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Abstract

In this research, | explored young people's experiences in mainstream secondary
schools that use isolation practices. | draw upon a relational ontology and social
constructionist epistemology (Burr, 2003; Gergen, 2009) to understand how
participants co-construct meaning around isolation, both as users and as witnesses.
| used a qualitative narrative methodology and the Listening Guide to gather rich
narratives and analyse the layers of voice, identity, and meaning in the participants’
stories (McKenzie et al., 2021).

My literature review explored the historical roots of isolation practices in punitive
traditions and behaviourist paradigms (Slee, 1995; Smith, 1981). These practices
emphasise control over fostering learning or emotional growth (Barker, 2019;
Foucault, 1975). Recent guidance advises that isolation should be proportionate and
considerate of the young person’s welfare (Department for Education, 2024 a).
However, | found that this remains poorly defined, unmonitored, and lacks evaluation
from those affected, the young people themselves (Power & Taylor, 2018; Sealy et
al., 2023).

The narratives | heard constructed isolation as consistently punitive, restrictive and
emotionally distressing, for those who were placed in isolation and those who
witnessed it. All participants used the simile of a prison to describe isolation spaces
and explored emotional dysregulation, stigma, and power within their narratives.
Whilst some shared relief that isolation existed to deter their peers from being
disruptive, its fairness, consistency and emotional impact were questioned. One
participant expressed a desire to comfort those in isolation, demonstrating a capacity
for co-regulation that is currently being prevented by isolation and punitive measures
(Emerson & Frosh, 2009).

Through this research, | share the voices of young people and urge schools,
educational psychologists, and policymakers to reconsider punitive approaches. |
advocate for emotionally attuned, psychologically informed, evidence-based
relational practices that promote regulation, inclusion, and dignity (Siegel & Bryson,
2018; Taylor & Scorer, 2025).
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Chapter 1: Introduction

My interest in isolation spaces began when a friend, who was teaching at a
secondary school, first described them to me. In a school setting, isolation spaces
are designated areas where a young person is separated from their peers, usually as
a disciplinary response to behaviour that is considered disruptive or non-compliant.
These spaces aim to ensure pupil safety, manage disruption to support learning, and
provide a safe environment for the young person to calm down (Department for
Education (DfE), 2024b). Such rooms or areas act as disciplinary measures by
removing the young person from their learning environment and cohort. These
spaces are also known by various alternative names, such as seclusion rooms,
reflection rooms, time-out rooms, or reset rooms, though their specific terms vary
depending on institutional policies and regional terminology (McDonnell &
McDermott, 2022). When my friend described them to me at the time, | was a
primary school teacher and initially viewed the idea positively. | particularly liked the
thought of a young person being able to retreat from the classroom with a trusted
adult, as this seemed supportive. However, my perspective began to change after
watching a television documentary showing isolation booths being used in a

secondary school. This experience coincided with my own children being toddlers.

My professional background includes working as a primary school teacher,
educational welfare officer, and content creator specialising in wellbeing for an
education publishing company. | have, therefore, developed a diverse understanding
of educational environments and disciplinary methods. At that time, behaviourist

strategies like “time out” and “the naughty step” were widely used with young



children. | tried these with my children, but felt uncomfortable implementing them.
These behaviourist methods felt to have limits in terms of supportiveness and
instead escalated their emotional distress instead of fostering calm, leaving me
feeling disconnected from my children rather than connected. | researched ideas of
control and punishment but was instead drawn to relational, emotionally attuned
approaches prioritising connection and co-regulation (Siegel & Bryson, 2018). This
change supported our wellbeing and our authentic relationships, and this ignited a

passion in understanding the role of relationships.

When | returned to teaching, | noticed the rise of “zero tolerance” approaches in
primary schools, my school’s ‘behaviour’ policy, and the increasing use of isolation
practices in secondary schools. These contrasted with the relational approaches |
had found effective in my parenting. Following this, as a content creator for an
educational publishing company, | wondered about the link between punitive

approaches and low staff wellbeing.

Isolation practices have gained media attention, often reflecting political influences.
For instance, after Labour came to power in 2024, headlines varied from “English
schools to phase out ‘cruel’ behaviour rules as Labour plans major education
changes” (Fazackerley, 2024) to warnings like, “Labour is about to wreck your child’s
education," asserting that “Parents should be afraid” (Stanley, 2024). In early 2025,
the DfE launched a public consultation on restrictive measures and reasonable force

in schools (DfE, 2025). This consultation does not explicitly seek input from children
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and young people (YP), although an “other” category is available for online survey

participants.

In this thesis, | reflect on my positionality and how my experiences shaped my
research (Holmes, 2020). | am a White British woman, a former primary school
teacher, and a current trainee Educational Psychologist (EP). My experiences at
school were mostly positive, but | remember times when disciplinary actions, such as
asking a peer to stand in front of the class, working outside the classroom, or being
taken outside to be spoken to, created feelings of shame and exclusion, alongside a
fear of experiencing such treatment myself. This fear made me compliant to the point
where | no longer felt comfortable expressing my voice within the school
environment. As a female researcher, | recognise that my interpretations may be
influenced by societal expectations relating to gendered behaviour and conformity in
schools. My professional background has provided me with insight into how YP often
experience anxiety during their transitions to secondary school, affecting their
wellbeing, attendance, and engagement with learning. | have questioned whether
using isolation as a form of punishment contributes to this issue. Additionally, | have
been mindful, as a parent, of how YP’s actions and behaviour are perceived,
responded to, and described. | recognise that my racial and cultural background may
influence how | interpret YP’s narratives, especially since disciplinary practices can
disproportionately affect YP from racialised and minority groups (Commission on
Race and Ethnic Disparities, 2021; Noguera, 2003; Skiba et al., 2002). Through this
research, | aim to hear the narratives of YP who attend a school that uses isolation

practices. Having noticed my own reactions and unease when observing these
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practices, | have been keen to learn from those who witness their use as well as

those who are sent to isolation.

My research methodology combines psychodynamic and feminist perspectives.
Feminist perspectives support this research by emphasising the significance of
voice, power dynamics, and the social, cultural, and historical context of knowledge
(Brown & Gilligan, 1993; Gilligan, 1982). In particular, | draw on feminist
epistemologies that challenge hierarchical and objectivist approaches to knowledge,
instead highlighting participants’ subjective experiences and stories. My
psychodynamic framework is based on the idea that unconscious processes,
including defences, transference, and projection, influence both participants’
narratives and the research relationship (Hollway & Jefferson, 2000). This careful
approach enables me to focus on what resonates as unspoken or emotionally

intense within the data.

Throughout this thesis, acronyms are used, as shown in Table 1 below.
Table 1

Acronym Table

Acronym Definition

YP A child/children or a young

person/young people.
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SENDCo Special Educational Needs and
Disabilities Coordinator

EP Educational Psychologist(s).

C4 ‘Consequence 4’ (which is a common
school behaviour system sanction
leading to isolation).

EHCP Education, Health, and Care Plan.

DfE Department for Education

Additionally, ‘school’ refers to any mainstream educational establishment.
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Chapter 2: Critical Literature Review

2.1 Background and Overview

This literature review provides a backdrop to current research by examining the
historical, political, and policy aspects of isolation practices. It explores isolation's

definition, purpose, implementation, and impact on YP in education.

| began my literature review by carrying out keyword searches in Google Scholar,
APA Psyclnfo, the University of Sheffield’s StarPlus library, and ERIC academic
databases. Search terms included isolation, isolation rooms, seclusion, seclusion
rooms, time-out rooms, restraint, and seclusion in education. Additional terms
covered were impact on children, psychological and emotional impact, mental health,
social isolation, stigmatisation, othering, discrimination, and social exclusion. After
identifying a limited base of literature relevant to the research question, | used a

'snowballing' process to explore further literature through references in these results.

2.1.1 Historical Contexts

Education has historically been linked to punitive approaches (Skinner, 1979; Slee,
1995). The public spectacle of discipline, historically through torture and public
punishment, is reflected in current media narratives and headlines focused on school
behaviour and ideas of control (Foucault, 1975; McCluskey et al., 2011; Stanforth &
Rose, 2020). However, despite mainstream media reporting high levels of school
violence, the actual number of exclusions due to violence is low (McCluskey et al.,

2011).
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Historically, discipline seems to have been more closely associated with punishment
than with learning. Whilst the term “discipline” originates from the Latin “discipulus”,
meaning “pupil” (Slee, 1995), discipline practices have often emphasised control
over education. Isolation approaches, for example, were considered by Smith (1981)
to be a “mild punisher” which reinforced power dynamics within an environment with

low stimulation (Smith, 1981).

Narrative practitioners White and Epston (1990) argued that knowledge empowers
those who possess it. In this context, it might be argued that school staff have the
power to shape the narratives of YP by assigning labels such as “naughty” to those
who are sent to isolation. These labels potentially oversimplify YP’s complex
experiences and reinforce biases within the school system. This view would align
with Young-Bruehl's (2012) term ‘Childism’, in which YP are problematised,
normalising harm that would not be considered acceptable to other groups within the

population (Young-Bruehl, 2012).

With corporal punishment banned in England and Wales in 1986, an increased level
of surveillance took its place (Slee, 1995). The use of isolation spaces reflects this
shift, emphasising punishment and control through surveillance rather than learning
(Slee, 1995). Foucault's (1975) concept of the ‘panopticon’ conveys that if individuals
do not know whether they are being watched, they behave as though they are
always being observed, which ensures that they effectively ‘guard’ and self-police
themselves based on control through fear (Sealy et al., 2023; Thomson &

Pennacchia, 2015). This arguably connects with the design of isolation rooms for
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maximum potential surveillance and minimal interaction (Barker et al., 2010;
Condliffe, 2023), positioning staff in a restrictive and authoritarian role with high
levels of control and dominance. However, a teacher recently leaving an

authoritarian school reflected:

You are not ‘creating respect’, you’re not teaching children how to work in society,
you’re saying: “You will do well and if you do not you will be punished” (Casey,

2024).

This shift towards control through surveillance and the use of isolation has influenced
school practices and is reinforced through policy. Considering how isolation rooms
are positioned within policy frameworks enables exploration of how these disciplinary

approaches have become systemically normalised.

Understanding these historical and disciplinary backgrounds encourages reflection
on the wider philosophical debates about the role of schools as socialising
institutions. Schools have traditionally been seen as essential in shaping individuals
and promoting social cohesion (Dewey, 1916/2018). Dewey (1916/2018) saw
schools as democratic spaces that highlight the importance of experience in
education and empowerment, preparing YP for active citizenship within the wider
community. In contrast, Foucault (1975) emphasised the disciplinary aspects of
schools, focusing on their roles in surveillance, normalisation, and social control.
This Foucauldian perspective demonstrates how schools can use mechanisms such

as isolation rooms to uphold exclusionary practices.
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2.1.2 Isolation Rooms in Policy

Since 1997, government approaches to inclusion have shifted from Labour’s full
inclusion agenda with the intention of all YP being enabled to attend their local
mainstream school with appropriate support (Carlile, 2011; Jean-Pierre & Parris,
2019), to more punitive, zero-tolerance policies under successive Conservative
governments focused on restoring traditional values and cultures through zero-
tolerance policies and strict discipline approaches (Condliffe, 2023; Fraser-Andrew &
Condliffe, 2023). This shift seemed to be further reinforced by the academisation of
schools, which reduced local authority oversight and increased school autonomy,
potentially undermining inclusive practices by limiting professional collaboration and

community engagement (Condliffe, 2023; Power & Taylor, 2018).

Isolation spaces are known by many names, including isolation rooms, seclusion
rooms, time-out rooms, reflective spaces, and hubs. In the same way, these spaces
lack a consistent definition; they vary widely in design and use (McDonnell &
McDermott, 2022). Isolation practices are intended to enable YP to stay in school
with increased supervision whilst still accessing education (Department for Children,
Schools and Families, 2009; Jones et al., 2023). Despite their potential as an
alternative to external exclusion (Barker, 2019; Jean-Pierre & Parris, 2019), internal
exclusions through isolation are not required to be reported or monitored (Barker,
2019), meaning the impact of the isolation approach is not thoroughly researched
(Stanforth & Rose, 2020). This creates an unclear, unchallenged view of isolation
use due to a lack of data on attendance, frequency, and duration (Power & Taylor,

2018; Sealy et al., 2021; Stanforth & Rose, 2020; Staufenberg, 2019). This has led
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to inconsistent practices arising in how schools interpret and implement isolation
(Jones et al., 2023). This has been shown to affect the level of care from staff,
reducing empathy modelling, and limiting peer co-regulation opportunities (Condliffe,

2023; Perry-Hazan & Lambrozo, 2018).

The techniques and responses associated with isolation practices are believed to
address perceived misbehaviour through extrinsic motivators generally rooted in the
behaviourist paradigm (Sealy et al., 2021). However, there is limited evidence in the
UK to support these methods (Condliffe, 2023). Research suggests that the fairness
of these techniques is influenced by the YP’s relationship with the teacher and co-
constructed behaviour narratives (Condliffe, 2023). Bandura’s social learning theory
indicates that behaviours and social norms are learned through observation and
imitation, affected by rewards, punishments and individuals’ self-efficacy, their belief
in their own ability to succeed in specific situations (Bandura, 1977). This theory
highlights the importance of staff behaviour modelling on YP (McDonnell &
McDermott, 2022). Additionally, due to empathy bias, where it is argued that
decisions are shaped more by emotion than fairness, staff may feel more empathy
for those they relate to or see as part of their ‘ingroup'. Individuals tend to exhibit
greater empathy and prosocial behaviour towards YP with perceived similarities
(Vanman, 2016). This can result in varied experiences for YP, as staff adjust their
approach in the isolation room based on their relationship with the YP (Barker,
2019). This bias can contribute to differences in how exclusionary practices are
applied, particularly impacting YP of colour and those from lower socioeconomic

backgrounds, who are disproportionately represented in such settings (Commission
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on Race and Ethnic Disparities, 2021; Noguera, 2003; Skiba et al., 2002). Class
differences also intersect with exclusionary practices, as private and state school
systems use different approaches to behaviour management and discipline (Casey,
2024). Additionally, male YP are statistically more likely to experience exclusion
(DfE, 2023b), suggesting that gender further deepens these disparities. These
intersecting factors illustrate how systemic inequalities influence who is most
vulnerable to isolation and exclusion in schools. Whilst this research aims to gather
detailed narratives from YP with and without experiences of isolation, a deeper
understanding of this would benefit from further exploration of how race, class, and
gender shape both the experiences of isolation and staff responses within school

settings.

Ofsted guidelines, such as removing YP from class for a limited amount of time if
they display perceived disruptive behaviours (DfE, 2022), reinforce an approach
focused on correcting behaviour. Due to reduced funding, resources and local
authority support, together with increasing demands on schools, reactive rather than
proactive responses are likely (Power & Taylor, 2018). This creates challenges for
YP who experience regulation difficulties and would benefit from a more proactive
and evaluated approach (Condliffe, 2023; Nash et al., 2016). Government guidance
on isolation practices remains vague, stating that YP can be placed “away from other
pupils for a limited period” and that schools must act “reasonably” (DfE, 2014, p. 12).
More recent guidance states that staff should consider the questions, “Is it
necessary?”, “Is it proportionate?”, and “Have you considered the pupil’'s welfare?”

(DfE, 2024a, pp. 6-7) when assessing whether a restrictive practice is reasonable in
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a given situation. Within the final question, considering a student’s welfare, the
guidance states that “Staff should seek to understand how the pupil is feeling” (DfE,
2024a, p. 7). This would then impact whether the restrictive intervention “should be,
or continue to be, applied, reduced or stopped” (DfE, 2024a, p. 7). Whilst non-verbal
strategies are advised before implementing a restrictive practice, this is only
recommended to support those with identified speech, language, and communication
needs. It is not specified that these strategies need to be used when assessing how
the YP feels during a restrictive practice to determine whether the intervention is
appropriate to continue; therefore, the impact of distress on the YP’s ability to
process language is not acknowledged (Siegel & Bryson, 2012). The guidance
suggests that recording restrictive interventions is best practice, but this is not

statutory.

Whilst inclusion agendas aim to keep YP within the school community (Department
for Children, Schools and Families, 2009), increasing isolation practices arguably
expand the physical boundaries of the school, effectively excluding those sent to
isolation. Internal exclusions through isolation spaces are regarded as a way to avoid
external exclusion (Barker, 2019; Jean-Pierre & Parris, 2019). From September
2025, there will be a new statutory requirement to record and report incidents
involving the use of force (DfE, 2024a), following a call for evidence regarding the
reasonable use of force and restrictive practices in schools (DfE, 2023a).
Nevertheless, there is still no statutory obligation to collate data on isolation

practices, which is only advised as best practice.
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2.1.3 The Wider Context of Isolation and Social Exclusion

Isolation spaces in schools do not function independently of wider societal
influences. They mirror and can even reinforce larger social patterns of exclusion
and marginalisation (Foucault, 1975). Social exclusion happens when individuals or
groups are systematically denied access to rights, opportunities, and resources
typically available to others in society (Levitas et al., 2007). In educational settings,
exclusionary practices such as isolation, fixed-term suspensions, or exclusion
disproportionately affect marginalised YP, including those from minority ethnic
backgrounds, lower socioeconomic backgrounds, and those with special educational
needs (Commission on Race and Ethnic Disparities, 2021; DfE, 2023b; Gillborn,

2014; Tillson & Oxley, 2020).

Often, exclusionary practices are motivated more by maintaining existing social
norms and power dynamics than by genuinely supporting YP’s needs (Skiba et al.,
2014). Creating isolation spaces can contribute to the process of othering, where
YP’s actions are seen as within-child challenges rather than understandable
responses to their environment or broader systemic issues (Stanforth & Rose, 2020).
This perspective tends to normalise punitive reactions and can obscure the social
inequalities that may influence behaviours that are seen as challenging (Losen &

Martinez, 2013).

Using isolation as a disciplinary measure can sometimes lead to feelings of
alienation that extend beyond the individual, impacting the entire community. This

can create an atmosphere filled with fear, anxiety, and mistrust (Skiba & Peterson,
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2000). Such environments can undermine the sense of belonging and inclusion that
are so important for positive educational experiences and emotional wellbeing

(Osterman, 2000).

Understanding isolation practices within this wider social and systemic context is
necessary in order to explore punitive approaches and consider alternative
strategies focused on understanding and addressing underlying needs (Jones et al.,

2023).

2.1.4 Reflection

The UN Convention on the Rights of the Child emphasises inclusive education for
YP with disabilities, discipline aligned with human dignity, and ensuring YP’s views
are considered in areas affecting them (Knight et al., 2022; Tillson & Oxley, 2020;
UNICEF, 1989). Exclusionary practices in England have raised growing concerns
(Power & Taylor, 2018), and despite more punitive measures, student misbehaviour
remains unchanged (Gomez et al., 2021). The ever-changing terms and definitions
surrounding perceived challenging behaviour (Stanforth & Rose, 2020) may impact
what is perceived as misbehaviour and reduce recognition of the support required.
Arguably, this lack of clarity contributes to framing behaviour as solely within a
teacher’s control and neglects the idea of support, hence the term behaviour
management. Increased teacher control may lead staff to neglect building engaging
lessons through individual relationships with YP, reducing their role to that of rule
enforcers. Maintaining a child’s dignity means valuing, respecting, and treating them

ethically (Baumann & Bleisch, 2014). This raises questions about the psychological



22

impact of isolation practices, challenging whether isolation is educationally beneficial

or punitive (Barker, 2019; Gilmore, 2013).

The current focus on behaviour management over teaching skills and building
unique relationships may lead to teachers feeling less skilled and motivated (Skinner
et al., 2019). When school staff's autonomy and diverse skills are limited, relationship
opportunities decrease, leading to increased stress and demoralisation (Skinner et
al., 2019). This suggests that chances for relational repair and connection reduce
when compliance and conformity are prioritised for both staff and YP. Skinner et al.’s
(2019) research involved qualitative data from 39 teachers and six school leaders in

England and Wales, but did not include YP’s narratives about isolation spaces.

Although historical and policy contexts recognise isolation rooms as tools for control,
they are often framed differently in educational discussions. The next section

considers their stated purposes against actual practice.

2.2 The Espoused Purpose of Isolation Rooms

2.2.1 To Support the YP’s Emotional Regulation and Learning

An espoused purpose of isolation rooms is to support YP with emotional regulation
and learning, recognising the need for supervised education without rewarding
undesired behaviour (Barker, 2019). This justification aims to maintain education,
providing a space for YP to transition from an anxiety-inducing environment to a safe

space to regulate emotions (Department for Health and Social Care and DfE, 2019;
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Gilmore, 2013). It is framed as non-disciplinary and non-punitive. It states that it
should only be used if a YP displays “severely disturbed behaviour, including that
which is likely to cause harm to others, and for the minimum time necessary”

(Department for Health and Social Care & DfE, 2019, p. 44).

Whilst in isolation, YP should be enabled to access learning and support whilst
distanced from distractions and peers (Jean-Pierre & Parris, 2019). A behaviourist
approach focused on rewards and consequences may deter others and promote
conformity. It has been suggested that isolation rooms support YP to remain within
the overall school system (Gilmore, 2013) and enable nurturing opportunities (Nash

et al., 2016).

However, it can be argued that this view neglects co-regulation or self-regulation.
Isolation rooms are often perceived as a punishment (Barker, 2019) due to the lack
of clarity in their purpose, rather than being seen as a space for nurture (Sealy et al.,
2023). Punitive strategies risk escalating behaviours, leading to exclusion
(Armstrong, 2018; Barker, 2019). Acknowledging the emotions expressed through
behaviour is considered essential for supporting the YP (Taylor & Scorer, 2025).
Viewing behaviour as communication emphasises the need to understand the
messages behind these actions (Geddes, 2017) whereas punishment may silence

rather than explore this communication (Sheppard, 2020).
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Reflecting on Dr Stephen Shore’s quote, “If you've met one person with autism,
you’ve met one person with autism” (Flannery & Wisner-Carlson, 2020), there seems
to be an absence of consideration of individual differences and the holistic
understanding needed to offer appropriate support in responses to behaviour
deemed as challenging from YP (Rainer et al., 2023). Without such individualised
responses, it might be contended that behaviour may lack the same level of
differentiation and personalisation as other areas of learning. Concerns around the
inconsistent application of school rules and disciplinary methods present an
opportunity to explore relationships and teacher discretion within school behaviour
policies (Jones et al., 2020; Perry-Hazan & Lambrozo, 2018). Alongside the
differences in how isolation is implemented, there is significant variation in the

isolation space itself, further impacting its effects (Power & Taylor, 2018).

Research suggests that YP view punitive approaches as ineffective and harmful
(Condliffe, 2023; Jean-Pierre & Parris, 2019; Perry-Hazan & Lambrozo, 2018; Quinn,
2024) and that they may misunderstand the cause-and-effect relationship that leads
to isolation (Nash et al., 2016). Condliffe (2023) emphasised the need for more
research into restrictive practices and their effects on YP’s wellbeing. However, her
study faced limitations, including a small sample size and online qualitative
interviews due to COVID-19, leading to possible bias from those with negative views
on isolation. It only represented YP sent to isolation as punishment. Similarly,
Quinn’s research (2024) involved only a small sample of YP in Alternative

Provisions. Although this research offers valuable insights, it reflects only isolation
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users, reinforcing the idea that only isolated students are affected, and lacks

generalisability by focusing solely on Alternative Provision students.

