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[bookmark: _Hlk141431966]Abstract

Emotionally based school avoidance (EBSA) research is a growing area of interest within psychology, however current research in this area does not account for the complexity of the issues (Knage, 2021) and within the literature, EBSA is rarely linked to autism. Despite this, there seem to be similarities between the risk factors for EBSA and the difficulties that autistic young people can face. In addition, the literature related to EBSA rarely includes the voice of young people in a meaningful way. This study aims to learn more about the experiences of young people who have a diagnosis of autism and who also have experienced anxiety related to attending school. I have conducted three narrative interviews during which the young people had the opportunity to recount stories related to their experience in mainstream school, their experience of special school and their experience of transitioning between the two.

This research provided the opportunity for young people to contribute to knowledge in a meaningful way and to have a voice within the literature (Lundy, 2007). The findings of this study indicate that the young people who were interviewed were not empowered to contribute to decisions about which school they would attend. In their mainstream schools, all the young people described being bullied, however this stopped after they moved schools. The young people reported high levels of anxiety at their mainstream schools and this anxiety seemed to move with them to their new schools. The research has implications for teaching staff, educational psychologists and for future research. The importance of providing young people with safe space where their voices can be heard, and needs and feelings understood and acted upon, is emphasised. Educational psychologists are well placed to support and train school staff to do this effectively. 
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Chapter 1: Introduction
I developed an interest in autism and what is often described as emotionally based school avoidance (EBSA), when I taught at a specialist school for children who had been diagnosed with autism and were considered to have social, emotional and mental health needs often related to anxiety (O’Hagan, 2020). All of the students in my class had reported anxiety related to attending school whilst at their previous schools and most of them had had an extended period of absence or home schooling before they found an appropriate school placement. As I built a relationship with my students and they became settled in their new environment, they began to talk to me about the experiences that they had had in their mainstream schools. My students described teachers who did not understand their needs and were punitive in their approach. They talked about sensory sensitivities that were exacerbated by their mainstream environment and relentless bullying. One of my students had received a diagnosis of post-traumatic stress disorder as a result of the anxiety he had experienced when attending mainstream primary school. Some students described feeling terrified to walk through the school gates and suffering panic attacks at the thought of returning to school. It seemed to me to be extremely unfair that this was the experience that my students were describing. Those young people have gone to achieve highly in education however their early school experiences led them to miss out on educational opportunities and to have to fight for experiences that other young people are automatically given, such as the opportunity to access GCSEs. The bravery that it took for them to re-engage with education felt inspiring.
As I began to discuss these issues with my colleagues in other specialist settings, I questioned whether voices like those of my students had been heard or if the struggles that they experienced were fully understood by the wider teaching community, even those within specialist education. The purpose of this research is to raise awareness of the experiences of young people with a diagnosis of autism who have also experienced EBSA, from the perspective of the young person.
EBSA is a growing area of interest within educational psychology research. Quite a significant proportion of the literature related to EBSA that will be discussed in this thesis dates from 2020 onwards. It does not feel like a coincidence that COVID-19 lockdowns were happening during this period. Since engaging in educational psychology training, I have encountered many EBSA related cases, the vast majority reported to have started following the national lockdowns in which children were engaging in learning from home. I have also noticed that in many of these situations the young people either have a diagnosis of autism or are in the process of being assessed for autism. The co-occurrence of autism and EBSA is an evolving area of research. Since 2020, many local authority educational psychology services appear to have engaged in developing a policy related to supporting children and young people who experience EBSA. Lancashire County Council (2023) stated that professional experience indicated autism and EBSA often coincide, although Solihull Metropolitan Borough Council (2019) suggested that there is limited literature in this area. Some local authorities do not mention autism in their EBSA policy at all (Milton Keynes City Council, 2023).
Through this piece of research, I am interested to find out what young people with a diagnosis of autism who have also experienced anxiety related to attending school say about their experiences of mainstream school, specialist school and the transition period in between.

Chapter 2: Literature Review
2.1 Emotionally Based School Avoidance
Emotionally based school avoidance (EBSA) research is a growing area of interest within educational psychology; however, it has been argued that current research in this area does not account for the complexity of EBSA (Knage, 2021). Whilst conducting this literature review, it became clear that as this area gathers interest, the favoured terminology is changing. ‘School refusal’ was a term used frequently throughout the literature to describe young people who do not attend school or struggle to attend for reasons of anxiety. School refusal has been defined as extended absence from school despite reasonable engagement and support from parents, as well as the young people experiencing severe emotional distress at the thought of attending school (Berg, 1997; Bitsika et al, 2022a; Totsika et al, 2020). ‘Persistent absence’ is also frequently used term and has been defined as being absent from school for more than 10% of the available sessions (Totsika et al, 2020). In addition, other terms such as ‘school avoidance’ and ‘truancy’ are referenced within the literature to describe non-attendance at school related to anxiety (Heyne et al, 2019). 
In 2019, Elliott and Place conducted a review related to developments in what they referred to ‘conceptualisation’ and ‘treatment’ for school refusal. Elliott and Place (2019) use the term school refusal to describe anxiety or emotional difficulties affecting school attendance. They found that although there had been an increase in research related to school refusal, there were few new guidelines for practice available. Primarily, Elliott and Place (2019) discuss the distinction between the terms ‘school refusal’ and ‘truancy’ and highlight that different form of non-attendance could be viewed more or less sympathetically by school staff. The term ‘truancy’ has legal implications and implications of poor behaviour so it may elicit a more negative response (Elliott and Place, 2019).
It seems that since 2019, the terminology used to describe the phenomenon of anxiety related to attended school has evolved further. Throughout this thesis, I intend to use the term emotionally based school avoidance or EBSA, as this is the term most commonly used within my local authority and many others across the UK (Hampshire County Council, 2021; Lancashire County Council, 2023; Milton Keynes City Council, 2021; Sheffield City Council, 2022; Solihull Metropolitan Borough Council, 2019) to describe the phenomenon of long term refusal to attend school and also experiencing severe emotional distress when thinking about attending school. 
This literature search was carried out using Google, Google Scholar, White Rose eTheses Online and Star Plus, the University of Sheffield’s library database. I used the search terms: ‘EBSA’, ‘school refusal’, ‘autism’, ‘student’, ‘young person’, ‘pupil’, ‘autism spectrum disorder’ ‘mainstream school’, ‘special school’, ‘transition’ and ‘narrative’. Individual local authority policy documents were found by specific search e.g., ‘Milton Keynes EPS EBSA’ on Google. These search terms were used in varying combinations to find books, theses, journal articles, web pages and government/local authority publications which have been cited throughout.
2.2 Risk and Protective Factors for EBSA
Bullying has been described as a key risk factor for EBSA (Bitsika et al, 2022a; Sawyer, 2022; Sobba, 2019). This includes both physical bullying and social isolation/ignoring as a form of victimisation. Poor relationships within school, lack of parental monitoring and low academic achievement can also be predictors of EBSA (Sobba, 2019; Tamlyn, 2022). In a paper produced by Solihull Metropolitan Borough Council (2019) a large number of risk factors for EBSA are described and categorised in four ways: school ethos and environment (highlighting bullying); curriculum, teaching and learning (struggling to access the curriculum) (Sawyer, 2022); parent/carer attitudes (for example when parents have minimal involvement in their child’s academic life) and family or community factors (such as high levels of conflict in the home) (Tamlyn, 2022). Children who experience EBSA often demonstrate less effective emotional regulation strategies and at least one anxiety disorder (Hughes et al, 2010). Tamlyn (2022) found that young people who meet the criteria for EBSA are likely to experience anger and fear in school as well as anxiety and find it helpful to have support to develop strategies to cope with these emotions (Bitsika et al, 2022a). 
Increased social capital such as participation in school activities and maintaining close relationships with peers and adults in school have been found to be protective factors against EBSA (Higgins, 2022; Tamlyn, 2022; Sobba, 2019). Good relationships and clear communication between school and families have also been identified to be protective for young people at risk of EBSA (Chian, 2022; Tamlyn, 2022). It has been suggested that another protective factor against EBSA is if the staff in school have a good understanding of the emotional needs of young people experiencing EBSA and how to support them with these, including through personalised learning techniques and learning that prioritises the young person’s interests (Chian, 2022; Higgins, 2022; Hughes et al, 2010; Jahromi, 2013; O’Hagan et al, 2022). It has been argued that if staff in schools do not have a good understanding of EBSA, they may be less empathetic towards young people, which in turn may affect their relationships (Chian, 2022). Research has shown that providing a safe, autism inclusive environment can produce an increase in achievement and attendance in children with autism who experience EBSA (Higgins, 2022; Preece and Howley, 2018; Tamlyn, 2022). 
This research aims to find out more about what young people with a diagnosis of autism say about experiences that might be described as EBSA, so it has been important to consider risk and protective factors within the context of the literature. These factors will be discussed again in the Discussion chapter with reference to the young people’s narratives.
It is important to note here that there are other reasons besides the experience of anxiety that children and young people may not attend school. Kearney et al (2022) described family and community factors that negatively affect school attendance and engagement. These include harsh discipline from parents and issues following migration. Children and young people from families who migrated to (in this case) France experienced disappointment and mistrust related to the racism and inequalities they experience in their new school which led to disengagement. Kearney at al (2022) also highlighted that a high number of school moves contributes to a reduction in school engagement and attendance. Some of these factors that influence attendance and engagement may also be connected to each other for example, a young person might migrate to a new country and move between schools multiple times before the family settles.   
2.3 Consequences of EBSA
Research has suggested that there are a number of consequences for children who experience EBSA. Children who do not attend school regularly are more likely to experience problems such as poor educational attainment, school drop-out, unemployment, mental health problems and suicide (Higgins, 2022; Preece and Howley, 2018; Sobba, 2019). Prabhuswamy (2018) found that children who do not return to school following a period of EBSA show more antisocial behaviour and poorer social adjustment than those who return to school. Prabhuswamy approaches the issue of EBSA from a psychiatric point of view and uses terms (such as ‘antisocial behaviour’) which can appear to blame the issues on the young people. The Power Threat Meaning Framework offers an alternative way of viewing the young people’s situation from a more holistic point of view. The Power Threat Meaning Framework makes the assumption that symptoms or behaviours that young people exhibit are in response to adversities in the environment (Johnstone and Boyle, 2018). When children and young people refuse school and stay at home where they feel safe, this can negatively reinforce the school refusal behaviour since their anxiety is reduced by being at home (Hughes et al, 2010; Bitsika et al, 2022b). This means that children who experience EBSA may be at risk of experiencing further EBSA if they are not appropriately supported to re-engage with education.
Familial consequences of EBSA have also been identified, these include tension within the family, parental stress and burnout (Prabhuswamy, 2018). This can lead to parents engaging in behaviours such as bribery and coercion to encourage children to get back into school (Prabhuswamy, 2018). School staff are also under pressure to boost attendance and ensure that all children attend school regularly. It may be that tension, stress and burnout are also experienced in school as a result of pupils exhibiting EBSA (Prabhuswamy, 2018). Mental health professionals, education professionals and families are often required to work together to support children experiencing EBSA (Prabhuswamy, 2018). This work is extremely beneficial for those young people; however, it is also time consuming and expensive. I believe that it is essential that more research is conducted in this area to contribute to the prevention of EBSA. This was a strong motivation for this study.
2.4 The Autism Spectrum and EBSA
As discussed above, EBSA is the focus of a growing area of research in educational psychology literature however, research investigating the connections between EBSA and autism is in its infancy (Adams, 2021; Bitsika et al, 2022a) despite claims that EBSA is more common in young people with autism (Higgins, 2022; O’Hagan et al, 2022). The DSM-5 describes autism as “...persistent deficits in social communication and social interaction across multiple contexts” and “...restricted, repetitive patterns of behaviour, interests, or activities…” (American Psychiatric Association, 2015, p.50). Autism could also include a learning difficulty or language need, but this is not necessary for diagnosis (Haruvi-Lamden et al, 2018). Having a diagnosis of autism is important to some young people and their families as they feel that it can provide a greater understanding of the needs of the young person or a validation of that person’s experiences (Makino et al, 2021). However, it can also be argued that the diagnosis and the understanding that gives others about the individual holds the power in that person’s life. Diagnoses can be seen by others as objective truths that can separate that person from having ownership of their own experiences (Billington, 2000).
Autism is often associated with increased emotional responses and poor emotional control (Mazefsky et al, 2013). Young people with autism often struggle with emotional regulation and may have intense reactions to stress which, from a cognitive perspective, could be linked to differences or difficulties with information processing (Jahromi et al, 2013; Mazefsky et al, 2013). Emotional regulation difficulties might also increase the risk that a young person might develop a psychiatric disorder (Prabhuswamy, 2018) including an anxiety disorder. Anxiety disorders have been associated with higher likelihood for EBSA (Hughes et al, 2010; Mazefsky et al, 2013). Young people with autism are more likely to avoid attending school if they struggle with emotional regulation (Jahromi et al, 2013). Good quality peer relationships are one of the key protective factors against EBSA (Sobba, 2019). 
Jahromi et al (2013) identified components of school success which they drew from papers in that area. They indicated that young people with autism have also been found to score lower on components of school success such as engagement and emotional regulation (Jahromi et al, 2019). The reasons for this could include experiences of being bullied, poor student and staff relationships and lack of flexible teaching methods (O’Hagan et al, 2021). These factors are also key risk factors for EBSA (Sobba, 2019; Solihull Metropolitan Borough Council, 2019; Tamlyn, 2022) which indicates why young people with autism could be at higher risk of experiencing EBSA. Some parents of young people with autism choose to home-school and have found that this alleviates anxiety symptoms related to EBSA and that young people engage better with learning at home (O’Hagan et al, 2021). This is not a possibility for all parents and does not offer a solution for the social difficulties associated with EBSA, therefore I believe that it is important to consider what sort of school provision would enable young people with autism to continue to attend. This provision might support young people to understand and cope with their mental health needs and focus on individual strengths and goals (O’Hagan et al, 2021).
It has been found that there are a number of factors that do make school more successful for young people with autism, including when they have: trusting relationships with school staff; positive peer relationships; good communication between home and school and quiet calm spaces with reduced sensory overload (O’Hagan et al, 2021). O’Hagan’s research focussed on drawing together findings from a small number of papers on the topic of parents of autistic young people who have decided to home-school their children following the children experiencing significant anxiety in mainstream school and their emotional needs not being met. However, this research does not include the views of the young people and focuses only on the parents' perspectives. 
The young people who have been recruited for this research are all of secondary age and began to experience EBSA in the time around their transition from primary to secondary school. Transitioning from a smaller primary school to a mainstream secondary school which has lots of unfamiliar teachers and students, increased curriculum demands, new rules and behaviour expectations, and the potential for sensory overload can be traumatic for some young people with autism (Neal & Frederickson, 2016; O’Hagan, 2022; Tso & Strnadová, 2017). This can lead to EBSA as young people with autism can struggle to reduce and cope with their stress and anxiety in secondary school (O’Hagan, 2020; Tyler, 2016). This difficulty can also lead to dysregulation which could result in exclusions for the young person and further damage the relationship between school, the young person and their family (Hughes, 2010). Young people in this situation might feel isolated from school, which has the potential to increase their anxiety related to attending school and returning to school following the exclusion. This increase in anxiety might result in further dysregulation and exclusions and has also been shown to be a risk factor for EBSA (Hughes et al, 2010; O’Hagan, 2020). Research indicates that autistic children and young people are more at risk of exclusion than those without a diagnosis of autism (Brede, 2017). Statistics from the UK indicate that one in five children or young people experience a fixed term exclusion and one in twenty experience a permanent exclusion (Brede, 2017). Parents describe a gradual decline in engagement with school and an escalation in behaviour that results in exclusions, this seems to correlate with the increase in social and academic demands throughout school (Brede, 2017). There is a suggestion that adjustments needed by autistic children and young people are more difficult to accommodate than those needed by children and young people with other types of SEND (special educational needs and disabilities) and that teachers do not feel adequately trained to support autistic children and young people (Brede 2017). Factors that have shown to reduce exclusions for autistic children and young people are trusting relationships in school and supportive adjustments to the environment e.g., the provision of quieter places to learn (Brede, 2017).
Some of the main factors that contribute to EBSA for young people with autism have been found to be difficulties with the school environment, a complex school environment, poor peer and staff relationships and provision which it not suited to their needs (Preece and Howley, 2018). Pellegrini (2007) suggests that EBSA might also be caused by within child factors such as individual sensory or cognition needs. Despite this, it is perhaps more helpful to consider how factors in the environment can be adapted to support the young person. It has been found that young people with autism may benefit from a personalised approach to support them to attend school (Preece and Howley, 2018). Although Preece and Howley’s (2018) research describes the effectiveness of a number of well-known and well researched approaches to supporting young people with autism, it prioritises the voices of the professionals around the young people and their parents. Five young people were invited to participate by filling in a questionnaire; however, the results of their responses are presented in a very limited way within the article. A brief table was presented showing statistics related to student wellbeing and stress with only two quotations from the young people’s questionnaires shown underneath.
In a situation where young people with autism are experiencing EBSA, it is reported that educational psychologists often recommend that school staff build trusting relationships with these young people, however this can be resisted by school staff due to limited time and resources within the school (O’Hagan, 2020). Funding for SEND in UK schools is often not considered sufficient to meet the needs of all children and young people in the schools (Warnes et al, 2021). Teachers report that there is not enough support staff meaning that each member of staff has less time to build good quality relationships with children and young people (Warnes et al, 2021). Relationships with school staff can be either a risk or a protective factor for EBSA depending on the quality of the relationship (Sobba, 2019; Solihull Metropolitan Borough Council, 2019) therefore it is important that schools use their resources to build quality relationships as a protective factor against EBSA. There is very little evidence base to support any recommendations for work with autistic young people who experience a high level of anxiety (O’Hagan, 2020) thus this research aims to provide some insight and evidence related to the experiences of these young people, in order to start to develop an evidence base in this area.
Quantitative data indicates that children and young people with co-occurring autism and attention deficit hyperactivity disorder (ADHD) are most likely to avoid school due to bullying compared to any other of the aforementioned risk factors (McClemont et al, 2021). A suggested reason for this is that children with co-occurring ADHD and autism may have difficulty accessing support and coping with their emotions related to bullying (McClemont et al, 2021). As described above, school staff may struggle to build and maintain relationships with young people with autism (O’Hagan, 2020) because of capacity issues. This is perhaps why some young people find it hard to access support when they have difficulties as they may not always have a trusted member of staff to talk to. However, McClemont et al (2021) did not find that young people with only a diagnosis of autism (as opposed to co-occurring ADHD) were more likely than their peers to avoid school due to bullying, yet children and young people with autism have been shown to have higher EBSA rates than their neurotypical peers (Ochi et al, 2020; Munkhaugen et al, 2017). The reasons suggested for this include being unclear about the expectations in lessons and avoiding specific lessons or conflicts with peers or school staff (Munkhaugen et al, 2017; Adams et al, 2021). Children with autism have also been described as being more likely to experience bullying (Ochi et al, 2020). In order for bullying to be recognised as a reason for EBSA, the young person would have to be able to report it.  It might be postulated that because of their social difficulties, young people with autism may not always be able to recognise or articulate when they are being bullied therefore the prevalence of bullying related EBSA may remain underreported. 
Research suggests that EBSA tends to occur earlier in children with autism and it may have a different presentation depending on gender, although this has not yet been studied in any detail (Ochi et al, 2020). It is also known that older children are generally more likely to experience EBSA. This could be due to the risk factors such as bullying and poor relationships affecting them for longer (Bitsika at al, 2022b; McClemont et al, 2021) or due to the increasing social and curriculum demands as the progress through school (Brede, 2017; Neal and Frederickson, 2016). I feel that the connection between autism and EBSA therefore requires much more research (Ochi et al, 2020). The majority of the literature related to EBSA, and autism has been developed using parental or teacher reports (Haruvi-Lamden et al, 2020) as opposed to the child’s voice, despite people with autism stating that they wish to be involved in research that concerns them (O’Hagan, 2020).
Bitsika et al (2022b) found that young people with autism were at higher risk for EBSA if they were bullied, but that separation anxiety, not bullying was cited by parents as the reason that the young people avoided attending school. This could be due the young people feeling a sense of security and safety with their parents (Bitsika, 2022b). Separation anxiety and social anxiety have also been shown to be risk factors for EBSA in young people without a diagnosis of autism. The term ‘emerging school refusal’ has been used to describe a period of time when young people’s attendance begins to reduce but it has not met the threshold to count as school refusal or EBSA (Bitsika et al, 2022b). This could be a helpful term as early intervention to prevent EBSA could help to shield young people from negative outcomes associated with EBSA (McClemont et al, 2021; Bitsika et al, 2022b). Parent/carer involvement with school in interventions for EBSA may also increase attendance and willingness to engage in young people (Bitsika et al, 2022b). Bitsika’s (2022b) study stands out from many of the others in this field as although it does rely on quantitative data, it also involves young people who are experiencing EBSA as participants in the research. The findings provide statistics related to bullying and anxiety for these young people, however, there is no further exploration of the experiences of the young people or their perception of their own anxiety. 
Children and young people with a diagnosis of autism are absent from an average of 22% of school, which is three times higher than children and young people without that diagnosis (Adams, 2021; Totsika, 2020). When young people have been diagnosed with autism, factors such as parental unemployment, parental mental health difficulties and simply being on role at a mainstream school have all been found to be risk factors for experiencing EBSA (Adams, 2021). In addition to this, 70% of autistic children and young people reported experiencing anxiety, which can also be a risk factor for EBSA (Adams, 2021). Adams (2021) gathered these statistics within a UK and Australian context.
2.5 Autism and Trauma
Autistic children and young people are more likely to experience adversity than their neurotypical peers (Heselton, 2023) and that events that are not typically considered as traumatic could be so for autistic young people (Rumball et al, 2020). Negative social experiences can be a significant source of stress (Haruvi-Lamden et al, 2018) and individuals with autism are more likely to experience difficulty building and maintaining relationships with school staff and peers, and as suggested, are more likely to experience bullying (O’Hagan et al, 2021). Young people with autism are also at risk for academic, social and emotional problems and are less likely to be able to disengage from distressing stimuli (Haruvi-Lamden et al, 2018). Intense reactions to stress are common in people with autism (Mazefsky et al, 2013) as they are more likely to struggle with emotional regulation (Jahromi et al, 2013). Autistic young people may also experience adversity that their neurotypical peers do not such as sensory sensitivity. This can be considered to be highly stressful for autistic young people if their sensory needs are not met. (Heselton, 2023). Experiencing extremely stressful and upsetting events can be described as trauma, however which events count as ‘traumatic’ can vary between individuals (Mind, 2020). As has been described above, young people with autism can experience significant stress and anxiety associated with attending school (Neal & Frederickson, 2016; Tso & Strnadová, 2017; O’Hagan, 2020; Tyler, 2016). 
Young people exposed to trauma are at risk for academic, social and emotional problems and experience decreased social competence and peer rejection (Kataoka et al, 2012). Kataoka et al (2012) found that intervening to support trauma can improve well-being and academic achievement. Trauma Informed Schools UK (TISUK) (2023) has developed training programmes to support schools to deliver early intervention against mental health issues such as anxiety that could lead to EBSA (Cohen and Barron, 2021). Research has shown that when young people are not supported with their anxiety, they are more likely to experience significant school difficulties such as EBSA (Chian, 2022). This early intervention could reduce the number of children and young people who go on to experience more complex mental health issues and EBSA (Cohen and Barron, 2021; TISUK, 2023). However, the research described above primarily focusses on neurotypical young people. There is currently a limited amount of research data which describes specifically how to support autistic young people to develop strategies to cope with adversity and trauma (Heselton, 2023). This result of this is that autistic young people may not be well supported to cope with adversity, and they may experience mental health problems such as anxiety as a result of that (Heselton, 2023).
2.6 EBSA and Reintegration into Education
Over the last two years, literature has begun to emerge that investigates the most effective provision to support young people who have experienced EBSA to reintegrate into education. These findings are very similar to previously described findings related to the protective factors against EBSA. Halligan and Cryer (2022) describe these factors under two broad categories: interconnectivity and psychological safety. Interconnectivity involved the young people having trusting relationships with staff and strong peer relationships, as well as a sense of responsibility and autonomy within the setting. This category also included that it was important for staff to have a good understanding of the emotional and academic needs of the young people. Having psychological safety meant that the young people did not feel that they were experiencing bullying, exam times felt calm, the environment was smaller, and the staff were open minded and inclusive. Halligan and Cryer’s (2022) research took place in a special school with young people who had previously experienced EBSA, however, the factors that supported reintegration were much the same as have been found in research related to mainstream schools. 
O’Hagan et al (2022) added that it was helpful for reintegration if the young people were able to provide their voice to their support plan and if they felt a sense of belonging in school. It was also useful for them to create a plan for the future and/or goals to focus on whilst in school (Tamlyn, 2022). It was of benefit if the young people had a parent to advocate for them and if they had had some involvement with external agencies. Sawyer (2022) focussed on the needs of parents when a young person is experiencing EBSA. Young people were more likely to be reintegrated into education if parents felt adequately supported and understood in terms of their emotional needs related to the EBSA that their child experienced (Sawyer, 2022). Sawyer also found that relational and person-centred approaches support young people to re-engage with education; in addition, a gradual reintegration into school can be supportive to help young people to re-engage (Chian, 2022).
Chian (2022) described that teacher-reported barriers to providing effective support for young people either to reintegrate following a period of EBSA, or to prevent EBSA, include a lack of funding within school, bullying and young people struggling with the schoolwork. The teachers involved in Chian’s (2022) research also reported a number of within-family factors that were not discussed in other research in this area such as parental mental health, issues within the family (such as divorce or bereavement) and parents who the teachers perceived as ‘over-protective’ (Chian, 2022). Devine (2021) found that teachers were more likely to attribute EBSA to peer and home factors than school factors but that teachers who had had more experience of working with young people who had experienced EBSA were more likely to attribute EBSA to school factors.
2.7 The Importance of using Voice in Research

As described previously, voice from young people has been underrepresented in this area of research, with much of the knowledge coming from quantitative research and research with parents and teachers. Despite this, there is plenty of research which indicates that using voice in research is empowering for young people, particularly young people who are marginalised (Billington, 2000). The United Nations Convention on the Rights of the Child (UNCRC), Article 12, states that children should have the right “to express those views freely in all matters affecting the child” and that “the child shall in particular be provided the opportunity to be heard in any judicial and administrative proceedings affecting the child” (UNICEF, 1989, p.5). However, research has shown that compliance with Article 12 varies and can be tokenistic (Lundy, 2007). Lundy argues that there are three factors that influence adults to be reluctant to gather meaningful voice from young people. These are: that adults don’t believe that children and young people have the capacity to have a meaningful insight into their needs; adults may worry that giving young people more control in their educational experiences might undermine the authority of adults, and compliance with Article 12 can be seen as too much effort and too time consuming (Lundy, 2007). Similar views seem to be common in research related to children and young people, with research and policy development tending to prioritise people who are seen to be articulate and self-confident (Hadfield and Haw, 2001). Young people are often stereotyped as not having enough understanding of themselves or their experiences to be able to express themselves in a way that can be useful to or understood by policy makers or researchers (Billington, 2000; Hadfield and Haw, 2001). This is particularly evident in research related to children and young people with additional needs. Things that are written or said about young people by professionals, for example in reports, often claim or appear to be truths about the young person and then these ‘truths’ have power in the young person’s life (Billington 2000).

