection, my pilot study will be useful to help tweak my method. Although | recognise that one participant in the pilot study
will not necessarily be reflective of the way that other participants might respond in their interviews, it should still provide some useful
insights from the perspective of a young person. Furthermore, by inviting the child taking part in the pilot study to co-construct some of the
methods, | would be giving them further agency in the research process and ethically | think it is important for children to participate as
deeply as they can in research (Thomas and O’Kane, 1998).

3. Personal Safety

Have you completed your departmental risk assessment procedures, if appropriate?
Not applicable

Raises personal safety issues?

Yes

If a child becomes distressed during the interview | will stop asking them questions and instead talk about something else more neutral to
distract. | will also ask them if they would like to go back to their class and offer them the opportunity to talk to an adult in school if they
would like to. Whilst | would be interviewing the child on my own in a room, | would know where a staff member would be nearby in
needed and if | felt that the child's behaviour was becoming challenging and my personal safety might be at risk, | would find the staff
member.

If I am interviewing a child on my own in a room, | will make sure | know where a nearby member of staff who can support is and | will
adhere to risk assessments that my service has in place for working alone with children in schools.

Section D: About the participants

1. Potential Participants

| am aiming to carry out this research with children who have a diagnosis of ADHD because | want to explore the school experiences of
children living with a diagnosis of ADHD. It will also be a requirement that children are aware that they have a diagnosis of ADHD to
participate. This will be important to answer my research questions because | am interpreting how children make sense of their school
experiences within the context of that socially constructed reality of living with a diagnosis of ADHD. Furthermore, it would raise ethical
difficulties if | was talking to children about something they were not aware of because | would have to consider how to approach the
subject of ADHD and explain it to them, in addition to asking about their experiences of school. An explanation of the research focus being
on experiences of school, in the context of having been given a diagnosis of ADHD, will be on the flyer that will be shared with the child,
as well as on the information sheets. In addition, at the beginning of each interview, | will remind the child of the research questions and
that | will be asking them about what school is like for them. | will go on to explain how knowing this might help adults working with children
who have a diagnosis of ADHD so that other children with a diagnosis of ADHD might have positive experiences of school and ask if the
child is happy with this before moving on to the interview questions.

| would ideally like to carry out this research with children aged between 8 and 13 years because there is a gap in research with this
younger age group of children. Most of the research has been carried out with adolescents or adults but most children are diagnosed at a
younger age than this (National Health Service [NHS], 2021), | therefore think it is important to explore their experiences and sense-
making as this might be different to adolescents. If, as | begin to recruit participants, | am struggling to find this age range then | might
decide to expand this up to 16 years of age if needed, as this would still provide participation of young people living with ADHD who could
talk about school experiences.

| aim to have between 4 and 6 participants depending on the success of recruiting participants and also the depth of data that | feel | have
achieved after 4 interviews. This number of participants is the norm for IPA research (Langridge, 2007).

Exclusion criteria for participants will be having any other diagnosis in addition to ADHD. The reason for this is because it would make it
more difficult for me to explore experiences of living with a diagnosis of ADHD; experiences will potentially be influenced by any other
diagnosis and both experiences and sense making may be different as a result.

2. Recruiting Potential Participants

Once the research has passed through ethics | intend to use a staged approach to recruiting participants as follows:

| will send out an email to SENCOs of schools in the local authority where | am on placement with an information sheet created for school
staff and a flyer for them to show to children, who fit the selection criteria, and their parents. The reason for sending the information for
school staff at this early stage is so that they are also able to give informed consent about their role in the research, which will include
being able to provide emotional support to the child following the interview if needed, prior to recruiting a child participant. The reason for
the flyer is to be able to present a one page child friendly explanation of the research. This will ethically give children and families an initial
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informed choice about the research in a way that is accessible (without jargon). From this they will be able to express an interest in
participating by returning a cut off slip at the bottom of the flyer through which they are agreeing to receive further information about
participating in the study.

Once a return slip has been received, an information sheet for the child and parents and an informed consent form for parents will be
given to the family by the SENCO. This information sheet will provide more detailed information than the flyer about the research study.

If I am struggling to recruit participants, | will contact a neighbouring local authority’s Educational Psychology Service (EPS) to explain my
research to them and find out whether they would agree to send out flyers to some SENCOs in their schools. | have already discussed
this with the Principal educational psychologist in my service, who is happy for this to happen if needed. If the neighbouring EPS did not
want to send out flyers on my behalf, | would contact some SENCOs myself directly but would feel more comfortable that the local
authority had been informed this would be happening.