Interestingly, Jean-Pierre and Parris (2019) suggest that incidents regarded as
misbehaviour are found to decrease when students are engaged in and enjoy their
learning, and that punitive measures are counterproductive. However, their review

lacks the perspective of YP on these measures or alternatives.

Whilst some schools’ use of isolation may support a nurturing approach, this raises
questions about why this is limited to designated isolation spaces rather than being
an approach applied more broadly across the school. For nurture to be effective, YP
would need to trust that the adult's intention for isolation is to provide a safe space.
Otherwise, shame responses may increase distress and lead to heightened
emotional dysregulation (Elison et al., 2006; Sealy et al., 2023). Taylor (2022)
challenges the notion that YP being moved away from their peers is supportive, as
those placed within isolation are predominantly the most vulnerable children. The
hidden nature of isolation means it has the potential to function as exclusion
disguised as inclusion (Jones et al., 2020) and perpetuate othering (Waterhouse,

2007).

Louise Bombér (2007), a specialist in trauma-informed and attachment-aware
approaches, suggests that when a system lacks non-shaming techniques, YP may

seek control to meet their emotional needs. Poor staff-student connections correlate



26

with behaviours often perceived as disruptive, which aligns with attachment theory.
Bomber and others suggest that secure relationships are crucial for emotional
regulation, emphasising the importance of relationships in schools (Bombeér, 2007;
Forde, 2025; Nash et al., 2016; Willis et al., 2021). In stressful situations, both the
YP’s and the staff members’ potential to be reflexive may be reduced, limiting their
ability to interpret and process each other's mental states. Control-seeking
behaviours may therefore operate unconsciously at an affective level (Fonagy &

Target, 1997).

According to self-determination theory, YP are most motivated and engaged when
they have autonomy, competence and relatedness in a task (Deci & Ryan, 2000).
The lack of autonomy in enforced isolation could therefore prevent growth and
change, affecting emotional connections (Condliffe, 2023; Quinn, 2024; Willis et al.,
2021). Karen Treisman (2017), a clinical psychologist and expert in trauma-informed
care, defines safety as multi-dimensional, encompassing inner, emotional, physical,
and perceived safety. She also emphasises an intrinsic sense of security, in which
safety is experienced regardless of external circumstances. This perspective raises
questions about whether isolation spaces in schools can support a sense of safety,
especially for YP with complex emotional needs, where meaningful connections and
relationships are denied. Evidence from solitary confinement in prisons shows
serious psychological impacts, including anxiety, depression, and cognitive issues,
which can impact learning (Shalev & Edgar, 2015). This comparison raises questions
about the impact of school isolation on emotional regulation and learning, perhaps

emphasised by the lack of YP’s voices in current research.
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2.2.2 To Maintain Control and Order

Isolation rooms are often justified as a tool to maintain control and order in schools.
This includes removing YP who are perceived as disruptive to deter others and
preserve a positive learning environment (Jean-Pierre & Parris, 2019; Taylor, 2022).

This frames YP’s behaviour as a threat, making isolation a tool for restoring order.

Reports suggest that student behaviour is a significant stressor for teachers,
impacting their wellbeing, and contributes to them leaving the profession (DfE, 2015;
Nash et al., 2016). Teacher wellbeing is closely linked to student outcomes (Madigan
& Kim, 2021), meaning that behaviour that is felt to challenge is additionally
perceived as a threat to school performance and to how teacher performance is

perceived (Madigan & Kim, 2021).

In practice, isolation is often regarded as necessary for maintaining discipline for
school functioning. YP may acknowledge punishments as part of a teacher’s role
and not necessarily harmful to the relationship (Willis et al., 2021). However, staff
report a lack of training, resources, and support as key barriers to effective behaviour
management (Knight et al., 2022). This leads to a reliance on restrictive, reactive
measures (Armstrong, 2018; Stanforth & Rose, 2020). Barker et al. (2010) found that
the main reasons given for use of isolation were 'verbal abuse' (40%), perceived
"persistent disruptive behaviour” (19%), and “failure to follow staff instructions” (18%)
(Barker et al., 2010, p. 380). However, apart from persistent disruption, these
reasons seem to indicate reactive responses to singular events rather than

evidence-informed or personalised support (Condliffe, 2023), or the use of low-
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arousal approaches (McDonnell, 2019). Although isolation is often justified as being
beneficial to the overall school environment, its effectiveness in addressing the

isolated YP's needs is debatable (Noguera, 2003; Willis et al., 2021).

When isolation rooms fail to be effective at reducing behaviours perceived as
disruptive (Jean-Pierre & Parris, 2019; Taylor, 2022), it could be argued that the
primary purpose may be less about supporting the individual and more about
maintaining control and order through fear in the remaining cohort. Staff often view
themselves as responsible for both preventing and responding to behaviour
perceived as disruptive, and when control is “lost”, blame is directed at both YP and
staff (Armstrong, 2018; Stanforth & Rose, 2020). This blaming, often focused on
embarrassment and shame, may trigger threat responses in both YP and staff,

impacting relationships and cohesion (Taylor, 2022).

A critique of isolation rooms is that their alignment with punitive and behaviourist
models prioritises control over support (Barker, 2019; Condliffe, 2023) and overlooks
individual context and relational factors (Condliffe, 2023). Teachers rarely have
access to regular supervision or reflective spaces (Lawrence, 2020), which may
result in instinctive and counterproductive responses that increase stress (McDonnell
& McDermott, 2022; Nash et al., 2016). However, these approaches risk overlooking
inclusion, equity, and social justice principles (Gilmore, 2013). Whilst teachers
emphasise equity and the inclusion of separate provisions for students through
isolation (Knight et al., 2022), the rationale behind this social exclusion, its equitable

purpose and the overarching goals remain questionable. Additionally, the punitive
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strategy of emotionally isolating YP may affect not only the YP themselves but also
staff and peer observers. It can shape internalised beliefs and behaviour through

fear (Ceven et al., 2021; Duarah, 2018).

Interestingly, McCluskey et al. (2011) found that EPs proposing alternatives to
punitive measures, such as restorative approaches, may face resistance from
teachers who view these methods as a loss of authority. Even in schools with
restorative practices, punitive measures have been found to continue due to a belief
in a need for power and control through discipline (McCluskey et al., 2011).
Conversely, it is postulated that this power hierarchy in school silences YP and limits
their autonomy (Barker et al., 2010; Sealy et al., 2021). It enforces control, requiring

YP to apologise and accept punishment without being heard (Sealy et al., 2023).

This acceptance of punishment and modelling of exclusion raises important
questions about its wider impact, highlighting the benefit of gathering more
perspectives from YP (Willis et al., 2021) and the importance of the broader school
community sharing their perspectives to gain an understanding of the impact of

school staff maintaining control in this way.

2.2.3 For the Benefit of Others

Following the logic of maintaining control and order, behaviour policies often advise
teachers to remove students perceived as challenging to preserve the learning

environment (Stanforth & Rose, 2020). This risk management approach is especially
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relevant for YP with Social, Emotional and Mental Health (SEMH) needs, where
individual removal is believed to create calm (Willis et al., 2021). In support of this
approach, Perry-Hazan and Lambrozo (2018) held focus groups with 70 primary-
aged YP. They found that participants prioritised ‘fairness’ and had a perception of
being treated equally (Perry-Hazan & Lambrozo, 2018). However, this perception
can overlook equity and the concept of individual need, contributing to systemic

inequity (Sheppard, 2020). YP may form their beliefs by observing adult responses.

Whilst this research was based in Israel, it provides key insights into primary school
discipline and perspective formation. However, differences in educational systems
and cultures may also limit the transferability of these ideas to the UK. Similarly,
research by Hampton and Ramoutar (2021), conducted in a UK secondary school,
found that YP did not necessarily oppose removal approaches. Instead, they valued
clarity and fairness in how rules were enforced. Perry-Hazan and Lambrozo's (2018)
and Hampton and Ramoutar's (2021) findings suggest that YP value transparency,

structure and fairness in behaviour management approaches.

This raises questions about how behaviour is conceptualised in schools. Specifically,
whether it is viewed as communication needing relational support or as a disruption
requiring control. If control is the focus, it can be argued that individual needs may be
overlooked, influencing how YP perceive justice, inclusion, and who is ‘deserving’ of

support.
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It is apparent, therefore, that further research is needed to capture how YP
internalise and interpret control-based responses. A better understanding of YP’s
perspectives would help develop a more nuanced understanding of behaviour

policies and exclusionary practices.

2.2.4 Reflection

The marketisation of education, which prioritises test results and league tables over
wellbeing, seems to undermine the moral purpose of education and affect inclusion,
exclusion, motivations, and relationships within schools (Armstrong, 2018; Thomson
& Pennacchia, 2015). Casey (2024) highlights how a results-driven approach is used
to justify high salaries for Multi-Academy Trust leaders, valuing performance over
student development. In this context, compliance becomes a measure of success,

and exclusionary practices, such as isolation, can be seen as tools to maintain order.

In contrast, the private education sector is noted for adopting a different approach,
where YP are actively engaged, confident, and autonomous in their learning, and
these skills are prioritised over compliance (Casey, 2024). This difference reinforces
privilege within society, as those with access to private education are supported in
developing the skills necessary to maintain their advantageous position (Casey,
2024; Jean-Pierre & Parris, 2019). Meanwhile, the most vulnerable YP, and those
most at risk of isolation and exclusion, are often those subjected to punitive discipline
methods to ensure compliance and control (Gomez et al., 2021; Jones et al., 2020;
McDonnell & McDermott, 2022; Noguera, 2003; Power & Taylor, 2018; Sealy et al.,

2021; Taylor, 2022). Isolation practices may encourage ridicule, rejection, and
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humiliation, aligned with historical public spectacles of punishment (Foucault, 1975;
Willis et al., 2021). Publicly removing certain “vilified” individuals to alternative
spaces raises questions about the level of inclusion possible (Carlile, 2011).
Arguably, as long as the isolation space maintains elements of hidden, solitary
confinement, it symbolises a broader societal expectation to remove those who are
not conforming, rather than addressing systemic barriers to success. This suggests

isolation approaches prioritise school efficiency over individual wellbeing.

Within existing research, there is a significant lack of insight from YP and a particular
gap for those witnessing isolation of their interpretation of its function and impact.
This limits our understanding of whether the espoused purposes align with how
isolation is experienced. Without these perspectives, the emotional, relational, and
cultural impacts of isolation across the wider school community remain

underexplored.

2.3 The Impact of the Isolation Space

2.3.1 Disruption to Learning and Engagement

Whilst internal isolation is often positioned as a means of maintaining access to

education (Gilmore, 2013; Jean-Pierre & Parris, 2019), the reality for many YP is that
they are removed from meaningful learning opportunities and are often placed under
the supervision of unqualified or lower-paid teaching staff (Gilmore, 2013), impacting

the quality of teaching and resources (Fraser-Andrew & Condliffe, 2023). This is
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particularly concerning for YP with additional needs who may require more

specialised teaching to access the curriculum effectively.

School staff have also expressed concerns about the impact of isolation on learning
(Power & Taylor, 2018), which suggests a recognition that YP’s compliance is often
prioritised over their learning and development (Slee, 1995). Noguera (2003)
reported that peers often replicate the same behaviour even when YP are removed.
This indicates that exclusionary approaches may not be effective in creating a
productive learning environment. Isolation may even increase the likelihood of
behaviour perceived as challenging (Stanforth & Rose, 2020). With isolation causing
YP to miss lessons, there could then be gaps in learning, potentially leading to YP
feeling less engaged and experiencing shame around their academic abilities.
Recognising that punitive measures disproportionately affect disadvantaged YP,
isolation processes further harm their learning opportunities (Jean-Pierre & Parris,

2019).

YP themselves have shared this impact. In Sealy et al.’s (2021) qualitative study,
eight YP shared their isolation room experiences, sharing that isolation took away
their education. Additionally, isolation arguably removes teachers' responsibility for
learning, limiting their ability to support regulation, emotional development, and
engagement. Therefore, isolation can hinder academic progress and the

relationships for learning.
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2.3.2 Emotional, Psychological, and Relational Impacts of Isolation

In a punitive environment, reactions to behaviour are often prioritised over the core
need underlying the behaviour, leading to physical and emotional distress (Condliffe,
2023; Fraser-Andrew & Condliffe, 2023). Rather than support YP’s emotional growth,
isolation practices often promote compliance without understanding, which prevents
processing emotions or developing co-regulation skills (Lakin et al., 2008). The
isolation space symbolically removes YP from being kept in mind (Condliffe, 2023),
which conflicts with trauma-informed principles that emphasise psychological
presence and relational safety. Condliffe’s (2023) qualitative study utilised
unstructured interviews and suggested that isolation negatively impacted wider
aspects of life in school and wellbeing due to the ostracism brought about through
isolation. However, only the views of those directly experiencing isolation were
heard, and therefore, the wider emotional, psychological, and relational impact of

isolation within the school community is currently lacking.

The ideas of co-regulation, shame, and emotional dysregulation discussed here are
grounded in established developmental and relational theories. Attachment theory
(Bowlby, 1969) states that YP need consistent, responsive relationships to feel safe,
valued, and capable of managing their emotions. Bombér and Hughes (2013) argue
that disconnection, through processes such as isolation, can trigger feelings of
rejection and threat, disrupting their ability to self-regulate. Trevarthen (2001)
highlights that humans are naturally social beings who develop understanding and
meaning through connecting with others. From the earliest stages of development,

our brains are designed to engage in social interactions, helping us regulate
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emotions, form bonds, and develop a shared view of the world (Bowlby, 1969;
Trevarthen, 2001). Research by Trevarthen and Malloch (2000) on communicative
musicality shows how emotional growth happens through shared rhythms,
interactions, and exchanges with trusted adults. It emphasises the importance of
embodied, interactive rhythms in nurturing and maintaining healthy relationships,
especially in education (Trevarthen & Malloch, 2000). Methods like Intensive
Interaction, originally developed to support YP with communication difficulties, build
on these ideas by highlighting the value of tuned-in, reciprocal communication to
help YP develop trust, self-regulation, and emotional wellbeing (Kellett, 2004). When
schools withdraw relational support and instead rely on punitive measures, it can
increase shame through experiences of rejection, humiliation, and disconnection
(Nathanson, 1992). This approach can also hinder YP from learning how to safely
process difficult emotions with others, through shared understanding and relational
trust, and consider alternative ways of being (Vasilic, 2022). From this perspective,
isolation does not simply remove a YP from a space; it also deprives them of vital
relational experiences that are essential for emotional growth, identity development,

and repair after conflicts.

Building on this theoretical foundation, the punitive nature of the isolation approach
leaves YP maintaining a sense of guilt and fear (Fraser-Andrew & Condliffe, 2023).
Experiencing rejection from a social group triggers sensations aligned with physical
pain, impacting connections and leading to insecure attachment behaviours

(Bombeér, 2007; Bombér & Hughes, 2013). Using relationship withdrawal as a form of
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punishment can prevent the learning, safety, stability, and security needed for

healing (Bomber & Hughes, 2013).

Developmental psychology highlights that YP’s brain structures are still developing,
which raises concerns about the effectiveness and supportiveness of isolation rooms
as a tool for behaviour change (American Psychological Association Zero Tolerance
Task Force, 2008; Noguera, 2003; Quinn, 2024; Sealy et al., 2021). Current
neuroscientific understanding highlights how restrictive and exclusionary practices
may negatively impact emotional wellbeing (Novotney, 2019) and physical health
(Holt-Lunstad et al., 2015), raising concerns around relational functioning and
potential links to the criminal justice systems (Perry-Hazan & Lambrozo, 2018; Sealy

et al., 2021).

Daily interactions, particularly with school staff, significantly influence a YP’s
behaviour and emotional growth (Armstrong, 2018; Munn et al., 2000). Strong staff-
pupil relationships can increase engagement, promote positive behaviours, and
enhance learning opportunities (Munn et al., 2000; Willis et al., 2021). Connections
and attachments formed through ‘time in’ are valued over ‘time out’ (Yaholkoski et
al., 2016). However, actions viewed as disruptive can create tension in these
connections (Willis et al., 2021). Whilst some studies suggest isolation does not
always damage relationships (Willis et al., 2021), the depth and necessary repair

work post-isolation are arguably often overlooked.
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The school climate is also impacted by isolation approaches, creating feelings of
worthlessness and reduced self-esteem (Sealy et al., 2023). Such approaches
directly affect YP and indirectly affect their peers, school staff, and parents,
potentially obstructing the safe and supportive atmosphere schools should provide
(DfE, 2023a). The threat of isolation can create a constant state of anxiety in the
school community, including those complying with school rules (Taylor, 2022). Some
YP have expressed fear around punitive measures, particularly those adhering to
school rules (Perry-Hazan & Lambrozo, 2018). This suggests that even those who
do not experience isolation directly may be emotionally and psychologically affected

by its existence.

This is particularly concerning considering the increasing difficulties schools are
facing related to attendance and engagement (Adams & Garcia, 2023; Eyles et al.,
2023), and SEMH challenges (Jones et al., 2023) amongst YP. Punitive strategies,
which are led by accountability and policy instead of being psychologically informed,
prompt questions about the ethical implications of viewing YP as commodities
instead of individuals. Healthy relationships are essential for inclusive education,
especially for students with special educational needs (Knight et al., 2022). However,
the commercialisation of education, focusing on performance and outcomes, can
lead to relational aspects, such as care and individual understanding, being
overlooked. This raises more moral questions around the role of isolation and its
influence on interactions within the school system (Gilmore, 2018; Power & Taylor,

2018). Whilst positive relationships significantly influence educational outcomes
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(Nash et al., 2016), punitive approaches may undermine these opportunities

(McCluskey et al., 2011).

Further research is therefore needed to explore the impact of isolation on self-
perceptions and group dynamics, as limited research explores how the school
community internalises and normalises these practices. This potentially reinforces

exclusion narratives and contributes to the othering of YP.

2.3.3 The Sensory Experience of Isolation

Restrictive practices are defined as actions limiting movement, liberty, or freedom
(DfE, 2023a). Isolation rooms are, therefore, considered to be a restrictive practice.
Whilst isolation rooms can be viewed as helpful for regulation and learning without a
peer audience (Barker, 2019; McDonnell & McDermott, 2022), they often enforce
silence and require YP to remain seated in an environment purposefully restricting
movement and interaction. This arrangement reinforces power dynamics that may
leave YP feeling trapped and without control (Barker, 2019; Barker et al., 2010;

Condliffe, 2023; Fraser-Andrew & Condliffe, 2023; Foucault, 1975).

Lack of movement is linked to physical and mental health issues (Sealy et al., 2023).
Barrett (2017) wrote about body budgets, which relate to how the brain manages and
allocates the body’s energy resources to maintain health and wellbeing. The brain
predicts and balances energy use, adjusting for factors such as physical activity,

stress, and environmental demands to support the body (Barrett, 2017). Emotional
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regulation, physical movement, connections, and co-regulation are considered
crucial for maintaining the body budget (Barrett, 2017). Isolation practices, often
characterised by restricted movement, separation from peers and a punitive mindset,

may, as a result, prevent the emotional regulation required for learning.

Even when not physically restricted, the fear and awareness of the space may
prevent YP from leaving (Fraser-Andrew & Condliffe, 2023) or moving. In one
account, a YP compared the experience to being "almost a dog in a cage" (Sealy et
al., 2023, p. 1346). Even when used for animal training, restrictive practices such as
crates are recommended to be used as spaces of calm rather than for punishment,
recognising that fear of the space would prevent any future regulation from being

enabled there (McConnell, 2003).

Despite official claims that isolation is not intended to be punitive (Sealy et al., 2023),
the design, sensory environment, and hidden nature potentially communicate
otherwise. The planning and consideration given to isolation spaces significantly
impact how they are designed, created, perceived and experienced (Jean-Pierre &
Parris, 2019). There is typically limited planning around these spaces and little
involvement from the wider community (Sealy et al., 2023). Parents have expressed
surprise that the practice of isolation occurs in their YP’s school (Martin-Denham,
2020), suggesting a lack of awareness or understanding among parents and a
disconnect between policy, practice, and perception. The isolation space is
described as feeling cramped, and the design is noted for its bright, white features

(Quinn, 2024).
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This raises key questions about why the conditions necessary for supporting
emotional development, such as movement, sensory integration, and co-regulation,
are prevented within the system in response to behaviour, and further questions
about the degree to which sensory needs are considered when designing
interventions for YP experiencing distress. Research on YP’s perception of isolation
spaces and their sensory messages is limited, and perceptions of the broader school
community and witnesses are lacking in research (Barker, 2019). YP’s insights are

crucial for understanding the emotional and sensory aspects of isolation.

2.3.4 Isolation’s Impact on Belonqging, Identity, and Community

It is argued that within environments where punitive behaviour management and
within-child approaches are used, narratives of othering are reinforced, positioning
certain YP as problematic and needing control (Stanforth & Rose, 2020;
Waterhouse, 2007). This framing affects cognitive engagement (Taylor, 2022) and
reflects broader meritocratic ideals, where conformity is rewarded and non-

conformity is punished (Casey, 2024).

A punitive approach to behaviour, reliant on shame and control, does not support the
development of empathetic, self-aware, and responsible individuals for future society
(Gomez et al., 2021; Noguera, 2003). As shame and blame increase, accountability
decreases (RSA, 2015), limiting autonomy, repair, and growth (Bombeér, 2007;
Fraser-Andrew & Condliffe, 2023; Gomez et al., 2021; Quinn, 2024). This ongoing
othering through shame and blame widens the divide between isolated YP and their

future communities (Gomez et al., 2021; Waterhouse, 2007). Whilst schools may
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aspire to inclusivity, language and practices around isolation may, possibly
unintentionally, perpetuate an ‘othering’ narrative (Knight et al., 2022; Waterhouse,
2007). Additionally, teachers under emotional stress may reactively use shaming
strategies, escalating situations (Fraser-Andrew & Condliffe, 2023; Taylor, 2022),

negatively affecting school climate and staff morale (Barker, 2019).

When isolation is used as a visibly punitive measure, it reinforces a culture of
collective control based on fear rather than support, further embedding othering
amongst peers (Knight et al., 2022; Waterhouse, 2007). The emotional
consequences of being separated from peers can reduce YP’s self-esteem and
reinforce feelings of difference (Jones et al., 2020; Sealy et al., 2021). Relational
impacts can extend into the wider community, with isolation practices placing strain
on parent-child relationships (Power & Taylor, 2018). Following isolation, it is the
relational repair that is often overlooked (Bombeér & Hughes, 2013; Jean-Pierre &
Parris, 2019). YP rely on stable, relational connections similar to parent-child bonds
(Bennathan, 1997). Whilst schools have the potential to foster emotional
development and regulation (Pratt, 2023), this is not always reflected in practice
(McDonnell & McDermott, 2022). Isolation approaches may, therefore, undermine a

school’s ability to support identity and wellbeing.