It can therefore be argued that when young people are spoken of or written about by professionals, they do not have ownership of this information. However, the information created, stored and distributed by the professional can be used to make decisions in that young person’s life. When young people are excluded from their data in this way, they can become disempowered in their own lives (Billington, 2000). By prioritising the voice of marginalised young people, their voice can be privileged over stories that have previously been dominant in their lives (Hadfield and Haw, 2001). In the case of this research, that might include their stories related to autism or EBSA. Young people can provide a unique perspective on teaching, learning and schooling (Cook-Sather, 2006) and using voice in research can be empowering for young people and give them back ownership of their own story (White and Epston, 1990).

Research has shown that all cases of EBSA are different and come about for different reasons, which means that it is important to hear the voices of young people experiencing EBSA so that professionals working with these young people can gain a better understanding of the issues affecting these them and the most effective ways to offer support (Baker and Bishop, 2015). Autistic people often feel that their experiences are minimised by researchers and professionals who are not autistic (Lebenhagen, 2020). Professionals and researchers can mistakenly assume that young people, particularly young autistic people, are not able to advocate for themselves because of the difficulties they face with communication (Billington, 2000; Lebenhagen 2020). There is research that challenges this view by demonstrating that autistic young people are able to describe their needs in a research situation (Higgins, 2022; Whiting, 2010).

Lundy (2007) devised a model to ensure that young people’s voice is gathered in a meaningful way and that Article 12 of the UNCRC is implemented effectively. This model requires consideration of space, voice, audience and influence. These items are described below:
· Space - the young person needs an appropriate opportunity to express their views.
· Voice - the young person should be facilitated to express their views.
· Audience - the young person should be listened to.
· Influence - the views of the young person should be acted upon as appropriate (with consideration to their age and maturity level).

In this research, I aim to make use of Lundy’s model to provide a meaningful opportunity for young people to express their views related to their experiences at school and to be heard. As this research is shared, the views of the participants in this study will have an influence on how they and young people in a similar situation are understood and supported.

In response to my own professional experience and the information within this literature review, I have designed the following research questions with the aim of gathering and promoting the voice of young people with a diagnosis of autism and who have experienced anxiety related to attending school, which could be described as EBSA.
2.8 Research Questions
The overarching research question for this project is: How have young people who have a diagnosis of autism, and who have issues with school attendance that could be described as EBSA, experienced attending both mainstream and specialist schools and the transition between the two? 
The sub questions within this are as follows:
· How have young people, currently attending a specialist setting who have a diagnosis of autism, and have issues with school attendance that could be described as EBSA, experienced mainstream school?
· How have these young people, who have gone on to specialist settings, experienced their transition?
· How have these young people experienced attending a specialist setting?
· What can we learn from these young people and their experiences of mainstream school, specialist school and their transition between the two?




Chapter 3: Methodology  
3.1 Positionality
When considering the positionality of a piece of research, it is important to take a reflexive approach and consider one’s own experiences and how they impact on the research design (Holmes, 2020). As described in the introduction, my background is as a teacher in a specialist school. It struck me, during this role, how unfair it seemed that my students were not afforded the same educational opportunities as other young people. This was the first time that I had knowingly encountered cases of anxiety related to attending school that could be described as EBSA and it seemed to me at that time that other professionals were also unaware of this phenomenon. EBSA is now a growing area of research however research linking autism and EBSA is still in its infancy and within that, there is limited voice from young people. 
My research takes a social constructionist approach. According to Berger and Luckmann (1966), social constructionism makes the assumption that there is no such thing as objective reality. Someone with an alternative perspective or particular bias may interpret the same phenomenon in a completely different way (Burr, 2003). From the perspective of social constructionism, when people communicate, they share their knowledge and their understanding of the world, and the world as they understand it is constructed through language between people (Burr, 2003). Narrative research is understood to be a co-construction of knowledge between the researcher and the participant (Bold, 2012) in which an understanding of experience is developed through the telling (and hearing) of stories. 
The philosophy behind my research could also be described as humanistic, because I aim to gain an understanding of the experiences of the participants in a deep and holistic way (Schneider et al, 2014).  Humanist theory assumes that the ‘human’ is able to tell their own story, however, within narrative research, stories are perceived to be potentially constrained by more dominant narratives surrounding them (White and Epston, 1990), which for the young people participating in my research might be their diagnosis of autism, or what they have been told about themselves by those in a position of power. It is hard to establish how much agency a person might have to tell their own story within these constraints. Despite this, narrative interviews tend to encourage the participants to tell their stories in their own way, uninterrupted by the researcher (Anderson and Kirkpatrick, 2016). This means that the researcher should have few expectations about the outcomes of a narrative interview (Schneider et al, 2014). Within this research, then, I wish to encourage the participants to share their own stories about their experiences as freely as they are able to. This is important to me because from my own experiences (described above), I have observed that young people are able to talk about their educational experiences and that it is powerful to hear those voices. 
3.2 Method
I have chosen a qualitative approach in order to gain a deeper understanding of participants' experiences than I would using quantitative research (Anderson and Kirkpatrick, 2016). The literature related to the topic of this research already contains a large volume of quantitative data and very little of this has been gathered from young people themselves (Higgins, 2022). I decided that narrative research would provide the opportunity to promote the voices of young people because narrative interviewing positions the participant as a storyteller and the agenda of the interview is changeable depending on the experiences of the participant and the stories they wish to share (Hollway and Jefferson, 2000). Narrative interviews can provide a means of collecting people’s stories about their experiences and prioritising their perspectives despite the constraints imposed by the dominant narratives by which they are surrounded (Anderson and Kirkpatrick, 2016). In narrative interviews, the participants are able to lead the direction of the interview and therefore have some control over the content (Anderson and Kirkpatrick, 2016). The stories that result from narrative interviews can therefore provide a means to gain a deeper understanding of the participants’ experience (Hollway and Jefferson, 2000). I have chosen this method of research for the participants because their voice seems to be less visible in the existing literature in this area. Although Hollway and Jefferson (2000) make explicit their psychoanalytic understanding of narrative research, it is not my intention to go so far as to introduce this thinking within my study as I would be cautious about a psycho-analytical approach also becoming a, "...master narrative that demands absolute obedience once it has been allowed in'' (Parker, 2005, p108). Rather, I have been drawn more to the open nature of their methodological approach as it seems to maximise opportunities for the participants to have agency within the telling of their own story.
I chose to collect narratives from the participants using interviews because it struck me as the most ethical way to gather information on this topic. I would be asking the participants to produce a large volume of data for analysis so to ask for a written narrative in the form of a diary (or similar) seemed unfair and would have placed the responsibility of gathering the data on the participants. I was also aware that it was likely that the participants in this study might have spent some time out of school and may not feel confident in their writing. A writing task may also have led to the participants reliving the experience alone, without support (Bold, 2012).
Narrative interviewing has been described as a method through which a story (or narrative) is generated through conversation between the researchers and the participant (Hollway and Jefferson, 2000; Kartch, 2017). It could be argued that a more structured approach to interviewing could be presumptuous about the participants' experience and limit their responses to the specific themes and experiences that the researcher chooses to ask about (Bold, 2012; Hollway and Jefferson, 2000). Story telling has the potential to be challenge taken for granted meaning by deconstructing existing values and beliefs about a person or their experience (Pino Gavidia and Adu, 2022). By using an open, narrative approach, the participants lead the direction of the conversation and are able to prioritise what they feel is most important about their experience (Kartch, 2017), therefore enabling them agency. A narrative interviewer tends to have no fixed agenda other than starting with open questions related to their research question. The direction of the interview can therefore be changed depending on what is prioritised by the participant (Hollway and Jefferson, 2000). 
3.3 Emancipatory Research and Power
Narrative research such as this has the potential to be emancipatory and empowering by providing marginalised people with the opportunity to tell their story in their own words (Oliver, 1997) and to have that story shared with a wider audience. Emancipatory research prioritises confronting social oppression (Oliver, 1997). It is suggested that people with disabilities have been and are still oppressed and have been excluded from taking part in research that is about them and their lives (Barton, 2006). This is illustrated in the fact that young peoples’ voices are almost absent from the literature in relation to autism and EBSA so far. White and Epston (1990) argue that having greater knowledge about a person or an event gives power to the person who has that knowledge. The young people in this study have stories and labels given to them by people who are already in positions of power. Labels such as autism and EBSA seem to provide thin descriptions of the young people (Walther and Fox, 2012) limited to definitions of autism and EBSA. By asking the young people to provide their narratives of their experience in their own words instead, the young people will have the opportunity to thicken their narratives and provide a richer description of their experiences (Walther and Fox, 2012). Narrative research will enable the young people to tell their stories in the way they want them to be told and therefore it has the potential to be empowering.
In order for research to be emancipatory, there needs to be trust, respect, participation and reciprocity (Barton, 2006). As a result, in this research it is important to acknowledge the power imbalance between myself and the participants. As an adult in a school, it is likely that I might be viewed by the participants as a ‘teacher-figure’. The implications of this are that the participants may feel that they have to do what I have told them to do and that they have to participate in the interview (Parker, 2005). It is likely to be impossible to remove all sense of power imbalance in just one meeting (Hollway and Jefferson, 2000), however, I attempted to address this as much as possible by ensuring that the interviews would not take place in a classroom, reminding the participants that the research was not affiliated with their school, and that it was voluntary and they could withdraw at any time. Prior to and during the interview, I also developed trust and rapport between myself and the participant to further address the power imbalance. The purpose of this conversation and rapport building was intended to build trust and respect between myself and the participants in order to enable them to participate in the research more confidently.
3.4 The Complexity of Narratives
Narratives are complex in nature (Andrews et al, 2008) and, as indicated above, the narratives that are told by the young people in this research are likely to have been influenced by other stories that are told about them (Phoenix, 2008). These stories might have come from friends, family and teachers or relate to their diagnoses of autism and/or being described as experiencing anxiety or EBSA. The stories that the young people told me are likely to be different from the stories that they might tell about themselves to other people such as their peers, teachers or family (Riessman, 2007). This depends on the expectations the young people may have about what the researcher wants from the stories and the information that the young person perceives that the researcher already knows (Riessman, 2007).
The dominant stories in the lives of the young people in this research are stories that are told by other people such as those related to their autism diagnoses and their experiences of EBSA. This research provides the young people with the opportunity to tell their stories in their own words and to create an alternative to these problem-saturated narratives (White and Epston, 1990).
3.5 The Role and Impact of the Researcher in the Production of a Narrative
A narrative interview often starts out with a well thought out and open-ended question in order to facilitate the production of a narrative that is relevant to the interests of the researcher and the paper that is being written, whilst making as few judgements about the participants experience as possible (Kartch, 2017). The researcher attempts to adopt the role of the facilitator and listener in the production of the narrative and follows the narrative in the direction that the participant chooses to take (Hollway and Jefferson, 2000; Riessman, 2007). A narrative interviewer might demonstrate active listening by repeating what the participant has said in the participant’s words to check understanding and to prompt further conversation (Hollway and Jefferson, 2000).
It could be argued that the goal of narrative research is to gain a better understanding of the participants in the research and that the primary focus of the research is the people themselves and the sense they make of their experiences (Hollway and Jefferson, 2000). However, if we assume that the story is constructed during the research between the researcher and participant (Hollway and Jefferson, 2000; Riessman, 2007), perhaps it is not a ‘better’ understanding that is achieved but a different understanding that has been co-constructed. In narrative research, prior understandings from both the interviewer and the participant contribute to how the story is told (Riessman, 2007) and as the interviewer interprets the findings of the research, the stories are further co-constructed (Pino Gavidia, 2022). Riessman (2007) argues that the focus of narrative research is, in fact, the event being discussed and the experiences of the participant, and that the goal is to generate detailed accounts of these experiences. 
In this research, I have chosen to study a particular area of the participant’s experience and asked that they talk about this part of their lives. This area that I have chosen may not be the aspect of experience that the participants consider to be the most important for their lives or even for their education, therefore simply by choosing a topic of research, it could be argued that I have already limited the potential narratives that could emerge from the participants (Bold, 2012). The focus of my research is to find out about how the participants experience issues related to their attendance at mainstream school, their transition to a specialist setting and their experience of that setting, however, it could equally be argued that my research also focuses on the people themselves as well as these events since young people have been chosen deliberately as a missing voice in this area of research. These young people have been ascribed the narratives of autism and EBSA and have been included in this study based on those narratives. However, this research aims to enable them the potential to provide their own voice within that experience. 
In agreeing to participate in this research, the participants and their parents or carers will have read an information sheet (see Appendices A and C) about the study and signed a consent form (see Appendices B and D). The detail which is included in these documents may have prompted the participant to engage in discussion with their parent or carer or to think in advance about their experience and/or what they might say to me (Bold, 2012). I intend to consider the impact that this has had on the narratives during the analysis phase of the research (Bold, 2012). Less experienced interviewers (such as I) may also influence the outcome of the interview by misjudging opportunities for providing prompts to the participants, either by offering too many, too few or inappropriate prompts at inappropriate times (Bold, 2012). However, my intention in this research is to co-produce new meanings between the participant and myself and to share these in order to increase understanding of the experiences of the young people. It is also important to have a reflexive approach to the research and to consider what impact my previous experiences may have had upon my interpretation of my findings.
3.6 Participants and Recruitment
The criteria for recruitment to this study was that the participants have a diagnosis of autism and have experienced difficulties related to attending school that could be described as emotionally based school avoidance (EBSA). These difficulties will have led to them leaving mainstream school and transitioning to a specialist setting. 
The first criterion listed in the DSM-5 for autism is, “...deficits in social communication and social interaction” (American Psychiatric Association, 2015, p.50). In light of this description of autism, it might be assumed that these young people would struggle to take part in narrative research, however, there is previous research in this area that shows that young people with a diagnosis of autism are very capable of participating in research of this nature with appropriate support in place (Barrett 2006; Connor, 2000; Whiting, 2010). As the perspective of young people with autism is a clear gap in the research in the area of EBSA, I wanted to utilise a methodology through which their voices could be heard. This means that the participants would need to have some control over the information that they felt was important to share and their experiences could be told in their words (Anderson and Kirkpatrick, 2016). In order to make participation as accessible as possible I felt that it was important during recruitment to be clear about how the interview would proceed and the requirement for verbal communication to ensure that the young people who were recruited would be able to participate. I acknowledge that there are also young people who have experiences similar to the participants of this research but who are non-verbal or may not be easily able to express themselves through words or to an unfamiliar adult. An extension or next step to this research would be to seek to include these young people’s voices in the literature on this topic.
A further requirement for participation in this study was that the young people who were recruited would be settled in a new educational setting and no longer displaying behaviours that are commonly associated with EBSA. The interviews were to be conducted in this educational setting with the assumption that the new setting would be a safe and familiar environment for the young people, enabling access to trusted staff members who could support the young people after the interview had taken place. As a requirement for participation was that young people would not be displaying behaviours associated with EBSA, I expected that they would be attending the new setting full time and therefore that they felt safe there and that it was familiar to them.
 This was important in the context of a narrative approach because the setting in which the interview takes place should encourage the participants to want to share their experiences in detail (Jovchelovitch, 2000). This also addressed the ethical issue of potential upset created for the participant by the interview and ensuring there would be support available should this occur.
Narrative research aims to produce a large volume of rich data and a smaller sample size is preferable to ensure that the voice of individual participants is not lost in the volume of data (Lewis, 2014). For this study, I used a convenience sampling approach by contacting settings which I knew admitted young people with a diagnosis of autism who were also likely to have experienced EBSA. I initiated contact via email and was invited in to meet with the assistant head teacher at one of the settings to discuss my research. Following this initial meeting, the assistant headteacher felt that there would be some young people in the school who would fit the criteria for my study and be willing to participate. The setting is a school that exclusively accepts young people in key stages three and four who have a diagnosis of autism and who may also have co-occurring mental health or emotional needs. The young people on roll at the school must have an education, health and care plan (EHCP) and must have had involvement with the Child and Adolescent Mental Health Service (CAMHS). The school aims to provide a safe and nurturing environment for these young people whilst also delivering a broad and balanced curriculum. I was able to recruit one participant from this school. Throughout this thesis, he will be known under the pseudonym ‘James’.
Research has shown that some participants in narrative research prefer to be referred to by their own names (Grinyer, 2002), however, in many of those cases the participants were adults and might be considered less vulnerable than the participants. I decided to allocate pseudonyms to the participants in order to protect their privacy as much as possible. The participants would potentially be describing stressful experiences in education settings and with specific people who might also be identifiable if participant names were provided (Smythe and Murray, 2000). James had attended the specialist setting for about three years. He was fourteen at the time of the interview. He had previously attended a large mainstream school in another part of the city and left part way through year seven to attend the specialist school. For about four months while he was eleven, James was out of mainstream classes and was educated in the school’s special needs hub (referred to as ‘The Base’ in the transcripts). James described not accessing much learning whilst in there.
Following the completion of the first interview, a second participant was not forthcoming from the same setting so I decided to contact three other settings which also support young people who would meet my criteria. This difficulty with recruitment may be linked to the sensitive and emotive nature of my research topic (Van Wijk, 2013). Young people who have been through the experience of EBSA may not want to relive the experience by talking it through with a stranger. As well as this, my intended participant population, by definition given their diagnosis, may have difficulties with social communication and not be keen to engage in conversation with a stranger, or feel able to do so. 
I was eventually able to recruit two more participants from another setting. This setting is a special school that accepts young people with an EHCP who are aged two to nineteen. The school also has a resource that caters for young people with autism and social, emotional and mental health needs, however the participants accessed the main school. These participants have been given the pseudonyms Alex and Bilal. Both had attended the school since year seven and had attended different mainstream primary schools. They were both thirteen at the time of the interviews. It wasn’t clear from the interviews how much school Alex or Bilal had missed however both described varying levels of anxiety which affected their engagement in school and ability to participate in school life.
3.7 Interview Questions and Prompts
In preparation for the interviews, I created a short list of questions and prompts that could be used to guide the interview if required. The questions were open in nature, with the intention of facilitating the narrative by addressing the key time periods of interest for the research (mainstream school, transition and new setting). I hoped that the participants would naturally lead the interview, in which case my questions would not be required and, instead, the narrative would be led by the young people as much as possible (Riessman, 2007).
Prepared questions:
●        Tell me about what it was like for you at your mainstream school.
●        What happened after you left your mainstream school?
●        What is it like for you here (in your new setting)?
I also prepared some prompts to support the participants to provide more depth to their answers (Bold, 2012). The aim of the prompts was to support the flow of conversation and to elicit more detail from the participants. The prompts shown here are examples only. It can be argued that in the context of the interview, a prompt that might be needed cannot necessarily be predicted in advance. If the researcher hears some information that they do want to refer to via a prompt, it can be considered important not to interrupt the flow of the conversation, instead, the information might be noted down in a non-intrusive way and returned to in a natural pause in conversation (Anderson and Kirkpatrick, 2016).
Examples of prompts I prepared:
●        How did it feel/how did you feel when…?
●        How long did that go on for?
●        Can you tell me more about that?
3.8 Conducting the Interviews
The data for this study was collected in person, in the education setting that the young person attended, and audio recordings of the interviews were made. The interviews lasted between thirty-five minutes and one hour. I decided to conduct the interviews in person so that I could cue into any discomfort the young people may be experiencing and ensure they were happy for the interview to continue (Bold, 2012). I considered the possibility of conducting the interviews using video call software such as ‘Zoom’, however, I ultimately decided that this would not be appropriate for this piece of research. Whilst online platforms provide convenience and flexibility, they may also disrupt the flow of conversation due to technical failure (Hill et al, 2021). I felt that it was important to conduct the interviews in person in order to achieve rapport and establish a flow of conversation, which seemed crucial in creating a safe space that would enable the young people the best safe and open context for telling their story.
The young people who took part in this study have been diagnosed with autism, which assumes difficulties related to social communication, and they were known to experience anxiety. For that reason, I thought that it was important to spend some time before beginning the interview building rapport with the participants and making some effort to get to know them. Building rapport with participants is important as it can mediate some of the power imbalance between the researcher and the young person (Runswick-Cole, 2011) and it can make the young person feel relaxed and able to share their story (Punch, 2002). Kartch (2017) argues that it is important to build rapport between the interviewer and the researcher so that the participant feels comfortable and trusting of the researcher. This rapport should be built prior to starting the interview but also maintained throughout by showing empathy and responding appropriately to what the participant is saying (Kartch 2017). Empathy can occur naturally during a narrative interview simply by the researcher allowing themselves to be drawn into the story (Fogg, 2017) and this empathy can also be used to maintain rapport throughout the interview. I considered different approaches to building rapport including conversation or playing a game. I found that I was able to build rapport with the participants simply through the initial conversation, before the interview started. I felt that rapport had been established because there was laughter between myself and participants. Having read the information sheets, they indicated to me that they understood what was going to happen and I felt they were keen to get started. Participants expressed verbally to me that they were ready.
I chose to use a small digital voice recorder to record the interview together with a small notebook to record key words and phrases to return to later in the interview. The recorder was small and discreet and allowed for the interview recording to be stored in a secure way so that no data was lost, and the interview could be transcribed (Bold 2012). Before beginning the interviews, I reminded the participants that the interview would be recorded and checked their consent to that. This was also included in the consent form (see Appendix B); however, I was also aware that the use of a digital recorder could make the participants feel anxious or uncomfortable and conscious of what they might say (Oltmann, 2016). This might have been especially so for young people who have a history of experiencing high levels of anxiety such as the participants in this study. In order to mitigate this, I showed the young people the recording device before the interview began and checked again that they understood and were happy to be recorded.
I decided to begin the interview by describing the contents of the information sheet to ensure that the young people understood the purpose of my study and had an idea of what they might be asked about. To support the construction of their narrative, I provided a blank timeline (see Appendix H). Research has shown that timelines can be used to support interview participants to structure and give meaning to their narrative responses, particularly for research in which the participants only complete one interview (Kolar et al, 2017). The timeline was designed to be used as a prompt to encourage the young people to fill in gaps in the narrative and to elaborate on aspects of their experience. It had the three key events marked on it in advance (attending mainstream school, the transition period between the two settings and now, in the new setting) and was intended to be used in a flexible way to support the young person to tell their story. I imagined that the young person might want to write some notes on the timeline or use it to look at to prompt them in their narrative. I provided a pen and a pencil for each young person in case they chose to make notes, but I did not offer to scribe notes for them as I felt it would interrupt the flow of conversation. I also thought I might use it to support the young person to retell their story in chronological order to ensure that we discuss the mainstream school, the specialist school and the transition. However, I was also aware that narrative interviewing is conducted more like a conversation than traditional methods of interviewing and it may not follow a chronological format (Riessman, 2007). Indeed, life story work (a form of narrative research) would not usually follow a chronological format at all and would start with an open-ended question such as ‘tell me your story’ (Bold, 2012).
Nevertheless, I thought that the use of a timeline would allow the participant and myself to organise their storytelling in a visual way as I would be asking the young people to tell me stories which consist of three key periods in their life. I was hoping that this approach may contribute to the co-construction of the narrative by reducing the need for myself as a researcher to ask questions and potentially limit what the participants might say. A timeline can also support participants to sequence and recollect events (Gramling and Carr, 2004) and the use of visual aids is common practice within education to support young people with autism. It is suggested that visual resources can help young people with autism to focus on what they are doing (Dyrbjerg et al, 2007).  However, I was also aware that a risk of using a timeline to gather this data was that it could oversimplify the young peoples’ experience, therefore I felt it was important to use this technique in conjunction with narrative interviewing which provides rich data (Patterson, 2013) and with the young people’s narratives being the focus, not the timeline. I wanted to provide opportunities for agency by leaving it up to the young person being interviewed to decide how much they would or would not make use of the timeline resource and how much they would wish to talk about each part of the timeline. The timeline was to be used in a fluid way as an aid to the conversation rather than a structure for the conversation. In the end, James chose not to use the timeline and was able to tell his story with very little prompting. Alex and Bilal made use of the timeline by referring back to it as a reminder of the topic but chose not to write on it.
3.9 Ethical Considerations
This study asks young people to recount a story from their lives about a time that could have been distressing and unsettling for them. Many ethical choices in this research were made with that in mind (see ‘Pilot’ below). As described above, a criterion for recruitment to this study was that the participants were settled in an educational setting and were no longer demonstrating behaviours associated with EBSA such as absence from school. They would have a safe and secure person to talk to in their setting and would be in an environment in which they felt safe following completion of the interview. Again, as indicated, I chose not to return to the participants with the transcripts or analysis of the interviews so as to reduce the number of times that the participants were asked to relive their experience. 
As the young people would be telling stories about their lives, it is very likely that people who know them well would be able to identify them from the stories. This was made clear in the information sheet and also explained to the young people before the interview to ensure that they would only talk about information that they were happy for others to know. It is a recognised risk in narrative research that the stories that the participants tell will make them identifiable to people who know them (Riessman, 2008). It was therefore important that I anonymise the data as far as possible by removing all details that could identify the participants, the people they talked about and their schools. Through the write-up and analysis of the data, I have disguised their stories as far as possible (see 3.11 Analysis for more detail about this).
3.10 Pilot
I chose to pilot my study with a colleague rather than with a young person. I decided to do this because I felt that it would not be ethically sound to pilot a methodology that I was unfamiliar with on a vulnerable young person and ask them to share potentially distressing aspects of their experience. It was my opinion that it was unethical to gather data of this nature when it may not be used in the final research (Van Wijk, 2013). The colleague that I chose for the pilot is experienced in research and in working with young people who have been diagnosed with autism. By piloting my study with her, I was able to gather valuable feedback on my interview style as well as the appropriateness of the approach for the young people I intended to interview. See Table 1 for information about the feedback I received from the pilot and how I chose to respond to that feedback.
	Feedback
	My response

	My colleague suggested that I send the timeline to the school in advance of the interview to give the young person time to think about what they are going to say.
	I decided not to do this because I was concerned that this might heighten the participants’ anxiety before the interview and because of the ethical implications of the participant feeling that there might be some expectation from me to prepare for the interview (Hollway and Jefferson, 2000). I was also concerned that the participant might then relive aspects of their experience on their own and feel distressed.
I could see how for some participants, having something like the timeline in advance might also decrease their anxiety about what to expect from the interview. I also felt that having the timeline in advance and potentially considering answers in advance would affect the co-construction of the narrative (Willig, 2013) as the participants would have had the opportunity to think about what they were going to say without the researcher being present.

	My colleague reminded me to inform the participant of their right to stop the interview whenever they wanted at the start of the interview and throughout if necessary.
	I appreciated this feedback and ensured that when I interviewed the young people, they were reminded that they did not have to do the interviews and that they could stop at any time if they wanted to. This was particularly important considering the power imbalance between myself and the young person (Parker, 2005).

	My colleague and I discussed using a few closed questions at the start of the interview in order to provide some context to the narrative, for example asking about their education history.
	I noticed that when I started the pilot interview, I did not know enough about my colleague’s educational history to begin the interview in a way that made sense, so I needed to ask a few background questions to get the interview started. My colleague noticed that I chose to do this and reflected that starting with that helped the conversation to flow and helped me to approach the interview in a meaningful way.

I used this approach in my research interviews.

	My colleague felt that the way I conducted the interview and the way that it was structured was appropriate and sensitive for young people with autism.
	I felt that the interview went well and that we had produced a high volume of data. I used the same approach with the participants.

	My colleague reflected that the way that I echoed the language she used in order to ask her for more detail about specific aspects of her experience was helpful for her whilst still giving her ownership of the narrative.
	Although I chose not to adopt the psychoanalytic aspects of their methodology, this approach is similar to the free association interview approach described by Hollway and Jefferson (2000). I chose to use this approach because I felt that it would allow the participants to have ownership of the content of the interview.