Information sheets
Both information sheets will describe the research in detail using clear and simple language.

In the information sheet for the child and parents there will be an explanation of my position as a researcher explaining that if a child did
become upset, there would be a nominated key adult in school who would be able to support them.

In the information sheet for the school staff there will be an explanation of my position as a researcher explaining that after the interview
the school staff should be aware that the child might feel emotional and they need to be able to provide a key adult to support the child
and family if needed. If the key adult was accompanying the child to their interview, in addition to the need for confidentiality being
explained on the information sheet, | would remind them of the anonymity of the child just prior to the interview.

2.1. Advertising methods

Will the study be advertised using the volunteer lists for staff or students maintained by IT Services? No

- not entered -

3. Consent

Will informed consent be obtained from the participants? (i.e. the proposed process) Yes
As outlined in the recruitment section informed consent will be gained as follows:

A key adult in school will need to give informed consent that they are able to accommodate the research being carried out in their school
with a child and agree that they will be able to provide emotional support to the child and family if needed. This consent will be given by
returning a reply slip on the information sheet provided to schools.

The child will initially verbally express an interest to the key adult in school who shows them the flyer. Once they do this, the child will take
the flyer home and their parents will be able to read and send back the flyer with informed consent to receive more information about the
project.

At this point an information sheet and consent form will be sent to the family and parents will give written consent for their child to
participate.

Ethics around informed consent for research with children is complex because it involves balancing children’s rights to give consent and
acknowledging their autonomy alongside parents’ rights of responsibility for their child and power to act as gatekeepers (Graham, Powell
& Taylor, 2015). Ethically, | am attempting to respect that position in my approach, as each child would need to actively say they wanted
to take part before any information was sent to parents to give written consent. | feel this is ethically involving both children and parents in
the decision making process.

4. Payment

Will financial/in kind payments be offered to participants? No

5. Potential Harm to Participants

What is the potential for physical and/or psychological harm/distress to the participants?

One concern might be that if a child does express an interest in participating in the research, but then parents don’t want them to, this
could upset a child.

Talking about having a diagnosis of ADHD is potentially sensitive and it might also be possible that a child becomes upset during the
interview. They might also potentially feel emotional after the interview and need some additional support.

It is possible that when | return to school to share my analysis of the interview with the child, they might get upset at my interpretation of
something they said.

How will this be managed to ensure appropriate protection and well-being of the participants?

In the information sheet for the school staff there will be an explanation of my position as a researcher explaining that after the interview
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Research Project Participants Wanted!

Beyond the Label - Living with a diagnosis of ADHD at school

Are you aged 8 to 13 years old? Do you have a diagnosis of ADHD?
Would you be happy to talk about your experiences of school?

If you would like to take part this would involve...
- An interview with me in school which will take between 30 minutes and an hour.

- This will involve finding out about your experiences of school.
(If you prefer, an adult from school could go with you to the interview.)

- A few weeks after the interview, I would return to school to talk to you again about

your interview and check that you are happy with my ideas.

After taking part...
- I will write about what you and other young people who take part tell me.

(Your real name would not be used so what you say would be anonymous)

- T will think about how this might help adults working in school with children who

have a diagnosis of ADHD.

I would really appreciate you sharing your experiences of school with me.

If this is something you would like to do, please talk about it with your family and return the
slip below to school. I will then send you further detailed information and a consent form.
Further details will also go to you and your parents or carers so that they can also agree to

you taking part.

Thank-you!

Rebecca Bevan (Becky) - Trainee Educational Psychologist, University of Sheffield

If you have any questions please contact me at rbevan4@sheffield.ac.uk




mailto:rbevan4@sheffield.ac.uk



Child's Reply Slip

I would like more information about participating in this research project.

Name:

Signature:

Date:

Parent/Guardian Reply Slip

I would like more information about my child participating in this research project.

Name of parent / legal guardian:

Signature:

Date:
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Erikson’s Stages of Psychosocial Development

Approximate Age Psychosocial Crisis/Task Virtue Developed
Infant - 18 months Trust vs Mistrust Hope
18 months - 3 years Autonomy vs Shame/Doubt will
3-5years Initiative vs Guilt Purpose
5-13 years Industry vs Inferiority Competency
1321years Identity vs Confusion Fidelity
21-39 years Intimacy vs Isolation Love
40-65 years Generativity vs Stagnation Care
65 and older Integrity vs Despair Wisdom
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