Whilst the literature emphasises the emotional and relational harms caused by
isolation, it is also important to recognise how the language, visibility, and methods
of implementing isolation can often make its punitive effect feel even stronger. The

term "in” isolation suggests separation and confinement, presenting it as a space of
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exclusion rather than an opportunity for relational repair (Barker et al., 2010; Sealy et
al., 2021). Isolation is often kept hidden from the wider school community, with
limited transparency about who is placed there and for what reasons, and policies
are frequently not openly communicated to parents or carers (Condliffe, 2023; Knight
et al., 2022; Martin-Denham, 2020). This lack of visibility can normalise exclusion as
a common disciplinary measure whilst hiding its potentially stigmatising effects
(Clarke et al., 2021). McCluskey et al. (2013) argue that the secrecy surrounding
these practices mirrors wider trends in punitive education methods, where
punishments are kept hidden and used to manage behaviour without accountability
or open discussion. This approach to concealment is quite different from restorative
approaches, which emphasise openness, shared understanding, and collective
responsibility (Morrison & Vaandering, 2012). These methods make behaviour

support more transparent and collaborative, fostering a sense of trust and teamwork.

Humans typically categorise themselves based on similarities and differences, and
belonging to a group can enhance survival chances as a species (De Dreu et al.,
2023). The need to belong is a fundamental human requirement that is evident in the
identity construction of YP (Jones et al., 2020). However, isolation spaces contribute
to feelings of exclusion, even when these spaces are described as supportive
(Condliffe, 2023). According to social identity theory, self-concept is shaped through
group affiliations, which affect behaviour and belonging (Tajfel & Turner, 1979).
Social identity is fluid and is shaped by peer interactions, encouraging performative
behaviour to align with group norms (Tajfel & Turner, 1979). Although some YP may

imitate the behaviour of isolated peers to gain in-group acceptance and approval
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(Lakin et al., 2008), isolation practices can disrupt this by triggering feelings of
rejection, which prevents regulation, negatively impacts attachment (Barker, 2019;
Bomber & Hughes, 2013; Power & Taylor, 2018), and leads to physical and
emotional distress (Condliffe, 2023; Fraser-Andrew & Condliffe, 2023; Williams,

2009).

Additionally, it is also important to recognise the ability of schools to serve as
communities of connection, care, and mutual learning. Dewey (1916/2018) believed
that education ought to actively foster curiosity about academic subjects, as well as
about other people, perspectives, and lived experiences, serving as a basis for
mutual respect and civil engagement. When this curiosity becomes a part of school
culture, it fosters a sense of social connection through shared experiences and an
openness to different perspectives (Kashdan et al., 2004). To effectively care for YP
and build relational trust, staff need to be attentive and responsive to needs whilst
also showing respect (Jackson, 2024), which involves a willingness to encourage
curiosity about each other and the wider world to create inclusive communities.
Jackson (2024) criticises the failure of many schools to implement genuine care
ethics in practice and calls for a re-evaluation of educational priorities, focusing
meaningful relationships and attention to YP’s lived experiences. Promoting a culture
of curiosity, both towards each other and the wider world, not only reduces the
marginalising effects of exclusionary practices such as isolation but also can improve
YP’s engagement, wellbeing, and sense of purpose (Fredericks et al., 2004; Jean-

Pierre & Parris, 2019; Pratt, 2023).
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A restorative approach based on dialogue, empathy, and shared problem-solving
offers an alternative to punitive measures, helping YP reflect on their actions through
curious and relational engagement, whilst maintaining their connection to the school

community (McCluskey et al., 2011; Morrison & Vaandering, 2012).

In settings that prioritise control, it can be challenging for YP to maintain a stable
self-identity, with some developing a criminalised self-image (Armstrong, 2018;
Perry-Hazan & Lambrozo, 2018; Taylor, 2022). More research is therefore needed to
understand whether this shift is consciously adopted and how it shapes peer

relationships beyond isolation (Fraser-Andrew & Condliffe, 2023; Sealy et al., 2021).

Further understanding is needed regarding how isolation practices influence
community dynamics and shape identity, belonging, and difference within school
culture. EP work can align with this by fostering connection and community whilst
working with schools to reduce exclusions and enhance engagement with learning

(McCluskey et al., 2011).

This research takes a critical approach based on Foucauldian theory, viewing
schools as spaces of power relations and disciplinary practices. Whilst
acknowledging Deweyan ideals of education that promote democratic and inclusive
learning, existing literature (including Condliffe, 2023; Knight et al., 2022; Sealy et
al., 2023) demonstrates how institutional practices like isolation can lead to exclusion

and marginalisation.
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2.4 Research Overview

Through this research, | aim to navigate the tension between the school system’s
desire to address behaviour perceived as challenging through isolation practices and

the process of othering that these practices can create.

| will explore the purpose and effectiveness of isolation approaches from YP's
perspectives. The transition from primary to secondary school is increasingly
punitive, which is challenging for YP with complex behaviours and needs (Sheppard,

2020). Therefore, | will seek a secondary school perspective.

Existing literature acknowledges limited research on schools' role in societal
belonging (Jones et al., 2020). Within this study, | intend to explore the community
impact of attending a school where isolation exists, focusing on its effect on YP’s
wellbeing. | aim to gather narratives from YP who may or may not have faced

isolation directly, as they remain aware of the possibility of being sent there.

Existing literature on school disciplinary approaches predominantly focuses on staff
narratives, demonstrating a significant absence of YP’s perspectives in shaping
societal narratives (Condliffe, 2023; Gilmore, 2012; Gordon, 2001). The disconnect
between policy intentions and experiences of isolation indicates a need for further
research into its use in schools. Specifically, further research is required to consider
the narratives of YP who are subjected to isolation and those who witness its use. |

therefore aim to explore YP’s views on attending a school using isolation strategies,
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recognising that those not isolated may still be impacted. This novel approach
addresses the gap in research by including YP’s voices who have not directly
experienced isolation (Condliffe, 2023), assessing how the threat and presence of
isolation shape the school community. Therefore, | start with the YP themselves,
who seem, so far, to be limited and disempowered within research narratives in this

area.

When selecting literature for this research, | prioritised studies that directly captured
the perspectives of YP, rather than those of staff, parents, or other adults. This
choice aligned with my emancipatory aims to amplify YP’s voices and minimise
adult-centred interpretations of experiences. However, due to the limited peer-
reviewed research specifically addressing YP’s views on isolation practices, this
critical review also includes grey literature that documents YP’s perspectives. This
grey literature offers valuable insights into lived experiences and highlights issues
often underrepresented in academic research, such as YP’s opinions on isolation. |
recognise that grey literature is not subject to the same rigorous peer review
process, so | have carefully evaluated the credibility, relevance, and consistency of
these sources alongside peer-reviewed studies. Including this literature enhances
understanding of YP's experiences and supports the emancipatory aim of centring

their voices in discussions about isolation practices.

This study also aligns with the Call to Action (DfE, 2023a) and the ongoing

consultation on reasonable force and restrictive measures in schools (DfE, 2025),



47

which acknowledges the absence of YP perspectives in discussions on restrictive

practices.

Additionally, this research will explore whether greater autonomy results in more
positive participation, consistent with empowerment theory. | will also examine self-
determination theory to consider whether providing YP with greater autonomy,
power, and freedom leads to more positive outcomes, particularly regarding their
identity in the school and wider community (Jean-Pierre & Parris, 2019; Quinn,

2024).

In summary, this research aims to provide valuable insights by exploring YP's own
narratives regarding isolation practices within their school system. | intend to provide
a distinct perspective by exploring the views of those YP experiencing isolation
practices, and those witnessing them. The research has an emancipatory aim, which
is to attempt to balance unequal power dynamics within the research by promoting
collaboration and amplifying the YP’s voices to empower them (Oliver, 1997). |
believe this collaborative approach and understanding can potentially inform the
entire school community, enhance EP practice, and highlight the systemic changes

needed to change current isolation practices in some schools.

The main research question for this study is:

e What does it feel like to be a YP within a school that utilises isolation spaces?
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Alongside this main research question, the accompanying sub-questions are:
e What are the narratives of the isolation space and those who occupy it?

e How do YP perceive the impact of isolation practices on their school

community?

e What are the experiences of YP who witness the use of isolation on their

peers?

e How is language used when constructing the concept of isolation, and how
does this play out within relationships and discourses in the school

community?
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Chapter 3: Methodology

3.1 Methodology Overview

Within this chapter, | have explored my ontological and epistemological position and
considered the implications of these perspectives. | have examined the processes
and decisions involved within the methodology and explained the rationale behind

the research approach taken.

3.2 Positionality

In reflecting on my epistemological stance, | considered the four questions proposed

by Crotty (1998). These are:

“What methods do we propose to use?

What methodology governs our choice and use of methods?

What theoretical perspective lies behind the methodology in question?

What epistemology informs this theoretical perspective?”

(Crotty, 1998, p2).

Recognising that ontology is key to these questions, | embraced a relational lens
where identities and realities are co-constructed through interactions with the social
and material world (Gergen, 2009). This perspective highlights the
interconnectedness of people, experiences, and contexts, supporting my belief that

knowledge is fluid, shaped by relationships (Gergen, 2015). | acknowledged that
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identity and knowledge emerge from interactions and shared experiences, with

reality being context-dependent and dynamic (Gergen, 2009).

My epistemological stance is therefore grounded in social constructionism, which
suggests that knowledge and meaning are co-created through social interactions
(Berger & Luckmann, 1966; Burr, 2003) and cultural and environment contexts
(Elbaz-Luwisch, 2002). | view reality and knowledge not as objective truths but as
co-constructed through language, cultural norms, and shared meanings (Gergen,
1985). This approach emphasises understanding human experiences through the
meanings people attach to their actions and social worlds (Schwandt, 1994) whilst
critically reflecting on assumptions (Burr, 2003). This theoretical stance recognises
that knowledge is subjective and influenced by culture, context, and perceptions.
Whilst my approach is rooted in social constructionism, | have also drawn upon
psychodynamic theory to develop a psychosocial perspective within which
knowledge is understood to be influenced by social structures, discourse, and
unconscious processes (Emerson & Frosh, 2009). This lens allows for exploration of
how social structures, emotions, and unconscious processes shape narratives

(Emerson & Frosh, 2009).

As a researcher working within a social constructionist epistemology, | see meaning-
making as a collaborative and context-dependent process. My interpretations of
participants’ stories are shaped not only by their words but also by my own
experiences, responses, and the relational dynamics involved in engaging with their

narratives. To enhance transparency in this interpretative process, | have included
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‘Personal Reflection’ boxes throughout the thesis. These reflections illustrate how my
thoughts and emotions influence the analysis and, therefore, make visible this layer
of the co-construction. Although these reflections are visually separated from the
main text, this design aims to improve clarity and the quality criteria of coherence,
correspondence, and persuasiveness (Riessman, 2008). These separate boxes are
not meant to imply they are disconnected from the meaning-making process itself.
Instead, they sit alongside the analysis as part of the ongoing dialogue between

participants’ voices, my interpretations, and the research context.

However, | also recognise that separating reflections from the main body of the
thesis has implications. Whilst supporting transparency for the reader in
distinguishing between my personal reflections and the research findings, it may also
inadvertently suggest that reflexivity is something done separately from the research,
rather than being an essential part of the research process and the co-construction
of knowledge (Etherington, 2004; Finlay, 2002). Given the social constructionist
epistemological stance of my research, separating reflection from analysis might be
seen as creating an artificial divide between subjective and objective accounts. |
chose to keep this separation as a practical way to enhance clarity for the reader and
maintain coherence in the research (Riessman, 1993), whilst recognising that
reflectivity is not outside the analysis but a central element, as supported by the
steps of the Listening Guide (Lincoln & Guba, 1985; Tolman & Head, 2021;

Woodcock, 2016).
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3.3 Method

Due to my ontological and epistemological stance, | adopted a qualitative
methodology to explore how individuals narrate their experiences. This approach
aimed for a deeper understanding of participants' experiences, making it more
suitable than quantitative methods (Anderson & Kirkpatrick, 2016; Patton, 2015). It
aligned with my epistemological position and allowed a nuanced exploration of my
research questions and the complex interactions of personal, relational, and social

influences (Holloway & Todres, 2003).

3.4 A Narrative Approach

A narrative approach was chosen for my interviews, with the underlying premise of
allowing stories to be co-constructed between researcher and participant, therefore
supporting shared meaning-making (Hollway & Jefferson, 2000). | considered that

this approach would enable participants to share their experiences openly, enabling
their control over the aspects of their stories they wanted to reveal (Billington, 2012;
Bold, 2012; Riessman, 2008). Grounded in my epistemological stance, this method
aligns with a postmodern, narrative-based systemic paradigm within which reality is

viewed as subjective and enriched by diverse perspectives (Bold, 2012).

Narrative interviews tend to be open-ended, starting with broad questions that let
participants shape the conversation (Hollway & Jefferson, 2000). Even structured
interviews can provide the space for exploration beyond pre-planned questions,

resulting in richer responses (Denzin & Lincoln, 2018; Parker, 2005). | believed a
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narrative approach would prioritise storytelling over brief answers, allowing
participants to interpret their experiences (Bold, 2012; Riessman, 2008). Due to the
sensitive nature of isolation practices, narrative interviews provided a flexible
framework for exploration, moving beyond hypothesis-driven methods (Bold, 2012). |
was particularly interested in personal stories and stories heard from others about
isolation practices, and how individual and shared narratives intersect (Murray,
2007), regardless of whether these narratives are based on real events, imagined

scenarios, or everyday versus extraordinary experiences (Bruner, 1986).

| decided to use Carol Gilligan’s Listening Guide to analyse the narratives created
within the interviews. The Listening Guide is a feminist, relational methodology that
emphasises the multiplicity of voices within individuals, the importance of context in
meaning-making, and the need to capture the often-overlooked experiences of those
traditionally marginalised in research (Gilligan, 1982; Gilligan, 2015). It intends to
create trust within research and replace judgment with curiosity (Gilligan & Eddy,
2017), offering a systemic way to explore voice, silences, tone, and pronouns to

explore layers of meaning within participants’ narratives (Hutton & Lystor, 2021).

| felt a strong personal connection to the core principle of the Listening Guide: the
experience of having something to say but feeling unable to share it (Gilligan, 1982).
This reinforced my belief that the Listening Guide would enable a nuanced
exploration of personal and social narratives within this research. Its emphasis on

reflexivity also aligned with my commitment to examine my role, context, and the
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power dynamics within the interview process (Bold, 2012; Denzin & Lincoln, 2018).

The detailed steps of the Listening Guide are explained later in this chapter.

3.5 Emancipatory Endeavour

Emancipatory research seeks to challenge social inequalities by empowering
marginalised groups (Oliver, 1997). Its goal is not just to gather knowledge but to
contribute to the freedom and empowerment of participants (Oliver, 1997). This
approach challenges traditional methods that objectify participants and maintain
unequal power dynamics, instead emphasising collaboration and the inclusion of the

voices of those studied (Oliver, 1997).

My understanding of narrative research is that it can be liberating and empowering,
aiming to let marginalised individuals voice their experiences (Oliver, 1997). Few
articles explore the perspective of YP experiencing isolation, and | found no research
capturing the voices of YP witnessing or feeling the ‘threat’ of isolation in schools.
Consequently, YP facing isolation are excluded from research that affects their lives.
By enabling YP to share their stories about isolation practices, this research aims to
provide deeper accounts of their experiences (Walther & Fox, 2012), shifting the
narrative to reflect their perspectives and emotions. This centres participants’ voices
and enables YP to share their stories on their terms and challenge traditional power
imbalances (Kiegelmann, 2021). As Luke Rodgers, founder of Foster Focus, states,
“If we can change the way society thinks about YP, we will empower YP to change

the world.” (YouthActionNet, 2015).
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In this research, | understood power as the ability to influence decisions, control the
flow of information, and shape how experiences are framed and interpreted (Oliver,
1997). Within educational and research settings, adults, especially professionals,
hold authority over YP, which can strengthen hierarchical dynamics and silence or
marginalise YP’s voices (Kiegelmann, 2021; Oliver, 1997). Emancipatory
approaches aim to challenge this imbalance by prioritising autonomy, voice, and
lived experiences of participants, and recognising research relationships as
respectful collaborations (Kiegelmann, 2021; Oliver, 1997). However, | also
recognised the challenge of fully transferring power within this research. As a
researcher, stranger, and trainee EP, | acknowledge that | brought authority into our
interactions. | also maintained control over the research design, question framing,
and interpretation of narratives. Whilst | used reflexive strategies and focused on
participant agency where possible, | recognise that participants may have still
perceived me as aligned with adults in their school system (Gilligan, 2015; Parker,
2005). Therefore, | accept that completely eliminating power imbalances was not
possible. However, the research design aimed to be as collaborative and respectful

as possible, supporting participants’ agency and following ethical principles.

Personal Reflection:

| recognise the importance of trust, respect, collaboration, and reciprocity in

emancipatory research. However, | acknowledge the power imbalance between
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myself, as an adult researcher, and my participants. As adults are often seen as
authority figures in YP’s lives, my participants might have felt compelled to please
me or felt obligated to participate, despite my assurances that participation was

voluntary and that assent was an ongoing process (Parker, 2005).

To address these dynamics and improve participants’ agency whenever possible, |
took several measures. These are discussed at relevant points within the thesis,

but in summary, they were:

* | gave patrticipants control over meeting timing, location (online or in-
person), and setting to address the imbalance.

* | suggested locations outside their schools and proposed pre-interview
meetings to build rapport and encourage a sense of collaboration before the
interview started.

* Participants were supported in their communication and control during the
interview. | provided cards and online tools to help participants indicate
when they wanted to pause, move to the next question, take a break, or
stop completely. They were reminded of their right to withdraw, that
participation was voluntary, and my lack of connection to their schools. |
explained the research purpose and my role to help them share their
stories.

 The interview question was given as a pre-written question or pasted into
the online chat to help reduce anxiety around recall and to prevent

participants from feeling tested.
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 The information sheets, consent, and assent forms were prepared in
accessible formats to support participants in making informed decisions and
giving their assent in ways that felt meaningful to them.

* Participants were invited to choose their own pseudonyms to further
support their ownership of their narratives.

* Interviews were transcribed verbatim to preserve the authenticity of

participants’ speech.

These efforts were designed to help achieve the research’s goals by building trust,
respect, collaboration, and reciprocity, which | felt were essential to supporting the
emancipatory aims. Reflexivity helped me balance power dynamics during the
interviews and was central to my use of the Listening Guide. It kept me aware of
my emotional responses, fuelled my curiosity, and enhanced my understanding of
my privileged position in interpreting another’s story. This awareness helped me
avoid projecting my thoughts and feelings (Brown & Gilligan, 1993; Gilligan, 2015;

McKenzie et al., 2011; Tolman & Head, 2021, Woodcock, 2016).

3.6 Rejecting Methods

In selecting a method, | initially considered Interpretive Phenomenological Analysis
(IPA), a qualitative approach that explores how individuals make sense of their
personal and social worlds (Willig, 2013). However, IPA’s emphasis on the
researcher’s interpretation of participants' accounts seemed more aligned with naive
realism, treating narratives as empirical truths (Parker, 2005). This conflicted with my

epistemological stance. | sought a method that acknowledged stories as
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interpretations (Riessman, 2008), shaped by and negotiated with the stories of

others (Crossley, 2002).

Grounded Theory also involves line-by-line analysis but focuses on extracting
meaning from data. Therefore, | chose to adopt a narrative-based approach and the
Listening Guide instead, which was more aligned with my focus on individual
experiences and the emancipatory aims of my research (Hutton & Lystor, 2021),

instead of IPA or Grounded Theory.

3.7 The Process

3.7.1 Recruitment

My recruitment criteria initially involved participants in Year Seven, Eight, or Nine in a

mainstream secondary school where isolation practices are utilised.

These year groups were chosen as | felt participants may be fairly new to the system
of isolation within their school and still able to reflect on their primary education,
where | assumed isolation practices were less likely to have occurred. Upon initiating
the research, | learned that many primary schools are beginning to utilise isolation

practices, which would be an important area for further study.
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| chose to research isolation practices in mainstream schools because these settings
affected a larger and more diverse student population than special schools.
Mainstream schools have students with a wide range of needs and differing abilities,
including those with special educational needs, which might make the use of
isolation practices more complex. Several behaviour management strategies may
also be utilised within a mainstream secondary school. | felt it important to explore
where isolation fits within these systems and how the student population experiences

it.

It was imperative that the participants’ school utilised isolation practices. This would
enable participants to tell their own stories instead of sharing someone else's story or
an imagined scenario of attending a school with isolation practices. Two versions of
the research poster and information leaflet were created to support participation: one
standard version and one accessible version that used easy-read approaches (see
Appendix A). This was planned to ensure that both YP and their parents or carers

could easily understand and access the information.

A small sample size was sought within this research to facilitate a deep,
individualised analysis of each participant's experience and narrative. This approach
felt suited to exploring the experiences of YP and their perceptions of isolation
rooms. | recognised this as a sensitive topic, where voices may be in harmony and

conflict. A smaller sample would enable a thicker reflection of these perspectives
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without making the analysis overwhelming and would hopefully allow me to engage

in more nuanced interpretations (Patton, 2015).

| used purposeful sampling, where participants are intentionally selected because
they meet specific characteristics and have had particular experiences relevant to
the research (Patton, 2015), to support recruiting participants for this study. |
contacted settings and organisations where YP meeting the criteria for the research,
and their parents or carers, would have the potential to see the research poster.
Purposeful sampling was chosen to support generating narratives that might offer
deep insights into isolation practices (Patton, 2015). Within my initial recruitment
drive, the research posters and information leaflets were shared with one secondary
school interested in moving to a more restorative approach, a charity supporting
children’s voice, and a parent carer forum. Unfortunately, initial communication with
all three organisations was difficult to establish, and telephone calls and emails

resulted in no response.

| contacted the school’s Special Educational Needs and Disabilities Coordinator
(SENDCo), the charity, and the parent carer forum multiple times to share the
recruitment posters. After receiving limited interest, | expanded my recruitment by
emailing parent carer forums nationally and asked all my placement colleagues to
share the posters with their link schools. These efforts increased distribution, and a
parent of a participant contacted me directly. | then shared participant information

sheets, consent and assent forms, and offered a pre-interview meeting. After
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obtaining consent and assent, | arranged interviews based on participants’

preferences for online or in-person settings.

| intentionally chose not to rely solely on school-based recruitment because of
concerns about professional relationships and power dynamics within schools that
use isolation practices. | was aware that recruiting from one school might prevent
participants from being open or could compromise anonymity, especially considering
potential links between participants and staff. Therefore, | expanded recruitment to
settings prioritising YP’s voice, selecting a charity focused on this. The school |
initially approached was interested in adopting a more relational approach and

evaluating their current practices.

| selected the charity for recruitment because it was within driving distance, allowing
me to offer both in-person and online interviews based on participants' preferences,
aligning with the charity’s aim of amplifying YP’s voices. However, | recognise that
this approach might have limited recruitment to YP who already felt empowered and
motivated to share their stories, potentially excluding those who are less confident or

less able to voice their experiences.

The parent carer forum was chosen partly because it was local, but also because
engaging through parents and carers helped overcome potential barriers to initial

contact and consent. However, | acknowledge that recruiting via parents and carers
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has implications as, for example, the parent or carer might show interest without their
YP sharing the same enthusiasm for the research, or they might wish for their YP to

participate even if their YP is hesitant.

| opted for a small sample size because the Listening Guide methodology | used
requires multiple detailed listenings of each interview (Brown & Gilligan, 1993;
Gilligan et al., 2003). This intensive analysis process is best suited for fewer
participants and therefore enables a detailed and nuanced exploration of each
narrative (Guest et al., 2006; Patton, 2015) within the time constraints of my

research and trainee EP commitments.