I continued to use this approach in the interviews that I delivered and took a small notebook with me so that I could make verbatim notes of which parts of the narrative I wanted to ask questions about.


   (Table 1: Feedback from pilot study.)
Having completed a pilot, I felt more confident to complete the research interviews. Although I took a large notebook with me to the pilot, I found it intrusive and did not end up taking many notes. As described above, I decided to take a small and less intrusive notebook with me to the research interviews so that I could make brief notes of items I needed to remember without interrupting the flow of conversation (Anderson and Kirkpatrick, 2016). 
I reflected after the pilot that it had been appropriate to pilot this study with a colleague due the sensitive nature of the study and the fact that I was unfamiliar with practicalities of the research style. Despite this, I also felt that piloting the research with a young person might have provided useful information about what to expect from the interviews and how a young person would respond to my prompts and questioning.
3.11 Analysis
The method of analysis used in this research has been adapted from the work of Labov (1972) and Shah (2018). Labov is a linguist and through his research he identified six features of a story that can be identified within a wider narrative (see Step two below) (Labov, 1972). Shah (2018) used the features to develop a method of analysis through which individual stories can be presented and interpreted by the researcher. Both Labov and Shah applied this method of analysis with marginalised groups as I am doing here. It was important to me that the narratives would be kept as intact as possible, with a focus on the events being described as opposed to features of the language used. This was because the voice of young people seems absent in the current literature and this research provides the opportunity for me to promote that voice in the young people’s chosen words. Labov’s (1972) method of identifying stories within narratives allows for this while also providing a structure through which to analyse the narratives (Patterson, 2008). Within this piece of research, this structure has five steps which have been adapted from the work of Shah (2018) who had six. In Shah’s (2018) research, he chose to identify common themes within the narratives and gave additional attention to the stories and sections of stories that linked to those themes. For this piece of research, I was aware that experiences of EBSA could be very different between different individuals (Baker and Bishop, 2015), and I wanted to give equal priority to all parts of each narrative. I have also chosen to add Gestalt summaries to the findings section which Shah did not do, in order to draw the key points of each interview together.
Step one: the interview recordings were transcribed based on the approach of Braun and Clarke (2013) and Shah (2018). The transcripts were anonymised and annotated to include details such as pauses, laughter and parts of inaudible speech. It was important to include these annotations to provide clarity to the transcripts in a way that promotes the voice of the young people, making their meaning clearer. For example, when laughter is highlighted in the transcript it makes it apparent to the reader that the speaker was making a joke where the words could otherwise be misinterpreted. During some interviews, the participants provided highly identifiable details about their lives or their families. It was important to redact these to protect the anonymity of the participants and their families. This has been reflected in the transcript for purposes of transparency. These are the transcription symbols that were used:
· [pause 2 seconds] - a pause of two seconds or longer.
· [laughter] - to indicate noises such as laughter or when a different voice is used.
· (-) - parentheses used to indicate when the researcher has added some explanation or clarifying detail e.g., Steve (the participant’s class teacher).
· (Inaudible 1 second) - when the speech is inaudible.
· * Used to indicate when an identifying feature (such as a person’s name) has been changed.
· [identifying detail redacted] for example if a young person described where a school was or gave a description of an individual. For longer sections, a time is given: [identifying detail redacted 15 seconds].
It was important to change all identifying information in the transcripts to ensure that the participants in this research were kept as anonymous as possible but also to ensure that any other people they spoke about were also kept anonymous. It was possible that the young people might want to talk about negative events that had happened during their education so keeping all locations and individuals as anonymous as possible was important to ensure their safety and emotional wellbeing (please see 3.9 Ethical Considerations for further discussion related to anonymity in narrative research).
Step two: This step involved reading each of the transcripts multiple times to identify each time if any of the six key elements (below) appeared within the narratives (Labov, 1972). These elements are:
· Abstract - indicates that a narrative is about to begin (this may not always be present).
· Orientation - provides context such as place, people involved and time period.
· Complicating action - a significant event or problem. There may be more than one complicating action.
· Result - how the event or problem is resolved. 
· Evaluation - any reflections on feelings throughout the narrative.
· Coda - a signifier that that particular narrative has ended.
These elements were colour coded throughout the transcript. It is not necessary for all six of these elements to be present in every narrative (Riessman, 1993; Shah, 2018). As the participants in this study have a diagnosis that indicates they have some difficulties related to social communication, it was likely that they might approach the process of storytelling in a way that was unexpected. Nevertheless, I feel this step has been important for my research as it provided a way of studying the transcripts whilst keeping the words of the young people intact, and it allowed me to identify the different stories that were emerging throughout the narrative. These elements were helpful in identifying the emerging narratives because the way the colours were grouped in the transcripts highlighted where individual stories were. When elements such as ‘abstract’ and ‘results’ were present, they helped to identify where the stories started and finished and where they were not present, ‘orientation’ and ‘evaluation. served this purpose.
Step three: ‘Stories’ within the narratives were identified. These ‘stories’ could be used to create meaning related to the experiences of the participants. These stories are presented in their original form within the next chapter, alongside my own interpretation of what is being said. I believe that it is important to present the stories in this way because it clearly separates the voice of the young person from my interpretation of their experience. Within the interpretations, I may also describe the young person’s body language if it has impacted my interpretation of what they have said (Brenner, 2006).
Step four: A list of ‘stories’ was produced across all the narratives to identify any commonalities between them, which will be explored within the ‘Discussion’ chapter. It has been important to do this as part of this research as the aim of my research has been to learn more about the stories of the experiences of these young people. Any stories they have in common are worth further consideration as they could provide the basis for future research in this area.
Step five: Gestalt summaries of each narrative were presented at the end of the ‘Findings’ section. The principle of Gestalt focuses on the idea that the whole is greater than the sum of its parts and this method has been adapted by Hollway and Jefferson (2000) from the biographical-interpretive method first used by Rosenthal and Bar-On (1992), Schutz (1993) and Rosenthal (1992). Gestalt summaries aim to preserve the stories of the participants as a whole rather than fragmenting them, which is important for my research as I aim for this research to be empowering by promoting the voices of the participants through their stories.
3.12 Quality Considerations in Narrative Research
Qualitative research such as this does not seek to generalise research findings or make any claims about trends in the data (Chenail, 2010). Instead, the intention is that this study will be an in-depth exploration of the experiences of the participants through the stories they tell. A personal narrative is not intended to be understood as a ‘true’ record of events. Rather, narrative research will develop co-constructed knowledge, in this case related to the areas of autism and EBSA (Willig, 2001), adding richness to the current narratives within this field by focusing on the voice of the person most involved.  
Riessman (1993) describes four possible ways to approach validity in narrative research and I applied this model by examining each element alongside my proposed research to ensure that it demonstrates most of these components:
· Persuasiveness - the extent to which the findings of the study are reasonable and convincing. The findings in this study are based directly on the voice of young people, with their voice being preserved in the analysis, which I would suggest helps make this study reasonable and convincing.
· Correspondence - the extent to which the findings of the research can be confirmed by the participants. For ethical reasons, I decided not to take my findings back to the participants of this study for their feedback. As stated, such interviews would potentially involve the participants revisiting an upsetting time in their lives and I felt it would not be ethical to present them with my interpretation of that. It was also possible that through the interview process, or in the time following the interviews, the participants' understanding of their own stories might have changed. However, through the analysis and discussion, I will clearly differentiate between the participants’ voices and my own interpretations (Riessman, 1993).
· Coherence - according to Riessman (1993), there are three levels of coherence: global (the overall story that the participant is trying to tell); local (the language that the participant uses to make their points) and themal (a number of themes appearing repeatedly through the narrative). Riessman describes that interpretations in research should relate to all three levels of coherence, however, this measure of validity assumes that the participants have a plan for the narrative and would communicate in a predictable way (Riessman, 1993). As the participants have a diagnosis of autism, they were perhaps less likely to communicate in a predictable way, so this measure of validity seems less relevant in this research. There are also arguments for resisting coherence in narrative research to avoid fragmenting the participants' stories (Frosh, 2007; Whiting 2010). My aim for this piece of research was prioritise the voice of the participants by presenting intact stories so it was not helpful to seek coherence in this instance.
· Pragmatic use - the extent to which the study contributes to future research. This study will contribute to future research by presenting the voice of young people, which is limited in the current literature related to autism and EBSA.
3.13 Conclusion
This chapter describes the methodology that was used in my research and why it was important to conduct the research in this way. My research takes a social constructionist and humanistic approach. This was important because the aim of the research is to promote the views of young people with a diagnosis of autism identified as experiencing EBSA in their own words. I perceived that this was highly relevant because young people’s voice is largely absent in the literature in this area. For that reason, I chose to conduct narrative interviews and I chose to analyse the data that resulted in a way that allowed the voice of the young person to be richer and much more visible. 
The following chapter will focus on my analysis of the data by presenting the stories of their experiences told by the young people in their own words, alongside my interpretation.


Chapter 4: Findings

Within this chapter, each story from the three interviews will be presented in the participant’s own words accompanied by my commentary and interpretation of what the participant is saying. The stories have been presented in the order that the young person told them, and I have separated them into line breaks based on the six key elements: abstract; orientation; complicating action; result; evaluation and coda as described in the chapter above (for the colour coding and full transcripts see Appendices E, F and G). I have chosen to present the stories in this way to preserve the voice of the participants and to show the stories as they were told. I have used the line breaks as described to provide clarity. 

In some parts of the transcripts, the stories are broken up by other speech from the participant, and my voice. When this happens, I have removed all speech that is not part of the participants’ same story. I felt that presenting the narratives in this way preserves the story intended by the young person as much as possible. I have made a judgement in these cases to remove parts of the speech from the stories presented as it makes the content of the stories clearer for the reader. An example of times when things the participant said were removed from the stories are times when the participant asks for clarity in the questions asked or when the removed section includes a large amount of identifying information that needed to be redacted. I have chosen to leave incidents of laughter between myself and the participant in the stories as it demonstrates rapport between myself and the participant and indicates that in some instances, they are seeking to tell stories that amuse and entertain.

My interpretations have been provided below the stories as a commentary to give context to the conclusions that will be drawn in the discussion chapter. For some of the stories, I have also provided ‘reflection boxes’. Whilst producing this analysis, some questions occurred to me related to the content of the interview. Some of these questions occurred to me as the interview was taking place but it did not seem an appropriate time to ask them, however, most questions I have included here came to me as I was reflecting during my analysis. These questions and further reflections have been presented in the ‘reflection boxes’. Where I did not have any further questions or reflections beyond the commentary provided, no ‘reflection box’ will be present.As I write this section, it was important for me to consider my bias within this research. As described in my introduction, my interest in this research stemmed from my work in a specialist setting with young people who experienced good outcomes in that setting. In my interpretations, I may be more likely to see or unintentionally favour the positives of the specialist settings although I will attempt to remain reflexive so that I can pay attention to any unconscious bias that might occur.

4.1 Interview One – James (see Appendix E for full transcript)

[bookmark: _Hlk141465089]Story One - Mainstream School (transcript lines 7-30)

1. I went to mainstream I was in year seven so that I believe I would be eleven, twelve years old?
1. Er that was [school name] sort of in [place name and description redacted] 
1. very loud and very overwhelming very at you it's just like (pause 2 seconds) it seemed like something you had to prepare for ok, that place changes people ok I I know of so many like my classmates you know like from my old school from my old class and when we went there it went from [cheery voice] ‘Hello!’ To [sinister whisper] ‘what do you want? What do you want?’
1. You could say it changed me
1. I had been like diagnosed with autism er spectrum disorder sort of before that and my mum quite kindly of her erm for about a few weeks erm [short sigh] sorry for the first few weeks she would er take me to school you know just being like nice and stuff [laughter] just to support me 
1. My first day at school as very overwhelming for me and I hated it and [sigh] very loud, very angry place I’d say and no one wants to be there everyone’s doing trying to get through including you, the teachers et cetera and the short and tall of it is that I came home crying 

In what I understood to be his first story, James is describing what it was like to start at a mainstream secondary school. His description made it sound as though the school was rushing at him, he described it as loud, overwhelming and, “...very at you”. While speaking to James, I got the impression from his words and his tone of voice that he found his secondary school frightening and that he did not feel prepared for it. Later in the narrative, James does talk about feeling scared. James described that the school changes people and that it changed him. He described the change in the mannerisms of his classmates and how he felt that they became threatening. I asked James how it changed him. He thought for a while and then told me about his diagnosis of autism and how he felt in school (lines five and six). 

On line three of the story, I described James’ speech as a ‘sinister whisper’. I made the judgement that this was his intention because while he spoke, he leaned in towards me with a scowl on his face. I understood from that change in tone and body language along with context from the rest of the interview that James was trying to communicate with me that the other students in the school were frightening to him.Reflection: I still wonder how James perceives that secondary school changed him. 
· Was he not usually someone who felt scared at school?
· Was he not usually someone who came home crying?


Story Two - French Class (transcript lines 34-65)

1. I’d heard some bad things from my sister you know well she did not like it at all 
1. I was expecting to not like it and I guess I was right 
1. Oh here's something interesting 
1. First day French class I don't speak French 
1. Well this is what happened, 
1. And then from that basic stuff, we go right into learning about the French revolution in French and I don't have a clue what's going on and I can just see pictures of people like these oil paintings like okay this seems to be like an angry mob ok erm I'm not sure what a Bastille is I mean I do now. 
1. So yeah ok I went out of that lesson not a clue which was anyway 
1. It was just like maths and English but harder and well you know I feel like the teachers going to eat me and spit me out [both laughing] if I get the something wrong 
1. I guess it was just the atmosphere ok it’s just (pause 3 seconds, sigh) I felt like none of them wanted to work there and they did not like the children at all but you know it's a living

A few times during his narrative, James said something like, “Ohh here’s something interesting” (for example, in line 3) and then told me a story like this one. This gave me the impression that he was trying to think of stories that he could tell me that would be interesting to me and relevant to the research. In this story, he describes his French lessons at secondary school and how after a short amount of time on the basics, they went straight into learning about French history, completely in French. He describes again how he felt that no one, including the teachers, wanted to be there and it seemed to me that he was indicating that he was scared to ask for help and to make a mistake.Reflection: I wonder if James felt that he was expected to be fluent in French or if he believed that his classmates were?


Story Three - Missing Out (transcript lines 75-88)

1. So eventually I got so scared ok that I refused to go to lesson 
1. Every day of school I would erm I wouldn't go into lesson I would go to this place called the erm The Unit* and erm in The Unit* it was the sort of place I don't know you could say it was a special needs thing but it's not specifically that [pause 2 seconds] I'm not sure how I'd describe it. I don't know look I’m in here, I'm not in lesson that's the most important thing. 
1. Geez I missed out on so much

In this story, James appears to me to be talking about being scared to attend his lessons; all lessons, not just French, and he was in The Unit all the time. After line three, James paused for around five seconds and appeared thoughtful. He seemed to regret the amount of learning that he had missed. Later in the narrative, James talks about the Unit in more detail.
Reflection: It seemed that James was regretful about the amount of learning he had missed. If this is the case, I wonder how James thinks about this regret. Does he have any blame? Does he blame himself, his teachers?

Story Four - The Transition (transcript lines 94-100)

1. In winter that year, I got told I’d been um selected or requested or whatevered to er come to [name of current setting] and then April is when I finally went and you know there wasn’t an in between period really 
1. It was just one day I'm going there and the other day I'm going there 
1. And so yeah I came here and it was tough and you know I couldn't say that I enjoyed it that much and arguably I don't enjoy it that much now but it's better than nothing

Here, James briefly describes the move from mainstream to special school. He says that he was told that he would move schools and then he did. It seems as though the decision was made for James and that he did not get the opportunity to talk about what he wanted from a secondary education. James also talks about how he does not enjoy his current school very much either but that it is better than nothing. This implies that he does want a secondary education of some kind.Reflection: In response to this story, I considered the power imbalances that have impacted James’ access to education. It seemed to me that James was not given a choice about the educational setting he would attend and that the adults around James were making the decisions for him. I had these questions:

· What does James want from a secondary setting?
· How would he describe a setting that he would enjoy?
· To what extent was James consulted about his school move?
· How did James feel when he found out he was moving schools? 


Story Five - The Unit (transcript lines 105-114)

1. So in The Unit* at first ok yeah we would be given work to do usually from our class and you know,  
1. I would do it but [sigh] but then of course I er well I started not doing it and well quite frankly neither did anyone else in there 
1. And well at the time I had constant headaches I was always tired and I just felt terrible 
1. Well I’d got a headache and and and I'm tired and I'm scared and I'm angry and I'm just frightened and I just feel like I can't escape 
1. Ok so I have to keep doing this and doing this and doing this and that's just hated that. 

James begins to describe The Unit, the work he was given, and how he felt. He said again that he was frightened and described constant headaches. I had the impression that James felt trapped in The Unit and in the school. James said that he started to not complete the work that he was given and neither did the other students in The Unit. James describes The Unit in a way that makes the experience sound relentless. I could hear in his words, and in his voice, the amount of pressure and anxiety that he was feeling.

Story Six – Friends (transcript lines 134-168)

1. People I knew from my old school you they didn't really want anything to do with me anymore 
1. Of course there were exceptions there was Tom*, 
1. We didn't really hang out we yeah he was nice when we saw each other 
1. I guess I did have one friend my best friend my cat
1. Yeah I know so 
1. I lived really near to my school not now but 
1. If I went to the gate at this particular area at the back of school 
1. If I call his name then he would come under the gate [talking to cat voice] hello 
1. It made me so happy to see him every day
1. That is awesome

James shared that he felt that his peers from primary school did not seem to want to associate with him anymore and even the peer that he identified as nice did not spend time with him. James described how his cat would get under the school gate and how his cat was his best friend.Reflection: 
What did James think about his peers from primary school no longer talking to him? Was this surprising or confusing for him?

The part of the story about James’ cat made me think of the advantages of going to a school in your local community. The cat could visit James because he went to school so close to his house and this made him happy at a time when he was scared.


Story Seven - Staff and Students in The Unit (transcript lines 171-185)

1. I guess they're alright
1. Some were still pretty angry but they did keep it to themselves I guess a bit more but again though some were just fed up I mean we were just most of the time slacking off and yeah I guess we I’d be angry 
1. Matthew* who I used to be really jealous of because he could come in in normal shoes and I have to wear these posh leather clogs 
1. Seen him with a fag and he has offered me one but I didn’t take it so I guess that’s good
1. To be honest though I a lot of the time I do just remember hate there

I asked James to describe the staff and students in The Unit. He described the staff as angry but that they hide it better than the staff in the main school and he reflected on the behaviour of himself and the other students in The Unit. Although James had described himself as scared and overwhelmed, he still interpreted his behaviour here as ‘slacking off’. This made me wonder what judgements James made about himself as a result of his educational experiences and what he thinks about himself in light of his educational experiences.

Story Eight - New Class (transcript lines 211-252)

1. Well I guess sort of relieved because well again finally an alternative
1. I think so, yeah maybe it was like a Friday and then weekend Monday
1. So [other site of specialist setting], I didn't even know this existed then erm so I go to [other site of specialist setting] 
1. And again I hated it
1. Because well I still have a lot of that anger still there and again I'm scared and these people annoy me 
1. Then ok so that first year I was in the group with Darren*, Ryan*, Grace* Charlotte* and Faye*
1. And so I abhorred Darren and I still do Faye* is alright Ryan* is alright
1. Every days Darren* would start some argument and you know that guys regular speaking voice is shouting
1. Hated that still does it, anyway, ok, argument everyday, usually every lesson and I would just take myself out, run away and hide somewhere 
1. So I was there for erm how many years like so what from year 7 4 years, 3, 4 years
1. I did feel like I was surrounded by idiots but I guess that's more my fault slash problem and me not being tolerant is that the right word
1. Though I er found people annoying and quite stupid at times erm so I went there I get annoyed I get stressed angry and was just I don't know ok I mean even if this is a different school it still quite a lot like a mainstream you know like still it’s a social nightmare ok that's just being a teenager

In this story, James describes what it was like to start at his specialist setting. James showed his self-reflection skills in this story, he identified that he still held onto a lot of the fear and anger from his previous setting and carried that into his new setting. James described one student, Darren, who he disliked because he was so loud and started arguments. James described that when this happened, he would run away. James talks about this later in the narrative and describes that when he ran away and hid, he was feeling scared. At the end of this story, James described himself as not being very tolerant of his peers who he perceives as idiots. This is the first incidence of James appearing to blame himself for how he feels about his peers, this continues throughout the narrative. James also reflects on the similar social difficulties he has experienced between his two schools. 

Story Nine - In the Taxi

1. So going off my earlier years and I'm just trying to go back there 
1. Erm I had a taxi driver who took me from my house to erm school and he was a nice guy ok friendly guy ok 
1. But he would play the same song over and over and over
1. I really didn't need that ok 
1. first it was actually ok 
1. Is a big problem because I live right next to it and at 3 o’clock erm it comes out and we 
1. We erm stop at 2:30 so if you do the maths
1. Usually most of the time because the guy’s a fast driver my god ok we get there before they come out and 
1. I just feel like everyone just wants to eat me and kill me and like
1. I call them the goblin horde

James recalled travelling to and from school in a taxi when he first started his new school. He catches a bus with other students now. James spoke positively about the taxi driver except for the music that he played. James describes what it is like to arrive home just as his previous school finishes, he describes the students leaving as a “goblin horde” which felt like a powerful metaphor implying noise, chaos and danger. Indeed, James talked again about feeling that people wanted to kill and eat him. James said the taxi driver was a fast driver. I was not sure if this was a good thing to James because he often beat the “goblin horde” home or if it was a bad thing because it was too fast, and he did not feel safe.

Story Ten – Family (transcript lines 334-343)

1.  I just felt like they hated me and like a lot of times I would cry and I don't know I just felt like everything was pushing against me 
1. I'm being squished like a fist you know school family I still feel like my parents not that fond of me I mean and my sister loathes me and I wish she didn’t and well my cat best friend is dead now

I asked James how things were at home while school was difficult for him. James describes that he felt that his parents hated him and that they still are not fond of him, and he feels that his sister loathes him. He describes being pushed and squashed. This reminded me how he also seemed to feel trapped when he was at his mainstream school.

Story Eleven - The Future (transcript lines 363-371)Reflection: I wondered what led James to feeling that his family disliked him? I remembered from my experience of working with young people and families who had similar experiences to James that EBSA can cause a lot of stress and tension within a family. I wondered if James perceived that because his situation led to stress within the family, that meant that they hated him? 


1. Erm there is a sixth form here you know I don't want to be going back and forwards erm from [home location] all the time for another few years 
1. And I can't really study the things I want to study at sixth form 
1. So I'm hoping I can go to erm [local college] and plus my mate Ben* goes there 
1. Things I'd like to study are like drama and history and well I guess that's about it 
1. Because I'm very shallow

James briefly talked about his plans for the future. He describes that he would like to study drama and history which he feels is shallow and referred to a friend called Ben who goes to the college he would like to go to. James had not referred to any friends before and did not refer to any friends for the rest of the narrative. Reflection: 
I wondered what was it about drama and history that made James think that he was shallow? Perhaps James feels that he needs to study a broader range of subjects or that drama and history are not important.

When James talked about other people, he usually talked about them annoying him and not feeling like he had friends. I wonder what was different about Ben? How do they know each other and what is their friendship like?



Story Twelve - Running Away (transcript lines 379-391)

1. So usually I would go to the mentor room as it was known there I mean I called it my office 
1. By how much time I’d hide in there erm usually the teaching assistant after calming everyone in the room down would look for me and you know try to convince me to get me like Charlie*, Charlie*was a great guy, I like Charlie* I haven't seen him in since erm June, July I think he's got a new job now erm and you well you know it would usually go like this ‘go back into lesson’ ‘no’ 
1. ‘Go back into lesson’ ‘no it's scary’
1. Erm I’d rather just lay sit there or alright fine you've annoyed me enough, I'll come back in

This story refers back to when James would run away from lessons and hide when he started at his specialist setting. James talks about how he liked the teaching assistant who would come and get him from the mentor room. James described how the teaching assistant would encourage him to go back to his lesson. I got the impression that the teaching assistant was patient and understanding with James. Reflection: 
Hearing this story made me wonder about the level of support that James received at his mainstream school when he was scared to go to lessons. I wondered how and to what extent James was supported to return to lessons and engage in learning at his mainstream school? I wondered what was it about Charlie that James trusted and why did he not seem to have this kind of relationship with any staff members at his mainstream school?


Story Thirteen - Confusing Social Interactions (transcript lines 401-436)

1. I love and not hate Jack as in like he's always his head down, he's got his hood up and he's just and mm I've never seen him smile, ever
1. Ok and you know most of the time I don't have a clue what he's saying but again though he seems to be smart and he just seems and he just seems like him so he's not too bad and he's quiet so you it's nothing much that complain about
1.  Ella* Ella* and I we used to go to primary school together and we seem to get along fine and that’s about it really and then next to her is her friend Alice* 
1. Who loves and hates me or just hates me I don’t know ok what do you do with someone when once they offer to kiss you and then another time they give you the evil eye, I don't know 
1. I'm so confused and I hate it so much 
1. Yeah and anyway 
1. I sit next to Francesca and as I said, I Francesca’s fine I mean yeah, 
1. Francesca can get lets say like sig.. that's not… wound up quite easily but again though Francesca she's not she's not a bad person she's nice to everyone erm 
1. Anyway next to me sits Jo-Jo 
1. And my first thought when I met Jo-Jo was that’s a girl’s name and that’s funny because he thinks he's the hardest bugger on the planet
1. Yeah you he hasn't got yeah that's the thing that's what I meant by well not everyone but most people like you to secondary school [happy voice] hello [angry/threatening voice] what are you looking at? 
1. Ok like I did that ok and you know when I came here I transitioned ok I’m a teddy bear, please hug me
1. Chris who sits next to Chris alright yeah anyway people who aren't in right now there are Sarah Sarah is ok Jason Jason ok
1. Again though I still have the complex of I'm so much smarter than these other people but you know it's mostly just my little self esteem talking

Here, James describes his current classmates. I had been into his class to collect him for the interview, so he described the class by pointing around the interview room so that I knew who was who. He seems to have a more positive perception of these peers than he had of the “goblin horde” at his previous school. He seems to get along with most of the people in his class. James described a confusing interaction with a girl in his class and also seemed confused by Jack’s behaviour. It struck me that James finds people’s behaviour and motivations difficult to understand which might go some way to explaining why he found the busyness and intensity of mainstream secondary school so frightening.
Reflection: 
James described himself as becoming a teddy bear when he moved to his current setting. This implies that he is somebody soft and cuddly. I wonder if this is connected to James need for comfort and reassurance when he is at school?
· What was it about this new environment that made him become a teddy bear?

Story Fourteen – Friends (transcript lines 440-457)

1. Look I'm not I don't know. People say I have high standards for friends
1. Which is probably true I mean I'll never admit it
1. Erm like if you were to ask me I'd say no I don't have any friends 
1. Ok I know there was [talking to cat voice] [cat nickname] or just [cat name] who I’d say was my best friend but I only started calling him that after he died
1. I'm weird I'm annoying I'm
1. Yeah but you know that’s that’s human everyone I find everyone weird and annoying that that's my problem ok that's just me being grumpy and tired all the time and just wishing for something being somewhere else
1. Ok but ok they’re decent people ok it’s just me
1. And also I find them annoying and I hate them

This story is in response to me asking James if he has friends at his current school. He says that he does not have any friends and that he is weird and annoying and that he finds everyone weird and annoying. When I asked him about this, he defended his peers, calling them decent people and that it was him that was the problem. Although James said that he finds everyone annoying and weird, he seemed to consider this to be his fault.