Personal Reflection:

| was frustrated that, while | expected delays in responses from potential
participants, | did not anticipate the difficulty in sharing my posters through the
setting and two organisations. | was relieved when my recruitment poster (see
Appendix A) was finally distributed through the children’s charity’s channels.
Watching the Year Three research presentations at the University triggered panic
about completing my thesis and securing participants. However, communication with
my thesis supervisor offered reassurance and practical steps, helping me focus and

move forward.
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| decided to use alternative communication strategies to contact the children’s
charity, school, and parent carer forum, which led to responses from each
organisation. | emailed various staff members within the charity and parent carer
forum, and | contacted the school SENDCo. | called before sending further emails to
build rapport and answer questions. The charity informed me that a YP in Year 11
had expressed interest, so | adjusted my recruitment criteria through the University
ethics process to include secondary-aged YP through to Year 11, receiving ethical

approval to recruit my first participant.

3.7.2 Anonymity

| anonymised all data during transcription to protect participant identity, knowing that
narrative research could lead to potentially identifiable stories (Riessman, 2008). My
first and fourth participants chose the pseudonyms 'Angel' and ‘Rico’, and both
expressed excitement over being able to select their names, the first sharing that
they had always wanted to be called Angel. Rico enjoyed advising me on how to
spell his pseudonym. Enabling participants to choose their own pseudonyms also
gave them a sense of autonomy, which has been shown to increase their
engagement and authenticity in research and is consistent with my emancipatory
aims (Allen, 2015). My second and third participants asked me to select their names,
and | chose the pseudonyms Daisy and Fenton. The participants will be referred to
by their pseudonyms throughout this research. Given the sensitive nature of the topic
and the participants' vulnerability within the education system, protecting their

identities was crucial.
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3.7.3 The Participants

Angel had attended a mainstream secondary school since Year Seven, was 15
years old, and was in Year 11 at the time of the interview. Whilst she had never been
placed in isolation herself, she had witnessed other students being sent to, or within,

isolation when she was in a nearby part of the school.

After the first interview, three other participants contacted me through their parents to
express interest in the study. After discussions with their parents, they consented to
their YP’s participation. | wondered if there was a barrier with the assent and consent
forms due to delays in return despite expressed interest. | considered whether
providing a downloadable Word document would be better, as requiring participants
to print or navigate technology to edit the form could have made the process
inaccessible. | tried to address this by embedding the forms within the email for easy
editing. This barrier caused a delay in scheduling the interviews. Eventually, the
interviews were booked, but one participant’s sibling also wanted to be interviewed.
Unfortunately, this was not possible as | had reached the study's capacity given the

time constraints for completing the thesis.

Personal Reflection:

Turning away a participant left me with mixed emotions. | initially struggled with
recruitment, as three individuals expressed interest but then stopped responding,
raising questions about barriers to engagement. While later interest was

encouraging, denying a YP the chance to share their story was difficult.




The three further participants, Daisy, Fenton, and Rico, had all attended their

secondary schools since Year Seven. At the time of the interview, Daisy was 14 and

in Year 10, Fenton was 13 and in Year Nine, and Rico was 12 and in Year Eight.

Whilst Daisy had never experienced isolation, both Fenton and Rico had been

placed in isolation multiple times.

The table below provides an overview of the participants who took part in this

research.
Table 2
Table of Participants
Participant | Age | Gender | Ethnicity | Year School Notes
Pseudonym Group | Context
Angel 15 | Female | White 11 Mainstream | Never been to
British Secondary | isolation
Daisy 14 | Female | White 10 Mainstream | Never been to
British Secondary | isolation
Fenton 13 | Male White 9 Mainstream | Been to
British Secondary | isolation
multiple times
Rico 12 | Male White 8 Mainstream | Been to
British Secondary | isolation
multiple times
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3.7.4 Ethics

As this study was asking YP to share their stories about experiences and feelings
around isolation, there was the potential that the recount could be distressing or
unsettling for them. To address this, | implemented several ethical safeguards.
Ethical approval was obtained from the University of Sheffield's Ethics Board, and
participant recruitment only proceeded after participants and their parents received
an information sheet (Appendix B), returned signed assent (Appendix C) and
consent forms (Appendix D), ensuring informed consent and confidentiality. |
decided that if more participants offered to take part than | had capacity to interview,
| would signpost them to charities to offer support and an outlet for them to share
their story. As this happened with the sibling of one participant, | emailed the parent
to express gratitude and explained that the study had reached capacity. To offer
further support, | signposted the parent to national charities to ensure there was an

outlet for what the YP wanted to say.

Through information sheets, consent forms, and reminders, participants were

informed of their right to withdraw at any time until data analysis was completed.

Respecting their agency and fostering their decision-making to reduce power
imbalances, again consistent with my emancipatory aims, | gave them the
opportunity to choose their interview setting, either in-person or online. Angel chose

an in-person interview, whilst all other participants chose online.
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Each interview began with an explanation of the cards the YP could use for “pause,”
“next question,” and “withdraw”, whilst online emoji options were discussed
beforehand with online participants. This approach allowed participants to navigate
the interview at their own pace to reduce any anxiety. Using flexible ways to
communicate discomfort through visual prompts reinforced my commitment to

emancipation by creating an inclusive environment.

After each interview, | debriefed participants and addressed any of their questions to
ensure they each felt heard and valued by enabling space for being reflective
together. This went well, and, having prepared each participant at the beginning of
the interview about being able to choose their pseudonym if they wished, we came
back to this discussion within the debrief. This felt like a particularly positive part of
the interview. Following one participant’s interview, their parent emailed me
afterwards to express gratitude for my approach during the interview and my interest
in the research topic area. | felt incredibly moved to read this email, and a sense of

relief that the interview approach | had adopted had felt beneficial for the participant.

The participants were briefed on the research aims, reporting process, and contact
details of my research supervisor. A distress support sheet was available for those
needing assistance (Appendix E). | offered to share the | Poem and Voice Poem
produced through application of the stages of the Listening Guide with each
participant following the analysis of their narratives, and provided the option of a

follow-up meeting.
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Interview data was securely stored on a password-protected Google Drive

accessible only by me.

3.7.5 Interview Questions and Prompts

| collected narratives from the four participants through flexible, open interviews that
empowered them to shape the agenda (Hollway & Jefferson, 2013). When
considering the interview and preparing the questions and prompts, | reflected on
how much communication often follows a set script in interactions and therefore
moved away from the concept of a structured interview (Parker, 2005). However, as
a researcher, | also considered the importance of having an idea around the
conversation and that providing an initial question might support the participant in

ordering their conversation (Denzin & Lincoln, 2018).

| opted to use Hollway and Jefferson’s (2000) free association narrative interviewing
approach, a qualitative method that relies on open-ended conversations and
reflective listening to let participants' voices and subjective experiences emerge
naturally. This approach has been critiqued for relying on psychoanalytic
assumptions, such as the idea that narratives are shaped by unconscious forces, an
overemphasis on transference, and the researcher having authority over the
interpretation, potentially resulting in interpretative bias (Parker, 2005). Nevertheless,
| felt this approach aligned with the research focus on participants’ narratives and
their sense of self being rooted in a psychosocial paradigm, recognising the
interaction between individual subjectivity and social structures whilst acknowledging

the role of unconscious processes, defence mechanisms and emotions within
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narratives (Emerson & Frosh, 2009). Reflexivity was key in the Listening Guide

process, which would help reduce interpretative bias.

| reviewed my topic knowledge to prepare for the interview, planned the start and
end, and ensured clear communication using simple language and avoiding jargon
(Brinkmann & Kvale, 2018; Nathan et al., 2019). Guided by Brinkmann and Kvale
(2018), | created an open introductory question to encourage storytelling, using
probing techniques like continuation, elaboration, clarification, and steering for in-
depth conversations (Nathan et al., 2019). | considered both questions and silences
to help participants elaborate uninterrupted, fostering richer narratives (Riessman,

2008).

Before each interview, | offered introductory meetings to build rapport (Brinkmann &
Kvale, 2018; Nathan et al., 2019), but no participants accepted. | also encouraged
participants to bring notes or drawings for storytelling (Nathan et al., 2019) and
started with simple factual questions to help them feel comfortable (Nathan et al.,
2019). | intended to ask a genuine, open-ended question, following the Listening
Guide’s focus on curiosity and empathy (Gilligan & Eddy, 2017; Gilligan & Eddy,
2021; Tolman & Head, 2021). | used non-verbal cues, such as nodding and phrases
like “tell me more,” to support storytelling (Hollway & Jefferson, 2013). | avoided
“‘why” questions to maintain an open, non-judgmental space where participants could
share their stories. Using participants' phrasing for follow-up questions encouraged
attentive listening and focused on their narratives, respecting their stories and

encouraging deeper exploration (Hollway & Jefferson, 2013; Nathan et al., 2019).
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| therefore attempted to establish a genuine, open-minded presence to foster
empathy and rapport (Hollway & Jefferson, 2013; Nathan et al., 2019) to encourage
my participants to share their narratives freely, especially as narrative interviews can
be more emotionally demanding for participants than structured interviews

(Anderson & Kirkpatrick, 2016).

Following my initial questions, the interview then moved into the only open-ended

planned question, which was:

e Can you tell me about your experiences and feelings about being in a school

with isolation?

The prompt consideration areas were:

e Experiences and stories of isolation.

e How staff, peers or parents talk about isolation.

e Community impact.

3.7.6 The Pilot

| conducted my pilot study with a former colleague who is also a parent of a student
at a mainstream secondary school that uses isolation practices. | chose an adult for
ethical reasons, as asking a YP to share their experiences without contributing to the
final research, even with full consent, felt unethical. My colleague was experienced in
working with YP in educational settings and had a strong understanding of behaviour

management approaches. They felt suited to participate in the pilot, enabling me to



test my interview techniques and reflect on how a YP might receive my approach.

Feedback from the pilot participant and the changes made are summarised in Table

3.

Table 3

Pilot Study Feedback

Feedback

Reflection and Action

My pilot participant suggested sharing
the initial question in writing or via chat
when online, noting this would be

reassuring and help maintain focus on

the question.

| decided to take this action. By
providing the question for reference, |
hoped they would feel supported rather

than tested on their memory.

My pilot participant reflected that having
the initial closed questions to start the
interview had been helpful, which
helped them ease into it and settle

nerves.

| reflected that | also found these
questions reassuring and supportive for
easing into the interview and starting off
with a focus on being present. Knowing
that these questions were set and pre-
planned, | felt it supported beginning the
interview with the ability to focus on the
responses rather than thinking about the
next question or areas to explore

further. | sensed my ability to
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demonstrate active listening skills and
believed that this was beneficial for the
more in-depth opening question that

followed.

The pilot participant reflected that they
found the interview process ‘nice’. They
described uninterrupted listening as
“therapeutic,” noting it helped explore
previously unconsidered thoughts. They
commented, ‘I think | learned some stuff
actually because | think some of the
things that | said, I'm not necessarily
sure that | knew that | thought them

before | said them’.

Hearing this felt positive and left me
hopeful that the YP involved might feel
empowered and deepen their narrative
through sharing their stories. |
recognised the significant impact of
working with YP instead of adults,
emphasising the need to transfer power
regarding the interview's time, date, and
location. This redistribution of power
was vital for enabling autonomy and
agency, which supports the collection of

authentic narratives.

The pilot participant reflected that they
were pleased | explained my note-taking
during the interview and that, had | not
done this, they might have felt they were

being assessed or categorised.

| intended to continue this explanation
for transparency and to show listening
(Anderson & Kirkpatrick, 2016) in future
interviews. | planned to ensure my
notebook page would be visible to
reassure that my notes consisted of
words or phrases for our common

understanding.
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Personal Reflection:

I found the pilot interview encouraging as a researcher and interviewer. | felt
enthusiastic about the participant’s storytelling and was able to facilitate these
stories without needing a back-and-forth exchange. | was reassured by how
present | could be in the narratives and felt more confident about the upcoming

interviews.

Feedback from the pilot participant about having the interview question written
down made me reflect on my own interview experience to join my university
course. The university provided each candidate with written questions and time to
prepare. This support helped me feel at ease, showing that their intent was to
assist rather than to trick me. | decided that writing the question down might give

my participants a similar sense of support, rather than them feeling tested.

3.7.7 The Interviews

The interviews for this study were conducted in a mix of in-person and online
settings. The in-person setting was used where the participant’s location was within
an hour's driving distance, whereas the online option was used for the interviews
where the location was several hours’ drive away or where the participant opted for
this setting. The in-person setting was within the children’s charity meeting space in
a private room. For participants located further away or who chose to meet online,
interviews were conducted via Google Meet. During these interviews, participants
joined from a location of their choice, and all three who selected the online option

joined from their own homes. | took part in the online interviews from a private, quiet
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room within my own home. All interviews were audio-recorded using a digital voice
recorder, while the online recordings were recorded using Google software for the

meeting.

| chose to transcribe each interview myself rather than use transcription software.
This initial listening allowed me to engage authentically with the content without
worrying about software accuracy, keeping my focus on the participants’ narratives. |
adapted Jefferson’s symbols and conventions (Jefferson, 2004) for transcription,
preserving pauses, overlaps, intonations, and hesitations (Appendix F), which
deepened my understanding of how something was said instead of only what was
said. | felt that this approach facilitated a richer analysis of underlying thoughts,
emotions, and unconscious associations, whilst preserving the authenticity of the
participants’ speech, consistent with my emancipatory aims. Each interview lasted

between thirty minutes and an hour.

My ideal situation would have been to hold every interview in person so that | could
understand and interpret emotional expression through non-verbal cues and feel that
continued assent could be achieved and monitored throughout the interview (Bold,
2012). In-person interviews are often seen as supportive of building rapport and
facilitating richer communication through shared presence and non-verbal cues
(Irvine, 2011; Lobe et al., 2020; Opdenakker, 2006). However, | recognised the
limitations of driving long distances for my thesis alongside my placement
commitments as a trainee EP. Online interviews can provide greater accessibility

and reduce logistical challenges such as travel and distance, whilst also supporting
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time efficiency (Deakin & Wakefield, 2014; Janghorban et al., 2014; Vindrola-Padros
et al., 2020). Additionally, online interviews allow participants to select a familiar
environment, where they may feel more comfortable sharing their experiences
(Archibald et al., 2019; Gray et al., 2020). This could potentially reduce power
imbalances and promote inclusion and autonomy (Lobe et al., 2020; Vindrola-Padros
et al., 2020) by making the process more convenient and less intrusive (Archibald et
al., 2019). However, | also recognised that building rapport and relational connection
can be more challenging during online interviews (Janghorban et al., 2014).
Therefore, instead of offering only one interview format, | aimed to be responsive
and respectful of my participants' preferences, whilst balancing the practical aspects

of time and travel limitations in my trainee role.

Within the initial informal discussion at the start of the interview, a focus was given to
building rapport, as described, the research purpose was explained, and participants
were enabled to ask questions before the recorded interview began (Brinkmann &
Kvale, 2018). This offered the opportunity to discuss any technological challenges
and ensured participants felt comfortable using controls such as emoji expression
and turning their camera and microphone off and on, should they wish. | recognised
that being online enabled empowerment, with Fenton requesting, prior to the
interview, to have his camera off for the interview. He kept his camera on when we
met, even though | shared that he could switch it off. | believed this online
functionality supported him in establishing trust with me and the research. With an
awareness that online interviews would reduce the non-verbal communication to

each participant’s upper body (Lobe et al., 2022), | maintained engagement with the
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camera to support connection and utilised reflexivity within the questioning to support

follow-up responses.

| facilitated a discussion with each participant about the information sheet, assent
being an ongoing process, and their right to withdraw at any point during the
interview. | informed them that the interview would be recorded, transcribed, and
anonymised. | explained that the initial recording would be deleted after completing
the analysis. Each participant confirmed continued assent and shared that they were
ready for me to record. | ensured the digital voice recorder was visible to the

participants to reduce any feelings of apprehension.

Personal Reflection:

During the pilot interview, | noticed the participant shared their story comfortably and
voiced appreciation of the open platform. However, in my first two interviews with
younger participants, | observed that their narratives were shorter, and | found
myself asking more questions, slipping into a question-answer format. As a relatively
new interviewer, | realised | had drifted from my intended approach, even asking a
“‘why” question and missing opportunities to say “tell me more” to encourage depth.
With a gap between these interviews and my third, | could reflect, grow, adapt, and
apply these insights moving forward. Following my final interview, I reflected in my

diary upon the growth | felt | had experienced as an interviewer.
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At the end of the interview, | ensured the recording was not turned off prematurely
(Nathan et al., 2019) and asked if there was anything else the YP wanted to share. |

thanked them for their time and stories (Nathan et al., 2019).

3.7.8 Analysis

As indicated, | used the Listening Guide for this analysis, which explores the multiple
layers of voice in a participant’s story (Brown & Gilligan, 1993; Gilligan et al., 2003;
Hutton, 2019; Kiegelmann, 2021). The Listening Guide prioritises active listening and
empathy, fostering a safe space in which participants can share their stories (Gilligan
& Eddy, 2017; Gilligan & Eddy, 2021; Tolman & Head, 2021). It also refrains from
quickly categorising words, instead focusing on truly hearing the participant's voice

(Gilligan & Eddy, 2017; Hutton & Lystor, 2021; Woodcock, 2016).

| chose the Listening Guide as my analysis method because it aligned with my
research aims, values, and experiences. | was immediately drawn to its emphasis on
voice, relationality, and power, which all felt relevant to exploring YP’s experiences of
being a student in a school that uses isolation practices. | personally connected with
this approach, having experienced feelings of disempowerment and being silenced
during my own education. The layered and reflexive nature of the Listening Guide
enabled me to listen to participants’ narratives in a way that was both respectful and
empowering. It highlighted the multiplicity of voices within each participant’s story
and recognised that individuals may speak from different positions across various
times and contexts (Brown & Gilligan, 1993). This method seemed particularly

suitable for understanding the complexities of YP’s narratives, where their voices



might be in tension or conflict. The Listening Guide analysis also supported a
reflexive stance, positioning me as a researcher in relation to the participants,
acknowledging the co-creation of meaning, and fostering care and responsibility

during interpretation (Gilligan et al., 2003).

However, | also recognise that focusing on inner voices can potentially overlook
broader social or cultural influences (Riessman, 2008). This consideration felt
important when researching isolation practices, as these are embedded within a
wider social, educational, and policy context. In considering alternative narrative
methods, Thematic Narrative Analysis (Riessman, 2008) and Discourse Analysis
(Potter & Wetherell, 1987) offer valuable approaches for exploring stories within
social settings. Whilst Thematic Narrative Analysis can provide clear thematic
categorisation, it may also risk oversimplifying the complexity of participants’
narratives (Riessman, 2008). Although Discourse Analysis investigates power
relations and cultural narratives, it can sometimes overlook individual subjective

experience and emotional nuance (Potter & Wetherell, 1987).

Therefore, although these alternative narrative approaches might offer more
structure or socially embedded insights, they may overlook some of the
psychological depth, including emotional nuance, inner conflicts, and relational
dynamics, that the Listening Guide provides. Given my psychosocial epistemology
and focus on co-constructed identity, the Listening Guide’s balance between
subjectivity, voice, and social context felt most appropriate to support my research

aims (Emerson & Frosh, 2009; McKenzie et al., 2021).

78
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As a researcher, | understood that | was an observer and a co-creator of the
narratives shared in the interviews (Hutton & Lystor, 2021; Kiegelmann, 2021). My
identity and interactions influenced the shared stories (Brown & Gilligan, 1993). The
Listening Guide helped me recognise the co-constructed nature of the data,
acknowledging how my assumptions and engagement shaped the research process
(Brown & Gilligan, 1993; Hutton & Lystor, 2021; Kiegelmann, 2021). Viewing the
interviews as a shared event shaped by social norms (Mishler, 1991) allowed me to
reflect on my influence. | aimed to be transparent about my role and the impact of my
background through active engagement and reflexivity, including through the use of
a reflective diary (Lincoln & Guba, 1985; Tolman & Head, 2021; Woodcock, 2016)
(see Appendix G). This approach supported me in considering my language and
recognising the power dynamics in data collection, highlighting the participant-

researcher relationship (Parker, 2005).

Personal Reflection:

| felt immediately drawn to the Listening Guide as | recognised and related to the
concept of people presenting a sense of self within an interview setting (McKenzie et
al, 2021). | was passionate about utilising this analytical approach and recognised
that it would be supportive of my participants, who may have experienced within their

school system the feeling of their voice being silenced due to the power dynamics at

play.

Throughout the research, | kept a reflective diary (see Appendix G) where | recorded

my thoughts, feelings, and observations. When writing this thesis, | reviewed these
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diary entries to identify relevant reflections on the research process and the
interpretation of the analysis. These reflections are interspersed within the thesis as
‘Personal Reflection’ boxes, like this one. This aims to establish a clear and distinct
format to differentiate my subjective experience and personal voice from the main
analytical narrative and the voice of my participants (Etherington, 2004). This
approach was chosen to emphasise that reflexivity should be an explicit and visible

process, rather than implicit (Finlay, 2002).

Whilst there is no explicit how-to-guide for utilising the Listening Guide (Woodcock,
2016), there are a variety of sources which provide an approach to the steps (Brown
& Gilligan, 1993; Gilligan, 2015; Gilligan & Eddy, 2021; Gilligan et al., 2003; Hutton &
Lystor, 2021; Kiegelmann, 2021; McKenzie et al, 2021; Tolman & Head, 2021; Van
Puyenbroeck et al, 2013; Woodcock, 2016). Within each guide, the number of steps
and the focus for each step vary, and, as such, | read through all the articles and

books for guidance and made a table of notes (see Appendix H).

Following this, | focused on using the steps described by McKenzie et al. (2021).
McKenzie et al. (2021) use a methodological approach that aligns with my
epistemological stance within the psychosocial paradigm. This paradigm emphasises
the interactions of individual subjectivity and the social environment, focusing on how
identity is constructed in relation to others and shaped by social structures and
cultural narratives (Emerson & Frosh, 2009). This aligned with my research aim to
provide a nuanced understanding of the voices of YP within school institutions,

recognising the impact of social and institutional structures on the formation of
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identity and the presented self. McKenzie et al. (2021) emphasise the importance of
understanding how the self is presented in narratives, exploring the pronouns used.
This became particularly relevant when examining the transcript as participants
moved between pronouns. The steps described by McKenzie et al. (2021) also focus
on tracing the self in relation to others, constructing identity through social dynamics,
and exploring the influence of culturally dominant narratives. These elements felt
significant when hearing narratives from YP within school institutions, where

institutional forces and societal narratives are likely to shape identities.

Step 1: Exploring “Who is telling what story?” and “Who is listening?”

(McKenzie et al., 2021)

McKenzie et al. (2021) propose that within the first listening of each transcript, there
is a focus on understanding the main story or content of the narrative. This requires
looking at what is being said and identifying different plots, events and contexts

whilst noting the overarching ‘plot’.

In the first listening, | focused on identifying the plot, main events, recurring words,
subplots, and key characters in the narrative (Brown & Gilligan, 1993; Gilligan et al.,
2003; Hutton & Lystor, 2021). | also paid attention to the context, metaphors, and
images used, and considered the relational world the participant was sharing

(Gilligan & Eddy, 2017; Gilligan et al., 2003; Tolman & Head, 2021).
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As part of the first step, | attended closely to silences, pauses, shifts in tone, and
moments where something seemed missing from the narrative (Brown & Gilligan,
1993; Gilligan, 2015; Hutton & Lystor, 2021; Woodcock, 2016). Building on the active
listening approach established earlier, | remained curious, clarified meanings, and
allowed for reflective silences (Brinkmann & Kvale, 2018). | also noted my emotional
responses, recognising that my positionality shaped my engagement with the
narrative and that neutrality was neither possible nor desirable (Gilligan et al., 2003).
These responses were recorded in a separate column to the original interview
transcripts (Appendices I, J, K, and L), forming a new transcript with this additional
column added (Appendices M, N, O, and P) which allowed me to stay attuned to
both the participant and myself, and consider how the relationship influenced the
narratives (Gilligan, 2015; Hutton & Lystor, 2021; McKenzie et al., 2021; Tolman &
Head, 2021). | also reflected on intrigue, conflict, or dissonance moments,
consciously resisting categorising and maintaining curiosity about the participant’s

meaning-making (Brown & Gilligan, 1993; Hutton & Lystor, 2021; Woodcock, 2016).

Within this initial listening, | used a green highlight to indicate key words, repeated
phrases, images or metaphors within the transcript. This allowed me to capture
participants' emphasis through repetition, ensuring their narratives were central to
the analysis. Noting the images and metaphors used enabled me to explore
underlying emotions, challenges, or perspectives that were not explicitly stated.
Colour coding made the process visible and systematic for the next steps. Within the
column for notes and reflections, | ensured these were written in green text to

indicate the stage of analysis in which these were generated. The reflexivity here is
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intended to reduce researcher bias. This step has been presented within the body of
the thesis by synthesising its key elements and highlighting the ‘wow’ moments
experienced when listening to each participant. Reflective boxes have been included

to capture my responses.

Step 2: Exploring the Self-Voice (McKenzie et al., 2021)

McKenzie et al (2021) propose that within the second listening, the self-voice is
explored. This step requires hearing how the participants speak about themselves
and the use of verbs in relation to self by creating what Elizabeth Debold (1990)
termed | Poems (Gilligan et al., 2003) (see Appendices M, N, O, and P). This
involved me reading the original interview transcript and noticing and highlighting in
yellow pronouns to identify that personal voice: ‘I’ (Gilligan, 2015; McKenzie, 2021)
and ‘me’ and ‘my’ (McKenzie et al., 2021; Sorsoli & Tolman, 2008) together with the
verb and accompanying words (Brown & Gilligan, 1993; McKenzie et al., 2021;
Puyenbroeck et al., 2013; Tolman & Head, 2021; Woodcock, 2016) (Appendices Q,

R,S,and T).

These phrases were then written out sequentially (Gilligan, 2015; Hutton & Lystor,
2021; McKenzie et al., 2021) to form an | Poem, with each phrase placed on a new
line to reflect the natural flow of the participant’s voice (Gilligan et al., 2003). | started
a new stanza where there was a noticeable pause, shift in emotion or change in
direction (Gilligan, 2015; Gilligan et al., 2003; Tolman & Head, 2021; Van

Puyenbroeck et al., 2013). | felt that this process supported a deeper connection with
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participants’ underlying thoughts and feelings, allowing me to pay attention to the
associative stream of consciousness embedded in their narratives (Brown & Gilligan,

1993; Gilligan, 2015; Gilligan & Eddy, 2017; Gilligan et al., 2003).

This step has been presented in my analysis by incorporating elements of the |
Poems together with commentary. The approach was used to enable an exploration
of each participant’s construction of self (see the full | Poems in Appendices U, V, W,

and X).

Step 3: Listening for the Contrapuntal Voices (McKenzie et al., 2021)

Within the third listening, McKenzie et al. (2021) encourage the exploration of
contrapuntal voices in relation to experiences, in this case, of isolation at school. In
the Listening Guide method, "contrapuntal voices" refer to distinct, often contrasting
perspectives within a single person’s narrative. Inspired by musical counterpoint
where lines of melody produce a polyphonic texture rather than a single main tune
with accompaniment, these voices represent the intersection of sometimes
conflicting thoughts, emotions, and aspects of a participant’s identity, felt to expose
inner tensions and complexities (Gilligan et al., 2003). Within this step, |
concentrated on the different voices across the participant’s story that spoke to my
research focus (Gilligan, 2015; Gilligan & Eddy, 2017; Gilligan et al., 2003;
Woodcock, 2016) alongside considering the language and tone used by the

participant (Hutton & Lystor, 2021; McKenzie et al., 2021).
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| reflected that these voices could be in tension, harmony or dissonance with each
other (Gilligan, 2015; McKenzie et al., 2021) within the multi-layered, nuanced nature
of my participants’ experiences (Woodcock, 2016). | focused on remaining curious
during this step, continuing to resist judgement or categorisation whilst noting where
words or phrases felt to present a psychological process (Tolman & Head, 2021).
This was supported by tracking each voice at a time within the narrative and
interrogating it for consistency whilst withholding from creating a description until the
end of this process, when a selection of textual examples had been gained (Gilligan

et al., 2003; Tolman & Head, 2021).

Whilst some researchers listen for silences, self-silencing, and where ‘I’ turns to ‘you’
within this step (Brown & Gilligan, 1993; Gilligan, 2015; Gilligan & Eddy, 2017), |
decided to conduct this within a separate step (see Step 4), as demonstrated by
McKenzie et al. (2021). When listening, | changed the format of the text for each
voice | tracked through the narrative to include voice one, voice two, voice three and
usice four (McKenzie et al., 2021). | purposefully chose to present the voices in this
way as this allowed for two or more voices to have their own melody whilst visibly
showing when they were simultaneously being heard or moved together at a
contrapuntal point (Gilligan & Eddy, 2021; Gilligan et al., 2003; Woodcock, 2016).
This recognises that one sentence may include multiple voices (Gilligan et al., 2003).
| then plotted the voices across the narratives, tracking the movement between
different voices throughout the interview to create ‘Plotting the Landscape’ maps for
each participant (Appendices Y, Z, AA, and AB). This draws on White and Epston’s

(1990) conceptualisation of narrative as a multi-storied process, where identity is
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constructed and evolves through stories. Visualising this movement illustrates the
flexible and active constructions of meaning derived from experiences. This is

explored further in my Discussion Chapter.

My analysis presents this step as an exploration of each voice, with quotes from the
transcripts within brackets (see full transcripts with steps 1-5 in Appendices AC, AD,

AE, and AF).

Step 4: Exploring Voices in Relation to Others (McKenzie et al., 2021)

Within the fourth listening, McKenzie et al. (2021) spoke about Douchet and
Mauthner’s (2008) exploration of identity and how social interactions and cultural
narratives shape identity construction. This step involved listening to how
participants narrated their interactions with others and how others spoke about them,
leading to the creation of a voice poem (Appendices AG, AH, Al, and AJ). A Voice
Poem builds on the | Poems created by including diverse voices and perspectives
within the narrative, addressing identity, emotions, and relationships (McKenzie et
al., 2021). This, therefore, expanded on the previous | Poem by adding a column for
other pronouns like ‘we’, ‘they, ‘you’, ‘she, and ‘he’, as noted by McKenzie et al.
(2021) and Woodcock (2016). | felt that this approach was fitting for this research as
it examined how participants shifted between self-representation and third-person
pronouns, reflecting their relationship with self and others, and potential changes in
this representation (McKenzie et al., 2021; Sorsoli & Tolman, 2008; Woodcock,

2016). Whilst Woodcock (2016) applied this in Step 2, | felt separating the steps
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allowed for an initial exploration of self-voice before considering the contrapuntal
voices and their relationship to others. Through the narratives within this research,
there were plural pronouns such as ‘us’ and ‘our’ together with distanced pronouns,
such as ‘it’, ‘people’ and ‘teachers’. This step incorporated these to support

understanding where the participants created distance between self and voice.

My analysis presents this step by incorporating elements of the Voice Poems along
with commentary. The approach explores the relationship between self and others

by exploring the movement between pronouns.

Step 5: Exploring Voices in Relation to Cultural Narratives (McKenzie et al.,

2021)

Within the fifth listening, | explored how participants’ voices reflected culturally
dominant narratives, particularly around perceptions of children, teenagers and
students within secondary school systems (McKenzie et al., 2021). Following
McKenzie et al.’s (2021) suggestion to conduct a discrete listening for this purpose, |
attended to moral or prescriptive language, such as the use of ‘should,’ to identify
how broader societal discourses shaped the participants’ narratives (Hutton & Lystor,
2021; McKenzie et al., 2021; Mauthner & Doucet, 1998). To make this stage of
analysis visible, | ensured the references to cultural norms and expectations were
blue within the transcripts. Whilst other researchers included exploring political,
social, and cultural narratives within previous steps (Brown & Gilligan, 1993), |

particularly liked how McKenzie et al. (2021) proposed a discrete listening. | felt this
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was important when working with YP attending a school institution where norms
were likely to be evident in the narratives experienced, potentially shaping their

voices.

This step has been presented in the body of my analysis as a commentary on each
voice, drawing on key quotes from the transcript to attend to the influence of

dominant cultural narratives.

Step 6: Composing an Analysis (McKenzie et al., 2021)

Within the final listening, McKenzie et al (2021) propose a summary where the
results of the listening are formed into a written interpretation. Whilst many
researchers using the Listening Guide do not include this analysis as a formal step
(Brown & Gilligan, 1993; Gilligan, 2015; Hutton & Lystor, 2021; Kiegelmann, 2021;
Woodcock, 2016), | used the earlier steps to construct this by drawing on evidence
from the participants' narratives (McKenzie et al., 2021; Todd, 2023; Tolman & Head,
2021) and presenting it in the Analysis of Narratives Chapter. The process began by
identifying key "wow" moments in the narratives (Gilligan & Eddy, 2021) and
considering the research questions, with interpretations supported by a table of
voices, as shown by Van Puyenbroeck et al. (2013) (Appendices AK, AL, AM, and
AN). This approach supports the voice being described whilst also recognising shifts
in pronoun and tense choices, allowing for deeper consideration of these transitions.

The analysis included an overview summary with illustrative quotes, ensuring my
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interpretative process was audible and visible (Tolman & Head, 2021). | also

considered the reflective questions posed by Gilligan et al. (2003):

e “What have you learned about this question through this process and how

have you come to know this?

e What is the evidence on which you are basing your interpretations?” (p. 168)

The Analysis of Narratives chapter guides the reader through the multiple steps of
the Listening Guide before reaching a final concluding step for each participant. This

then transitions into the Discussion chapter.

My interpretations were based on multiple interviews, so | also compared analyses
across them (Gilligan et al., 2003). My ongoing reflections are documented in the
raw data (Appendices AC, AD, AE and AF), the Analysis of Narratives Chapter, and

the Discussion Chapter.

3.7.9 Quality Considerations in Research

Lincoln and Guba's (1985) quality criteria for qualitative research include credibility,
transferability, dependability, and confirmability. These were developed to establish
rigorous standards that mirror the requirements of reliability and validity offered
within quantitative research. Whilst these criteria have been foundational, other

qualitative researchers have critiqued and expanded upon Lincoln and Guba’s
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framework, especially as qualitative research has evolved (Hollway & Jefferson,

2013; Riessman, 1993; Riessman, 2008).

Riessman (1993), a leading narrative researcher, went on to develop a framework to
evaluate qualitative research quality, particularly narrative analysis. She proposed
quality criteria focusing on interpretive rigour and narrative coherence,
acknowledging that narratives change and are influenced by power and social
discourses (Riessman, 1993). Riessman critiqued the rigid use of standards like
validity and reliability, which were meant for quantitative research, instead offering
criteria suited for the interpretive nature of narrative work. She examined validity in
narrative through four approaches, which were considered in this research to assess

research quality.

Persuasiveness

Riessman (1993) suggests that the trustworthiness of narrative research should be
evaluated based on how persuasive and convincing the narrative interpretation is for
the reader. Persuasiveness relies on whether the interpretations make sense to
others and are well-supported by the evidence within the interview data (Riessman,
1993). | hoped this research would provide rich, detailed accounts of narratives, with
YP’s voices preserved by utilising the Listening Guide (Gilligan, 2015). This would
enable the depth of the interpretations to be seen through the different analysis

stages.
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Correspondence:

Riessman (1993) proposes correspondence as a quality criterion. This involves
checking with participants to ensure the interpretation resonates with their
experiences. However, Riessman (1993) also recognises the complexity of this
process, given that participants may have evolving perspectives or may interpret
their narratives differently with reflection. Within this research, | decided to offer a
follow-up meeting to all participants to share and explore together the | Poems and
Voice Poems created. | also ensured my interpretations were clearly differentiated in
my analysis and thesis writing. Whilst confirming that the interpretation aligns with
participants’ views may enhance quality, it is not the only measure. In narrative
research, and within the Listening Guide, the researcher acknowledges their co-
construction of narratives with each participant, offering an analysis that recognises

and values researcher interpretation (Gilligan, 2015).

Coherence:

This refers to the internal consistency of the narrative interpretation to provide global,
local and themal coherence (Riessman, 1993). Global coherence examines overall
consistency in respect of how a narrative is constructed and makes sense. Local
coherence focuses on how segments of the narrative fit together logically, with
attention paid to the sequencing and transitions in the narrative. Themal coherence
focuses on content and where particular areas of content are repeated or of
importance (Riessman, 1993). This criterion was used to assess whether the
narrative flowed logically and whether the analysis was coherent in the way it linked

parts of the story to larger patterns or narratives (Bold, 2012). Jefferson (2004)’s
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approach to transcribing, which was utilised within this research, requires highly
detailed transcription in conversation analysis, capturing details like pauses and tone
to ensure a thorough exploration of the interpretations. | felt that this detailed

documentation would enable the in-depth analysis to be made visible.

Pragmatic Use:

Riessman (1993) suggests that research should be evaluated on its usefulness,
practical relevance, and potential to inspire further studies. This criterion looks at
whether the findings offer meaningful insights or practical applications that can
address broader social, cultural, or psychological issues. High-quality narrative
research should do more than just tell a story; it should resonate with readers,
inspire action, or shed light on similar situations (Riessman, 1993). In this research,
the stories and interpretations analysed provide valuable insights for future research
by amplifying the voices of YP in mainstream schools around their experiences with
isolation practices specifically. This topic remains relatively underexplored in the
literature, particularly when considering isolation as a punitive measure in secondary

schools.

Riessman’s (1993) criteria for narrative analysis provided helpful guidance for this
research. However, her framework has been critiqued for focusing on coherence and
the researcher’s interpretation, which relies heavily on personal judgment
(Polkinghorne, 2007) and could be applied inconsistently. Whilst Polkinghorne

(2007) acknowledges that these judgments are important in interpreting qualitative
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data, he also suggests that researchers must reflect on how their perspectives

influence the process.

In this study, using narrative approaches and the Listening Guide, | aimed to
prioritise reflexivity. This meant | actively considered my role in shaping the research
and tried to recognise my biases and assumptions (McKenzie et al., 2021;
Riessman, 1993). This approach aligned with Riessman’s emphasis on transparency
in qualitative research by making my analytical processes visible. Reflexivity enabled
me to critically reflect upon, and share, my interpretive choices, illustrating the
development of my analysis and enhancing the study’s coherence and
trustworthiness. The Listening Guide steps and my reflexive diary helped me stay
aware of my perspectives and emotions and their influence on data collection and

analysis (Bold, 2012; Yardley, 2000).

3.8 Conclusion

This chapter discusses my research methodology, framed within a social
constructionist perspective and guided by a relational and psychodynamic ontology.
A narrative approach was used for interviews, in conjunction with the Listening
Guide, emphasising reflexivity and the co-constructed nature of the data. This
methodology allowed the voices of YP who attended schools employing isolation
practices as a punitive measure to be heard, a perspective underrepresented in
existing literature. The next chapter will analyse the stories shared by these YP,

together with my reflections and interpretations.
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Chapter 4: Analysis of Narratives

4.1 Analysis of Narratives Overview

In this chapter, | present the analysis of the narratives of the four participants.

Recognising that Angel, Daisy, Fenton, and Rico’s experiences are socially

constructed and unique, | analyse and present their narratives separately. Each

section begins with an introductory summary, followed by the steps from the

Listening Guide analysis using McKenzie et al.’s (2021) six steps:

1.

Exploring “Who is telling what story?” and “Who is listening?”

In this step, | identified the narrative context by examining how the participant
and | co-constructed the story through our interaction. | considered how the
participant positioned themselves as the narrator, and how my role as listener
and researcher influenced what was shared.

Exploring the Self-Voice

| reflected on how participants constructed and narrated their sense of self
within the interview setting. By creating an | Poem, | highlighted how their
identity was conveyed through self-positioning, emotional tone, and any
tensions or shifts in their narratives.

Listening for the Contrapuntal voices

In this step, | traced the multiple voices, sometimes harmonious and
sometimes conflicting, within the narrative. Creating visual plots of the
Landscape maps (see Appendices Y, Z, AA, and AB) helped me to visually
follow these voices and observe moments of conflict, tension, and harmony. |
explored how the voices interacted and how they influenced the participants’

meaning-making and areas of tension. .
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4. Exploring Voices in Relation to Others
| analysed how the participant positioned themselves in relation to others and
to me as the researcher. In this step, | focused on how pronoun shifts and
perspectives helped explore relational and discursive aspects of meaning-
making, emphasising the co-construction of experience through creating a
Voice Poem to illustrate these relationships and dynamics.

5. Exploring Voices in Relation to Cultural Narratives
| reflected on how broader cultural, social, and moral narratives shaped the
participants’ experiences, reflections, and understanding. Here, | focused on
expressions of norms, expectations, and moral assumptions.

6. Composing an Analysis
Finally, | combined insights from each step to develop a contextual
understanding of the participants’ narrative as a co-constructed product of our
interaction. | reflected on how my interpretations and position influenced this
analysis, recognising meaning as relational and embedded within specific

social and cultural contexts.

Each step is presented based on the process shared within the Methodology
chapter. Where an asterisk is used (*), this is from the transcription stage where |
have altered the word used to ensure the participant and their school are not

identifiable within this research (see Appendix F for transcription symbols).

Personal Reflection: Initially, | structured this chapter by presenting each
participant’s voice one at a time within each stage of the Listening Guide. However, |

revised this to present the participant’s voices for each step instead, which felt more
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aligned with the analysis process and captured the depth and authenticity of these
steps for the individual participants. This felt to work better as it preserved the
layered meaning-making from the analysis process for each participant, and it
supported transparency in the interpretative process as each step was shared

explicitly.

Each step provides a distinct perspective, enhancing the understanding of how
participants constructed their narratives and the influence of broader social
structures. Rather than viewing voices as emerging, | recognise meaning to be co-
constructed through relationships, discourse, and power. In alignment with a
constructionist approach, | prioritised participants’ voices over existing literature.
However, | acknowledge that narratives are co-constructed and shaped by my
responses, affirmations, and questions during the interviews. Throughout this
chapter, | will include personal reflections to illustrate how | engaged with the voices

and shaped these stories.

See Appendices |, J, K, and L for the original transcripts.

4.2 Angel’s Story (see Appendix | for the full transcript)

4.2.1 Introduction

Angel, aged 15, is the youngest of three sisters. She is in Year 11 at her mainstream
secondary school, having attended since Year Seven. Angel has never been to the

isolation space within her school but, due to mental health challenges, she is
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permitted to access a supportive area within school for those who “struggle with ...
lessons” or have “special needs” (24-25). From there, Angel can “see everything that

happens in the isolation space” (27) as the rooms are next to each other.

Angel told me that she enjoys English and history in school because she likes writing
and talking but finds science and maths more challenging. She plans further study in

psychology, philosophy and English literature.

4.2.2 Step 1: Exploring “Who is telling what story?” and “Who is listening?”

Angel’s narrative seemed to focus on witnessing isolation and her emotional
responses. She did not position herself as someone who has directly experienced
isolation but described being affected as an observer. | felt that her descriptions

framed the space as punitive and restrictive.

Angel repeatedly compared isolation to a prison, describing it as “quite prison like”
(51), “very like restrictive” (52), and “almost a cell” (170). The repetition reinforced
isolation as enclosed and segregated, with it explicitly described as “secluded” (170),
and “very isolating” (170). However, before Angel made this comparison, she stated,
“It's not personally to me” (51), suggesting uncertainty over the legitimacy of having
an opinion. Angel used the metaphor of a curtain separating the supportive space
and isolation, which constructed for me a contrast between these physical

environments and the approaches used within them.
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Power dynamics appeared central to Angel’s narrative as she described the rigid
nature of isolation, “Don’t follow the rules, it’s isolation” (53). Her phrase “set up”
reinforced her awareness of control imposed by the space. Angel expressed
disapproval, stating, “I'm very against the idea” (60), “I would really hate it” (102),
and also conveyed distrust. She shared, “They’re quite aware that it's not good but

they kind of do it anyway” (192).

| listened to Angel’s narrative both as a former primary teacher and a researcher
completing an educational psychology doctorate. Her insights challenged my
assumptions about the extent to which adults control YP’s views, as well as the role
the design of isolation spaces plays in reinforcing authority and shaping students’
experiences. A “wow” moment for me in Angel’s narrative was her recognition that
students in isolation need comfort, which is available in her supportive space but not
in isolation. She also acknowledged her desire to offer co-regulation, to support her
peers’ emotions and thoughts by soothing and calming them within their distress,
despite segregation preventing this. Whilst | had wondered whether students are
best placed to co-regulate within a secondary system, | was surprised Angel

recognised and sought to do this.

4.2.3 Step 2: Exploring the Self-Voice

Angel’s construction of self was explored through her | Poem, which | perceived to
be reflecting of a fluid self, responsive to relationships and school dynamics. Her
narrative explored tensions between her detachment and the emotional impact of the

existence of the isolation space:



| mean it doesn’t

affect me

when | hear about

just when I'm up there

| like

| get really quite upset

| feel quite sad

when | see them

| mean

| always think that

| think definitely

like me

(Appendix U — Angel’s | Poem)

Here, Angel’s self-positioning shifts from detachment to recognising emotional

distress. Her use of “just” appears to soften this tension or justify this shift.
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Personal Reflection: | wondered whether my question “... does it affect you when
someone is sent or when people talk about isolation” (249-250) prompted this

change, as Angel moved from vague detachment to a specific scenario. | asked




100

myself if the nature of the interview meant that Angel was recollecting and
reconstructing past emotions. My questioning of the emotional impact of the space

may have guided her towards deeper emotional engagement.

When considering how Angel positioned herself in relation to staff in school, she

shared:

I've seen quite a few times

| mean there’s a mix of stuff

| mean

| can think of so many other ways

It makes me quite like annoyed

| think

| think

| can tell

| can think

one of my teachers

other teachers | can think of

reminds me of like a drunk father

(Appendix U — Angel’s | Poem)
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Angel’s repeated use of “l think” seemed to frame a firm yet cautious attempt to
express disapproval through opinion rather than fact. The simile, “like a drunk
father,” heightened this critique, revealing a sense of loss of control or misuse of

power.

Personal Reflection: | was impacted by Angel’s simile of a drunk father and felt this
resonated with me and memories of specific teachers within my secondary
education, shaping my avoidance of conflict and silencing of voice. | wondered if my

own response, “Right”, may have produced agreement or shared experience.

Angel’s tone softened when discussing positive staff approaches:

| find that when the nice teachers work

| hardly hear anyone screaming

| think that’s really important

| don’t think proud’s the right word

I’m glad you hired someone like that

(Appendix U — Angel’s | Poem)

Compared to her critique, her language here became gentler, reinforcing her

understanding and sensitivity. Her phrase, “I| don’t think proud’s the right word” (382),
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constructed what seemed to be an internal negotiation between expressing

appreciation and preserving her identity within the school.