Story Fifteen - Break Times and Lunchtimes (transcript lines 493-522)

1. So yeah some people go outside some people stay in people just hang out talk you know do regular stuff really it's quite
1. Because I don't really have a place I don't fit in to any kind of group of people I just kind of wander around if something interesting or someone to talk to 
1. Well I don't know around upstairs downstairs er kitchen out to the building over there
1. I have a packed lunch because well because I'm a lunatic I eat it at break time 
1. Oh anywhere I mean usually just in that room because well I don't have to get up

I asked James what usually happened at break and lunch times in his school. At first, James described what everybody else did. When he was asked what he did, he said that he just wandered around and tried to find something interesting or someone to talk to. Reflection: 
I wonder if James likes to wander around school or if he feels out of place and isn’t sure what to do in social situations? Perhaps he likes to keep his distance from others. I wonder how James enters situations when he does find something interesting happening or someone to talk to. What criteria is required for James to want to become involved?


Story Sixteen - Comparing Mainstream and Special School (transcript lines 549-566)

1. This place is for autistic people last place is for everyone 
1. It's just biggie smallie I guess that's it really 
1. Well I do think this place is better for me because well I don't feel as bad as I used to to be honest now I’m saying this I'm thinking to myself maybe my opinion isn't the best
1. I don't know I guess I'm just biased or closed mindedededed
1. Well instead of having constant headaches, I don’t have constant headaches 
1. I just have on and off headaches
1. It’s still work to do still get annoyed still get angry sad etc 
1. Again it is quite comparable if you ask me

In this story, James describes how he feels better in his current setting than he did in his mainstream school but questions his reliability in this judgement. He also said that he still experienced a lot of the same feelings as he did in his mainstream school, but I got the impression that these feelings were less intense than they had been in his mainstream school because he was able to attend lessons in his specialist school and his headaches had reduced.

4.2 Interview Two – Alex (For full transcript, see Appendix F)

Story One - Autism Diagnosis (transcript lines 11-14)

1. Oh well see
1. When I was ten I was I came home and my mum had erm I came home my mum er was sat in the kitchen at the table
1. And she had a little er she had er a serious looking piece of paper sat on the table
1. And I was thinking ‘what's this’? 
1. She told me to sit down and then she told me that I had been diagno-diagnosed with autism

This is the first story that appears in Alex’s narrative, and it comes in response to me asking why he moved to his current school. This story is the first of two or three stories within his narrative where he retells a short episode from his life in a structured format, requiring no prompt from me. As he told this story, I had the impression that he wanted to make it interesting for me as he built the tension through it by telling me that the paper looked serious and describing what he was thinking before revealing what the piece of paper was at the end. This story indicated to me that from Alex’ perspective, he moved to a special school because he was diagnosed with autism. Alex told this story in a clear and matter of fact way.
Reflection:
I wondered about the power that Alex and his mother felt that the piece of paper and the diagnosis had over his future. Did Alex’s mother seek the diagnosis for Alex with the intention of getting him into a special school? If so, I wonder who is actually holding the power in this situation? I also had the following questions for Alex:
· Does Alex think that people with autism have to or always go to special schools?
· What does Alex think about having autism?
· What was the diagnosis process like for Alex?


Story Two - Choosing a School (transcript lines 18-27)

1. Back at my old school 
1. The teachers were pushing me to go er to go to [local mainstream secondary school]
1. Er but my mum denied it cos e-even though I wasn't fully diagnosed she could just tell that I have autism
1. And the second I was diagnosed the teachers changed their opinion saying that I should er that I should go to a specialist school
1. I I wasn't too sure to be honest

In this story, Alex describes how he felt pushed to go to the mainstream school, but his mother did not want him to, and his teachers seemed to suddenly change their opinion after his diagnosis. Throughout the narrative, Alex often talks about his family and gives the impression that they are a good support network for him. When I asked Alex how he felt about going to a specialist setting, he told me he wasn’t sure.Reflection:
This story made me consider power again. Alex said that he was not too sure about what he thought about going to a special school. I wonder how much Alex was included in this decision and if he had the opportunity to visit some schools? I wonder if Alex felt that he was entitled to a say at all or if it was up to the adults to make a decision?

Story Three - Describing Primary School (transcript lines 29-55)

1. Er well it was kind of difficult at first but I adjusted when I got to er 9-10 
1. I had behavioural issues a-a-a- and then I'd end up outside the headteacher's office everyday 
1. But when I got to 9-10 I sort of matured and figured out I figured out I was I was one of the golden students 
1. It mean it means I was erm er I was really smart good at good at my work I’d rarely ever if I never end up outside the headteacher's office erm yeah
1. Oh I I just er I’d find a way of is a getting out of doing work oh I rem I remember one time meh my my my teacher she she would bring an orange in every day
1. T-t-to eat at school 
1. And just to get out to get out of doing my work I made I made I made up a story where I was allergic to oranges 
1. Er even even eventually I just stopped doing that
1. To be honest I just didn't see the point in it 

Here, Alex describes how his behaviour changed through primary school. He describes that he matured through primary school as he came to realise that he is a clever student and good at his work. Alex stopped seeing the point in pretending to be allergic to oranges.Reflection:
I wonder why Alex would pretend to be allergic to oranges to start with? He said he realised that he was a ‘golden child’. Maybe he realised that he was clever and able to do his schoolwork, so this led him to no longer see the point in his mischievous behaviour. Perhaps, like Alex said, he matured. 

I wonder if Alex was trying to get a reaction or attention from the teacher through his behaviour but did not get the attention that he wanted so stopped seeing the point. 


Story 4 - Making friends (transcript lines 57-85)

1. Yeeeah I had a lot of friends
1. That that's the thing about me at school
1. I've always always have a big friend circle inside and outside of my class 
1. Well I knew I knew some people
1. This other guy in my class Bilal you’ll be seeing him next after me 
1. We came to school on the same day in September 2020
1. And it we made friends that same day 
1. And we we just had this conversation
1. Outside outside the yard at the main site and we I remember 
1. That it was break time and it was raining but everyone was still outside 
1. Me me and him were stood on the grass just talking 

I had asked Alex about his friends at primary school and in his new setting. Alex described that he always has a lot of friends and seemed confident in his ability to make friends. He described meeting Bilal on the first day of school. The level of detail that Alex recalled in this story (which had taken place a couple of years previously) implied to me that this was an important moment for Alex and Bilal. Bilal also referred to this moment during his interview. Reflection:
I wonder if this moment was important for Alex and Bilal because they felt anxious about starting the new school and it was a relief to make a friend. I wonder if this is a moment that they look back on frequently in their friendship.


Story 5 - Anxiety Attacks (transcript lines 89-131)

1. I did have an anxiety attack before the before I went
1. Like the that morning 
1. It's been a while since it since I’ve a since I've had a panic attack I am very anxiety ridden but I've never I rarely have anxiety attacks or panic attacks.
1. Ma my mum my mum takes medi medication for anxiety so she's used to having them so she she knew what to do when I was having one 
1. There was there was a few things I was worried about there was a few things I had to adjust to 
1. Cos like where we’d eat lunch it was a re a really big room like the biggest room in the school I I I remember it was huge, I remember having Christmas dinner in there 
1. Yeah there was big long tables 
1. The way we’d do it is that a it at at lunch we’d all all the classes would go outside and there just be there’d just be one lady with a walkie talkie erm and so and so and some one would tell them a new class to come in we’d coming for dinner a class at a time 
1. Cos there was like 200 kids at that school
1. With up to 30 kids in a class
1. Yeah its just very echoey in there its its a large mostly empty room 
1. We’d we’d also have er like PE in there
1. It wasn't too bad bad I guess. 
1. It was it was loud but you got used to it 
1. Hard to have conversations
1. Er yeah especially cos I’m I’m hard of hearing so it was even worse

Up until this point, Alex had come across very confidently, but here he spoke about experiencing anxiety. I asked Alex how he felt about his first day at his specialist school and he told me that he had had an anxiety attack that morning. Alex did not tell me what an anxiety attack was like for him, instead he told me about his mother and how she was able to help him. Alex told me about the lunch hall in his primary school and how loud and busy this was as an example of something that causes him anxiety. At the end of the story, Alex appeared to minimise this experience by saying that it wasn’t that bad. Reflection:
I wondered what exactly Alex felt anxious about before his first day at the special school. Was he only worried about the lunchtime arrangements or were there other things he was worried about?

Towards the end of the story, Alex appears to minimise his experience by saying ‘it wasn’t that bad’. I wonder why he said this after going into detail about the busyness of the dinner hall. Perhaps he did not want to talk about it any further or perhaps having heard himself describe it, he felt embarrassed about how difficult he found it. Later in the narrative, Alex also explains that he does not feel that he is very sensitive to noise. Maybe this is something that has changed for him since primary school.

Story 6 – Lunchtimes (transcript lines 135-181)

1. I I always have er packed lunches
1. Because that when I were when I was younger I was taken to a nutritionalist because I’m a picky eater but they dismissed me cos I would eat at least one thing from every food er food group
1. Er and apparently my br my brother’s even worse than me 
1. Which is usually why I don’t I don’t like having having dinner outside my own house because I just I just don't like being picky 
1. But there's nothing I can do about it just like er a texture thing like in my mouth
1. Sets off my gag reflex to be honest
1. Yeah, at Christmas dinner recently have you had pâté?
1. I tried it right
1. And the texture of it just made me gag I physically couldn't swallow it
1. I had to spit it out into a napkin
1. Oh we we all the classes just eat in their classrooms
1. Cos the dinner hall has has been erm it it's quite a small room it it fit it fit everyone 
1. But it's still quite a small room but what they did was when were gone for I think it was the six week holidays they built a wall there and a door 
1. Just just some doors and walls that weren't there before.
1. Where did these come from we were thinking
1. And yeah they turned the dinner hall into its own classroom.
1. Everyone just eats in their own classrooms. There were some classes that did that anyway. 
1. Er cos the food isn’t made here, it’s made offsite and brought here.
1. They they’re brought in like big metal trolleys that are that are either refrigerated or have heating in them depending on what kind of food it’s carrying. 

In this story, Alex describes what usually happens at lunch time at school and his sensory sensitivities related to food. When he spoke about being a picky eater, he appeared frustrated by this but also seemed to feel as though he was helpless and wouldn't be able to change. Since Alex had described the lunch hall in his previous school as a place that caused anxiety, I asked him about the arrangements for eating lunch in his current school. He said it was quieter because everyone eats in their own classrooms.Reflection:
This made me think about my reflections related to power and the diagnosis letter. I wonder if Alex felt helpless to change anything connected to his autism? Did Alex see the diagnosis and anything he experienced associated with that as fixed and to what extent does Alex feel that he has agency over his feelings and experiences?

Story Seven - The First Day (transcript lines 189-211)

1. Er well they are nice.
1. B-Bilal* you know him like I said, he’s in my class. The first friend I made here. 
1. His name’s really difficult to spell cos we were all sat there with our little name cards
1. Ugh there was this c…
1. Right first day I went there, there was there was a few of us sat sat round a table
1. At the mainsite inside that big echoey room 
1. Yeah cos there was one at the old site
1. Yeah there was a few of us sat round the table with Miss Linford* and sat next to Miss Linford* was a kid called Jack Alsham* 
1. But he w he w he was really tall so I thought he worked here. 
1. Cos he was wearing like a uniform you know like a school uniform
1. Although it’s not really like you don’t have to wear school uniform but some kids do anyway
1. I thought he just worked here.

Here, Alex tells me a bit more about his first day at his specialist school. He described the people as nice and again appeared confident when talking about social situations. The story about thinking Jack worked in the school was presented as a funny anecdote rather than something Alex felt worried about.

Story Eight - Too Loud (transcript lines 217-227)

1. Er cos she went to [local secondary school name] 
1. And sh erm her words sh she said that it would be too loud for me.
1. No. My my brother my brother went there, my sister went 
1. There, my mum went there. Not sure where my dad went though. I don’t think he went there. Still we think my dad might be autistic as well but he hasn’t been diagnosed cos he shares something some symptoms 
1. He denies it

This story comes in response to me asking Alex why his mother wanted him to attend the specialist school instead of the local mainstream school. He explained that he had never been to see the school, but his brother and sister went there as well as his mother. Reflection: This story made me think again about how much agency Alex had in the decision for him to attend a specialist school. I also wondered what his mother’s other reasons besides the noise level for making the decision that Alex would be better off at a specialist school. I wondered if Alex experienced more school related anxiety than he was willing or able to admit in the interview. He had been identified to me as a candidate for this study because his school staff felt that he had experienced EBSA.

Story Nine - School work (transcript lines 306-332)

1. I I’ve always been rather bright so er so it’s not too hard I I do get met with a challenge
1. Like in English when were told to write a paragraph about a picture, like describing it using adjectives,
1. I’m really good at using like good adjectives to describe something
1. Not really the the only lesson I kind of get anxious about is PFA, preparation for adulthood.
1. Cos we d cos we do cos we have to do things push our push ourselves out of er out of the comfort zone
1. And that’s usually what makes me anxious 
1. Recently well usually
1. We just go go out into [town name] and have a look around go into Aldi to buy some stuff for the tuck shop we have on Monday morning break times 
1. Erm but we haven't done that in a while but er what we’ve been doing recently er we we’ve been going into other classes and making drinks and offering er biscuits and that to them 
1. Er well for for me kinda a bit scary to be honest
1. I do I do I don’t know, I don’t know what it is that makes me anxious, it just does
1. Er I actually just don’t know.
1. I’d rather go out into [town] to be honest

Alex talked about his schoolwork and what he is good at in school. When I asked him if he ever gets anxious about the work, he told me about his preparation for adulthood lessons and that he feels anxious when he has to go into other classes for this lesson. He described this as ‘scary’. This seemed very different from the way Alex had been talking so far.
Reflection: Alex was unable to tell me why preparation for adulthood was scary or what it was about preparation for adulthood that made him anxious. I wondered if there was more to Alex’s anxiety than he was either able or willing to tell me in the interview.

Up until this point, Alex had seemed confident about social situations and friendships however, he described walking into another classroom as ‘scary’. Perhaps this is something that Alex has previously struggled with, and his mother felt that the mainstream secondary school would be too overwhelming for him because of the number of people. I wonder what impact Alex’s mother’s perspective had on Alex’s sense of self-belief and hope for the future.

I wondered why Alex felt able to describe walking into another classroom as scary at this point whereas before, he had seemed to minimise his experience of the busy dinner hall. Perhaps he considers social anxiety to be more socially acceptable or easier to understand than sensory sensitivity or perhaps as the interview has progressed, he feels more comfortable talking to me. It is also possible that Alex does not feel that he is impacted by his sensory sensitivities anymore but that his social anxiety is still very real to him.

Story Ten - Incident at Primary School. (transcript lines 340-381)

1. There there there were a few things yeah 
1. Because I I I was I was o o o overweight 
1. I I I lost weight but I still weigh more than I did back then but that’s because obviously I’ve gotten taller
1. There was one incident that always stuck with me and that was it clicked in my head
1. Er its just like it was just a little bit of verbal abuse from this one kid 
1. There there was two er but but the other guy he ch he chose not to do it any more he his name was Harry Harrison* 
1. Yeah Harry Harrison* and Matt Pearson*. 
1. Matt was the one who who kept kept doing it 
1. We remained friends though because I didn’t really feel the effects of verbal abuse 
1. It just didn’t really click inside my head
1. There was this one incident like 
1. I maybe like two or three years before we actually left for secondary he right I don’t actually remember what happened but he had this tennis ball right we were stood on the field he had this tennis ball, 
1. He threw it further up the field and he said he turned to me and what he said 
1. It didn’t affect me at first it made me feel a little bit uneasy but erm I did I didn’t realise until I got to the ball that’s when it clicked inside my head 
1. Erm he threw the ball and he said to me go get it fatty 
1. I didn’t think of any any of it at first cos this was like a near daily occurrence
1. So I went up to get the ball because I decided I’d have to do it eventually so I went up to get and when I got to the ball I was I was walking there and
1. What he said it was just repeating in my head I couldn’t I couldn’t make it stop when I got to the ball, I looked at it and I just decided I ne I need to sit down next to the ball 
1. One of one of the teachers shouted up to me from down the gravel path just asking if I was alright because I was just sat there for a while 
1. I walked down to them er with the ball and told them what happened so she she went over to er to talk to Matt about it he tried to deny it at first but he but he did eventually er give himself up and then my teacher started talking to me she said that she that she was a big girl when she was when she was a kid but she lost all that weight in a few years 
1. I mean I have been doing more healthy choices recen recently 
1. I don’t I don’t really care about how much I weigh it’s just about how I look physically to be honest

Alex recalls an incident in primary school where another child commented on his weight and how Alex processed that situation. Alex described that he would get verbal abuse from two of his peers but at the time, he did not understand it and just accepted it. This story illustrates a time when Alex began to realise the impact of what his peers were saying to him. Alex was able to give a lot of detail about this incident, what he was thinking and what he was feeling which implies that this was an important and meaningful event in his life.
Reflection: I wonder how Alex felt as he recounted this story to me? Perhaps he felt angry or embarrassed. I wonder if there were other stories similar to this from Alex’s primary school. I wonder if Alex wondered if there were other incidents that he had forgotten or misunderstood at the time.


Story Eleven - Sensory Sensitivities (transcript lines 435-454)

1. Hmm not not really 
1. Nah er I got used to it
1. I’m not very noi noise sensitive 
1. Erm high pitch noises
1. That literally makes me physically grit my teeth like clench my jaw.
1. I’ve also got a like a this sensory thing in my hands 
1. Cos I get dry skin every now and again thanks dad! 
1. I get that from him cos he’s like an engineer so he’s working with like erm a lot of metal and drills and saws and stuff like that its like wha hard work on his skin erm
1. Every now and again my hands just get really dry er people tell me I should use a moisturiser on it but I’m not really sure where to get it to be honest

Here, Alex describes some of his sensory needs. Interestingly, he does not feel that he is very noise sensitive although he cited the reason that his mother wanted him to attend specialist school was that the mainstream was too loud, and he described that high pitched noises make him grit his teeth. Reflection: 
I wonder if Alex feels that he is not sensitive to noise because he is not in noisy and busy places so often anymore therefore it is less likely to be a problem for him in everyday life? Or perhaps this sensitivity is something that has lessened as he has got older.


Story Twelve - Spare Time (transcript lines 456-489)

1. Thing the thing is though wo I can’t like go out on my own like on my own outside of the house 
1. I don’t like I don’t have much need to erm I don’t really have many fr have many friends that live close close to us
1. I just mainly relax. I like listening to music
1. Er lo loads of stuff currently my favourite song is erm it’s an oldie but a goodie retro I suppose people might say its erm it’s called Smile by Nat King Cole.
1. It’s an old song from maybe 1950 60s 
1. Not not really I've got I’ve got Snapchat so I keep in touch with a few of them but usually there isn’t that much to talk about
1. erm they they’re mainly off doing someth something else so I either sit and read ah ah I’m I read quite a but yeah I’m like a free reader so 
1. I can read through like a like I could read through a full Harry Potter book if you give me enough time cos I don’t really w er worry about not being able to read
1. Cos I can read qui er quite well erm the main problem is 
1. Erm when I’m reading out loud I don’t know several times I’m reading or something and I trip over my words I’ve 
1. It’s happened loads of times

In this story Alex talks about what he does in his spare time. He describes how he keeps in touch with his friends and shows pride in his reading skill. Alex seemed to be comfortable in himself and with his own company. He was happy to talk about his interests with me.Reflection: 
It was interesting to me that Alex chose the song ‘Smile’ by Nat King Cole. I wonder how he first came to hear this song and what it was about the music or the lyrics that resonated with him. 

The lyrics of the song are about smiling despite the sadness you may feel. Perhaps Alex finds this song comforting and motivational when he is feeling upset or anxious at school.


Story 13 - Spending time with friends in school (transcript lines 497-545)

1. Er well I’ve I’ve got a I’ve got a few every now and again 
1. What I mainly do is I sit down outside and just watch er watch a little of the boys play football 
1. Cos they’re yelling at each other a lot to be honest
1. My friend says I’m a dec decent kick 
1. But I used to play football at my old school but I kinda gave up on it to be honest
1. Erm there was this one big match there was a lot of people. I think it was a PE lesson. Yeah there was there was a lot of us erm 
1. And to be honest I wasn't really doing anything to contribute to the match. I tried to to be honest I ran around after the ball but nothing actually I struggle with that I struggle like if someone gives me some instructions I struggle with them if they're not specific 
1. I k I k I kinda know what to do but I didn't know how to like tackle you know 
1. So I just kinda I just kinda sit down and watch 
1. Er well there was these three brick walls near the near that field bit with sort of with the football pitch on with the football pitch you could also use it as a cricket pitch and that cos it was several different layouts dropped on top of each other
1. It looked weird but it worked
1. It was better if we did the sports on the grass cos if we tripped over we wouldn't hurt ourselves on the gravel.
1. Ah I re I remember once 
1. I f I fell and skidded my right knee s so much that all the skin had come off like that. That big of a thing there w there w there was a lot of blood like I somehow got down to the fat on it 
1. It wasn't to be honest it it didn't hurt
1. Erm well like I said I wasn’t er necessarily healthy so I couldn’t like didn’t have like a lot of stamina 
1. I don’t know to be honest i i it takes me a minute or two to catch my breath 

In this story, Alex talks about how he spends his break and lunchtimes in school. He talks about watching the other students play football. This story provides some insight into things that Alex finds challenging. He describes that although he is a ‘decent kick;’ he wasn’t able to contribute to the match and he struggles with instructions that are not specific.
Reflection: The incident that Alex described in primary school, above, was also related to football. I wondered if that incident had contributed to his lack of confidence to participate in football? 

I wondered if the difficulties that Alex described with instructions on the football pitch could also be applied to the classroom and if so, could this have caused him difficulty in primary school and be connected to his mother’s decision that he needed a specialist placement?

During this story, Alex seems to minimise his experiences again. He says that his friend describes him ‘as a decent kick’. It is not unusual for someone of Alex’s age to shy away from talking about his skills, however, I wondered if talking about sports was something that made Alex feel particularly uncomfortable? Alex was happy to tell me how he is a good reader and was a ‘golden child’ at primary school. Alex also described scraping his knee and made it sound quite bad but then said it ‘didn’t hurt that much’. I wonder why Alex felt the need to minimise this experience in that way?

Story Fourteen - Memories of Primary School (transcript lines 578-629)

1. I just I like I say I’ve got a horrible memory 
1. If it if it wasn’t something that affected me like w like what Matt said on the field sticks with me
1. But I don't remember most stuff. 
1. I remember I remember 
1. I knew this girl called Ava* I used to do something everyday 
1. That now that I think about it I just I wouldn’t do it now.
1. Every day I used to twang her bra strap 
1. I don't know why I just did it was just I think it was just a sensory thing to be honest
1. Yes I think I did it because I got a reaction to be honest 
1. Yeah probably
1. Er back back when people were playing football 
1. I was something called a ball boy. If the ball got out of bounds I I went to go and get it.
1. It w it was simple cos the ball didn't get out of bound that often so you'd just have to sit and watch for it 
1. Not really
1. I remember 
1. During the summer everyday we'd come out we'd come out of school at the at the end of the school day and the ice cream truck would be sat right outside the gates cos right outside the gates is like erm a little fence and beyond that is just is literally just a a a road and then that road connects to [road name] which I said is up up where I live. 
1. Yeah yeah
1. Oh I 
1. We we used to have this next door neighbour called erm called Katie* sh sh she now lives further down the road erm no further up the road in a flat. Yeah but when she used to l live next to us me er my my mum my mum and her were friends 
1. And some sometimes if my mum was busy she would she would pick me up and I I'd stay over at hers for a little while and wait for my mum to get back and I'm the type of person that when I'm at somebody else's house that isn't my own if I need a drink or anything I won't ask for it
1. I'm just too scared to just too anxious to which is ev even at my own sisters house I'm ner nervous I just don't 
1. I'd ra I'd rather just starve to death than ask for something
1. Cos I know it'd just make me feel awkward. 

I chose to present this extract as one story because it is part of a conversation where I had asked Alex to tell me what he can remember from primary school; however it is also three distinct episodes. Alex told me that he only remembers things that stuck with him or had an impact on him. This provided some insight into experiences that Alex considered impactful. He described an interaction with a peer that he seemed to be embarrassed about now. Alex provided some explanations about why he might have behaved like that with his peer and explained that he would not do it now. Then Alex described the ice cream truck parking near school. Finally, Alex talked about being cared for by his mother’s friend and the anxiety that he experiences when he is at someone else’s house. 
Reflection: At the start of this story, Alex talked about being a ball boy. I wondered how Alex felt about this in light of the story he told about Matt and was this role chosen by Alex or given to him by somebody else?

Alex then goes on to describe two more memories. One of them being an ice cream van outside school which suggests a happy childhood memory and the other about being collected from school by his mother’s friend. He describes the anxiety he feels about being at someone else's house. I wonder if the two memories are connected in any way and how many of his childhood memories relate to feelings of anxiety?


Story Fifteen- Hard of Hearing (transcript lines 722-739)

1. I watch everything with subtitles 
1. I just find it easier cos if cos 
1. I need to read along with it cos when someone says something I read the subtitles really fast cos al almost there's almost a hundred percent that it's going that its going to be like that I heard what he said but it's going to be all mumbled up 
1. So I look at the subtitles and my brain matches the sounds I heard to the words that were said
1. Cos sometimes cos my mum and dad they don't watch it with subtitles
1. So when I’m watching something watching sommat with them ev every now and again I wo I’ll ask them they said cos I I just can’t my I can’t understand it. 
(when asked if he needed a hearing aid)
1. Cos I technically don’t need it don’t need to I can hear I can hear fine

In this story, Alex explains in more detail what he means by ‘hard of hearing’. He describes that he can hear fine but sometimes what he hears is all jumbled up and that he can’t always understand the TV if the subtitles aren’t on. 
Reflection: This reminded me about when Alex talked about his difficulty following instructions on the football pitch. I wondered if Alex had difficulties with auditory processing rather than hearing and how this might affect him in the classroom.

I also wondered what Alex’s parents thought about his hearing/processing difficulties and it made me wonder how adults in Alex’s life understood his perception of his own needs.


Story Sixteen - Being in Crowded Places (transcript lines 747-755)

1. Mm yeah 200 kids in the in the school total around 30 kids inside each class
1. Not really. 
1. That that's one thing that made me anxious when I moved into a new class all new faces 
1. So what I’d just kinda do was was I just sat down and didn't speak for the first couple of days. Or or I’d only spoke speak when I needed to I wouldn't like crack a joke in the middle of the class like I usually do cos for years I was always the class clown 
1. Yeah but r I need to orientate myself with the class before I can start making jokes

This story comes in response to me asking Alex if his hearing difficulties made it hard for him in his busy mainstream classroom. He said not really but he described that it took him a while in a new classroom to be comfortable enough to be himself and make jokes.