Personal Reflection: Angel’s insight info more relational approaches prompted in
me a sense of awe at her reflections. When responding, “I can totally relate to that

feeling”, | wondered if | conveyed my view and reinforced this perspective.

4.2.4 Step 3: Listening for the Contrapuntal Voices

Within the third step of the Listening Guide, Angel’s multiple voices of witnessing,
psychological understanding, restrictions, and disapproval were tracked (see
Appendix Y). Each voice was explored in relation to self-voice and meaning-making

(see Appendix AK).

Angel’s voice of witnessing positioned her as both active (“I see”) and passive (“it's
not personally to me”). She used the present tense, which | felt created immediacy
and engagement (“l| see everything”) whilst distancing herself emotionally when

reflecting through a plural passive self-voice (“you can tell”).

Angel’s voice of psychological understanding expressed personal engagement and
empathy (“I get it”), indicating an emotional response to isolation. She spoke
hypothetically (“It definitely would make me feel”) with sensitivity, and her tone of

sadness aligned with her empathy (“I get really quite upset”).
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Angel’s voice of restriction critiqued control and power dynamics within her school,

moving between plural and singular pronouns (“you get sent”, “reminds me of a

prison”), which felt depersonalised.

Angel’s voice of disapproval varied from strong critiques (“I'm very against”) to more
tentative reflections (“I think”). Her use of descriptive and emotive language
continued to critique isolation’s effectiveness (“how horrible it is”) alongside her

”

frustrated tone (“no, what do you not realise”, “that’s making the cycle worse”).

These voices interacted, speaking in harmony and tension, to shape Angel’s

complex narrative (see Appendix Y).

| felt Angel’s voices of restriction and psychological understanding were in harmony,
recognising the emotional weight of isolation. Her critique of control and restriction
(“they just have to sit there”, “I think it's deliberate”) connected with her emotions (“it

just makes me disappointed”).

Personal Reflection: Angel’s frustration with school restrictions moved from
observation to critique, with school limitations deepening this emotional impact. |

wondered if, within our interaction, she felt supported to re-evaluate her stance.
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Angel’s voice of psychological understanding expressed emotional concern (‘I
wonder how they’re doing”) whilst her voice of restriction acknowledged this (“you
can’t comfort them”). | felt this produced tension between Angel’s instinct to connect,

empathise and co-regulate, and the school barrier of seclusion.

| experienced the tension expressed when Angel initially considered whether she
was impacted by isolation (“it’s not personally to me”, “I| mean it doesn’t exactly like
affect me”) within her voice of witnessing, whilst expressing emotional distress (“| get
quite upset”). This tension reinforced a growing awareness of witnessing isolation

impacting her own wellbeing.

Personal Reflection: | wondered if Angel’s initial detachment came from her
perception of the interview’s purpose. My non-committal responses (‘hmm?”), allowed
her stance to evolve, whilst | affirmed her emotional engagement (“Yeah, | can

imagine”), possibly encouraging a shift.

Angel reflected on the physical isolation space, demonstrating interactions between
the voices. Her voice of restriction critiqued its deliberate design (“not as big as it
should be”), aligned with her voices of witnessing and psychological understanding. |
felt Angel’s comparison of the space to a prison cell emphasised the seclusion from

the school community, reinforcing the dehumanising effect of isolation.
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Personal Reflection: | was intrigued by Angel’s narrative of how schools shape
relational engagement and emotional responses through punitive systems. Her view
of isolation as restrictive and aggravating left me wondering who designs isolation
spaces, what research informs this, and whether their effects on observers and

participants are fully evaluated.

4.2.5 Step 4: Exploring Voices in Relation to Others

This step involved listening to Angel’s interview and exploring how her identity was
constructed within social interactions by creating a Voice Poem (Appendix AG).
Within this, Angel expressed solidarity and detachment through shifting pronouns,
using ‘we / us’ to create a collective self, ‘you’ for a more detached collective

perspective, and ‘they / he / she / teacher’ to position others at a distance.

When using her voice of withessing, Angel used the singular pronouns, ‘I’ and ‘me’,
except when recounting past experiences, where she shifted to a more detached,
collective self. This positioned her as both an active observer and a passive
bystander, navigating the tension between witnessing and detachment. In the

following excerpt from Angel's Voice Poem, she whispered:

| —
|-<
o
c
=

They/He/She/Teacher We / Us

| see
everything that

happens
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| You It They/He/She/Teacher We / Us
I'd say it feels
it's not
personally
to me
| don’t getin
trouble

(Appendix AG — Angel’s Voice Poem)

This reflected Angel’s apprehension and uncertainty over whether she was permitted
to acknowledge what she had witnessed. Her identity as a witness felt complex,

shaped by a tension between observation and detachment from its impact.

Within Angel’s voice of restrictions, she primarily used detached collective pronouns,

positioning herself as separate from those in isolation.

Personal Reflection: | wondered whether this distancing reflected a cultural
narrative instilled by the school, discouraging students from recognising their
experience as a witness and reinforcing the idea that if they are not direct users of

the space, they are unaffected and not entitled to a view.
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When describing emotional experiences, Angel continued using detached pronouns.
She initially stated, “I mean it doesn'’t like affect me when | hear about it” (251), but
then transitioned to describing her emotional response. The detached pronoun ‘it’
appeared to me to reinforce the tension between witnessing and psychological
understanding. However, Angel committed to the singular ‘I’ when reflecting on her
emotions, which | felt positioned her direct recounts as allowing personal

engagement, whilst detached pronouns distanced her from others’ experiences.

Within her voices of psychological understanding and disapproval, Angel positioned
herself as personally engaged, predominantly using ‘I'. When expressing opinions
rather than descriptions, she seemed more comfortable taking ownership of her
views. She occasionally used ‘they’ to refer to school staff, reinforcing her distance

from them.

Personal Reflection: | wondered whether this distancing was reinforced by my
position as separate from the school system, and if Angel’s language was trying to

support my connection as someone more removed from it.

Angel acknowledged that isolation might have short-term effectiveness, but stated,
“they just get used to it and it doesn’t work anymore” (196). At this moment, within
her voice of psychological understanding, she also distanced herself from other

students, shifting to the collective pronoun. Similarly, when discussing the punitive
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nature of isolation, she used detached phrasing, “almost scaring them”, rather than

personally relating to their experience.

Personal Reflection: | was curious whether Angel’s distancing conveyed a more

profound emotional impact than she openly recognised.

4.2.6 Step 5: Exploring Voices in Relation to Cultural Narratives

Within this step, | listened to Angel’s voices in relation to culturally dominant
narratives, attending to terms like ‘should’ and expressions of morals (see Appendix

AC).

Within Angel’s voice of restrictions, she spoke of clear expectations: “if you refuse to
go, you have to be excluded” (58). She also described assumptions sharing,

“obviously they get ... lunch” (77).

In her voice of psychological understanding, Angel reflected on the normalisation of
isolation: “it's sort of like, yeah, normal” (151), “It's not abnormal” (154), and “they are
so used to shouting” (341). Angel also acknowledged how isolation is perceived,

sharing that some believe, “she kind of deserves isolation” (441).

In her voice of disapproval, Angel considered school expectations and teacher

responses embedded in cultural narratives. She shared, “usually they should give a
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detention” (22) but criticised isolation being used instead. Angel’s view that staff
“only really care about following the rules” (240) constructed a lack of care for

students’ wellbeing.

Angel used her voice of psychological understanding to challenge misconceptions,
stating that YP within isolation are, “clearly not trying to be angry” (263-264). Morally,
she recognised that the supportive space she accessed would “do so much more
good” (273) than isolation, which is “aggravating them in the room” (270) when they

“need comforting” (488).

Within her voice of disapproval, Angel critiqued the isolation practices, stating, “It's
just so obvious, like, don’t do it, don’t do that. But then they’re doing it” (326), and

“they don’t deserve that” (494).

4.2.7 Step 6: A Summary of the Analysis

Angel’s narrative offered a powerful account of the emotional and psychological
impact of witnessing isolation, despite not experiencing it firsthand. She constructed
isolation as a restrictive, punitive space, contrasting support and punishment in
school. Through her voices of witnessing, restrictions, psychological understanding,
and disapproval, Angel navigated the tension between empathy and detachment
whilst highlighting control within the system and the unmet need for emotional
support. Her reflections challenged assumptions about who is affected, emphasising

its emotional impact beyond those within the space.
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4.3 Daisy’s Story (see Appendix J for the full transcript)

4.3.1 Introduction

Daisy, 14, is the eldest of two sisters. Daisy is in Year 10 at her mainstream
secondary school, having attended since Year Seven. Daisy and her friendship
group have never been to isolation. She has “been in the room” but “only to drop

things off” (14), concluding that she knows “what it looks like” (16).

Daisy’s favourite subjects are “probably art or history” (24). She shared that art
enables her to “wind down” (26). She said she enjoys learning “the stuff that

happened in the olden days” (28-29) in history.

Personal Reflection: | was fascinated by Daisy’s recognition of art being a creative
outlet and a way to unwind. | reflected on how subjects that promote flow and
positive emotions might impact self-regulation and wondered if all students

experienced this in school.

4.3.2 Step 1: Exploring “Who is telling what story?” and “Who is listening?”

Daisy’s narrative focused on her interactions with the isolation space and her
perceptions of those sent there. She did not position herself as someone who has
directly experienced isolation, but instead as an observer. Daisy reflected on the
relationships enabled within isolation and her emotional response to the thought of

being sent there.
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Whilst Daisy perceived isolation as “horrible”, she noted that some students no
longer feared it. | sensed a tension being described between the emotional impact

for students of fearing isolation and its normalisation and desensitisation.

Personal Reflection: | wondered at what point this normalisation enabled fear to

turn to acceptance, and | felt a sense of sadness about this change.

Daisy repeatedly mentioned control and power within her narrative, using words like
“threatened” and “sent”. She also shared that some students “mistreat” the system to
access isolation to “get their own way”. Her comment, “| guess”, suggested to me
that this could be a dominant narrative within the school, but she was uncertain

about fully committing to this view.

Listening to Daisy challenged my assumptions about how students view non-
compliance and the lack of discussion around an isolation room’s purpose. A “wow”
moment for me was in her recognition that a supportive space existed. However, this
was only accessible to those whose parents had advocated this need, or who had a
formal diagnosis. | felt shocked that students without this home support were less
likely to access school support and instead were more likely to be placed within the

punitive process of isolation.




112

4.3.3 Step 2: Exploring the Self-Voice

By exploring Daisy’s self-construction in relation to isolation, | created an | Poem
(Appendix V). | felt that the | Poem reflected a fluid self, responding to emotions,
control, and normalisation. These excerpts explored tensions in Daisy’s narratives

around fear and justice:

Like |

| hated going in

| had to go in

when | was *specific title* student

| just hated doing it

| kept trying to make whoever | was ... with go in there

instead of me

| don’t really know

| don’t really think that's much of a punishment

| don’t really think it's doing that much

| think detentions after school are doing more

(Appendix V — Daisy’s | Poem)

Initially, Daisy positioned herself as fearful of isolation, describing a deep emotional
response, actively seeking to avoid it. However, she later questioned its

effectiveness, positioning isolation as not truly a punishment, distancing herself from
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those sent there. | felt that this shift hinted at normalisation and desensitisation for
students repeatedly sent to isolation. | wondered whether emotional disengagement

from punitive measures developed through repetition.

Personal Reflection: Daisy’s desire for isolation to do “more” and seeing detentions
as harsher left me questioning the school’s explanation of isolation’s purpose. Was
there a deliberate lack of clarity, and did this intensify fear by leaving students to

construct their own narratives?

When considering a time when Daisy had seen the isolation space, she hesitated,
sharing that she had only been there once, and | sensed that she did not want to be

grouped with those in isolation, as shared in this excerpt from her | Poem:

I've only been in there

like | said previously

| guess

say | got one

which | haven’t

| would then get moved

| think

| think

(Appendix V — Daisy’s | Poem)
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Daisy’s repeated use of “| think” appeared to convey caution, framing her statements

as opinion rather than personal experience.

Personal Reflection: | wondered whether Daisy was positioning herself as an
outsider, aligning with the school’s dominant narratives on power and punishment, or

if my response influenced her need to clarify her statements.

4.3.4 Step 3: Listening for the Contrapuntal voices

Having listened to the multiple voices in Daisy’s narrative (see Appendix Z), the
voices of witnessing, control, fear, and, normalisation were tracked. These voices

were explored in relation to self-voice and meaning-making (Appendix AL).

Daisy’s voice of withessing seemed active yet detached, as she described
observations in a neutral tone (“I know a lot of people”), and positioned herself as
separate from isolation by using singular pronouns (“I've never been”). She used
past and present tenses (“there’s no windows”, “I've seen”), which | felt situated
Daisy as having observed isolation whilst remaining distant. When reflecting on

broader experiences, she moved to a plural passive self-voice (“you don’t see them”,

“all the people”) which emphasised her detachment from those in isolation.
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Daisy’s voice of control considered power dynamics between students and staff. She
positioned herself as active and analytical but then shifted to a plural self-voice when

tEIN 11

considering collective behaviours (“some people, they’d rather”, “tests teachers”).

Personal Reflection: | wondered if Daisy had specific individuals in mind when

discussing these collective behaviours.

” 1}

Daisy’s tone was evaluative and assertive ("some people decide”, “can’t be
bothered™ and “decided to leave"). She frequently shifted between past and present

tense, illustrating both past events and current behaviour patterns.

Daisy’s voice of fear positioned her as passive, emphasising the emotional impact of
isolation and its perceived power. She constructed fear as imposed (“I've never been

LE 11

threatened”, “they’ve embedded it in our heads”). Daisy used strong imagery (“like

out of prison”, “it’s a really bad place”) and expressed relief at isolation existing as a
punishment (“It’s nice that ... people who are doing bad things ... get the

punishment”), reinforcing her internal conflict. Whilst Daisy feared isolation, she also

seemed to accept it as necessary.

Personal Reflection: | wondered whether Daisy’s relief came from trusting the
system or whether she feared a shift of control from staff to students, and therefore

saw isolation as re-establishing control and order.
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Daisy’s voice of normalisation was calm and reasoned (“it tends to be”), and

suggested that isolation was consciously accepted. | felt her phrasing (“I think”, “they

don’t really”, “just kind of”) indicated an awareness of alternative viewpoints,

although she still felt able to express her stance.

These voices interacted in tension and harmony, which reflected the complexity in

Daisy’s positioning. Their interactions were also visually mapped (see Appendix Z).

| felt that Daisy’s voices of normalisation and control aligned. Daisy accepted
isolation as necessary, which reinforced a belief in power and control struggles in
school. Control seemed connected with ensuring behaviour compliance, which
supported Daisy’s confidence in this normalisation. However, in tension with this,
Daisy predicted that if she received isolation, her Mum would challenge it, positioning

herself as not considering it to be a safe space.

Daisy’s voice of withessing and control spoke in harmony with her observations and
evaluations of school discipline, which offered objective descriptions and critiques.
However, her voice of fear and normalisation seemed to be in tension, reinforcing
unease around isolation within her voice of fear whilst also complying with its routine
within her voice of normalisation. Similarly, Daisy’s voice of witnessing and fear
seemed to be in tension; whilst witnessing felt detached, fear conveyed a deep

emotional impact.
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Personal Reflection: | was interested that | felt a further tension to be present
around privilege and access to support. Daisy noted that if she received isolation,
her Mum would advocate for her. This positioned parental advocacy as altering
discipline processes. She also observed that students with diagnoses or parental
support could access alternative supportive spaces. This left me wondering about
students who lack such support and whether they received less empathy and

support in school.

| wondered whether the movement between voices and positions aligned with the
experience of students within a school with an isolation space, and whether they are
simultaneously internalising, questioning and justifying the isolation processes within

their school.

4.3.5 Step 4: Exploring Voices in Relation to Others

Daisy’s voice poem explored how her identity was shaped through social interactions
(Appendix AH). Daisy moved between personal and detached experiences, using
singular pronouns ‘I'/'she’ and more distanced ones ‘they’, ‘some people’, ‘teachers’.
| felt this created separation and a collective ‘other’. When describing isolation, she

further distanced herself by using ‘it’. Daisy’s Voice Poem reflected this detachment:
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| You It They/He/She/Teacher We /Us /
Our/
Everyone
it's just
it's like
it justis a

horrible place

it looks almost
sort of like out

of a prison

| guess

there’s no
windows

(Appendix AH — Daisy’s Voice Poem)

This shift reinforced her stance on isolation, with a slight tension in “I guess”. Her
identity as a witness seemed shaped by a balance between observation, justification,

and distancing.
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Personal Reflection: | observed that when Daisy first mentioned isolation, “seemed
like a horrible place, " | later asked, “what makes it a horrible place?” This made me
reflect on whether my clearer, more definitive question, compared to Daisy’s hesitant
phrasing and use of the word “seemed”, prompted her to shift to a firmer stance,

stating that “it is a horrible place”.

Daisy’s voice of control appeared throughout this narrative. She moved between
detached singular pronouns ‘he’/'she’ and collective detached plural pronouns
‘teachers’, ‘they’, ‘'some people’, and subtly moved between individual and group
references. This movement in pronouns seemed to reflect her awareness of power

dynamics and allowed Daisy to position herself in control.

Personal Reflection: | was curious about whether students manipulated isolation
processes for autonomy. | also wondered whether isolation was intended to control

individuals or to reinforce compliance across the wider school community.

When considering hypothetical scenarios, | felt Daisy distanced herself using ‘you’,
but asserted opinions with ‘I’, softened by, “I think” or “I don’t really think”. This

created a tension between Daisy’s strong beliefs and her uncertainty regarding them.

Within Daisy’s Voice Poem, | was interested in the movement of the pronouns:




I You It
it's nice that
| feel like
it could be
better
| don’t know

what the word

is

(Appendix AH — Daisy’s Voice Poem)
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They/He/She/Teacher We / Us /
Our/

Everyone

people who are doing
bad things get the

punishment

if they had other

punishments

people are now

get their own way

Personal Reflection: | felt this movement between pronouns represented how

Daisy perceived the movement of control within her school. | found the phrase “bad

things” interesting. | wondered how “bad” was categorised, and who defined this
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distinction between doing something wrong and a need for support. Did students
internalise judgement, or did the school reinforce it? The idea of control being sought
to escape lessons interested me, with the escape from learning being considered a

reward by Daisy.

Within Daisy’s voice of fear, she predominantly used the singular pronoun ‘I’, which
reflected a personal response to isolation. She moved to ‘it’ when describing the
space, which seemed to create distance whilst maintaining fear. She reflected the

shaping of her perception of isolation within this excerpt from her Voice Poem:

You It They/He/She/Teacher We / Us /

| think it's
more to kind of

influence

the younger like Year

7

they don'’t really talk

about it

they are just like
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it's isolation

| think

they’ve embedded it

(Appendix AH — Daisy’s Voice Poem)

Within Daisy’s voice of normalisation, she positioned herself as an observer,
detached from others’ experiences. Whilst acknowledging fears, she described
desensitisation amongst those frequently in isolation. She positioned them as seeing

isolation as a symbol of status, shared in this excerpt:

| —

|-<
o
[
-

They/He/She/Teacher We /Us /

but that person gets a
lot of detentions and
goes to isolation quite

often

so | don’t

think
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they really minded

there’s some people

it tends to be

people that think

think they’re more

popular

think they’re higher up

kind of push the

teacher

to their limits

they get sent there

they think it makes

them seem more cool



the people |
tend to hang

out with

Like |

| would never

want to get

told off

it kind of

scares me

they’re too scared

it also seems

really

embarrassing

for some people

they just think

people will find it

124
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nothing can really

bother them

(Appendix AH — Daisy’s Voice Poem)

4.3.6 Step 5: Exploring Voices in Relation to Cultural Narratives

| listened to Daisy’s voices in relation to culturally dominant narratives. Here, school
norms seemed to shape her moral values and perceptions of isolation (see Appendix

AD).

Within Daisy’s voice of witnessing, she recalled an incident where a student and staff
member were uncertain whether another student should be in isolation. She shared,
“‘everyone was convinced he’d skipped a C4” (151). She explained how being placed
in isolation was debated and aligned with notions of control. Daisy expressed
appreciation of isolation, stating it was “nice” that peers doing “bad things” received
punishment. This perhaps aligned with broader societal views on crime and

punishment.

Personal Reflection: | noticed that my question before Daisy’s recognition that it is
‘nice” that isolation exists was quite leading. | had asked, “...are you pleased that it’s
there sometimes?” | wondered if | had related to Daisy’s narrative of continual
disruption to learning, and considered that isolation could be seen as offering

students a break from this.
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| found it interesting that Daisy linked isolation with fairness, which reinforced the
idea that punishment maintains order. This made me wonder if isolation reassured

students by reinforcing staff control and reducing student autonomy.

In her voice of control, Daisy described how some students preferred isolation over
lessons or detention. She positioned its role as an expected consequence in line with
normalisation. She acknowledged that some students needed support but believed
they “ought” to advocate for it, with parental intervention sometimes being necessary

to access the supportive space instead of isolation.

Daisy’s voice of fear explored how a cultural narrative was formed in Year Seven,
when isolation was framed as somewhere “you shouldn’t want to go” (207-208).
Daisy noted that normalisation of the isolation narrative reduced fear and discussion

as students aged, highlighted by the direct instruction, “it’s isolation” (215).

In her voice of normalisation, Daisy shared a cultural narrative of certain students
going to isolation regularly and therefore this being expected. She explained, “...that
person gets a lot of detentions and goes to isolation quite often, so | don’t think they
really minded” (161-162). She added, “nothing can really bother them” (190-191),
which constructed repeated exposure to isolation desensitising students. Daisy
observed that “more popular” students “push the teachers”, which leads to isolation.
The cultural expectation of control shifting between students and staff felt reinforced

by Daisy sharing that this “tends to” happen. | perceived that this voice spoke in
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harmony with a voice of fear, in that those students familiar with isolation accepted it

as part of school culture.

Daisy observed that narratives shared around isolation had been purposeful,
“they’ve embedded it in our heads that it’s a really bad place” (216). This resonated

with her voice of fear and the broader cultural narrative.

4.3.7 Step 6: A Summary of the Analysis

With isolation being both feared and accepted, | felt that Daisy’s reflections on
isolation explored how cultural narratives of control, witnessing, fear, and
normalisation shaped perceptions. | wondered if Daisy’s internalisation of these
narratives reflected a wider system of social regulation around discipline and justice.
This illustrated to me the complex relationship between authority, autonomy, and

behaviour.

4.4 Fenton’s Story (see Appendix K for the full transcript)

4.4 .1 Introduction

Fenton, aged 13, is the eldest of two siblings. He has a younger sister. Fenton is in
Year Nine in a mainstream secondary school he has attended since Year Seven.
Fenton has been to isolation before, but “More in Year Eight” (25) and his friends
have also attended isolation. Fenton told me that his favourite subject is

construction, and he aspires to become “an architect” (17).
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4.4.2 Step 1: Exploring “Who is telling what story?” and “Who is listening?”

Fenton’s narrative focused on his experiences of isolation. He contrasted the more
relational approach he had experienced the previous year with his current
experience of a more punitive system. He spoke about inconsistencies in the
application of the isolation space and questioned its psychological impact. He
repeatedly dismissed the rules around it as “silly” and “stupid” and concluded at the
end of the interview, “I blame it on *name school” (315), laughing as he said this.
This seemed to reinforce his frustration and the lack of value he placed in the current

school system.

Fenton’s account challenged my assumptions that students fear isolation. Instead,
he described the previous year’s isolation system as an opportunity for connection,
although he recognised a more rigid structure had replaced this. A “wow” moment for
me was when Fenton recalled nearly facing isolation for not wearing a blazer
beneath his coat. He acknowledged that whether the blazer was worn or not was not
visible in regard to compliance, but its potential enforcement could impose physical
constraints on students. This made me consider the interplay of power, control, and

physical limitations within school discipline systems.

4.4.3 Step 2: Exploring the Self-Voice

Fenton’s construction of self was explored through his | Poem (see Appendix W). He

seemed fluid and responsive to school rule changes and comparisons with peers.
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Initially, he appeared actively resistant to isolation, as shared in this excerpt from his

| Poem:
| think it’s so stupid
Yeah, | think

I’ve been near to the two minutes

| don’t think it is

| don’t think it’s that necessary
| think detentions are enough
*room is unneeded, | think

(Appendix W — Fenton’s | Poem)

He later distanced himself from this level of emotion, sharing, “you just have to sit ...
you just have to get on with your work” (71-72). His shift from ‘I’ to ‘you’ constructed
detachment and normalisation of the experience. | perceived the use of “just” to
express the limited variety of activities available to students during isolation, as they
are either sitting or working. However, this could be alternatively constructed as a
softening of the experience of isolation, where sitting and working are considered a

high level of punishment.

Within this excerpt from his | Poem, Fenton shared:
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| think there’s ... different levels of misbehaving

I've been

I’ve been once

| don’t think

| don’t ever really get *removed from the lesson as such

(Appendix W — Fenton’s | Poem)

To me, this implied that uniform violations were regarded as less severe than
disrespecting teachers. This seemed to separate Fenton from those he described as
being rude to teachers. | was also interested in Fenton’s description of the rudeness
of others, where he repeatedly used the word “like”. | felt this suggested his
discomfort or uncertainty in sharing this information or categorising these students.
Interestingly, Fenton used “like” repeatedly at other points within his narrative, each

time aligning with recounts of his own experiences of being within isolation.

Personal Reflection: | wondered whether Fenton felt tension between identifying
with others in isolation and maintaining a sense of difference. His hesitation could
also have been shaped by my earlier questions about how the school is attempting
to present isolation as a “good place” now. This left me querying whether his
uncertainty about the fairness of isolation influenced his self-perception and use of

language.
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4.4 4 Step 3: Listening for the Contrapuntal Voices

Fenton’s multiple voices were tracked (see Appendix AA), and his voices of
restriction, relationship, pretence, and unfairness were explored in relation to self-

voice and meaning-making (see Appendix AM).

Fenton’s voice of restriction alternated between ‘we’ and ‘I’, which reflected both
collective and personal feelings of restrictions. He aligned himself with others (“we
just had to sit”), whilst also expressing being personally detached and passive (“if it's
not right, then you just have to go”). Fenton’s use of prescriptive language (“you
have to”) felt to me to be both detached and aligned with set expectations and
dominant cultural narratives. Fenton’s voice of restriction positioned the

internalisation of these restrictions as ongoing by using both past and present tense.

Within Fenton’s voice of relationships, he used a plural self-voice. He demonstrated
movement between shared experiences (‘we’, ‘we’ve’) and detachment (‘they’, ‘you’).
His voice of restrictions seemed to explore the social dynamics within isolation whilst
emphasising control. His use of past, present, and future tenses aligned with the
shifting social dynamics, reflecting the school’s systemic changes concerning

isolation.

§Personal Reflection: When Fenton shared how relationships were supported in the

previous isolation process, and reflected that this could no longer happen, |
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ﬁresponded “No, no”. | wondered if this response positioned me as disappointed that

this no longer happened.

Fenton’s voice of pretence appeared to create a more active and critical self-voice,
which shifted between singular and plural pronouns. | noted agency and resistance
within this voice (“I think”, “I don’t get why it's necessary”), which critiqued the

school’s attempt to present isolation as positive.

In contrast, Fenton’s voice of unfairness considered the rigidity and inconsistency of
the school’s isolation process. Fenton used the plural pronoun to align with others

LL 11

when considering the unfairness of isolation (“like if you misbehave”, “you’re two
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minutes late”, “you should be allowed to be two minutes late”). His use of the present

tense constructed a current frustration, and his use of strong language (“It’s so

severe”, “It completely drags you down”) reflected the emotional impact of the

experience for Fenton.

Fenton’s voices of relationships, restrictions, and pretence seemed to speak in
harmony around isolation being previously utilised to support connection and escape

from specific lessons.

§Personal Reflection: | was curious about whether there is a reduction in students in

%isolation from Year 10 upwards, and if this could be due to the element of autonomy
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ﬁover subjects being studied, meaning there is less need to attempt to “escape”

disliked lessons.

Fenton’s voice of pretence and relationship appeared to speak in tension around
how isolation is perceived and spoken about. Whilst his voice of pretence shared
“You just meet up with all your friends and .. .talk about how bad it was really” (122-
123), his voice of relationships shared, “they all said it was great because you’d be
with your tutor and you didn’t have to go to your lesson and stuff’ (160-161). This felt
to align with Fenton’s narrative around the change in approach and how
relationships and connections that previously occurred made isolation more
manageable, even beneficial. | felt this indicated the conflict between Fenton’s
feelings and experiences, shaped by expectations and external narratives around

isolation.

Personal Reflection: | wondered if the tension between the voices could align with
the complexity of isolation itself; that it could be a negative experience whilst also

fostering connections, and be normalised to enable this.

4.4.5 Step 4: Exploring Voices in Relation to Others

When exploring Fenton’s voice in relation to others, his Voice Poem (see Appendix
Al) indicated movement between pronouns, and shaped a collective self through the

use of ‘we’, ‘we’re’, ‘we’ve’. His use of ‘you’ also positioned a more detached
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collective perspective. Based on the fluidity of the pronouns used, | also wondered if

Fenton was including me as a listener, constructing a shared sense of reality.

Fenton’s voice of restrictions reinforced a collective experience of restrictions by
predominantly using plural pronouns ‘we’/‘you’. However, he also used the more
impersonal pronoun ‘it when comparing isolation to a prison. His use of ‘it within this

simile, “it’s like a prison”, emphasised the confinement and lack of autonomy.

Fenton’s voice of relationships utilised plural collective pronouns such as ‘our’ and
more detached collective pronouns like ‘you’ and ‘they’. This framed movement
between a sense of belonging within the experience and Fenton positioning himself
as an observer. The comparison of isolation approaches across different timeframes,
which considered the changing experience of connections, was shared in this

excerpt from his voice poem:

| You It They/ He/ Shel We/ Us/ Our/
Teacher Everyone
last year it
was just
with your

tutor
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it was a lot

quieter

now ... it's the

whole *area

there’s lots of children

(Appendix Al — Fenton’s Voice Poem)

This excerpt examines the difficulty of having larger groups of students in a single

isolation space, which tends to be noisier and less supportive of productive work.

Fenton’s voice of pretence was quite firmly established and was critical early within

his voice poem:

I You It They/ He/ Shel We/ Us/ Our/
Teacher Everyone

| think

the
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school’s

trying

to make it
sound like a

good place

but it's not

(Appendix Al — Fenton’s Voice Poem)

Fenton shared how narratives following time in isolation focused on how “bad” it was
in there compared to the previous year’s approach. His use of the singular first-
person pronoun ‘I’ strengthened his tone. Fenton considered being punished with
isolation for uniform reasons and shared how he had previously utilised this to

purposefully gain time in isolation to be with a tutor, or away from a lesson.

Personal Reflection: | thought more about uniform rules and this being the reason
many students within Fenton’s school were in isolation. | wondered whether the
reasons for the rules were communicated or evaluated with students, or if the
passivity expected in respect of uniform created an ‘us’ versus ‘them’ narrative,

potentially perpetuating the use of isolation.
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Fenton’s voice of unfairness was shaped by movement between singular and plural
pronouns. He initially spoke from a personal perspective using the singular ‘I’
pronoun to reflect his opinions and experiences, before moving to ‘you’ and ‘staff’.
This positioned Fenton as both a participant in isolation with others whilst also
speaking about others as a more distanced observer, as shared in this excerpt from

his voice poem:

| You It They/ He/ Shel We/ Us/ Our/
Teacher Everyone
|
think’s
silly
you can’t
see the
bottom
there’s two
members of
staff
if it's not

right
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you have

to go

(Appendix Al — Fenton’s Voice Poem)

Personal Reflection: | was interested in my response to his mention of “two
members of staff” and how | perceived this to be representative of prison guards at
the school entrance. | wondered if my response, “Right”, after Fenton shared this

offered support to his critique of the uniform check that was then described.

| felt that Fenton’s reference to staff members demonstrated an awareness of the
power dynamics when arriving at school. The staff stopping students to check
uniforms under coats, ensuring shoes adhered to policy and inspecting school bags
for missing uniform items reflected a system of strict monitoring and control. This
enforcement painted a picture of the hierarchy between staff and students, with

those who failed to comply facing the immediate consequence of isolation.

4.4.6 Step 5: Exploring Voices in Relation to Cultural Narratives

By listening to Fenton’s voices, | considered expressions of culturally dominant

narratives and morals (Appendix AE).
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Fenton’s scepticism towards institutional narratives felt present within his voice of
pretence, particularly in how the school presents itself compared to students’ lived
experiences. He utilised evaluative language, stating, “I think the school’s trying to
make it sound like a good place, but it’s, it's not” (41). Fenton also described cultural
norms within friendship groups placed in isolation, explaining, “You just meet up with

all your friends and just, yeah, just talk about how bad it was really” (122-123).

Within his voice of restrictions, Fenton noted that lateness was culturally acceptable,
but “You do have to have a note” (190). He critiqued the uniform policies, stating “if
the bottom of your shoe isn’t 90 degrees, | can’t get over how stupid that is” (239-
240). Fenton recalled an incident when his bag was searched, and it was insisted his
blazer was worn as, “if you say it's in your bag, they’ll make you” (257). Fenton’s
words framed control and power as reinforcing the hierarchical authority within the

school.

Within his voice of unfairness, Fenton explored shifting disciplinary expectations. He
stated, “if it’s not right, then you have to go straight to the room” (60). He contrasted
this with the previous year, when lateness did not result in immediate isolation. He
also noted inconsistencies in the punishment, “teachers can add on how many, like,
periods they want” (104-105). He critiqued this inconsistency by highlighting
perceived unfairness in staff decisions, “you should be allowed to be two minutes
late” (188), sharing how some students are told to “hurry up” if they are late, whilst

others are sent straight to isolation. Fenton concluded, “It's so severe” (196).
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Fenton reflected within the voice of relationships on past isolation practices. He
recalled, “they all said it was great because you’d be with your tutor and you didn’t
have to go to your lesson” (160-161). He was describing how, previously, students
joined their tutor’s lesson. Comparing past and present isolation practices, Fenton
concluded, “as bad as it may seem, like, isolation last year was a lot more fun than it

is this year” (133-134).

Fenton’s narrative provided a critical perspective on isolation, sharing shifting
expectations, inconsistencies in rules and how they are enforced, and the power

dynamics within the system.

Personal Reflection: When Fenton shared that being late for a lesson, which then
resulted in isolation, was “so stupid”, my response, “Yeah”, could have offered
agreement with this view as Fenton then went on to reiterate this, sharing, “Yeah. It's

so bad”.

4.4.7 Step 6: A Summary of the Analysis

Through his voices of pretence, restrictions, unfairness, and relationships, | felt that
Fenton explored tensions between compliance and resistance, highlighting rigid
school policies and shifting expectations. His reflections challenged fairness within
the system and how discipline is used to reinforce control, the hierarchy, and

therefore disempower students.
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4.5 Rico’s Story (see Appendix L for the full transcript)

4.5.1 Introduction

Rico, aged 12, has an older sister who is 15. Rico is currently in Year Eight and has
attended his school since Year Seven. Rico told me that his favourite subjects are

“food tech or PE” (20), explaining “there’s not a lot of writing” (22) and he can “get to
do stuff, make stuff, [and play]” (26). Rico has had frequent experiences of isolation

before, as have his friends.

4.5.2 Step 1: Exploring “Who is telling what story?” and “Who is listening?”

Rico shared his experiences of attending a school with an isolation space, focusing
on restricted movement, the reasons for being sent to isolation, the sense of
“othering”, and the physical and psychological impact of the space. He also reflected

on how others perceived him and the inconsistent application of isolation.

Throughout Rico’s narrative, he repeatedly spoke about the distress caused by the
physically restrictive nature of isolation, using vivid imagery to illustrate its impact. He
described isolation as “claustrophobic” (165), explaining, “you’re just stuck there ...
Your legs are cramping up” (215), and “you kind of use the toilet as a moving break”

(222). | felt that these descriptions emphasised discomfort and entrapment.

Rico utilised imagery to immerse me in the physical experience of isolation,

describing a hypothetical scenario where he asked me to imagine being trapped in
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my chair and the room for eight hours. This created a “wow” moment for me within

Rico’s narrative.

Personal Reflection: | noted that ahead of this vivid description, | had asked Rico,
“... you said it feels quite claustrophobic and quite closed in. Can you kind of help
me sort of see what that’s like for you?” and wondered if this led to the imagery and

expressive language used.

As Rico described sitting for hours, legs cramping, unable to move, | experienced a
rising panic, and my legs felt heavier. Rico slowed his voice to state “time goes
slowly”, punctuating each word clearly and leaving a slight pause between words.
Through Rico’s description, | was struck by how drawn-out and draining the
experience must be. His narrative of boredom and the need to stay awake to avoid
further punishment left me unsettled, highlighting an aspect of isolation | had not fully

considered.

Listening to Rico challenged my assumptions about isolation. Having never
experienced isolation, | had expected separation from peers to be the most difficult

aspect and had not considered just how challenging the lack of movement would be.
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4.5.3 Step 2: Exploring the Self-Voice

When reflecting upon Rico’s construction of self, his | Poem was explored (Appendix

X), which, to me, indicated shifts between active and passive self-construction:

| haven’t been kicked out

| remember

when |

when | went to a different school

| knew everyone

‘Why am | in here?’

| almost got thrown out

(Appendix X — Rico’s | Poem)

Rico’s use of “kicked out” and “thrown out” seemed to reinforce exclusion,
powerlessness, and injustice. Rico appeared to be positioning himself as passive. In
contrast, “l went to a different school” in the following line had less emotion and felt
neutral. | wondered if this shift could have indicated a distancing from the emotional

weight of this experience of isolation as exclusion.

Personal Reflection: | felt these words created a sense of shame and rejection.
They conjured an image of being discarded, which left me wondering about Rico’s

sense of belonging. His passive voice reinforced a lack of control over his situation.
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Within another excerpt from Rico’s | Poem, he explored the purpose of isolation:

| got isolation

why did | get this?

| get why it’s there

| don’t think

| think you should only

I'd say it's not the nicest one

(Appendix X — Rico’s | Poem)

| felt that this reflected tensions in Rico’s self-voice, particularly around his
understanding and negotiation of isolation being used. By sharing, “I get why it’s
there”, | felt Rico aligned with the dominant school narrative of justifying isolation as
necessary. However, this led to a counter voice of hesitation: “| don’t think”. Rico
offered a level of negotiation when he said, “I think you should only” before
concluding with an evaluation of the space. This evaluation was tentatively said, from

which | constructed Rico’s reluctance and discomfort in challenging authority.

Personal Reflection: | noticed within my response to Rico sharing that he could be
in isolation for up to three weeks that, for the only time in the interview, | paused to
respond before commenting “Okay” followed by another pause and then again

“Okay’”. I recall being shocked by a YP spending this amount of time in isolation, and
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I wonder if my shock was expressed through these pauses in response, which could

‘have also shaped Rico’s narrative.

4.5.4 Step 3: Listening for the Contrapuntal voices

Rico’s multiple voices were tracked (Appendix AB), and his voices of psychological
impact, normalising othering, lack of movement and freedom, and injustice were

explored in connection to self-voice and meaning-making (Appendix AN).

Rico’s voice of psychological impact considered the emotional strain experienced in
isolation. He positioned himself as passive and emphasised his lack of control (“they
tell you to go”). He reinforced his sense of exclusion by situating himself as separate
from others (“you’re almost treated as a prisoner”). He expressed ongoing distress
and frustrations (“my god, why did | get this?”) with his emotive tone shifting between

past and present tense.

His voice of normalising othering reflected acceptance of systemic control and
dominant narratives. Rico moved between active and passive expressions, at times
asserting his agency (“I think you’re used to the layout”) and then submission to the
rules (“they tell you to go”). The plural self-voice (“you’re”) reinforced his internalised
acceptance of isolation processes. Statements such as (“if you're naughty you get
chances”) seemed to indicate the normalisation of these restrictions for Rico. This
voice was predominantly in the past tense, which | felt demonstrated his

expectations being shaped over time.
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Personal Reflection: | noticed, when Rico was describing the complexities in the
isolation and disciplinary processes in school, that | had a sense of not fully
understanding, and my response, “Right, okay, okay”, an attempt to process the

information.

Rico’s voice of lack of movement and freedom used a plural self-voice, expressing
shared restriction, frustration, and loss of autonomy (“you don’t normally get to
move”). His voice appeared frustrated and carried a tone of conviction (“you’re
basically not allowed”, “it feels claustrophobic”) and utilised strong imagery of the

space and confinement. Rico’s exploration of the senses (“you just hear the outside

world moving on”) conveyed distress and again emphasised his exclusion.

Rico’s voice of injustice seemed a commentary on the unfairness of isolation. He
used active constructions (“if you’re more naughty, you're more likely to get one”) to
critique the process and questioned its subjectivity (“Why am | in here?”). This voice

moved between past and present tense, reflecting ongoing frustrations.

Rico’s voices of injustice and normalising othering spoke in harmony when he
considered the end of the day in isolation. Rico’s voice of injustice shared (“if you go
out at three, you’re still going out with the normal people”) whilst his voice of
normalising othering emphasised (“it feels like you’re really different. Different.
Really”). These voices worked together to once again construct a narrative of

exclusion and difference. Although the unfairness was explained, his internalisation
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of this narrative was felt within Rico’s voice through his use of the term (“normal
people”) for those not in isolation. Rico’s repetition of the term (“different”) reinforced

the emotional impact of his sense of separation.

| felt that Rico’s voice of normalising othering spoke in tension with his voice of
psychological impact. Whilst he showed acceptance (“if you go in there a lot ...
you’re used to the layout and what happens”), he also described isolation as
distressing (“Feels quite bad. Feels not nice because you’re just stuck there and not
be able to move. Your legs are cramping up”). This tension reinforced acceptance of

the system despite his physical discomfort and distress.

Personal Reflection: | wondered whether the conflict and tension between these
voices were connected to an acceptance of the external system of isolation, whilst
his psychological and physical experience was one of suffering. | felt saddened that
the narrative of isolation might be acceptance and routine, whilst internally, the

experience has not necessarily become any easier.

4.5.5 Step 4: Exploring Voices in Relation to Others

Rico’s voice poem explored how his identity was shaped in relation to others (see
Appendix AJ). Rico moved between personal singular pronouns ‘I'/‘'my’/ ‘me’,
connected plural pronouns ‘you’ and more distanced plural pronouns ‘they’, ‘normal

people’. The movement between pronouns seemed to position Rico as separate,
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reinforcing dominant narratives of ‘normal’ instead of those generated by students in

isolation.

When reflecting on past incidents, Rico constructed his voice of injustice, as

presented in this excerpt from his voice poem:

| You It They/ Hel She/ We/ Us/ Our/
Teacher Everyone
It was three
days
| was
it was for
apparently
but | was
swearing

at my mate
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he was

annoying me

(Appendix AJ — Rico’s Voice Poem)

| felt Rico’s movement between the singular pronoun ‘I’ and the impersonal pronoun
‘it’ positioned the isolation process as an external, institutional force that was
imposed on him. His phrase “it was for apparently” seemed indicative of uncertainty
or a challenge to the justification given for his punishment. | felt this constructed the
school discipline process as rigid and unquestionable, whilst Rico’s narrative of the

event had been dismissed or unheard.

Another excerpt from Rico’s voice poem interested me due to his consistent use of
the second-person pronoun ‘you’. This appeared to shape the experience as

something that is applied widely, as opposed to it being about him personally:

| You It They/ He/ She/ We/ Us/ Our/
Teacher Everyone
you do

another one



(Appendix AJ — Rico’s Voice Poem)

As a listener, | felt Rico’s repeated use of ‘you’ drew me into the narrative. The
emphasis on “you’re not allowed” constructed for me the power of discipline in

school, asserted through consequences rather than staff offering curiosity or

exploration.

you’re not
allowed to

talk

you're
basically not

allowed

You're not

allowed

you don’t do

enough

you get

another day

150
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Rico’s voice of lack of movement and freedom constructed staff as enforcers of

control:

| —
|-<
o
c
=

They/ He/ She/ We/ Us/ Our/

Teacher Everyone

you just sit

they don'’t give

they barely give

anyone
movement

breaks

they they do

you go to

lunch
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you don’t get

to move

(Appendix AJ — Rico’s Voice Poem)

The lack of movement and freedom appeared to be part of the isolation punishment.
| felt that Rico understood his need for movement to support regulation, based on his
focus on this area and power being removed from him. Rico positioned students in
opposition to the staff, constructing a ‘you’ and ‘they’ division. Rico’s narrative
conveyed to me the social construction of discipline within the school, emphasising

restriction and stillness symbolising control and compliance.

Rico’s voice of normalising othering seemed to reinforce his sense of exclusion. His
descriptions of non-isolated students as “kids having fun” reinforced his exclusion
both from this fun and from being part of the same community. His reference to
“‘everyone” being able to leave emphasised his position as an outsider through the

isolation process.

4.5.6 Step 5: Exploring Voices in Relation to Cultural Narratives

Within Rico’s voices, he engaged with cultural narratives and morals (see Appendix

AF).
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His voice of psychological impact acknowledged and demonstrated acceptance of
the “naughty” label and varying levels of misbehaviour and discipline, “if you're
naughty you get *chances” (69-70). He described isolation’s punitive structure, with
longer school hours for those in isolation or detention. He described the physical
movement to another school’s isolation, explaining, “They normally just like throw
you outside. Not throw, like they tell you to go” (139). Rico expressed feelings of
confinement, “it feels claustrophobic” (165) and highlighted the psychological impact
of losing phone access, which prevents communication with his parents about “how
it's going” (305). He also recognised the wider psychological impact of this

experience and dislike, stating, “I think most people don’t enjoy it really” (362).

Rico’s voice of normalising othering positioned isolation as separating him from
“‘normal” students. He recognised cultural narratives of exclusion and belonging by
describing the detachment, “you just hear the outside world moving on” (249-250).
Rico acknowledged the normalisation of punishment for those in isolation, sharing, “If
you’re naughty, you’re more likely to get one” (354). Rico also considered how,
through repeated exposure, isolation became familiar, “if it's your first time it’s quite
nerving, nervous” (46-47), but once you’ve been a lot “you’re used to the layout and

what happens in there” (48).