Story Seventeen - The Cat (transcript lines 757-788)

1. But yeah remember Ava* who I was talking about?
1. Er and those metal and plastic classrooms that they put on the yard
1. That that was due that was because erm I think the school got bigger
1. And the new class took over the main building so we were in these very environments cos erm at the cos at the side of  it there was  few steps walking up to a little platform then a door you wa you walk in it was just it was a cloakroom where you'd hang your coats and bags up there was a set of hooks on the left wall and a set of hooks on the right wall and then there was two rooms on both sides
1. And I and I remember when you walked into it I we were in the classroom n the right 
1. Yeah 
1. Hmm not really I did I did well I kinda did need help I’d crawl under the table and pretend to be a cat 
1. They literally had to call in my mum to come and get me out from underneath the table. 
1. I don’t know
1. I I I have I have this cat 
1. Who is older than me

This story follows on from the previous one in the narrative. Alex explained to me that his school got bigger and put up some temporary classrooms. When I asked Alex if he needed any help in his class, at first, he said that he did not and then described that he would sometimes crawl under the table and pretend to be a cat to the extent that his mother had to come and get him out. It was not clear if his mother had to come on one occasion or if this was a regular occurrence. Alex was not able to explain why he did this.Reflection: Earlier in the narrative, Alex referred to having behavioural problems, perhaps he meant incidents like this. At first Alex said that he did not need any help in class but then said that maybe he did and described this incident. I wondered why Alex would crawl under the table and behave like a cat and what happened in the classroom before those incidents happened? Perhaps it was a coping mechanism for him. I wonder how Alex was supported when incidents like this happened.


4.3 Interview 3 – Bilal (for full transcript, see Appendix G)

Story One - Mainstream School (transcript lines 9-21)

1. Er think roughly about when I left it was about 2020 time
1. Yeah it were
1. Er quite difficult actually
1. Er well first of all 
1. The work and how the teachers would interact with me er they weren't as kind as the teachers er that are here now they were er they didn't know my specific needs 
1. And that was quite hard.
1. Well er they didn't know how my anxiety worked and er well I did struggle a lot I did have a few panic attacks there and it didn't get sorted out much.

In this story, Bilal begins to describe the difficulties that he had in his mainstream primary school. He describes that his time in primary school was hard and that the teachers were not kind to him. He described that the teachers did not understand his needs or the anxiety that he experienced. Later in the narrative, Bilal talks in more detail about his anxiety and the importance of his teachers understanding his needs.

Story Two - Difficulties at Mainstream School (transcript lines 27-50)

1. They didn't like interact with me as much they like well they gave me harder work 
1. And er it didn't help at all they didn't help with my anxiety
1. Well first of all 
1. Bullying and like I said the work before but mainly bullying
1. Er I managed to do a few things but yeah
1. Sometimes but I still struggled
1. Well I did need like maybe five minutes out of the classroom you like maybe everyday sometimes when I would er get nervous I would have to tell the teacher and they did take me out which was a good thing just to get like five minutes outside or something you know
1. Well er well the well 
1. They didn't sort out bullying even though they saw it they just completely ignored it 
1. Which I found like rubbish
1. Well 
1. They bully er people bullied me cos I had autism and my friends as well used to mock me and my friends used to call us nasty names

This story comes in response to me asking Bilal what it was about school that made him feel anxious. He explained that sometimes the work was too hard but the main cause was that he and his friends were bullied and mocked by the other children. Bilal felt that the teachers did not sort out the bullying and it was ignored.Reflection: I wondered how Bilal felt in his mainstream school. He used words like ‘anxiety’, ‘nervous’ and rubbish’. These words come up repeatedly throughout Bilal’s narrative. I wonder if he felt anxious all the time when he was at mainstream school. 

Story Three - Anxiety About School (transcript lines 58-91)

1. Almost every day
1. yeah I did
1. I didn't sometimes I didn't want to go. I would usually have panic attacks or cry or you know 
1. Scary
1. Er I us I usually would just either cry or start to shake and did not want to show my face to anyone. 
1. Er only when I was overloaded like maybe not much 
1. But it was scary 
1. My mum used my mum used to help a lot.
1. She erm knew my needs and informed the teachers every time something would go on and she really did help
1. Well she like er used to tell me to breathe calm me down sit me in a quiet quiet peaceful room 
1. And yeah

Bilal describes that almost every day, he felt like he didn’t want to go to school. He described the panic attacks that he would have and how he would feel. On line six, he said that he did not have full panic attacks very much but that they were scary. Bilal then described how his mother would help him with his anxiety.
Reflection: Bilal said he would usually have panic attacks, cry or shake before coming to school. I wondered how often Bilal meant when he said ‘usually’ and what happened to help him to get into school despite feeling so distressed. Perhaps it was something to do with how his mother supported him. He describes her encouraging him to go into a ‘quiet, peaceful room’. The way he emphasised this by using both the word ‘quiet’ and the word ‘peaceful’ implied to me that the quiet room felt safe to him, and he valued being able to go to somewhere quiet.


Story Four - Friends and Bullying (transcript lines 93-113)

1. Er I did yeah some. They did have autism like me
1. Er they were kind understanding 
1. And er we did we were different from all the others 
1. But we didn’t like to think that 
1. We liked to draw we liked to doodle for like fun as like our hobby 
1. Er it usually would distract us from bullying er from people bullying us 
1. I would stay quiet 
1. Sometimes 
1. They did but it wouldn’t help that much. 
1. Cos they would just start it all over again. Like may be after a week or a day
1. Er like move them away from me like at the other side of the classroom er that’s one thing they did 

In this story, Bilal describes his friends in primary school. He said that they had autism like him and that they did not like to think of themselves as different from the others, but they were. This difference seemed to bring them together and strengthen their friendship. He said that they used to draw together to distract each other from the bullying. Bilal said that he would try to stay quiet when the bullying happened and that when the teachers tried to stop the bullying, it might stop for a short amount of time but then it would start up again.
Reflection: I wondered whether Bilal and his friends ever talked to each other about the idea that they were different from the other children and how they felt about that.

Story Five - New School (transcript lines 119-156)

1. No it’s really nice here no bullying lots of friends and the teachers are really understanding
1. Er a lot easier
1. My favourite thing I would say history
1. I like to learn about the past
1. Mm well I did like Ancient Egypt and Anglo Saxons
1. I like reading about it
1. Er they are understanding kind, like the friends in my previous school, and they do support me
1. I when I have a bad day they always er help me try to calm me down and I always thank them afterwards
1. They’re really kind
1. I would say about six or seven
1. Er some are in my class some are in different classes
1. Usually like to talk about how things are how our weekends have been how our afternoons have been

Here, Bilal talks about his current school and how it is better for him than his previous school. He says that the teachers are understanding, and the work is easier. He describes his friends as understanding and kind and he says that they help to calm him down if he has had a bad day. Reflection: Bilal continues to mention being understood throughout his narrative. It seems to be extremely important to him that people understand him and he appears to value this in his teachers and his friends. I noticed that Bilal was good at talking about and describing his difficulties in a clear and succinct way and I wonder if he developed that skill as a way to help people to understand him.

Story Six - Moving Schools (transcript lines 172-218)

1. Er I w same year I left school er 2020 and I came here in September
1. Mm I can’t exactly remember the actual date but 
1. Er that it would be a new fresh start 
1. Make lots of friends
1. Er cos 
1. My previous school 
1. Was hell on Earth 
1. And er I thought maybe because there are other people like me here they'd be more understanding you know.
1. Er I was a bit worried that I wouldn’t make any friends at first new faces 
1. But I wasn't the only new person here because Alex* who you previously spoke to
1. We came on the same day and we made friends like that day.

Bilal described how he felt about starting at a new school. He was looking forward to a new start and hoping to make lots of new friends. He hoped that the people in his new school would be more understanding than in his primary school. Bilal told me about his first time meeting Alex, an event that Alex described in the previous interview. 
Reflection: Bilal seems to be a lot clearer than Alex about his reasons for moving schools and he sounds like he was optimistic about the prospect of having a new start. I wonder if Bilal was more involved in the process and decision making around moving schools.


Story Seven - Visiting the Special School (transcript lines 222-233)

1. Er it was quite good. 
1. It wasn’t this school because we moved schools
1. Yeah it was the previous school 
1. And it was really nice er it was quite spacious and quite nice yeah
1. Er the people they were really nice kind and caring even though they didn’t know me they still waved at me which I thought was really nice
1. Enjoyable. So that was one thing I was looking forward to, making friends 
1. Er they were kind they greeted me I er said hi got talked about ourselves a bit got to know each other 

In this story, Bilal describes what it was like when he went to visit his special school. He described how the people in school were friendly to him even though they did not know him. As Bilal was talking about this experience it seemed like this was a good memory for him and that he felt happy and relieved to be going to the specialist school.

Story Eight – Bullying (transcript lines 249-269)

1. Hard 
1. Cos mainly all the boys in my class were bullies and used to hang out together and bully all my friends.
1. Not at breaktimes usually in our free time when we had lessons had finished
1. Er me and my friends just like talked about how we are and played games er 
1. Er like making our own dinosaurs, hide and seek 
1. Quite hard 
1. Er try to avoid them but sometimes, some days were not good days
1. Er I did but nothing I did kind of mattered that much
1. Well they said 
1. They're going to talk to them the bullies and they were going to try and sort it out 
1. Though nothing happened there maybe stopped for a day or a week like I said before
1. But then it happened all over again

In this story, Bilal talks in more detail about the bullying that he experienced. Bilal said that all the boys in his class were bullies (excluding him and his friends) and that they had to try to avoid the bullies during break times. Bilal again described how the teachers were not able to stop the bullying. I got the impression from talking to Bilal that he and his friends felt that they had to sneak around and try hard not to be noticed so that they wouldn’t get bullied.

Story Nine - Anxiety in School (transcript lines 273-308)

1. Er well the anxiety I had to tackle that along with work and bullies and yeah
1. Well bullying
1. Er pressure from work and yeah
1. Well I like say 
1. We had a test and we had to like complete it in half an hour 
1. None of the questions I knew 
1. And it was quite challenging and hard
1. Well might have to go to the head teacher’s office or like cos they think you might refuse to do work you know 
1. So it was quite challenging 
1. Well that is if they think you’re not doing work 
1. So if they knew that like say you need to get your head in the game or you know something like that and pressure you into doing it
1. Mm may be anxiety attack or for me that is scary 
1. I tried not to do it at school as much I used to do it all the time at home
1.  You know once 
1. I was overloaded with anxiety 
1. It happened at school though 
1. I would try not to do it in school because like bullying wise they would like start to make fun of me even more you know
1. Nothing would change
1. Erm somethings changed like maybe one bully less or

Here, Bilal talks in more depth about his anxiety. He describes worrying about having to go to the head teacher’s office if he was not able to do the work because his teachers might think he was refusing to work. It wasn’t clear whether this actually happened to Bilal or if Bilal had seen it happen to other children and was worried it would happen to him. Bilal said that being pressured to do his work might cause him to have an anxiety attack but that he tried not to have anxiety attacks at school. This is because he was worried that an anxiety attack would trigger the bullies to pick on him. Bilal would mask his anxiety until he arrived home.Reflection: I wonder what it was like for Bilal to experience this level of anxiety and uncertainty every day. This story also makes me think about power again and the power that the teachers seem to hold over Bilal to pressure him to do his work. How come they do not seem to have the same amount of power over the bullies? What does Bilal think about the fact that the teachers cannot seem to prevent the bullying or make him feel safe?

Story Ten - Mainstream Teachers (transcript lines 310-320)

1. Er they were kind 
1. But they didn’t know my needs some were just pure mean
1. Well that I struggle with anxiety my handwriting at the time I used to shake my hand used to shake and er I if I thought that my writing wasn’t perfect I would get into trouble or I’d get shouted at and that pressure led my writing to really bad because my hand kept on shaking 
1. Er at first but then my mum told the teachers what was happening and eventually it moved and my anxiety went down a bit 

Bilal describes the teachers in his mainstream school. Bilal said that although some teachers were kind, they didn’t understand his needs but that some teachers were just mean. Bilal also explained that when his mother spoke to the teachers about his needs, things changed slightly, and his anxiety reduced.
Reflection:
· What did Bilal mean by ‘just plain mean?’
· What did these teachers do?’


Story Eleven - Helpful Teachers (transcript lines 327-359)

1. Maybe might have one worry or two but it gets its less than what happened before 
1. Like tone of voices 
1. That's one thing I really worry about I can‘t tell the difference between like er normal talking or angry people getting angry I can’t tell the difference 
1. And I get worried about it 
1. Er they talk calmly to me make sure sure they I er understand what I’m doing 
1. And yeah 
1. Er they listen to my worries they make time for me to like talk if I need to and it’s better than what happened in my old school
1. Er it's a TA called not TA sorry a teacher my teacher called Miss Lound* she’s really helpful
1. Er I did have a 1:1 who I would talk to she was really kind
1. Er she would try to help me as much as she could
1. Er she calmed me down she had a calm voice with me and yeah
1. Er she did take me out and said if I have any worries like a debrief at the end of the day er she talks calmly to me and er lets me know what her voice is like and if it’s like mad or not. She says she is only mad with other people she knows I don't disrupt the lesson I don't do anything she said

Following on from the previous story, Bilal talks about the teachers in his specialist setting and how they are able to help him. Bilal explained how he sometimes struggles to understand tones of voice and this means he does not always know whether people are angry with him or not. He said that the teachers at his specialist school understand this and describe what tone they’re using and talk to him in a calm voice. Bilal described his relationship with a teacher and how she listens to his worries and makes time for him.
Reflection: Here, Bilal describes some things that a teacher has done to help him to understand that he isn’t in trouble. She describes her tone of voice to him and how she is feeling and offers Bilal a debrief at the end of the day and 1:1 time to reflect on his feelings. These are things that may be helpful to other children and could be implemented in any school.

I wondered if Bilal’s difficulty with tone of voice led to him being more likely to perceive that he was in trouble or that he could get into trouble than he actually was when he was in mainstream school. Did any of his mainstream teachers help him with this?


Story Twelve – Crowds (transcript lines 420-470)

1. Well I don’t do good around big crowds
1. Er s er that’s not that many crowds here and so it’s easy to relax here
1. Er there used to be a sensory room in our old site 
1. That was er I never went to it 
1. But that was because that was because there weren’t that many crowds
1. Well the hall used to be quite big 
1. And er on the playground it was like hell for me cos you know
1. Mm there was some I would usually tend to find an area that hasn’t got too much people like and just go there
1. No I would usually just like hide my face from everyone and yeah 
1. Er I would try to try to block all the noise out?
1. Well it took a long time to learn 
1. But I would just think about other things you know
1. There’s one which I got from a book which I’ve been reading. 
1. It's a breathing technique I’ve learnt
1. Well you put your index finger around your hand when you breathe in you move your finger and when you breathe out it goes down. You go all the way around
1. Maybe if I have an anxiety if I’m anxious or like er if I’m worried about something you know
1. Well the er when I’m on tables which are quite loud
1. Or when I’m in a crowded situation you know

Bilal describes his struggles with big crowds and noise. He said that that is not too much of a problem in his current school because there aren’t usually crowds, but in his primary school, he experienced this problem many times. Bilal explained that he would try to find somewhere quiet to hide and he developed a technique to block the noise out. Bilal described a breathing technique that he learnt from a book and explained that he uses it if he feels anxious.

Story Thirteen - Outside School (transcript lines 486-523)

1. Mm well I like to watch TV and I like to doodle
1. Er and I like to torment my sister a lot
1. Well I sometimes sneak in her room hide in a cupboard when she comes in you know what comes next
1. I once did a prank on my mum 
1. Where I got this bat for Halloween put it on top of the door, hung it on something 
1. So when she opened the door the bat came down and falls in her face
1. I usually only see them at school but my friend from my old school I do phone him every Sunday
1. Er we do play tic tac toe together
1. My friend’s really good at it
1. I'm really happy I usually tend to rub it in my friend’s face. We usually rub it in each other faces when we win

Here, Bilal talks about what he likes to do in his free time. He talked about playing pranks on his family. As Bilal described this, he was happy and laughing. This was almost a different Bilal to the person who was describing being so anxious that his hands were shaking too much to write. Bilal also talked about playing Tic Tac Toe online with a friend from his previous school. This illustrated to me how important friendships are to Bilal and that he makes an effort to keep in touch with his friends. 

Story Fourteen - Good Days and Bad Days (transcript lines 526-554)

1. Er well I usually tend to have good days on Friday 
1. Cos in the end we usually tend to do no work and we get interact with each other
1. And there’s a lesson in the afternoon where we learn how to interact with each other
1. Life skills communication 
1. Yeah it’s really fun
1. Well I’d have all my hard lessons and er mainly have the teachers that I dont like as much 
1. Not that I don't like you know like
1. Er in a list of favourites the non favourites you know what I mean
1. You’ve got me thinking now er maybe er
1. When my friend has good news or I have good news or we find a good game to play with each other
1. Or when I actually get to do the work or something on my level
1. That would have been hell on earth 
1. And I'd be bullied er teachers would be pressuring me to do more work think I'm not doing anything I'm just staying there daydreaming
1.  Even though I'm trying 
1. Which is quite hard

In this story, Bilal describes what good and bad days would be like in his current and previous school. Bilal describes life skills lessons in his current school where he has the opportunity to interact with his peers. On a bad day in his current school, he described that he would not have his favourite lessons. Comparatively, a bad day in his previous school is described as ‘hell on Earth’ with bullying and a lot of pressure to do work that is too hard. This story again illustrates the value that Bilal places on his friends. His friends feature in both of his good days and a friend having good news would be included in a good day for him. 

Story Fifteen - Getting into Trouble (transcript lines 561-603)

1. I would usually keep quiet. Sometimes it’s best to not say anything
1. Er I’d just bottle it all up or I’d have a anxiety attack
1. It was quite hard
1. I used to get shouted at and 
1. It was quite hard
1. Er we didn’t have detentions but sometimes we’d have to stay in on our breaks
1. Er once
1. Well I er it was fire alarm 
1. And er people were pushing and er I was told to get to the front and the teacher thought I was running 
1. Even though there were a lot of people pushing and like 
1. It reminds me of it reminds me of the experience I had in my old school
1. Er im not entirely sure about that yet maybe it depends on what teacher I have 
1. Well they are kind and understandable 
1. But they don't know all of my needs yet 
(When asked if he felt that he would get into trouble if people didn’t understand his needs:) 
1. Well er I'd say yeah

In this story, Bilal talks about getting into trouble. He described the experience of getting into trouble and being shouted at at his primary school and said that he found this hard. Bilal wasn’t sure whether or not he would get into trouble in his current school. He felt that that was dependent on the teachers fully understanding his needs. Reflection: Bilal still seems to experience many of the same anxieties that he did at mainstream school. He still worries about not being understood and getting into trouble however he is able to cope with these worries in the specialist setting. It would be interesting to know in more detail how the staff in Bilal’s current setting support with his anxieties. 

4.4 Conclusion

Here, I will summarise each of the participants' narratives in a Gestalt way (Hollway and Jefferson, 2000) with the intention of telling each participant’s story as a whole and drawing together the key points from each interview. Following the summaries of each interview, I present a final paragraph highlighting the key narratives across the three interviews.

James talked about how he found mainstream school loud and overwhelming. He felt scared of the teachers and the other students; scared to ask for help and scared to attend his lessons. He described his French lessons where he was unable to understand what was going on. James described how he felt that everyone hated him, including his family. Eventually, James was put into The Unit with other young people who were not engaged in learning. He said that in The Unit he did not complete much work and neither did the other students, James seemed to regret all the learning he had missed. He described the staff as nicer than the teachers in the main school but still angry and they did not seem to want to be there. The way that James described his mainstream school sounded loud, relentless and frightening. The only positive thing that James described of his mainstream school was seeing his cat who would wander into the school grounds. James also said that he disliked his current school. He said that he still found people annoying and could not identify any friends, however James appeared to blame himself for this, describing himself as intolerant. James did say that his headaches had reduced since being at his current school and he was able to describe times when a staff member (Charlie) was able to support him. 

Alex’s first story was about receiving his autism diagnosis letter and how he linked this with being able to start at his specialist school. This made me wonder about the power that piece of paper or the professional who had written it held in Alex’s life. Before receiving the diagnosis, Alex described feeling pushed by his teachers to attend the local mainstream school although his mother did not want him to go there. He felt that this changed after his diagnosis. It did not seem that Alex had very much say in where he went to secondary school and he said that he was not sure what he wanted to do. Alex talked about feeling anxious and having panic attacks before school, however Alex did not go into a lot of detail about how his anxiety affected him and he seemed to minimise his experiences of it. Alex talked about meeting Bilal on his first day. When he talked about social situations, he appeared happy and confident however he later described anxiety related to going into another classroom. I wondered whether Alex’s anxiety was more severe that he was willing to share with me. As a participant in this study, he was identified to me as a young person who had experienced EBSA and he mentioned having panic attacks during the interview. Alex talked about his experiences with sports in his mainstream school including an incident of bullying and later being a ball boy and then choosing to just watch the others play football. I wondered if this was connected to what he said was his difficulty with hearing, that I interpreted as difficulties with processing. Perhaps Alex finds it difficult to follow what is happening in a football game and in school more generally. 

It was really important for Bilal that the adults at school understood him and his needs. He talked about this in the first story that he told, as well as mentioning the bullying that he and his friends experienced in primary school and how they felt they had to hide from the bullies. Throughout his narrative, Bilal talked about how he felt that he could get into trouble if the adults did not understand his needs. He described how his mother advocated for him and his hopes that at his specialist school, the teachers would understand him better so he would not need to worry as much. These stories made me wonder about how Bilal perceived the power that the teachers had. He believed that he would get into trouble and that he was pressured to do work, but the teachers also seemed unable to stop the bullying. I considered what Bilal thought about that. Bilal described that there was no bullying at his current school. It seemed clear to me that Bilal’s friendships are very important to him. He talked in detail about his friends and described how they spent time together and supported each other. Towards the end of his narrative, Bilal described how he found tones of voice difficult to understand and sometimes he was not sure if people were shouting at him or not. He mentioned how staff in his current school were able to help him with this.

Throughout each of these three narratives, the idea of power seemed to be a prevalent undercurrent. For Alex, I reflected on the power that his diagnosis letter seemed to have on his future and that power that his autism had over his perception of control in his own life. For James, the power appeared to be held by the adults around him who decided what school he went to, and for Bilal, power related to his teachers, who had the power to pressure him to do work but seemingly had no power to prevent the bullying he experienced. 

All the participants talked about being anxious or scared in relation to school, or while they were at school. James and Bilal talked about angry teachers and feeling scared in school about the work and the noise. Alex and Bilal described having panic attacks before school. All three participants talked to a certain extent about struggling with loud and busy environments. Bilal and James both seemed to talk about feeling under pressure. Bilal explicitly said that he felt under pressure to complete work that was too hard for him and the way that James described his mainstream secondary made it sound to me like an intense and pressure-filled environment. Peer relationships also came up in all three narratives, in different ways. Alex and Bilal had both experienced bullying in their primary schools and James described the peers from his mainstream secondary as a ‘goblin horde’. Alex and Bilal had made good friends in their specialist school and Bilal had held onto a friendship from primary school. They both told me the story of how they met each other and made friends. James mentioned one friend called Ben, but it was unclear how they knew each other. James described finding everyone annoying but considered this to be his own fault. I wondered if James’ peers would consider him a friend.

In the discussion chapter, I will explore these findings in more detail alongside my own reflections, drawing upon relevant literature. I will refer back to research questions for this study and consider the extent to which these have been answered. Finally, I will discuss the implications for this piece of research and its limitations.

Chapter 5 - Discussion

Within this chapter, I will discuss some of the shared stories that I perceived the participants told me through their individual narratives. These relate to power; anxiety fear and anger; bullying and peer relationships. I will refer to my findings in the previous chapter, and to the literature. I will also consider what I feel it is important to learn from each participant’s experiences. My research questions will be addressed in light of this discussion and the implications of this research, and its limitations will also be considered.

5.1 Aims and Research Questions Revisited.

The aim of this research is to find out what young people with a diagnosis of autism who experience anxiety related to attending school (and whose needs might be described as EBSA) say about their experiences of attending mainstream school, transitioning to a specialist setting and attending a specialist setting. This is currently an evolving area of research and there is limited research that that utilises the voice of young people, therefore a further aim of this research is to promote the voices of these young people and draw attention to their experiences as told through their own stories. It was important for me in this piece of research to keep the young people’s narratives whole as this piece of research takes a humanist philosophy and assumes that people are able tell their own stories (Schneider at al, 2014). I know from my own experience that young people such as the participants in this research are able to tell their own stories and it was important to me that they did this because story telling has the potential to be emancipatory and empowering (Oliver, 1997).

The main research question for this study is: How have young people who have a diagnosis of autism, and who have issues with school attendance that could be described as EBSA, experienced attending both mainstream and specialist schools? 

Within this, there are three sub questions:
· How have young people, currently attending a specialist setting who have a diagnosis of autism, and have issues with school attendance that could be described as EBSA, experienced mainstream school?
· How have these young people, who have gone on to specialist settings, experienced their transition?
· How have these young people experienced attending a specialist setting?
· What can we learn from these young people and their experiences?
5.2 Power
Power seemed to be a thread within all three of the narratives. Although the young people did not mention power specifically, the stories that they told made me consider power and wonder about who held the power in their lives. For all three young people, it seemed to be the adults around them who decided which school they went to and why. Alex described his mother receiving his autism diagnosis letter and he seemed to link this to his move from mainstream to specialist school. Alex said that he wasn’t too sure initially about going to the specialist school but neither did he seem able to elaborate further on the decision-making process. It seemed to me that the professionals who confirmed Alex’s diagnosis of autism held the most power in the decision making since it was this letter that appeared to change his educational future, from Alex’s perspective. Billington (2000) argues that having a diagnosis takes power from individuals as the diagnosis can be viewed as an objective truth separate to that person’s experience. In Alex’s view, the diagnosis letter is the direct cause of the decision for him to move schools. This decision would impact Alex’s future and offer or take away potential social and educational possibilities. James also described moving from one school to another. The way he described it made it sound as though he was in school one day and then suddenly, he moved. He wasn’t able to elaborate on the transition any more than that, which made me think that he had not had any say in what happened. The Special Educational Needs Code of Practice (Department for Education and Department of Health, 2015) states that parents of children who have an EHCP have a right to state a preferred school for their child, however, in my experience, parents often ask teachers and other educational professionals, who might potentially provide a biased opinion, for advice. There is no guidance suggesting how much say a young person should have in choosing their educational setting, although the UNCRC does state that all children should have the right to have a say in matters that affect them (UNICEF, 1989). Lundy (2007) put forward four criteria to ensure that children and young people’s voice is heard in a meaningful way: space, voice, audience and influence. These criteria do not seem to have been applied to these young people to allow them to have any input in choosing their secondary school although this is a major decision that will continue to affect them throughout their lives.Reflection: This idea made me reflect on the school that I taught at. The young people and their families had often fought hard to gain a place at that school however we did not offer a full range of GCSEs. For some young people and families, this meant a further fight to access the qualification they wanted or another school move. I wonder if some young people missed out on qualifications because they were not offered.

I wonder if Alex, James and Bilal will be able to access all the educational experiences they want and how attending a specialist school will impact their future. 

Alex also talked about being a ‘picky eater’ and this seemed to frustrate him. I wondered whether Alex felt empowered to change things about himself that could be connected to his autism, or did he see these things as fixed with his autism and the diagnosis letter having power over how he viewed himself (Billington, 2000). Bilal’s narrative made me think about the power the teachers had over him to make him feel pressured to complete work that was too hard for him. He described how he was worried about getting into trouble if he did not complete the work, however he also described how the adults were unable to stop the bullying he experienced. This suggested to me that Bilal felt that the bullies held even more power in school than the teachers did, as he explained that although the teachers tried to talk to the bullies, things did not change. Bilal also described the teachers seeing the bullying taking place but ignoring it. It is possible that the teachers did not realise the impact that this had on Bilal and his friends, or that they felt powerless to stop it.
The idea of power relates to my second sub-research question about how young people experience transition. The young people in this study did not say very much about the transition between schools and did not seem to have involvement in the process. When I asked them to reflect on the transition and what it was like for Alex and Bilal, it coincided with their move to secondary school, so it was a natural transition point for them. Alex described feeling pressure to go to the mainstream school initially, but his diagnosis changed that. Bilal described having the opportunity to go and visit the school before he started, which indicated that he had more involvement in the transition than Alex or James. The young people in this research did not really speak about their transition between mainstream and secondary school, and when they did, it felt to me that their voice had not been heard in the transition process, which implies an absence of power and control in their lives. This affected the young people in different ways. James had a lot of anger about his school experiences and did not describe himself as happy in either setting, which left me wondering what exactly he wanted from an educational setting and how he would describe a learning environment where he would be happy. I felt that Bilal had placed a lot of trust in his mother to make decisions in his best interests and he seemed happy with the educational experiences he was having. Alex appeared confused about why he had not gone to mainstream school. He was clear from how it had been described by other members of his family that it did not sound like a pleasant place to be, but he did not seem sure why his mother felt that the special school was the best place for him. When asked, he was not sure what he thought about attending the special school, which made me wonder if he was not used to expressing his views in this way.
5.3 Anxiety, Fear and Anger

Research shows that young people who experience EBSA are likely to also experience fear and anger in school (Tamlyn, 2022) and that autistic young people are more likely to experience anxiety (Adams, 2021). All three young people talked explicitly about feeling fear and being anxious. James described being scared all the time in his mainstream school. He was scared of the teachers and felt they were constantly angry and did not want to be there any more than he did. James also described feelings of anger when he was in his mainstream school, and he described how his primary peers seemed to change when they started secondary school. The change from primary school to secondary school appeared to be the turning point for James in terms of EBSA (Neal & Frederickson, 2016; Tso & Strnadová, 2017) because he described how his peers suddenly seemed to change from being friendly to not wanting to associate with him, and he described that he was scared of making a mistake in the lessons and eventually stopped going into them. Bilal described being afraid of his mainstream teachers and feeling pressured to complete work for fear of getting into trouble. Each of these young people gave me the impression that they felt afraid every time they were in their mainstream school but that this fear was interspersed with small moments of happiness: for example, James’ cat; Bilal’s friends and Alex’s ice cream van. My research design meant that the young people led the storytelling however perhaps if I had asked the young people to recount happy times in mainstream school, I would have gained a different impression. The words that James used made the experience sound intense and overwhelming. Even when Bilal was spending time with his friends, he was always needing to be vigilant to ensure that they were safe from bullies. Research has shown that young people who experience EBSA, tend to have less effective emotional regulations strategies (Hughes et al, 2010). Later in his narrative, Bilal spoke about the coping strategies he had developed since being at the special school, to counteract his feelings of anxiety. He also described the support that his mother gave him to cope with his emotions. Having a set of coping strategies such as those Bilal has developed has been shown in research to be supportive for young people who experience EBSA to reduce and cope with their emotions (Bitsika et al, 2022a).

Alex also spoke about anxiety, however in his narrative, I felt that there was more to his experience than he was willing to tell me. He described having a panic attack before starting his new school and feeling anxious when he had to walk into another class. Despite this, Alex often seemed to minimise his experiences of anxiety. This could be because I was a stranger to Alex before this meeting, so he did not feel comfortable to talk about his anxiety in too much detail. It also might be that the memory of the anxiety does not seem as intense for Alex as it was in the moment that it was happening. This also made me think of the contradiction when Alex told me that his mother felt that the mainstream school would be too noisy for him but later told me that he was not sensitive to noise. Perhaps Alex used to be more sensitive to noise than he is now. Equally, perhaps he was used to experiencing more intense anxiety than he does now. 

All three of the young people described continuing to have feelings of anxiety in their specialist settings. James described running away and hiding when he first started, and his feelings about himself in relation to making friends. Alex talked about his anxiety when walking into unfamiliar classes, and Bilal spoke of still feeling worried that he could get into trouble if the adults he worked with did not know him well or understand his needs. Bilal did say that this was not the case at the moment, but it was a worry for him with any new staff with whom he worked. James acknowledged that his headaches had reduced since attending his new setting. 

This finding links to my first sub-research question which asks how these young people experience mainstream school. All of the participants reported feeling anxious and scared in their mainstream schools, with James also talking about feelings of anger. James’ descriptions of his feelings, in particular, evoke an image of constant fear and anxiety in a hostile environment. This finding also links to the third question which asks how the young people experience the specialist setting, since all three of them describe continuing feelings of anxiety. Bilal’s worries are connected to the possibility that adults may not understand him so he might get into trouble. James describes that in his new setting, his headaches have lessened but not gone completely. This indicates that each of the young people may need ongoing support to reduce and cope with their anxiety. This might be something that their specialist schools are able to offer, since all seemed to have reduced anxiety since starting at specialist school. However, I also wonder if their prior experiences have left a lasting impact and result in continued feelings of anxiety related to school. As James described, “it’s still work to do, still get annoyed still get angry sad” … “it is quite comparable if you ask me” (Appendix E, line number 565-566). James also described feeling that his family hated him when he was at the mainstream school and that they are still not that fond of him now. Research shows that when young people experience EBSA, this can be a source of tension within the family which may indicate why James feels this way (Prabhuswamy, 2018). It is possible that any school context could be difficult for these young people to navigate meaning that their feelings of anxiety, fear and anger could occur in any setting. However, it is also important to note that these states of feeling are experienced by everyone throughout their lives and are not necessarily of concern. 

5.4 Bullying

Alex and Bilal both said they experienced bullying in their mainstream school. Bilal described ongoing bullying that his teachers were unable to control. He said that he and his friends were targeted because they had autism and they had to be vigilant and hide from the bullies at break times. Alex described a single incident when a peer made a comment about his weight and made him fetch a tennis ball. He said that he did not always understand when people were verbally abusive to him, but this time he did. This implied that this sort of thing happened repeatedly to Alex, but he did not always realise it at the time. Perhaps this made him more vulnerable to bullying. James did not talk about bullying specifically but he described feeling fearful of his peers at secondary school. James said that his friends at primary school stopped associating with him at secondary school and became more threatening. Research has shown that young people with autism are at higher risk of being bullied and that this can be a risk factor for EBSA (Bitsika, 2022a; Bitsika 2022b; Sobba, 2019).

This illustrates an aspect of experience in mainstream school that these young people do not talk about experiencing in their specialist settings. Bilal explicitly said that he preferred being in the special school because there was no bullying there, and he felt that everyone was friendly.

5.5 Peer Relationships

Bilal was the only participant who talked in detail about having friends in his previous school. Alex said that he had always had a big friendship circle in and out of class but did not go into any more detail about his friends in primary school, except to mention that he had been friends with the boys that were unkind to him with the tennis ball. Alex and Bilal both told me about how they met each other. This indicated to me that their friendship was important to both of them and as they both told the story in a similar way, I wondered if they retold the story often to each other? Bilal spoke about friendships the most out of the three participants. It was clear that his friends were really important to him and a source of support to him. Research shows that people with autism have difficulty making and maintaining friendships because of their social communication difficulties (Petrina et al, 2014). This may be why the friendships that he has are so important to Bilal and why the time they met is such a key memory for both Alex and Bilal. Bilal described that all of his friends at primary school had autism and in specialist school, both young people seemed to have made friends quickly and no longer experienced bullying. Research shows that autistic young people are more likely to make good quality friendships when their differences are normalised and they find people with whom they share interests (Sosnowy et al, 2019). Although the participants may find it difficult to make and maintain friendships, this does not mean that friendships are not important to autistic young people (Sosnowy et al, 2019). Perhaps their needs and social vulnerabilities make friendships even more important.

James only mentioned one friend, Ben, and did not give any more detail than that except that he would like to go to college with Ben. He described most of his peers at mainstream school as scary, although there were some people he got along with. In his specialist setting, James seemed to get along well with most people, but he did not describe any of them as friends. He said he found people weird and annoying but identified this as a fault within himself and that he felt that his peers were good people. 

This finding links to my first sub-research question and it indicates that part of the experience of mainstream school is having friendships. This particular aspect of experience is quite different for all three participants. Bilal talks about his friends in detail and describes that he is still in contact with one from primary school whereas James does not identify any particular friends from his mainstream secondary school. Alex explains that he always seems to have a lot of friends but the story about the tennis ball indicates that it is possible that he is at risk of being taken advantage of by those friends. This finding also links to the second sub-research question as it is implied that Alex and Bilal have lost some friendships between primary and secondary school which they may not have done if they had attended their local school. Finally, it links to the third sub-research question since it indicates that friendships are an important aspect of experience in special school. It is only James that is unable to identify any friendships in school however he can identify people that he gets along with in his special school.

In summary, the findings from this research indicate that the young people I interviewed with autism who experience anxiety related to attending school do not seem to have been empowered to contribute to decisions around their education. They experienced a high level of anxiety related to attending school and this anxiety has continued between settings, suggesting that young people with autism and high levels of anxiety need to be adequately supported to express and cope with their emotions related to attending school to ensure that their needs are met. Good quality friendships are also important to, and valued by, these young people, however, they are often at risk of bullying and may need support to ensure that they feel a sense of safety and belonging in school.

5.6 Limitations of this Study 

The participants' narratives were co-constructed during the interview and were therefore shaped by my thoughts and interpretations in that moment. The questions and prompts that I chose to use in response to the participants have shaped the stories they told me, and it is possible that I missed out on eliciting certain stories because of those choices. Throughout my findings, I have recorded questions and thoughts that occurred to me during the interviews and the subsequent analysis so that I, and the reader, can reflect on and engage with the stories being told. It is also possible that readers of this research will identify different questions and different interpretations from the transcripts. Approaching the analysis in this way and being transparent about how my interpretations were developed is consistent with the argument that a positive quality of narrative research is that it produces co-constructed, therefore richer, knowledge. (Willig, 2013). It was important to me in this piece of research to allow the young people to guide the discussion and as a result of this, I found that the issue of transition did not come up as frequently as I thought it might which led to me to draw conclusions related to power. However, if I had approached the narrative research in a more structured manner with an explicit focus on transition, combined with an activity designed to draw out this information, I may have learned more about their experiences with transition.

This study only looked at the stories of three boys in the north of England therefore the findings can not necessarily be applied to other young people. However, the intention of qualitative research is not to generalise but rather provide rich information about the experiences of these young people in their own words (Chenail, 2010), which is a valuable contribution to research in this area as young people’s voice is absent in a lot of the literature. This research addresses Lundy’s (2007) model for meaningful research participation by participation since it provides a safe space within which the young people could express their views and feel listened to. I provided this space by utilising the therapeutic skills of attention giving, observing, active listening and responding (Ingram and Robson, 2015). This thesis also provides further opportunities for the narratives to have a wider audience. I hope that my research will also have an influence on practice as I intend to disseminate my findings to my educational psychology service in the first instance and then more widely to other services and educational settings and via publication.

During the interviews, I asked young people to recount stories from a time in their lives that could have been distressing for them. For that reason, I felt it was not ethical to return to the participants with my findings and interpretations; however, I have ensured that the participants' own words are presented fully and that my interpretations are separate so that the participants' voices can be prioritised as it is not possible to be completely impartial in my interpretations. During the interviews, I did not identify any distress in the participants however, I still chose not to return to them with my findings as I was concerned that the power imbalance between us may lead to them confirming my interpretations of their experience or impacting on their understanding of themselves (Hollway and Jefferson, 2000). I was also aware that it is common for people with autism to mask their emotions and I may not have been able to identify distress in the participants as we did not have a pre-existing relationship (Miller et al, 2021).

This means that in this research, I was not able to establish correspondence, meaning that the participants did not confirm my findings (Riessman, 1993). However, referring back to Riessman’s (1993) other criteria for quality research, the findings in this research are based on the young people’s voice which has been preserved throughout the analysis with the intention of making my research convincing. The study will also, hopefully, contribute to future research and knowledge in the area of autism and EBSA since it provides voice from young people which is currently absent in the literature. I would therefore like to think that this study will have pragmatic use (Riessman, 1993).

Towards the start of my findings section, I made a statement about my bias as a researcher. It is possible that unconscious bias as a former teacher in a specialist setting where young people with autism had previously experienced anxiety related to school may have influenced the direction of the interviews and the interpretations that I came to. However, throughout this research I have aimed to be as reflexive as possible and to address this bias where I can. My findings are presented in a transparent manner, with my interpretation sitting underneath the participants’ stories to indicate how they have been co-constructed through the narrative process.

5.7 What can we Learn from Alex, Bilal and James? Implications for Practice and Future Research

Implications for School Staff

The three interviews demonstrate how different each young person’s experience of school can be. It is highlighted in current research that all cases of EBSA are different (Baker and Bishop, 2015), therefore it is important for adults working with young people with autism and anxiety related to attending school, and arguably any young person, to get to know them and to understand the issues that are contributing to their anxiety. Bilal talked about the importance of adults understanding his needs so that he felt safe in school. Adults in school need to have a good understanding, not only of the EBSA and autism, but also of the individuals themselves.

Bilal and James both spoke of feeling scared of teachers and worrying about being shouted at or getting into trouble. Bilal described how his teachers in his new school helped him to understand their tone of voice and feel safe and James was also able to reflect on how the staff helped him. It seems important for adults working with young people with similar needs to ensure that they build positive relationships and trust so that the young people feel safe (Robertson et al, 2003). James talked about feeling that the adults in his mainstream school were all angry and did not want to be in the school. This seemed to contribute to him not feeling safe and comfortable in the school, thus it is important for adults in school to speak calmly and behave in a friendly way (e.g., by smiling and making conversation) in a way that is authentic and believable so that they are more approachable. Maslow’s (1958) Hierarchy of Needs demonstrates the need for a person to feel safe and to feel a sense of belonging before they are able to learn effectively and reach their full potential. There is a body of research that identifies practice that can be used to promote feelings of safety in school for autistic young people. McAllister and Sloan (2017) describe that autistic young people should be given the opportunity to give their views on their educational environment to ensure that it is as autism friendly as possible. Similarly to this, Goodall (2018) stated that young people need support which is specific to their needs in order to access and thrive in education which he claims contributes to feelings of safety. He also highlighted the importance of young people feeling that they belong, feeling valued and being treated in a way that they view as fair in order to feel a sense of safety in school (Goodall, 2018).

Bilal and James both spoke of not being sure of the expectations for learning. Bilal felt under pressure to complete work that was too hard for him and worried about getting into trouble, and James described an experience in French class where he did not understand the language. For me, this shows that it is important for adults working with young people with similar needs to make expectations clear and accessible for individuals. Perhaps James would have felt more comfortable if he understood that the other students were not fluent in French, and Bilal would have felt more comfortable if he knew it was acceptable to simply try his best with the work. Having a usable strategy to ask for help in class may have also been helpful for them.

I feel that the young people’s narratives also highlight how important it is for schools to have a clear and enforceable anti-bullying policy to ensure that all young people feel safe with their peers. Bilal described bullying that the teachers were unable to stop, James described social isolation and losing his friends from primary school and Alex described verbal bullying that initially was not recognised by him (Humphrey and Hebron, 2015) and did not seem to have been identified by the teachers either. The overarching implication from the findings of this study is the importance of school staff providing young people with autism who experience anxiety with a safe space where their feelings, needs and concerns can be heard and acted upon. Research has shown that if a safe and autism inclusive environment is provided, young people who have experienced EBSA show an increase in achievement and attendance (Higgins, 2022; Preece and Howley, 2018; Tamlyn, 2022) and that a relational and person-centred approach, alongside a gradual reintroduction into school can support young people to re-engage with education (Chian, 2022; Sawyer, 2022). If this had been offered to the young people in this research, they may have felt a greater sense of belonging in school and felt more empowered to speak out about their needs and access support when things became overwhelming. 

Implications for Educational Psychologists

Educational psychologists are well positioned to work systemically with schools to facilitate the implementation and evaluation of policies and practice (Cameron, 2006). Educational psychologists would not only be able to support schools to design and implement an anti-bullying policy, they would also be able to support staff with strategies to build relationships with students and ensure that they feel safe in school. At a systemic level, they would be able to evaluate current practices in school and facilitate changes to support young people. It is important to be cautious in this however, as research has shown that sometimes when adults intervene in young peoples’ friendships, for example, this can go against their wishes (Calder at al, 2013). As this research has indicated, it is important that the views of the young people determine how this kind of activity proceeds. Educational psychologists have specific training in gathering voice from young people in creative ways. These skills can be utilised to gain an understanding of the specific issues affecting individuals, such as young people experiencing EBSA, to support change that enables them to have a better experience of school. Educational psychologists are well placed to support schools to consider power relationships and how they listen to young people, perhaps through training or within consultations, by drawing on models such as Lundy’s (2007) or asking staff to reflect on Billington’s (2000) writings about how we speak of children.

This research also suggests there could be more opportunities for special schools and mainstream schools to work together and share skills in areas such as reducing and coping with anxiety and building relationships. An educational psychologist who works across multiple schools would be able to facilitate an opportunity for staff from different schools to work together and learn from each other so that young people with autism for whom anxiety is a barrier to them attending school, such as Bilal, Alex and James, can be adequately supported regardless of which school they attend. As well as this, educational psychologists could utilise their skills in systemic practice to bring together key adults to support transition between schools for young people and to facilitate discussion between these adults to ensure that the transition is as successful as possible (Cairns & Fursland, 2008). Educational psychologists can also facilitate information sharing between settings and be involved in planning stages before the transition occurs to facilitate communication between professionals and families and advocate for young people (Morris and Atkinson, 2018). 

Conducting this piece of research has also led me to be more reflective about my own practice and the power that any report that I produce may hold in that young person’s life. I have also considered my questioning style during consultations. I try to ask opened ended questions to gather information that the young people and families consider to be important before I move to asking more specific questions and I build the consultation around the information that they provide. I feel that this approach makes my consultations more person centred.

Implications for Future Research

This research tells the stories of three young people who have diagnoses of autism and who have struggled to attend mainstream school and gone on to attend specialist settings and has set out what it is we can learn from their experiences. However, despite providing an account of these young people and their specific experiences, it also raises questions that could be addressed through future research. It would be interesting to conduct further interviews in this style to find out if other young people's experiences in different parts of the country and in different types of schools are similar, and to find out what more can be learned from them. This would add further richness, and potential complexity, to our understanding. In this study, Alex and Bilal attend the same school and James attends a different school. It would be interesting to know if other young people at Alex and Bilal’s school have similar experiences to them and if other young people at James’ school have similar experiences to him.

All the young people in this study described a reduction in feelings of anxiety in their specialist school and Bilal described not experiencing bullying in his new school. It is likely that bullying does still occur in specialist settings however perhaps it is managed in a different way that makes it less apparent to students. It would be interesting to consider systemic research focusing on the cultures and practices in different types of schools to understand what it is that staff are doing to support young people with anxiety, where the power lies, and to reduce bullying. All three young people were attending their special schools every day and were able to take part in their lessons with everyone else. It would be insightful to complete further research with young people who experience similar needs to gain a better understanding of what is different about the special schools and the mainstream schools with lower rates of EBSA that allows this to happen, and whether this could be replicated in all schools. There is evidence of good practice in mainstream schools such as ‘Mapping the Landscape of Fear’ (Ripley, 2015) in which school staff find out more about how young people are experiencing school and adapt the environment to make it more inclusive for them.

The young people in this study are all boys. It would also be interesting for future research to consider how these issues affect young people of all genders and whether different or similar experiences are told through their stories. 

5.8 Concluding Statement

I hope that this thesis provides much needed insight into the experiences of young people with a diagnosis of autism who experience anxiety related to attending school. This is something that has been missing from the literature so far and this work provides a starting point which already has the potential to influence practice but can also inform further research in this area.

The participants in this study provided informative and detailed narratives which highlighted the importance for young people of having a voice, adults understanding them and the importance of relationships with friends, as well as making visible some perceived underlying systemic narratives such as how adults wield their power, and the impact of experiences of bullying. 

Finally, this research provides suggestions for practice for teachers and educational psychologists, as well as suggestions for ongoing research in considering the experiences of young people with autism who also experience EBSA. It is highlighted that all young people this applies to, including Alex, Bilal and James, are unique and the importance for professionals of building relationships with them and listening to what they have to say so that they can show understanding and support them effectively.
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Invitation to take part in research

Who is sending me this?
My name is Laura Eaveson, and I am a student at the University of Sheffield. 

What is this?
I am doing some research about the experiences of young people with autism who have experienced anxiety when attending mainstream school. I want to find out what it was like for you and help other people to understand your experience. I also want to find out about your transition to your current school and what that has been like.

Why me?
Your school or your parents think that you might like to talk about the experiences that you have had in school and that your experiences match what I am trying to find out for my research.

What will happen?
If you decide to take part, you will have a conversation with me, and I will ask you to tell me your story. I will record your voice. You will be allowed to have someone you trust from school in the interview with you, if you like.

You might find it difficult or upsetting to talk about things that have happened you. 

What will happen to my interview recording?
I will use your interview recording to write up a document called a thesis which explains my research and what I have learnt from talking to you. This document will be read by the university. I will not use your name, the names of your teachers or your schools in my writing. 

Your recording will be stored securely in a password protected folder and will be destroyed after I have finished using it and handed in my thesis. This will be by the end of August 2023.

Do I have to?
No!  It is your choice. If you start and no longer want to take part that is also ok, just let me or a member of staff know and you can leave the interview.

If you change your mind after completing your interview that is ok as well. Let your parent/carer or school staff know and they will contact me. I will remove and delete your interview data.

What if something goes wrong?
If you have any worries or concerns about this research, you can contact me: leaveson1@sheffield.ac.uk

You can also contact my research supervisor, Claire Whiting: ed4cmw@sheffield.ac.uk

Other information
· This research is organised and funded by the School of Education at the University of Sheffield
· This project has been ethically approved via the University of Sheffield’s Ethics Review Procedure. 
Any questions?
Your parent or carer has this information as well so they may be able answer some of your questions. 
You can email me at: leaveson1@sheffield.ac.uk if you would like to ask me any questions.Matt
Carlene
Soya
Laura
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Appendix E – James’ transcript with highlights

Transcript of Interview 1 - James: 


· Abstract
· Orientation
· Complicating action
· Result/resolution
· Evaluation
· Coda
2



L: Hello
J: Hi
L: Hi
L: So you went to mainstream school in the past?
J: Correct.
L: Awesome. So, can you tell me what ages you were when you went to mainstream school?
J: So when I went to mainstream I was in year seven so that I believe I would be eleven, twelve years old?
L: Mhm
J: Okay and well that wasn’t a broad question quite easy (inaudible 1 second)
L: Yeah so that’s start off with a few closed questions. So what school was that?
J: Er that was [school name] sort of in [place name and description redacted] 
L: Oh I know where you mean, yeah
J: Yes
L: What was it like there?
J: Erm it was very loud and very overwhelming very at you it's just like (pause 2 seconds) it seemed like something you had to prepare for ok, that place changes people ok I I know of so many like my classmates you know like from my old school from my old class and when we went there it went from [cheery voice] ‘Hello!’ To [ sinister whisper] ‘what do you want? What do you want?’
L: Laughter
J: Ok its [sigh] er er I don't like that I don’t like that or you could say it changed me
L How did it change you?
J: That's a good question. Erm (pause 2 seconds) well I had been like diagnose with autism er spectrum disorder sort of before that and my mum quite kindly of her erm for about a few weeks erm [short sigh] sorry for the first few weeks she would er take me to school you know just being like nice and stuff [laughter] just to support me so that's cool that was great and erm my first day at school as very overwhelming for me and I hated it and [sigh] very loud, very angry place I’d say and no one wants to be there everyone’s doing trying to get through including you the teachers et cetera and the short and tall of it is that I came home crying [small laugh] 
L: Ok, so it was, tell me about your first day then was it, did you not expect it to be how it was or 
J: Erm well I’d heard some bad things from my sister you know well she did not like it at all and well I guess I didn’t really know what I was expecting, I guess to be honest I was expecting to not like it and I guess I was right [both short laughter] but [pause 2 seconds] I don't know oh here's something interesting first day French class I don't speak French and they s- well this is what happened, sorry I'm tumbling on myself
L: No, that’s great
J: I was so going to French class, hello, welcome to French class ok you know bonjour [inaudible 1 second] French Paris etc and then from that basic stuff, we go right into learning about the French revolution in French and I don't have a clue what's going on and I can just see pictures of people like these oil paintings like okay this seems to be like an angry mob ok erm I'm not sure what a bastille is I mean I do now. 
L: I’m not sure if I know!
J: It’s well The Bastille in Paris is sort of like a well have you heard of the storming of the Bastille? 
L: Yeah.
J: Well it's that.
L: Ok.
J: It was the bastille that was stormed
L: Ok
J: Ok?
L: Yeah.
J: Anyway that was just [explosion noise] 
L: Yeah, yeah I can imagine
J: So yeah ok I went out of that lesson not a clue which was anyway there was maths and English ok and well it was just like maths and english but harder and well you know I feel like the teachers going to eat me and spit me out [both laughing] if I get the something wrong so there's er yeah 
L: What was it about the teachers that made you think they were going to eat you and spit you out?
J: I don't know. (pause 3 seconds) I guess it was just the atmosphere ok it’s just (pause 3 seconds, sigh) I felt like none of them wanted to work there and they did not like the children at all but you know it's a living 
L: Ok. So were they describe to me like what a typical teacher at [school name redacted] was like.
J: Well if anyone anyone fell out of line and I mean anything ok snap anger out
L: Ok, so did you get sent out of class and stuff?
J: I don’t think so because well I was just petrified I didn't really talk no er er twelve?... correct
L: [laughter] so did you ever get into trouble?
J: Erm kind of of 
L: [mmm]
J: But this is more after my first day erm so eventually I got so scared ok that I refused to go to lesson 
L: Ok
J: So that every day of school I would erm I wouldn't go into lesson I would go to this place called the erm the base and erm in the base it was the sort of place I don't know you could say it was a special needs thing but its not specifically that [pause 2 seconds] I'm not sure how I'd describe it. I don't know look I’m in here, I'm not in lesson that's the most important thing. 
L: Yeah
J: And I as in there until so from September to April
L: Right ok
J: See
L: That's a long time
J: I know! (quieter voice) geez I missed out on so much 
(pause 5 seconds)
L: Yeah(pause 3 seconds) so you were in there all that time and then what happened in April?
J: So we so in erm s- (sigh) my brain is just woah 
L: Yeah I can imagine. It's a lot of stuff
J: Erm so you know how we in winter that year, I got told I’d been um selected or requested or whatevered to er come to [name of current setting] and then April is when I finally went and you know there wasn’t an in between period really 
L: Ok
J: It was just one day I'm going there and the other day I'm going there [pause 2 seconds] and so yeah I came here and it was tough and you know I couldn't say that I enjoyed it that much and arguably I don't enjoy it that much now but it's better than nothing 
L: Mm yeah, definitely so in that September to April kind of period when you were in what was it called? The base? 
J: Yes
L: The base. Erm what sort of things did you have to do in the base?
J: That's a good question. So in the unit at first ok yeah we would be given work to do usually from our class and you know, I would do it but [sigh] but then of course I er well I started not doing it and well quite frankly neither did anyone else in there and well at the time I had constant headaches I was always tired and I just felt terrible 
L: What do you mean by terrible?
J: Well I’d got a headache and (L: ok) and and I'm tired and I'm scared and I'm angry and I'm just frightened (L: mmhmm) and I just feel like I can't escape 
L: Yeah
J: ok so I have to keep doing this and doing this and doing this (L: mmhmm) and that's just hated that. 
L: Yeah, it sounds horrible.
J: Yeah well I don't know really I don't know why I mean it’s like you’ve been to secondary school and you like [raspberry sound effect] 
[both laugh]
J: [wha wha wha sounds that seem to illustrate confusion and panic]
L: [laughter] yeah, it's a bit like that, isn't it?
J: Yeah
L: Yeah
J: Fair enough
L: Erm so the work that they were giving you was that work that you could do or was it hard?
J: Erm lets see, I remember we had to do erm something about who's the guy who flies too close to the sun?
L: Er oh Icarus.
J: Thank you, yeah we had to do something about him I think it was in English so to be honest yeah, I think I remember doing that and yeah I think I did find it hard but yeah I did complete it 
L: Ok so there was some stuff that you could do?
J: Yeah
L: Mm and in the in the base or in the school did you have any friends?
J: Not really no. I mean so most of erm people I knew from my old school you they didn't really want anything to do with me anymore 
L: oh
J: Of course there were exceptions there was Tom*, Tom’s* a good guy. I haven't seen him in years er Tom* but yeah, Tom* was no we didn't really hang out we yeah he was nice when we saw each other and there was Ellie* who [laughter] you know sort of we didn't have a thing but 
L: Yeah
J: We were close let’s say that 
L: Ok was she in the base or was she in the school?
J: Er she was in the school erm there was so Claire* who I got on with on and off and there's also Sammy* who is in there now [indicating his current classroom]
L: Oh really?
J: Yeah I know! I was surprised what she when turned up here anyway erm friends alright yeah [L: yeah] there was my sister who was there but 
[both laugh]
L: Yeah
J: there was also my mum’s friend’s children who I know but again 
L: Yeah [laughter] 
J: Too uncool
L: [laughter] yeah, yeah, I can imagine
J: So I guess I did have one friend my best friend my cat
L: Aww
J: Yeah I know so I lived really near to my school not now but 
L: Yeah
J: [school name] and if I went to the gate at this particular area at the back of school if I call his name then he would come under the gate [talking to cat voice] hello 
L: [laughter] oh wow!
J: I know! It made me so happy to see him every day
L: That is so cute
J: I know
L: Awww
J: I 
L: yYeah that's awesome
J: That is awesome
L: [laughter]
L: So in the in the base what were the staff like?
J: Er I guess they're alright some were still pretty angry but they did keep it to themselves I guess a bit more but again though some where just fed up I mean we were just most of the time slacking off and yeah I guess we I’d be angry 
L: Mm ok. So the other kids that were in the base were they all ages?
J: Oh yeah different ages so erm no there was me Claire*, Sammy*, Daniel* who I hated also Matthew* who I used to be really jealous of because he could come in in normal shoes and I have to wear these posh leather clogs 
L: Ahh
J: With a heel which well I'm not a fan of erm er there was Kian*, Kian* was alright yeah erm there was also Carl* Carl* said he did a lot of boxing and fighting outside of school and I’d seen him with a fag and he has offered me one but I didn’t take it so I guess that’s good
L: That's good, yeah. Ok so did so you kind of got on with some of them but not all of them
J: Mm yeah 
L: Yeah
J: To be honest though I a lot of the time I do just remember hate there 
L: Hate.
J: When associating with that place
L: Hate from you? Hate from other people? 
J: Both.
L: Both. Ok. was there was there so besides er your cat was there anything else about [school name] that you liked?
J: Mmm no.
L: No. no full stop? Fair enough
J: Full stop.
L: Erm so you were only there in year 7 so you were 11, 12 ish?
J: Yeah
L: Then you came here. So did you how far in advance did you so you knew at Christmas you were coming here?
J: I don't th… I think it was winter that year so like January, February (L:ok) that I found out about wha
L: Ok and did you want to leave?
J: Yes
L: Did you want to leave and come to a different school or did you want to just leave?
J: Well I was just looking for any alternative at that point you know I was
L: Ok
J: I mean before that there was talk of me going to a school in [place name redacted] 
L: Oh
J: But I didn't go there 
L: Mmm ok. So when you found out you were coming to [school name] what did you think? What was your kind of thoughts?
J: Erm it's a good question well I guess sort of relieved because well again finally an alternative
L: Yeah
J: Something else to try or experience or get out of here
[both laugh]
J: So to be honest, I think I remember saying on my last day, see you in hell guys
L: [laugh]
L: So you had your last day at [school name] then you had your first day here 
J: I think so, yeah maybe it was like a Friday and then weekend Monday
L: Yeah. So how did that feel then? Did you come here or did you go to [other site]?
J: So [other site], I didn't even know this existed then erm so I go to [other site] and again I hated it
L: Right, ok 
J: Because well I still have a lot of that anger still there and again I'm scared and these people annoy me 
L: Mmhmm [pause 3 seconds] so what what's it like at [new setting]?
J: So now or…
L: Then.
J: Then ok so that first year I was in the group with Darren*, Ryan*, Grace* Charlotte* and Faye* and so I abhorred Darren and I still do erm Faye* is alright Ryan* is alright erm Grace* and I don't think her name is Charlotte* erm never mind every day Darren* would start some argument and you know that guys regular speaking voice is shouting
L: Oooh, ok
J: Hated that still does it, anyway, ok, argument everyday, usually every lesson and I would just take myself out, run away and hide somewhere 
L: Erm ok so how so you’re not at that site anymore, you're at this one, is that right?
J: So I was there for erm how many years like so what from year 7 so that's like oh maths
L: [laughter] oh I’ve just taken you out of maths as well!
[both laugh]
J: 4 years, 3, 4 years
L: Ok wow
J: Well I don't know anyway so yeah I was at [old site] for a while and nothing’s changed a lot of the time I did feel like I was surrounded by idiots but I guess that's more my fault slash problem and me not being tolerant is that the right word
L: Yeah
J: It's just me being you know a negative bumhole
[both laugh]
L: Ok
J: But again though I er found people annoying and quite stupid at times erm so I went there I get annoyed I get stressed angry and was just I don't know ok I mean even if this is a different school it still quite a lot like a mainstream you know like still it’s a social nightmare ok that's just being a teenager
L: Yeah that's true
J: Erm [sigh] oh and Lisa* was in my original class, I like Lisa*
L: Mm so the what were the staff like at [new setting] when you started
J: Erm so a lot of the staff are still here so originally, I had teachers like Rich* is you met Rich*? 
L: Erm no?
J: [inaudible] so you know Matt* [L: yeah] I’ve always liked Matt* ok good guy has my back 
L: Yeah. I like Matt* as well
J: Makes me do jobs 
[both laugh] 
L: That's probably for the best
[both laugh]
J: Erm so so so there's Matt* and there's Jack* who’s the head honcho [L: mmhmm] and Rob* he's quite new actually [L: ok] and then there's Morgan* in there [L: yeah, just met him] er yeah Morgan was he was I believe my original form tutor[L: oh was he] so I like Morgan* there's also Rich* the maths teacher, I like Rich* because Rich* is a great guy erm there was Bob* who's not here anymore and he hasn't been for a long time he was erm my sort of history teacher. Bob* was quite strict and but again though he could have a laugh sometimes [L: mm] so you know he's not pure evil
[both laugh]
J: There's also Jenny* who isn't here again I like Jenny* though erm there was also Petra* who was erm sort of what's the right word? Learning mentor?
L: Oh ok yeah, yeah yeah yeah 
J: Oh I got along really well with Polly* Polly’s* probably one of the like best people I get along with on this planet which is just [explosion noise]
L: [laugh]
J: because I was really upset when she left 
L: Mmm
J: And erm there was also Elizabeth who I spent loads of time with she was erm teachy assistanty
L: Yep
J: Ok and we used to play cards all the time and tell jokes ok talk about things ok and yeah, I was really upset when Elizabeth left
L: Mmm
J: So it sucks [both laugh]
J: Erm
L: Yeah it is hard when people leave
J: What else to say so going off my earlier years and I'm just trying to go back there 
L: Yeah
J: Erm I had a taxi driver who took me from my house to erm school and he was a nice guy ok friendly guy ok but he would play the same song over and over and over
L: [laughter]
J: And I just ooorggh
L: [laughter]
J: I really didn't need that ok 
L: Is it the same guy that dropped you off picked you up
J: Yes
L: Yeah
J: And now I get a erm full bus-y thingy 
L: Oh do you?
J: Yeah
L: What how is it? About half an hour from [home location redacted] to here?
J: Yeah
L: What was that like then? Because that must have been really new when you first started tr…
J: Erm 
L: Avelling here
J: So erm so yeah first it was actually ok because so cos [old school name] and yeah is a big problem because I live right next to it and at 3 o’clock erm it comes out and we 
L: Oh gosh
J: We erm stop at 2:30 so if you do the maths
L: Ooooh!
J: I know
L: [laughter]
J: Usually most of the time because the guy’s a fast driver my god ok we get there before they come out and 
L: Oh that's good
J: You know people aren’t like huhuhuhuhuh hoo hoo hoo look at him
L: Ok
J: Oh then I just feel like everyone just wants to eat me and kill me and like
L: Yeah it’s
J: I call them the goblin horde
L: [laughter] I like that
J: Because there’s so many of them 
L: That is what it's like isn’t it when they come spilling out of school
J: Oh yeah
L: Oh there's loads of them, yeah I like that, it's a good image
L: So going back to when you were at [previous school] what was what were things like so you were really angry all the time at school 
J: Yeah
L: What were things like at home? With your family?
J: I just I just felt like they hated me and like a lot of times I would cry and I don't know I  just felt like everything was pushing against me 
L: Mmm
J: I'm being squished like a fist you know school family [sigh]
L: Mmhmm
J: I mean at least I had Mr Fluffy Pants 
L: [laughter] yeah that's true. And so what are things like at home now? Do you still feel squished? 
J: Ermm not as much but you know I I still feel like my parents not that fond of me I mean and my sister loathes me and I wish she didn’t and well my cat best friend is dead now
L: Awww
J: [inaudible]
L: Aww so it's still not easy at home?
J: Yeah no 
L: So what were they happy that you came here?
J: Erm I don’t know what their opinion is actually
L: Ok
L: What does your sister do now?
J: My sister? Erm she's going to college she’s collaging in to be honest I think right now erm she erm in somerset with her boyfriend so poor him
L: [laughter] yeah. And are you you year 10, year 11?
J: Year 11.
L: Year 11 what's you what's your plan 
J: Er I don’t have one 
L: Oh fair enough. Do you know what you want to do when you're older?
J: Nope.
L: No. erm and how long can you stay? How long will you stay here?
J: Erm 
L: Like do people stay until their 19 18 16
J: Erm there is a sixth form here you know I don't want to be going back and forwards erm from [home location] all the time for another few years and I can't really study the things I want to study at sixth form so I'm hoping I can go to erm [localcollege] and plus my mate Ben* goes there 
L: Ok that would be nice
J: Yeah that's cool and you know he says it's pretty cool so
L: I think its supposed to be really good. I've heard good things. What is it you want to study?
J: Erm I want to study the well I don't know things I'd like to study are like drama and history and well I guess that's about it because I'm very shallow
L: [laugh]
J: I'm very beige 
L: No that sounds good, that sounds exciting actually. Drama and history that sounds pretty good. Erm so you said when you first started here erm you’d run and hide 
J: Yeah 
L: So what was that like then where did you go? Who came after you? What was the situation?
J: So usually I would go to the mentor room as it was known there I mean I called it my office 
L: [laughter] 
J: By how much time id hide in there erm usually the teaching assistant after calming everyone in the room down would look for me and you know try to convince me to get me like Charlie*, Charlie* was a great guy, I like Charlie* I haven't seen him in since erm June, July I think he's got a new job now [L: ooh ] erm and you well you know it would usually go like this go back into lesson no 
L: [ laughter]
J: Go back into lesson no it's scary
L: So what would happen then would they, would you go back into lesson? Would you do something else?
J: Erm I’d rather just lay sit there or alright fine you've annoyed me enough, I'll come back in 
[both laugh]
J: That's usually what would happen
L: Ok. And so now you’re in that class
J: Yeah
L: Yeah what are they like? 
J: Eeerrrr its
L: Is it those people all the time?
J: Er yeah, pretty much. 
L: Yep
J: So it’s so oh god is it [inaudible] so let’s see from where you were standing erm Jack* er I love and not hate Jack* as in like he's always his head down, he's got his hood up [L: yeah] and he's just and mm I've never seen him smile, ever
L: Aww ok
J: Which yeah, is quite sad erm and you know he talks with like very low voice like [inaudible]
L: [laughter]
J: Ok and you know most of the time I don't have a clue what he's saying but again though he seems to be smart and he just seems and he just seems like him so he's not too bad and he's quiet so you it's nothing much that complain about erm Ella* Ella* and I we used to go to primary school together and we seem to get along fine and that’s about it really and then next to her is her friend Alice* who loves and hates me or just hates me I don’t know ok what do you do with someone when once they offer to kiss you and then another time they give you the evil eye, I don't know [L: very confusing] I'm so confused and I hate it so much 
L: Yeah, it does sound confusing
J: Yeah and anyway I sit next to Francesca* and as I said, I Francesca’s* fine I mean yeah, Francesca* can get let’s say like sig.. that's not… wound up quite easily but again though Francesca* she's not she's not a bad person she's nice to everyone erm anyway next to me sits Jo-jo* and my first thought when I met Jo-jo* was that’s a girl’s name and that’s funny because he thinks he's the hardest bugger on the planet
L: [laugh] Jo-jo so what’s Jo-jo* short for then? Joseph?*
J: No, it's just that
L: Oh is it? Interesting name
J: Yeah I know! 
L: Oh ok. So Jo-jo thinks he's really hard?
J: Yeah you he hasn't got yeah that's the thing that’s what I meant by well not everyone but most people like you to secondary school [happy voice] hello [angry/threatening voice] what are you looking at? 
L: [laughter] yeah
J: Ok like I did that ok and you know when I came here I transitioned ok I’m a teddy bear, please hug me
L: [laughter] yeah
J: Er Chris* who sits next to Chris’* alright yeah anyway people who aren't in right now there are Sarah* Sarah* is ok Jason* Jason* ok again though I still have the complex of I'm so much smarter than these other people but you know it's mostly just my little self esteem talking
L: So you you’ve got friends here?
J: Mmm no
L: No?
J: Look I'm not I don't know. People say I have high standards for friends [L: ok]which is probably true I mean I'll never admit it [L: laughter] erm like if you were to ask me I'd say no I don't have any friends 
L: Ok
J: Ok I know there was [talking to cat voice] [cat nickname] or just [cat name] who I’d say was my best friend but I only started calling him that after he died
L: Ok. So what if I asked them in there is James your friend what would they say? 
J: No nah
L: Why do you think that?
J: I'm weird I'm annoying I'm
L: But you said they're weird and annoying or not those words but 
J: Yeah but you know that’s that’s human everyone I find everyone weird and annoying that that's my problem ok that's just me [L: laughter] being grumpy and tired all the time and just wishing for something being somewhere else
L: Ok
J: Ok but ok they’re decent people ok it’s just me
L: They’re decent people so that's different
J: And also I find them annoying and I hate them [laughter]
L: Well that’s fair enough well that's fine [laughter] so they’re decent people but the people at [old school name] less so?
J: Yeah
L: Yeah ok so that's a big difference erm is are this lot you said when you started here erm there was that Darren* who was screaming well shouting all the time
J: All the bloody time
L: Yeah. Are they quieter? Is that better?
J: Yes and no
L: Ok 
J: Sometimes they're less sometimes they are shouty and I do hate that
L: Mmm
J: There's not really anything I can do about that though 
L: Mm yeah that's difficult
L: How come you're in this building and not the [other building name]
J: Thats a good question erm so I believe [other building]’s for [noise indicating younger children]
L: Oooh I see
J: Well nowadays it is you know you used to just be everyone from year sevens to elevens but now
L: Yeah, it used to be all over there
J: I mean it used to be just 30 people in one school and that used to be great
L: Yeah. So how many is it now? It’s quite a lot now, isn't it?
J: Loads. 
L: [laughter] how many people do you think are in this building? Like students-wise?
J: Not a clue erm I don’t think I’ve ever just tried to count them.
L: Ok
J: So there’s me… [listing people’s names] I’m not counting these I’m just listing them,
L: [laughter] so there was about eight in there wasn't there ish ish
J: Ok so 8 times 1, 2, 3, 4 that's er twenny oh crap my maths [Both:[laugh]] thirty thirty two
L: Thirty two. Yeah yeah ok so about 32 ish. So what's it like at break and lunchtimes here?
J: Er that's a good questions going to say that to every one er well what colour is an orange that's a good question
L: [laughter]
J: Er ra love it when people laugh at my bad jokes 
L: So yeah what is like do you all go outside do you stay in?
J: So yeah some people go outside some people stay in people just hang out talk you know do regular stuff really it's quite
L: What do you do?
J: I kind of wander around 
L: Mmm
J: Because I don't really have a place I don't fit in to any kind of group of people I just kind of wander around if something interesting or someone to talk to 
L: So what did you do today? So I came I arrived like just at the end of lunchtime. What were you doing during lunchtime today?
J:  That 
L: Wandering?
J: Pretty much 
L: Because you weren’t there was a load of people on the front there, I don't think you were there
J: No
L: No so where, where did you go?
J: Well I don't know around upstairs downstairs er kitchen out to the building over there
L: Oh is there I didn't know that ok
J: Erm 
L: Erm ok so you just sort of and that’s every sort of day you wander about
J: Pretty much 
L: Yeah and do you do you ever join any other groups or any people and talk to them
J: Not really 
L: No. and how does lunch work here do people bring their own lunch or is there lunch cooked for you 
J: Both
L: Both. What do you do?
J: I have a packed lunch because well because I'm a lunatic I eat it at break time 
L: Ohhhkay oh I see so where do you sit to eat that?
J: Oh anywhere I mean usually just in that room because well I don't have to get up 
L: No, fair enough that makes sense ok. And what’s break time like 15 minutes?
J: Yes
L: Yeah so do you normally stay in the classroom and have your lunch there
J: mm yeah and then if I'm finished having my lunch either go to the bog or do what I described
L: Yeah. Ok that makes sense. What do other people do? Does it get noisy at break times and lunch times?
J: Not too noisy sometimes it can erm [sigh] mmm brain fart
L: [laughter] erm so what were break and lunch times like at [old school]?
J: Loud, crowded I think once Saskia* and Lottie* poured a bottle of water on me [L: oooohh no] [imitating other students [huhuhu James has weed himself]
L: Ooh no
J: Loud lots of talking just yeah a lot of people
L: What did you do then at break times and lunch times?
J: To be honest, I did the same
L: Yeah? Wandering about?
J: Pretty much yeah it's a big place so yeah you can get a pretty good piece of walking done
L: [laughter] yeah I guess so yeah ok
J: And again though I would say hello
L: Yeah [laughter] ok so if you were to compare the two then erm [old school] and here [current school name] erm what would you say? 
J: If I had to compare the two
L: Yeah which is better, which is worse, which where are you happier where are you not happier what is you what's the difference?
J: Er I wouldn't describe either as better or worse that's too linear for me
L: Ok how would you describe them?
J: This place is for autistic people last place is for everyone it's just biggie smallie I guess that's it really 
L: Do you think one or the other is better for you?
J: Well I do think this place is better for me because well I don't feel as bad as I used to to be honest now I’m saying this I'm thinking to myself maybe my opinion isn't the best
L: Who’s is then?
J: I don't know 
L: [laughter]
J: I don't know I guess I'm just biassed or closed mindedededed
L: You said you think what did you say did you say you think you feel better here?
J: Yeah
L: Yeah so can you describe that for me what's that like?
J: Well instead of having constant headaches, I don’t have constant headaches 
L: Good
J: I just have on and off headaches
L: Ok thats an improvement 
J: That's an improvement yeah and you know its still work to do still get annoyed still get angry sad etc [L: mhmm] again it is quite comparable if you ask me
L: Ok is there so when you do get annoyed and angry or you have your headaches is there somebody here you can talk to about that?
J: Not really 
L: Mm ok
J: I mean I guess that is more me because well stubbornness nd yeah if I do feel bad I will just have to sit there and get on with my work is there any other choice
L: Ok
J: I mean other people yeah will ask to go out when will just take themselves out but I don't know as I said I've gotten close to a few people and now they’ve [disappearing sound effect]
L: Right ok ok so you you're not you don't feel like you're that close to anyone 
J: no
L: Ok ok that makes sense but have I asked I don't think I’ve asked this already. You said at [old school] the teachers were all really angry they you didn’t they you didn't feel like they wanted to be there 
J: Yeah
L: Is that the case here
J: Some do 
L: Some are like that or some aren't like that
J: Some are like that
L: Mm
J: Just I guess it's more subtle 
L: Ok
J: And again this is my opinion
L: Yeah yeah yeah
J: This is my ugh all teachers are evil opinion
L: [laughter] ok but some aren't like that some are ok
J: Yeah
L: Ok what about Morgan*
J: Oh yeah Morgan’s* fine Morgan’s* really calm 
L: Yeah he's very quiet
J: Oh yeah 
L: That's the impression I got
J: Like first days here ok if I had his lesson [miming not being able to hear]
L: [laughter] yeah yeah definitely ok erm I think that's about all my questions is there any else you wanna tell me about your experience here or at [old school]?
J: Mmmm what are what kind of alien are you giving this information to?
L: [laughter]

END.
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After the interview
Ater the nterview, your child may want to tlk about what they have discussed and
may experience some distress if they have been asked to recall a time in school that was.
aifficul for them.

‘Where will the research be conducted?
In their current school

What will happen to the data collected?
Interview recordings wil e transcribed, analysed and witten up as part of my thesis. All
ata will be stored securely and destroyed when analysis is complete and my thesis has
been submitted (approximately the end of August 2023). No names or other personal
information willbe used in the write up of this research.

The interview recordings will be stored n a passwiord protected folder in my university
secure Google Drive. Only myself and my supervisor will have access to this folder.

A5 1wl e asking your chil to tak 3bout their personal experiences within school it s
possible that peaple who know them well will be able to identify thei sories within my
research however, as far as possible, they wil be anonymised.

‘What happens if | don't want my child to take part anymore, or don't want their data
to be used?

You are free to withdraw your child's data from the research at any time without
nesding to give any reason without any negative consequences. f you wish to withdrav
Your data, please contact the researcher.

Who are the researchers?
Laura Eaveson - leaveson] @sheffield acuk

Al researchers have undergone an enhanced criminal record check (DBS).

Whatif something goes wrong?
If there is concern about any part of this research project, you should contact the
researcher - email address detailed above. You can also contact the research supervisor,
Dr Claire Whiting, eddcmw(@sheffield ac.uk School of Education, University of Sheffield

If your complaint is about a reportable serious event please contact, D Claire Whiting
immediately

You can also contact Rebecca Lawthom - Head of the Schoo of Education with any.
complaints: rlawthom @sheffield.ac uk

Who's organising and funding the research?
The School of Education at The University of Sheffild.

Who has ethically reviewed the project?
This project has been ethically 2pproved v the University of Sheffield's Ethcs Review
Procedure, a5 administered by the Education department.

Contact for further information
Laura Eaveson - leaveson] @sheffield acuk.

Researcher Supervisors.
Dr Claire Whiting, eddcmw(@sheffeld ac.uk
The School of Education, 241 Glossop Road, Sheffield. 10 2GW
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Parent/Guardian Consent Form

“itle of Project: Narrative experiences of young people with autism who experience anxiety
telated 1o attending school

Name of Researcher. Laura Eaveson supervised by Claire Whiting

Please tick box

1.1 confirm that | have read and understand the information sheet for the above project and
have had the opportunity to ask questions.

2. understand that my child's partcipation is voluntary, and they are free to withdraw at any
time without giving a reason. The researcher's contact nformation is on the information sheets
attached.

3.1 understand that my child's responses vil be anonymised throughout the project | give
permission for members of the research team to have access to my childs anonymous
responses.

4.1 confirm that | am happy for my child to take part in the research project outined in the
information sheet.

Signed:
Print Name

Signature

Date
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L: There we are, yes fhat's working now. Ok 50 ygu're at [current school name] now
A Mmhmm

L And you started off at mainstream school

A Yeah

L Yeah?

A: Tname of old school]

L And 50 you were there unfil year six

A: Yeah, untl | vas 11

L 80 you il have been ok So how come you how come you came to [current school
name]?

!‘)

L Right ok and that’s why you came to [current school name]?
A Yeah

5
g

»rEr g
& H
‘;1

L What did you think?

|

L Ok erm 50 what wias it ik at your primary school?

|

2
H

Yean
L ihat does that mean? Golden student?

‘

L S0 wihen you used to get into trouble before you were kind of 9 years old what was that
ike? What sor of things viould you do?

I.

]

L [lzughter] right ok so then what happened?

e
‘9
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L Did you ike going to primary school?
A b—

L On fhafs good so do your friends at primary school, id any of them come here?
A No

L'No

A No

L They all went to what was the other school called? Did you say?

A [school name]

L [school name] erm o they allwent there did they?

A Yeah

L How did you feel about leaving your fiends

A Not oo good | must say

L What was it ke then in year 7 when you started here?

A Y er year 7 ooh year 7

L What year are you in now?

A 89 [ not sure

L Ok What was it ke in year 7 then, when you first started here and you didt know

Snvod
A RT——

o

T tvr uy iy class el vl e sesing i et aftrme
e

/A: We came to school on the same day in September 2020

L Did you?
5 A e made rinds that same day.

Lon ood then
A

L Ok 50 that was that was your very first day?
A Yeah

30 v about coming n o your sty
5 Nim 1t 15 G|k have an aiety atack befors e before vt

Lok
A
L That morning, | not surprised. So what whats tlike when you have an anxiety attack?
A Not good
L- Laughter
A Its different from a panic attack
L Right, ok How s it diferent from a panic attack?
A not 'm not really sure
to be honest v W to be honest

L On fhats lucky then isn't it
A Mmm

L S0 wihen you said yay'q not had  panic attack for a long time when did you have panic
attacks?

A1 don’ 1 don't really remember to be honest

L Was it at this school or when you were at primary school?

A: Not really had erm ahi | never realy got anxious or anything

Lok
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L Wow ok
A With up to 30 kids in a class

L Loud. Was it ke echoy? Thev'
ik
Ok yeal | can imagine that. So did 50 you dig' ke going in there?
i e Sl it 0 SRLUERG 0 e o rave

sometimes echoey afe they

L Yeah because you
A
L Oh are you? Ok yes its not the best place to be if everything is echoing around you

1 hear anybod

it the dinner situation here?

S oftmy gag retetobe hones

O no. 5o/t realy hard to eat out and stuff

LI can imagine that though cos its quite an intense sortof texture fsn' it its very like gooey
A Itwas it lie lterally just blended meat

L Yean it tastes lie meat but its got the texture of ke peanut butter? Kind of? Yeah
A: Never had peanut buter | don’ like fike nuts

L Oh ok yeah peanut butters probably not for you then!
A Mmm

L Ok 50 you bring packed lunch here is this and there's somewhere quiet 1o go is there?
A What?

L Somewhere quiet to eat here?

A

L Oh do they ok

A

L Yeah
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‘

L Right

oy

L Oh ok so fhere’s no dinner hall>

Sl ereone.

L Oh ok So this jsn' really relevant so people who have hot dinners, that gets then
delivered 1o the ciassroom? How does that work?.

A: Yeah yeah yeah

L o ok

|
|

>

I

>

L Oh ok

>

L Yeah, oh ok
A: Cos theres ahways like a big swirly vire coming offof it

L Oh ok oh /m vith you now, makes sense. So how many. are in your class?
5 oot routy abact s

L About § ok Have you got friends in your class?

Yeah

Tve got a cold, I've got ke a head cold 5o ths ear's nearly stopped working
Onnol

A realy susceptible to colds. | get cold althe fime.

L Well yeah because if he had his niform on, looked smart and he was really tall. Makes
‘sense. 50 00 you know why your mum wanted you to come here rather than go to the

secondary?
X E1cos she went o ocal secondary schoo name]

L Right
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h, does he? What does he think about that?
bout being autstic?

[Laughter] Does he?

L [laughter] Absolutely no memory at all
A Mm-mm

e you tinkhe might b autstic?
“mumme]_

L Nm yeah
A: Cos for me it ties nto t ke Asperger's

L Yeah it does, Ibafs fight. So o you nolice some simiarites between you and your dad?
A Em some when |

L Did you?

A Yeah. When he was around my age now, he bleached his hair

L O inat bout i the ey tat your dadbehavesand e eyl you behave?

L Is he? Are you forgetiul ke him?
A Er yeah kind kinda

L AnN | know this one. It really long isn't 2
A Yeah

L Does it startwith a p'2

AH

L Oh ol can' remember, what s it?

A: Hippopotomonsirosesquippedaiophobia
L L knew it was something with an animall Hippo

A
L So are you in touch with any of your friends who you went to primary school with?
& Fintearari
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[

|

Lihloutes ousac o sand et n September 2020

Yeah 5o it would have been after the firstlockdown before the second lockdown
How roany lockdowns were there?
laughter] 3 | think

l

PCECECRCRCECRC

=
2
=

L Right ok why?

|

L Ohl see okl see yeah ok So er do they talk about what t like at their secondary, the
people you'e stil in touch vith from there?

A They say the work s more difficult

L Right ok

A But that fhat's about it they haven'treally said much about it

L Ok, veah fair enough

A Nearlyal of them said that they re going to miss me cos out out of everyone | vias the
only one fhat got diagnosed and taken to [new school name] instead of going to flocal
secondary school]

L So iy
A Erwell

RS e ot s ok S e o

L Oh fhafs good. Well I can tell you know 2 ot of words. Do you ever get anxious abott the

wiork?
_

L Oh ok
A

the work like here?

L What sort o thing
A

515 that?

‘Whats that ike?

12 How s0?

L Ok Is it because there’s people in there you don’ know or because you've got to say.
‘something or
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A Er 1 actualliust don't know.

L Ok erm 50 wiould you rather do that with the drinks or would you rather go outto Aldi
during those lessons

A

L That's good. That's quite a useul skil isn't it being able to go into a shop and get
‘something? Is there anything else in school that makes you feel anxious?

[bumping sound)

A: Did you just bang your knee on the table.

L Yeah | did, | pretended | didn't but | did

A1 don’ think there's anything else

L Ok ihat's good. What about when you were at primary school?

L Yeah, you're bigger now
A Yeah
L 80 did you worry about that then vihen you were at

& Notat rnar chool bt

L And what was that?

imary school?

L Wow 50 what did that make you think?

L Do you think ts working?
A Er notreally but the one thing that ¢ been doing I'm not really frying to get to get my
weight down

L Yeah you'e stil growing as wel
A Yeah yeah erm I'm taller than er both my mum and dad

T Accessibilty Investigate

O

Show
(Comments +

F4

By Al Morkap
Y Show Markup -

(s &

. @ @g:‘::au

Tack Accept Reject Compare Restrict | Hide
Changes (] Reviewing Pane ~ - Edting | Ink~
Tracking [ Changes Compare Protect Ink.

384
385
386
387
388
389
390
391
392
303
304
395
396
307
308
399
400
401
402
403
404
405
406
407
408
409
410
411
412
413
414
415
416
417
418
419
420
421
422
423
424
425
426
421
428
429
430
431
432
433
434
435
436
437
438

| suppose because

L Oh right ok Does it take you

Qi shon ren it Doceil ke youtong o et o

L Oh ok and does school finish at half three?
A Quarter past three | think

L Ohso it takes you a e while then

A Yeah

L Yean

A BUt hats along with dropping everybody else off

L Oh are you also the last one dropped offat home time.

A Yeah

L Oh ok s0 | guess then the bus comes back here. Ok erm when you were when you were
at primary school, erm you said you had same worries about your veight.

A Yeah

L Yeah was there anything else at primary school that you were worried about lie anything
in the lessons or

to get here?

L No e the noise in the dinner hall

L You gatsed to that ok
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456 _ 511 L [ta nard to know what to do sometimes n cerai situations
i 512 b
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23 o th 1 ort e much e o m 1 ont sty v v s 314 L Okso hat Sor of thing? Can you give me an example of that?
460 515 A Jm trying to think of one now [pause 7 seconds] I'm not sure
461 L Is that cos they are all friends from here? So they.re all over the place? 516 L So you were playing football at primary and you kind of dign’t really know what was what
462 A Yeah 517 to do and after that you just sort of
383 L& hat o you doim your spar time? $18 A 1K1 K1 inda know whatto co but | it know how ol tackle you know
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78 1Y o you ever o ot encs oranything? 35 Rlookaswerd a hworad
sk 0 L faugen
i A b
477 LOn ok Butyaue ot ends here? £
478 A Yeah 533 L That's true
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480 stuf? 535
481 536
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L e s e I
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551 L [laughter] 606 Oh so you really were close ther 0 did you used to get ice cream sometimes?
352 aaeah he needed o stengthen i ungs by rning around more 607 & N
553 L Yeah it's supposed to be better for asthma if you're fitter apparently | don't know. | have 608 that's good
R Pk %
O accorang tomy &
% o
27 Maugnen o
558 A b 613
e o
560 A — 615
561 L Oh | don't know about that! [both laugh] 616
562 [pause 3 seconds] 617
203 et o your vourte ing o ot croo 2
565 620 L [laughter] hopefully they'd noice you were starving before then
566 L Ohwil he 621 A [laughter] looking mainourished
357 5 Hosadhes gotround 30 daysten o e
568 L Wow. | suppose it probably is yeah 623 A Jdfinally have lost some weight
25 L VoS va s i whot e ey o o do vhen e e Fshing e e o houses o anytng ke e
570 L Fishing? Oh right ok So do do you know who's going to be your maths teacher after he 625 A Not really
571  refires? 626 L No. Is that something you'd like to do?
572 £ ne s thtit s awoman calea s Trunchoul. Qs tht s 2ok %
573 L [laughter] 628
B o
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B g %
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A 7 K Inovs narien
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5571 dant oy st 1 st K R st Ssony hing 0 b honest o Cyen
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i G L oo
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659 A Yeah she's 27
S I
£01 A Soyeah yeah she tumed 27 an the 3istof Oclaber.Halloveen
662 [Laughter]
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o
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670 L Yeah | know a lot of the traditions we have here we take from America like the trick or
671  treating and tha sort of thing. As far as | understand | fhiok those are American
672 A Yeah | don't | don't understand why we didn't take Thanksgiving either. [td be good to
&5 P et
674 L Because | th well | don’t know. | think its because Thanksgiving is about the Americans
§75 iving Ik of e and Wnere they e
676 A Yeah
677 L Sowe d we didn't take any land from anyone really in England. We did in lofs_of other
678 places but not in England. So | think tha's why we don't do Thanksgiving. | know that when
679 Amercans come to v herethy sl Gabra 1 here bcause they are American. That
680  wasn' really relevant... what were we saying? Oh yes so when yoyTe older so you're
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o A
o5
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o
66 L Onrea
%o
s LGt
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694 L Soal hree ofyourwear glasses.
695 A Yeah | started wearing glasses when | was 11
%8 1 Bilons
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L Really?
F

L Ah ha on.
_

L No 50 you couldn see anything and you couldnt hear very much. Oh dear that must have

been really hard
5Tt vening it subttes

L But you don’ wear a hearing aid?
A No

L No,

A Cos | technically dor(t need it don't need to | can hear | can hear ine.

L Oh ok

A m just hard of hearing

L Youre not ute.bard of hearing enough to need a hearing aid

A Mm

LI see. Ok, makes sense. So does that make things does that make things diffcultthen in
the bigger environment in primary school? Cos there you said there was fike thirty kids in the
dlassroom

A Mm yeah 200 kids in the in the school total around 30 kids inside each class.

L Wow so did that make it because you can' hear so well did that make it sort of hard for
you'to follow what was going on in the classroom? Was there 3 [af going on?

L Oh were you?
A —

that makes sense
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B
769 A And 1 and ) remember when you valked o1 s were i the classroam on th rght | 024
7% e Randgeues ain b
771 L Yeah, its helping me, it's giving me an impression of what you're talking about on the right 826
3 e o
s Kim B
774 L So you said erm when you were 10 you were diagnosed with autism 829
775 A Yeah somewhere around there 830
T e e tene o 20 you gt any et help tschoa? Didyau neod any? &
i # 53 L viow A
7 o
779 L [laughter] 834
T R o
7811 Thaie more comman tan au'd ik i
782 A They literally. had they 837 L [laughter] yreat, that sounds like such a good picture
o o A
753 Tha) st 1o cat immy mum o come nd et m at o undemesth e tale 335 R o 11k cols 20301 go o cacr
755 L Dathe e
786 A Yeah 841 L Oh how many cats?
787 1 e o come you g thto Wt vas rat abouts o2 hone
755 A LqantknaN 1L Lhave | have e caOHNDIS GASEIRGRITE ois L Onanecat
[ 842 K T ad you get th mpresion had o>
79 b 845 L1 goni know ot sure where 3o hat o And ot s  supersenior?
7 b RN
7% Lok b Cves
793 A Cos there(s a senior cat then there's a super senior 848 A Verv.old
794 L How old is super senior? 849 L Verv.old
795 A Very. 850  A: Then |'ve got then I've got a dog Curtis™
796  [laughter] 851 L Oh
797 A 852 A He's ahe's a [redacted for anonymity 10 seconds
7 353 & Oh o harler
799 L Wow 854 A [redacted for anonymity 3 seconds
£00 A Which make him over 100 n catyears 855 L Gaghpoor o
801 L Yeah 856 A Now he's [redacted for anonymity 5 seconds]
802 A Hels a super supgr senior 857 L Aww
803 L Super super senior. | thipk my_cals are about 7. 7 or 8. They were stray though so | don't 858 A And
20 oo 555 L Howoldishe
205 A And o ou know Napoleon 26 K Exhowd i he? Around Gor 7
806 L Yeah 861  [20 seconds redacted for anonymity]
507 A Nap Napoleon Bonapare. Hewasposonsd v arseic 263 Va1 ot o fGhL I thereanyting s you ik shoud you i
o R 368 hend ko oot Sepes B o o
S0 A Which s why h ahays s his handinsice s coat aparenty ses Aem
810 L Oh|ve heard that yeah 865 L Anything that you think people don’f usually understand?
811 A 866 A Well er my name jsi't actually [real name] but it's close. [ half of my first name.
812 867 L [guesses name]
ors s b
814 L Oh really so there was cats. 869 L [guesses name]
e o7 v
816 871 [laughing]
817 L Maybe yeah. It's a bit like that where | live there’s loads of black and white cats 872 A You got close with [first guess] though because that's actually.my dad's name. /'m
818 everywhere cos a black and white cat somewhere had loads of kittens kept having kittens 873 technically [full name plus additional detail removed for anonymity]
i o7s L onaee
820 L Black and white cats everywhere where | live for the same reason 875 A Butmy preferred name is [real name] so | tell people just to call me [real name]
E21 A Mk Tammy was hr nams andshe s  blck and s cat 875 L Lo pevermave Guasestul el
822 L [laughter] 877 A Yeah cos my dad's name is [redacted - 4 seconds] | just | just for a while | thought | just
823 A b 878 didn't like the name [full name] so when | always told everyone my name was [real name] my
5
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879  mum and dad tried to erm tried telling the school that my name wasn't [real name] but they 934
B et e
881 [laughter] 936
882 L Welljt's up to you isn't it, whatever you want to be called. 937
883 A My my dad got a got a mole on the side of his neck just like this one 938 L
B L 8 K
885 A Yeah 940 L Yeah the more you do it I've never kind of learnt to do it but the more you do it the easier
886 L Sounds like youve got a lot of things the same as your dad 941 that actually gets.
887 A Apnarently my ears as well oh there's fhere’s a thing. My eyes are [identifying detail 942 Al
BE ot Bamayaan s Sy s e e e b vt ou o
889 look down at the bottom undemeath my pupil there’s like a little bit of hazel under my pupil 944
890 L Ohyes yeah | see 945 [siblings]
891 A [identifying details redacted 10 seconds] 946 [detail redacted 20
553 L B S0 vaura avem mours 52 e
893 A: Yeah when [ when | was young er like erm 4 5 | had blonde hair and blue eyes just like 948 A: Do you know how to pronounce my last name?
) o L
895 L Yeah you were saying that yeah and now its gone dark 950 A People think jts [redacted 50 seconds]
896  A: Yeah apparently it's apparently it's like that for all the children 951 L Right | think hat's everything
807 LR o5
255 K et o bulevetualy my mums DNA ok ove novw e and my brtherSpencer” have all = e
899 have all got have got dark hrown hair and [sister] I'm not sure what her original hair colour |
900  cos she keeps dying it and now she’s got a pure white a pure white blonde
901 L Wow, thal's amazing. That's really hard to da.
902 A But:m Lm not even really sure what her original hair colour is. I'm not sure what my
305 s g e o
%04 1 DoesShe dye et o et
905  A: Yeah she she erm she has it re coloured to keep they grey away yeah cos she started to
e i sy by s S e e e
% ohene
908 A Thats the thing about my dad he can grow hair there thgge. and there [indicating beard
909  areas] but he cant grown any here to connect them
S0 Lo
911 A So he's just he's just got a few a few bald patches that he can't even grow a single hair
912 there. I've started growing a little beard hair on the side here
ST T ot o gar o s &b when you can kom0 a b oler?
Sia k wae
51 Ehiobe
916 A But anyway erm that that's a strange thing about me and my siblings we're not pure
917  siblings we don't all have the same mum and dad. YYe've all got the same mum but we've all
oo oot oads
Sia Conreans
920 A Yeah
S
922 A Erm my my brother's dad my mum says ['ve met him but | don't actually remember
33 ncemg Mo ey s o e ekl Sear 4 W
B TRe e
925 A Yes [sister] is the eldest, [brother]'s the middle child and you middle child syndrome and
926 there’s me the youngest erm er that that's a thing as well my mum’s got [detail redacted for
927 anonymity]
Y
929 [redacted for anonymity 10 seconds]
e U L N —
531 LIt 1o o he o do e It ' 2 ey cont
% b_
%

Page 15 of 15 [} English (United Kingdom)

H P Type here to search

T Accessibilty investigate

I Focus

© Comments

1% Share





image15.png
AutoSave

File Home  Insert  Design  Layout  References  Mailings  Review  View Help  EndNote20  Acrobat
A 5 Breaks ~ Indent Spacing =)
s By [§ B fme e
Text  Margins Orientation Size Columns - > 4= o -
Direction~  ~ ~ ~ ~ bt Hyphenation > Right Ocm [ {ZAfter 0Opt :
:
i
i
2
2
2
2
2
22 L Ohthat sounds really hard
Z
31 L Mainly bullying. So the work was hard?
32 B: Thats one thing [inaudible 1 second]
z
2
3
41 L Yeah but they they weren't very helpful?
42 B: Ersome depends what teachers er there were
s
el e i b ey o
2
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B: Unfortunately

L Yeah so did that make you feel ke you didn't want to go into school?
B Yeah Kmostaven Gay
L Almost every day. Did you go to school everyday or did sometimes

Did you? That's brave. How did you feel when you went to schaal

What are the panic attacks like?
Scary

eah how so0?

<

\

L Makes sense. And how often did that happen?
B

L Yeah it sounds scary so are we talking ike once a veek once every couple of months
B: Yeah Id say.

L Every couple of months

B:Eryean

L Yeah

B: ltwas along time ago | can't exactly remember

L Ok 50 erm your mum and dad five at home with you

B ‘my mum used my mum
L You that's what | was going to ask

B: Yeah

L Yeah so how did she help you?
#
L Did she?

B: Yeah

L Did and when you had a panic attack was she good at calming you down?
B: Yeah

L How did she do that?
_
L In your primary school did you have friends?

B

L Did they?
B: Yeah

L Ok erm 50 what viere they like? What sort of people viere they?
B and o e i we wre difieent rom all he ahers il

L Yeah so what sortof things did you guys ke to do together?
B *

L Vhat did you used to do when people were bullying you?
B

L Stay quiet yeah. Were those people in your class as well?
B: Yeah

L S0 did it happen in ciass and out of class?

B: Yeah

L Yeah oh wow did the teachers ever
B

and stop it?
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111 L Oh ok so what sort of things did they do to try and stop it? 166 L Yeah | do agree yeah | do agree ok erm and do you do you feel like you're good at your
el 1 oo ey
b s
1 et 165 Ve inats suesome Sowhen youvere i year s at your prinaryschoo vhen you
15 5 Ornapod i cass 155 Toond bt e o0 1 o o i Gt e v oissd o masneam
112 Veah o nine mayaround youre atogethr artyou 7 e
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1355 Mimwel] i e ancent oyt and s 1ons. n
Bl Tos Ve unero dothe goto schoot?
131  B:Erthat stuff 186  B: Er[school name]
153 F o 8 ou he i ofwring abou ot eading about 167 G o it schol youiid have gon o you i com here?
135 6 ik reahasboutit 1555 o hweud have gone 1 school namel
153 Ve Do you o crawig? 155 ok o how e ey g sotonsen?
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152 Vo it sunct good dnecaurs e hard o raw 103 eheh ue yougood t mather
1256 Yeah ook 0ok ot o tme foeam el
150 Veah!can magne eon cute doaiea b
141  B:Yeah 196 L [laughter] oh that's good, that's really good. So do you did you ever want to go to what
142 L: Erm so what are your friends here like? 197  was that secondary school? [school name]?
15 ey i b s e s s, an ey 0 158 5 Tchool nametyean
b 155 Bty ovey wantto go here>
hd W bt
b4 0 e
fri v % b Yematotorsumg s
s ety
155 [ Veannats how many iends have you gt hre? 356 Ty sister tells me all aboutt
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163 B: Even though it's similar.to history. 218 B:Yeah
el 318 2V 010 you come and ok ound bt you starts?
166 5 jthave a hing bout B 5 venioe
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eah

S‘

L
B
L What was the pressure
B

L S0 wihat 50 you had the test and you had to complete it so what was it ke then when you
couldn't do t? What happened then?

\

‘Yeah it sounds it 5o then so then what happened youd go to the headteacher

- So not very helpful
5: NI

L I thought you might say that yeah 5o then what happened o youd have your test, you
couldn't do i, they'd pressure you into doing i then what?

B
L Yeah so what was an anxiety attack ke what does it feel ke?

L Sely et nt 1901 2 el o8 much o6 de 8 1 e e ot home
Lok

B T ol S D s e
'Yeah so then you'd go home and you'd be really anxious?

‘What would your mum say would she call the school?
‘Yeah she would

Inen unatnappenca

Nothing would change ok did she have to go into school forIots of meetings and things?
Yeah

Butnothng changecs
Lok yeah | e, o e oy nal e lechers et wih ou dd tat chnge?

Right yeah ok 50 what sort of things didn't they know that they should have known?

L
B
L
B
L
B
L
B
L
B
L
B
L
B

'S0 your hand was shaking and you were afraid you were going {0 be in trouble for your
handuriting and then your hand would shake more

B:Yeah

L Oh no. Did you get nto trouble for your handwiting?

B

L On that's good but t was st there a it bit as well
B: Yeah

L Yeah did you think sometimes that you didn't really know what the teachers were going to
‘say whether they were going o get angry or not

B: Yeah

L Wasn' very useful. Do you ever feel amxious about the teachers here at all>

B

L Yeah so what sort of things do you worry about here?
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L S0 you don't know if people are shouting at you and things ke that?
B: Yeah | get really confused

L Ok that makes sense. So how did they how do they hel
B

L Yeah o well that's good then, that's helpful?

B: Yeah

L Is there any ofher things at they do at school that help you?
B w

L Yeah it sounds ke it. So s there somebody in particular.at school who you really lie to
tak 07

_.
L Ah that's great. And was there somebody like that at your old school?
5Bl have a 11 who | Would alk o she was realy ind

L Yeah
& Er she would try to help me as much as she could

L Was she very helpfur?

B Yeah she was

L What sort of things did she do that helped you?

B

L That's good and Miss Lound" yeah?

B: Yeah

L What sort of things does she do that what sort of things does she do that hel

ou here vith that?

L llaughter] well that's good then 50 you know where you stand with her.
B: Yean

L Yeah so tha's good. Er so are there any people who disrupt the lesson then?
B: Sometimes

L Ok 50 how do you feel about that?
5 2 somelimes 9o e Abioue e sometnes nsa ight next 0 e

L Oh ok What s it about that that makes you anious?
B _

C*Okyeah s so0uhatyou mean
£ 52 oo go aous about bong e o

Ve soy0udont o uneieryou 1 50 s 36 o oo o
b e ot soutaict ot ottt o g

L That's nice. Ok that's good. Ok do they help you wihen they are speaking calmiy and when
they ate.

B: Yean

L And when they're not. What the different tone of voice sounds lie?

B:Yeah

L Does that make it easier for you to pick up on what they are?
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401
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07

410
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a13
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a15
415
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418
a19
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a21
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a2
430
431
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33
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437

B: Yeah
Saying? Yeah what do you want to do when you're older?

Er ' a bit 'm st thinking of fther being a palacontologist or an imam

‘Wow ok hat's two quite diflerent jobs

Yean

‘That's awesome. A palaontologist would be really cool

Yeah

I don't really know what an imam does

Its er ke a religious person

‘Yeah its sortoffike the Musim version of a vicar isn't t?

Yeah

But | don't know exactly what that involves. So do you go to mosque?

Er| do sometimes but I'm mainly home-schooled

Oh ok so how does that work?

Erwell my teacher usually calls on the phone er and er ike WhatsApp is really 600d
On really

And sometimes vie have a tripod at my house and | can move the phone so that she can
ok at my book

on

And see if | make any mistakes while reading

Oh really. What do you have to read?

Erthe Quran

Oh doyou?

Yean

Wou ok. What language s the Quran in?

Er Arabic

Avabic. You can read Arabic then?

Eryean| can

Wou that's really jmoressive

I can't ranslate it though but | can read it

‘That's auiesome, wow ok s0 what do you have to do to be an imam

Erwell | would need to know the Quran off by heart

Wow
B I would er need to know I'm il learning about t my teacher s talking to me so Im not
entirely sure yet but she is gonna.talk me hrough it and help me

L That's awesome. So how come you don't go to mosque?
B Wall dot do Goad ound ig s

L On I see, ok that makes sense, yeah. All the mosques | have seen have been really g
Ive never been i ane

BUIfs feally nice.

L I've seen piciures of the inside of them a few times. Have you been in a mosaue

B: I have been n a mosque a few times and its really nice.

:
e
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a8 B
a3

40 L Yeah running around bulies

241 B:Yeah
232 L So how was there anywhere to escape from the crowds in your primary school2
w3 B

P

25 L And just go there. They didn't help you to find anywhere quiet to go in your primary
o

school>
27 B: No I would usualy just like hide my face from everyone and yeah

248 L Yeah ok and what about during lessons? Did they get busy and loud as well?

243 B: Sometimes yeah

450 L How viould you cope with that>

=1 B

452 L How?

453 B2 Wellt took along time to leam biifINold Stihink AboUtGHErhings Vouknow

456 L Ah ok so that's like a sirategy you taught your you developed yourself. Have you got any

455 ofher things ke that?
ass _ Its abreathing technique
57

458 L O how does it work?

ass

H

461 L O yeah | have seen that before yeah. So do you il use that now?
462 B: Er sometimes.

463 L Does that help you feel caim?

62 B: Erusually yeah

465 L Yeah what sor of stuation might you use that?

%65 B Maybe f nave an aniety il 1 awous or ke e f .y wored about something you know
467 L Yeah so what sort things now in this school make you feel anxious?

%62 B Well the o when Im on tables which e quieloud

469 L Right ok

a0 B —

471 L Yeah ok and then you've got people here who can help you with that

a2 B:Yeah

473 L And you can do breathing

a7 B:Yeah

475 L So when you are on a table here that's quite loud, can you move to a diferent table?
476 B: Mm no because we have seafing plans

477 L Oh do you? Ok gk so what can you do about that?

478 B: Ahlike | said be | usually like fend to block the noise out

475 L Ok sounds like you've got quite good at that

480 B: Well sometimes | do er but sometimes the noise can help me focus bt you know
481 L Noyeah know what you mean

482 B: Like when ifs not too loud but

483 L Yeah a bit of background noise

84 B:Yeah

485 L Yeah_So when you're not at school, what sort of tings do you like to do?

S 5 Mmoweli ke fo waten v and e o doods

87 L Yeah

8 B

485 L [laughter] how o you torment her?

a0 B

91

492 L [laughter] oh that's funny
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535
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L Did she scream?
B:Yup

L llaughter] do ever do funny stufflike that at school?

B: Er not much at school | mainly do it at home

L Yeah and do you get to see your riends from school when your kind of not at school? Do
you have them over or things like that

|

Oh doyou
Yean
Oh that's nice and you just catch up about what's been going on?
Yean

Qh it ood_ D0 you iy games ol o anting e it e

Do you?

|

s he?
Yean

Does he always get the middle space
Yean

Oh that's annoying!

Yean

O does he usually vin

Yep

How do you feel when you don't win?
Fine

Fine what about when you do vin?

L Yeah| can imagine. So o in this school on a really aood day what sort of things would
‘ave happened?

‘

L: Oh that's good
B

L Oh whats that called
& Life skils communication

L Oh great of ha's good. So what sort of things? Like games and talking and stuff
& Yean s tealt .

L Yeah that sounds (el aopd. Ok 50 at this school that's a good day. What about if you
had a really bad day?

I

L Yeah
B¢ ETin a st of favourites the non favourites you know what | mean

L Yeah | know what you mean

B Yeah ok

L Ok butnothing really. horible vould happen here?

B:No

L No. what about in your primary school if you had a rezlly dopd day? What would that be
like?
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565" L Sounds good 0

Pl &2 T Andwhatateyout hoods n e dassoom?

550 L Yeah yeal that sounds good. What about a really bad day in your primary school? What 605 B: Well voice tone of voices that's one thing
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) A
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DearLaura

PROJECT TITLE: Narraive experiences of young paople with autism who experience anxiely related to attending school
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‘On behalf of the niversily ethics reviewers wh reviewed your project, | am pleased to inform you that on 01/08/2022 the above-named
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‘Yours sincerely

‘Anna Weighall
Ethics Administrator
School of Education
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data.

+ Tha researcher is responsible for efectively managing the data colected both during and aftr the end of the project infine with best
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