His voice of lack of movement and freedom reflected on power dynamics creating
restricted movement, “they barely give anyone movement breaks” (75). He described
the only movement occurring through toilet breaks and repeatedly expressed a

cultural norm of not being permitted to move. Rico shared that even lunchtime lacked
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movement or autonomy, as staff brought them food instead of enabling the students
to move from their seats. He repeatedly likened isolation to prison, “it's basically

prison basically” (345).

Rico’s voice of injustice explored the inequities in the isolation process and shared
the absence of student voice in disciplinary decisions. He recalled being sent to
isolation for “apparently swearing at a teacher” (64) when he was actually swearing
at a friend. Rico stated that if lunch money was forgotten, “there’s no lunch” (79), but
for those outside isolation, “normally they give out free meals” (286-287). This
highlighted insecurity around food, which was reinforced by Rico sharing that “lunch
is the most exciting bit of the day” (292). Rico critiqued the inconsistency of why
punishments are given, calling them “stupid reasons” (171). He explained, “if you're
more naughty, you're more likely to get one” (354). He questioned the fairness of an
extended school day in isolation, arguing, “I don’t think you should stay until three

thirty” (266-267).

4.5.7 Step 6: A Summary of the Analysis

Rico’s narrative explored intense relationships between cultural norms, discipline,
power and exclusion within his school. His reflections considered how isolation
functions as a punishment and a social tool, reinforcing hierarchies of behaviour and
belonging. Through his voices, Rico shared the emotional and psychological impact
of isolation and perceptions of fairness. His experiences highlighted the
normalisation of isolation, where repeated exposure increased acceptance and

compliance. Rico described the severe restrictions on movement imposed within
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isolation, reinforcing the narrative of control whilst also intensifying the distress and
suffering introduced by the experience. His narratives presented isolation as a
system that increased disengagement, powerlessness and a sense of injustice, as

opposed to a necessary discipline process.

The analysis of the narratives raised questions for me about the role of isolation in
shaping student identity, culture, and school climate. It also generated ideas for more

inclusive approaches to behaviour management and relationships.

Personal Reflection:

When reflecting on the cultural aspects of this research, | recognise that all four
participants were white British YP. | have wondered about the various factors that
might have influenced this demographic outcome. Firstly, my own positionality as a
white woman may have affected who felt comfortable participating in the research
process. My research poster, as an introduction to the research, included a
photograph of me, which may have unintentionally suggested to potential
participants that the research was predominantly from a white cultural perspective.
Additionally, my recruitment methods, which needed parent/carer consent, might
have unintentionally excluded some already marginalised participants, as this
process may create barriers for families facing challenges such as language

difficulties, mistrust of institutions, or limited time to engage in consent procedures.

Although | did not initially view race as a central part of participants’ narratives, my

analysis led me to understand how racial dynamics could be involved, particularly in
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the disproportionate use of isolation practices (Commission on Race and Ethnic
Disparities, 2021; DfE, 2023b; Gillborn, 2014; Noguera, 2003; Skiba et al., 2002;
Tillson & Oxley, 2020). Reflecting on this, my cultural competence, shaped by my
background, experiences, and social position, along with possible blind spots,
influenced not only how | engaged with and interpreted these narratives but also how
| understood and conceptualised culture itself within the research setting. | recognise
that my perspective might have limited my awareness of more subtle or contrasting
cultural dynamics within the school community. Although | did not explicitly explore
culture and identity in my analysis, | acknowledge that assumptions about these

concepts influenced the research process.

This reflection emphasises the importance of situating the findings within the wider
cultural context of the school community, where whiteness may be regarded as the
norm. Future research should take further steps to ensure that diverse voices are

heard and that cultural dynamics are explicitly included in the analysis.
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Chapter 5: Discussion

In this chapter, | summarise the analysis of Angel, Daisy, Fenton and Rico’s
narratives. The participants’ stories centre on isolation, discipline, and identity,
shaped by their interactions, language, and reflections, and highlight how institutional
norms, relational dynamics, and personal interpretation influence experiences of
isolation. | explore how Angel, Daisy, Fenton, and Rico navigated their experiences,
focusing on isolation's psychological and emotional effects, the power dynamics
within disciplinary actions, and how YP can demonstrate agency and resistance. |
will refer to my analysis from the previous chapter and literature from earlier in the
thesis. | will address my research questions, the limitations of my study, and the

implications of this research.

5.1 Aims and Research Questions

The main aim of this research was to explore the experience of YP attending a
mainstream school that utilises isolation spaces. Currently, limited research on
isolation captures the voices of YP. Existing studies on isolation practices typically
focus on individuals sent to the isolation space. However, the wider school
community in schools with isolation areas are aware of their existence and may
potentially feel the ‘threat’ of these spaces being used to maintain control and order.
Therefore, another aim of this research was to amplify the voices of YP who are sent

to isolation and those who are not but who witness the experience.
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In the interviews, a narrative approach was used to empower the participants to
share their stories and create shared meaning (Hollway & Jefferson, 2000). This
approach has the potential to be emancipatory (Oliver, 1997) as it positions the YP
as experts of their own experience, giving them agency over how their narratives

were told and interpreted, therefore supporting ownership over the research process.

The research question for this study was:

e What does it feel like to be a YP within a school that utilises isolation spaces?

Alongside this, there were accompanying sub-questions:

What are the narratives of the isolation space and those who occupy it?

e How do YP perceive the impact of isolation practices on their school

community?

e What are the experiences of YP who witness the use of isolation on their

peers?

e How is language used when constructing the concept of isolation, and how
does this play out within relationships and discourses in the school

community?

| considered the reflective questions shared by Gilligan et al. (2003) throughout

writing this discussion chapter:
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“What have you learned about this question [these questions] through this

process, and how have you come to know this?

What is the evidence upon which you are basing your interpretations?”

(p.168).

5.2 Overarching Narratives

Whilst the analysis acknowledged the individuality of each participant, overarching
narratives resonated with me as | worked my way through the stages of the Listening
Guide. This process was enhanced by creating a ‘Plotting the Landscape’ file for
each participant to examine the movement of voice across the transcript and the
moments of tension and harmony (see Appendices Y, Z, AA, and AB). These
overarching narratives were constructed through a systematic process following the
six steps of the Listening Guide outlined by Mckenzie et al. (2021). For each
narrative, | identified and mapped contrapuntal voices, which helped visualise how
my participants constructed and interpreted their experiences of isolation within their
school experiences, and how these resonated with me. The Plotting the Landscape
documents (see Appendices Y, Z, AA, and AB) supported this process by enabling
me to see where different voices spoke in harmony, tension, or dissonance both
within and across individual narratives. This mapping helped me reflect on meaning-
making in relation to the experiences and narratives of isolation. A moment that
challenged my interpretive process was noticing, through the stages of the Listening
Guide, shifts in pronoun use, particularly in Daisy and Fenton’s transcripts. The
transition from first-person to second-person pronouns appeared to indicate

moments of emotional detachment, discomfort, or disassociation. These shifts led to
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reflections on how language subtly expressed emotional defence and distancing,
reinforcing the importance of the Listening Guide’s focus on voice and nuance (see

Appendices AK, AL, AM, and AN for each participant’s tables of voices).

At first, | listened carefully to each transcript through the multiple steps of the
Listening Guide and traced the movement of key voices that resonated with me
across each participant’s narrative. | used the ‘Plotting the Landscape’ documents to
visually follow the contrapuntal voices, and this process helped me recognise
connections across participants’ narratives that resonated with me. Through this

process, | began to develop the four overarching narratives.

| recognise that by constructing these overarching narratives, | might have limited
alternative analysis paths and that framing the data within four broad areas risks
oversimplifying each participant’s complex story. More subtle or conflicting voices
may have been underexplored because they did not align with these overarching
narratives. In seeking coherence across participants’ stories, there was a tension
with potentially losing the complexity and uniqueness of each story (Riessman,
2008). To address this, | deliberately avoided categorising voice or making
comparisons early on in the Listening Guide and revisited the transcripts multiple
times to consider alternative interpretations. Through this ongoing process of
listening, visually mapping, reflecting, and engaging with these voices in dialogue
with my positionality and the aims of this research, | developed these four
overarching narratives to support reflection on how isolation was understood and

experienced.
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Personal Reflection:

The overarching narratives among the participants supported reflection on the
research sub-questions. To support this reflection, the section has been reorganised
according to the sub-questions and main research question. Whilst the section was
initially structured around the overarching narratives, | chose to restructure it under
the research questions to enhance transparency in my research process and to

ensure that these questions were also considered.

5.2.1 What Are the Narratives of the Isolation Space and Those Who Occupy It?

Psvychological and Emotional Effects of Isolation

The participants’ narratives framed isolation as an experience shaped by emotional
distress. Rico described the effects of isolation, particularly the discomfort from the
length of time in isolation. Although staff did not inflict physical harm, the
expectations of isolation led to pain, cramping, and fatigue, with Rico recognising
that any movement or falling asleep would result in extended time in isolation. This
punitive approach mirrors experiences of isolated spaces being cramped (Quinn,
2024) and experiences in the criminal justice system, where Crewe (2011) describes
the experience of prison as becoming ‘deeper’. This is where movement is more
restricted, and the loss of liberty and autonomy within confinement causes
psychological pain that is believed to be capable of causing as much harm as
physical punishment (Crewe, 2011). This idea seemed to resonate strongly within
Rico’s narrative, suggesting that isolation may also lead to a similar increase in

psychological harm.
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The social rejection enabled by isolation practices is also associated with physical
pain (Condliffe, 2023; Fraser-Andrew & Condliffe, 2023; Williams, 2009). This

physical pain was present within Rico’s narrative.

In contrast, Fenton’s narrative suggested a tension between identifying with those in
isolation, whilst also maintaining a distance through his shift in pronoun use.
Additionally, Fenton offered a comparison between the varying approaches; one
offering connection with other YP within isolation and the other preventing
connection, suggesting connection-seeking from the YP (Bombér & Hughes, 2013).
This process of seeking connection is seen as a way to avoid feelings of shame and
rejection (Nathanson, 1992; Williams, 2009). At the same time, it can create tension
in YP’s relationships (Willis et al., 2021). Additionally, Fenton’s narrative highlights
the inconsistent nature of isolation practices and the discretion applied by teachers
(Jones et al., 2020; Perry-Hazan & Lambrozo, 2018), which may introduce bias in
their use. This bias can negatively affect the most vulnerable YP (Noguera, 2003;

Skiba et al., 2002).

Power Dynamics and Control

The narratives from Angel, Daisy, Rico, and Fenton highlighted how isolation
enforces school hierarchies and control. Fenton pointed out inconsistent rule
enforcement, criticising its fairness and reinforcing the perception of power being
used to respond inconsistently. Angel considered the rigid nature of isolation, and all

four participants used the simile of a prison to describe isolation, emphasising the



163

lack of autonomy and demonstrating how institutional practices become ingrained in
YP’s behaviours as their autonomy decreases, resulting in silencing (Barker et al.,
2010; Sealy et al., 2021). These narratives align with both attachment theory
(Bowlby, 1969) and self-determination theory (Deci & Ryan, 2000), as experiences of
disconnection, distress, and emotional harm reflect how broken relationships and a
lack of support undermine YP’s independence, sense of belonging, and emotional
safety within school. Before the analysis, | had not fully anticipated the depth of
psychological distress conveyed through the metaphors of being trapped and the
similes of prison. This challenged my prior assumption that isolation was primarily a
disciplinary response to behaviour, recognising how isolation practices can trigger

trauma-like responses.

Daisy reflected on staff-student power dynamics, whilst Rico noted the normalisation
of discipline narratives. These accounts align with literature which suggests that
exclusionary discipline practices intensify power imbalances (Gomez et al., 2021;
Noguera, 2003) and demonstrate inconsistencies (Jones et al., 2023). The YP
constructed institutional control being maintained through selective communication
and concealment around isolation (Power & Taylor, 2018). This reduced autonomy
links to self-determination theory, where limited choice negatively affects motivation
and engagement (Deci & Ryan, 2000), and which contributes to disengagement

(Condliffe, 2023), impacting the YP’s constructed identity (Jones et al., 2020).

Institutional control functions on multiple levels. In addition to physical restrictions, it

also operates through processes of normalisation. Normalisation is the process by
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which certain behaviours and restrictions become accepted as ‘normal’ and
inevitable within institutions (Foucault, 1975). This process keeps the control
mechanisms mostly invisible and unchallenged, shaping how YP perceive their

environment and the limitations within it.

Another way institutional control is maintained is through internalisation. This
involves YP absorbing these norms and expectations within the institution and then
regulating their own behaviour and feelings to conform to them (Berger & Luckmann,
1966). This control then becomes embedded not only in YP’s external behaviour but

also in their sense of self and agency.

In Rico’s narrative, the inability to move freely highlights both the physical constraints
of isolation and the internalised acceptance of limited autonomy. This could increase

feelings of dehumanisation and helplessness, as presented within Rico’s narrative.

Another unexpected insight was the realisation that isolation sometimes served
staff's needs more than YP’s needs. Daisy and Angel both reflected on how isolation
appeared to give adults a tool to manage the environment, themselves, or regain
authority. This challenged my assumption that isolation was always a reactive
behavioural strategy and instead suggested that it can be proactively used to
reinforce and reclaim adult control. This also provides valuable insight into how these
normalised practices help reinforce institutional control, ultimately sustaining power

dynamics through both clear restrictions and more subtle psychological influences.



165

Resistance, Agency, and Meaning-Making

Resistance and agency were key narratives, with YP’s identities negotiated in
response to isolation. Fenton categorised the rules as “silly” and “stupid”, asserting
his agency by resisting the imposed authority and expressing frustration in relation to
its rigidity and inconsistency. Angel expressed disapproval and distrust, whilst Rico
noted that repeated exposure led to desensitisation, suggesting some students
normalised the experience. As witnesses, Daisy shared the desensitisation of those
experiencing isolation, and Angel voiced that the normalisation of the experience
prevented further discussions as YP progress through school. Rico recognised the
lack of student voice in disciplinary procedures and questioned fairness while
accepting the process. This aligns with literature on normalisation and acceptance
(Williams, 2009) suggesting wider resistance patterns to institutional control, where
non-compliance helps YP preserve a sense of self (Condliffe, 2023; Sealy et al.,

2023).

Unmet Need

Rico reflected on how movement restrictions, food insecurity, and limited interactions
increased his distress, leading him to use toilet breaks as a coping strategy.
Approaches that require YP to stay still, seated, or indoors can make it harder for
them to manage their emotional and physical regulation (Barrett, 2017). This can
lead to feelings of isolation, with limited opportunities for staff to offer co-regulation,
empathy, or compassion (Condliffe, 2023; Perry-Hazan & Lambrozo, 2018). This
focus on behaviour and increased isolation is recognised to be “harmful” to YP’s

mental health (Martin-Denham, 2020), which can lead to feelings of “frustration,
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needing to escape, or challenging behaviours” (Day, 2025, p. 195). Rico’s
understanding that this approach harms his wellbeing indicates a need for more
supportive strategies. Research supports this, showing that YP often see punitive
methods as ineffective and even damaging (Condliffe, 2023; Jean-Pierre & Parris,

2019).

Fenton reflected that isolation can make learning more difficult and noted that the
academic needs of those in isolation are often overlooked (Martin-Denham, 2020;
Jean-Pierre & Parris, 2019). His comparison of different isolation approaches implied
a desire for more human connection and predictability, reflecting the idea that those
affected by isolation may be re-traumatised when relationships are withheld (Bombeér
& Hughes, 2013). Overall, Fenton’s perspective appeared to view isolation as a

process that can lead to disengagement and feelings of frustration (Day, 2025).

Angel voiced distrust towards the system, its unfairness, and inconsistent approach.
Her narrative of the space seemed to construct an inconsistent approach where the
needs of the YP were not always fully addressed within the staff-student relationship.
It also seemed that the importance of empathy and co-regulation was recognised,

leaving YP’s voices unheard (Perry-Hazan & Lambrozo, 2018).

Daisy’s narrative appeared to portray isolation as a way to meet staff needs rather
than those of YP. She acknowledged that a supportive space within school would

benefit some pupils sent to isolation and highlighted the unfairness of accessing
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support versus punishment (Gillborn, 2014; Losen & Martinez, 2013; Sheppard,

2020; Skiba et al., 2014; Weale, 2023).

Descriptions of surveillance, physical restriction, and behaviour control reflect these
wider systemic influences and Foucauldian models of school (Foucault, 1975). This
narrative challenged my assumptions by considering not just abstract or emotional
aspects of control, but the embodied experience of it and the depth of that
experience. Rico’s description of not being able to move resonated strongly with the
physicality of institutional control, highlighting the physical restrictions placed on YP’s
bodies in isolation spaces. This confinement within isolation spaces felt to represent
an embodied form of power and can intensify feelings of dehumanisation and

helplessness by physically restricting autonomy and agency.

Summary

The narratives depicted isolation as emotionally and physically distressing,
reinforcing power imbalances, limiting autonomy, and failing to meet YP’s needs.
Participants described the space as punitive, disempowering, and shaped by
inconsistent relationship-influenced rules. Despite this, they demonstrated resistance

and agency when negotiating their meaning and experiences within the system.

These narratives strongly reflect the theoretical underpinnings of relational and
trauma-informed approaches, where inconsistent connection, emotional
disconnection and punitive environments can retraumatise rather than support

YP(Bombeér & Hughes, 2013). The repeated references to isolation as “prison like”



168

metaphorically and physically highlight how the space functions as a site of
surveillance and disciplinary power (Foucault, 1975), and how institutional norms are

internalised and normalised YP (Berger & Luckmann, 1966).

The psychological impact of isolation aligns with existing research on the harm of
exclusionary practices (Condliffe, 2023; Martin-Denham, 2020), but participants’
accounts go further, describing not just emotional distress but physical pain,
suggesting that the harm is not only psychological but also experienced by the body.
In this way, the narratives support but also expand on the existing research by
showing how institutional practices are expressed through the body, creating a

deeper level of harm than is often captured in policy debates.

The inconsistency in how isolation is applied, as described by participants, indicates
that staff discretion and relational dynamics greatly influence who is isolated and in
what manner, reinforcing critiques of bias and inequity in school discipline
(Commission on Race and Ethnic Disparities, 2021; Noguera, 2003; Skiba et al.,
2002). YP’s resistance, meanwhile, suggests attempts to reclaim agency and create
meaning in response to experiences of marginalisation, Supporting Condliffe’s
(2023) and Sealy et al.’s (2023) research on resistance as a way for YP to preserve

their identities.
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5.2.2 How Do YP Perceive the Impact of Isolation Practices on Their School

Community?

Psychological and Emotional Effects of Isolation

Angel, Rico, and Fenton discussed how isolation influenced their school
relationships. Angel showed empathy and a desire to co-regulate, relating to the
emotional challenge of isolation (“I get it”). However, her reluctance to share openly

indicated a conflict between internalising and critiquing institutional narratives.

All four participants expressed the normalisation of isolation’s community impact.
Rico described those outside isolation as “normal,” while Daisy referred to those in

isolation as “doing bad things”.

Daisy recognised that narratives around isolation from staff had become “embedded”
and constructed negative community perceptions of the space. Additionally, Rico
conceptualised isolation as segregating him from “normal” YP, suggesting isolation

creates a disconnect between those in the space and the school community.

Power Dynamics and Control

All the participants considered the power dynamics within isolation processes. Angel,
Daisy, Fenton, and Rico reflected on isolation's authoritative and hierarchical nature.
They expressed a level of doubt about how and why some of their peers were sent
there. Isolation was viewed as a tool to achieve and assert control, whilst Rico
suggested accepting and normalising this (“I get why it's there”), constructing the

process as rigid.
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Fenton's recognition of the power dynamics being applied around uniform illustrated
a hierarchy between staff and students, which isolation is being utilised to enforce

and strengthen.

These narratives illustrate the effects of isolation practices on school culture,
connecting impacts on relationships and narratives of deviance and punishment to
‘othering' and divisions among YP (Knight et al., 2022). Angel’s narrative highlights
how staff interactions and relationships with YP in isolation impact the space's
perceived effects, emphasising the difference made by individualised responses
(Condliffe, 2023). This suggests that when others do not perceive behaviour that
does not comply with school expectations as rewarded, isolation affects withesses
and those directly involved (Barker, 2019). This closely aligns with Foucauldian
views of schools as disciplinary institutions (Foucault, 1975). The use of isolation
spaces reflects control and exclusion, emphasising the power dynamics within
educational environments. This contrasts with Dewey’s (1916/2018) idea of schools
as democratic and inclusive places, suggesting a tension between educational ideals
and the realities experienced by YP in the school setting. This narrative aligns with
Bronfenbrenner’s (1979) ecological systems theory, which explains how YP’s daily
experiences are shaped by the complex systems around them, such as schools, that

influence their sense of belonging, safety, and agency.

Resistance, Agency, and Meaning-Making
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Although isolation was framed as a form of control, the participants’ narratives also
revealed moments of resistance and agency. Fenton’s critique of inconsistency in
the application of the school’s discipline system challenged the belief that YP might
passively accept this narrative. By questioning the system's legitimacy, he positioned
himself as an active participant, opposing the framing of isolation as punishment.
Rico’s reflection on isolation among YP also challenged the notion of discipline as

neutral or objective.

A powerful example of how personal meaning is constructed that challenged my
expectations was Angel’s desire to co-regulate other YP’s emotions. Instead of
focusing solely on her distress as a witness, she described trying to stay calm and
expressed wanting to help and empathise. This felt to demonstrate a level of
emotional awareness and relational care | had not anticipated, highlighting how YP
may adopt caring and nurturing roles within emotionally charged school
environments, even when these behaviours are not necessarily modelled in that
context. This suggested that our sense of identity and control is shaped through
narratives and beliefs within institutional environments. This negotiation involves YP
navigating complex social expectations and power relations whilst engaging in what
Goffman (1959) described as ‘identity work’. This is where performances are
intentionally strategic and carefully coordinated ‘backstage’ to maintain a consistent
sense of self within constraints. This approach challenges simple categorisations
and asserting YP’s agency within restrictive environments. This aligns with self-
determination theory (Deci & Ryan, 2000), which states that individuals have innate

psychological needs for autonomy, competence, and relatedness. When these
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needs are challenged or limited, participants often find ways to negotiate meaning as
a means of preserving their sense of independence and connection, even in

challenging situations.

Unmet Need

Across all four narratives, there was a shared sense that isolation often fails to meet
YP’s deeper emotional, relational, or academic needs. Daisy’s narrative suggested
that isolation is systematically inequitable, with access to supportive spaces
dependent on parental advocacy or a formal diagnosis. Without these, YP’s needs
might be mistaken for challenging behaviour, which can lead to further isolation. This
aligns with the literature on educational inequality, which indicates that discipline
systems often mirror broader social disparities and tend to impact vulnerable

students more (Adams & Garcia, 2023; Jones et al., 2020).

Rico’s narrative further considered these gaps, as he described feeling emotionally
and physically undervalued in isolation, with his needs, such as food, movement,
and interaction, unmet. As previously noted, Rico used a toilet break to cope
emotionally and meet his own movement needs. This appears to be part of a
broader system that emphasises control over care, which seems to remove rather

than support YP experiencing distress (Power & Taylor, 2018).

Fenton’s narrative seemed to view isolation as an ineffective space for learning,

suggesting that the punishment not only socially excluded YP but also denied them
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education. His account felt to construct isolation as exclusion from the classroom
with peers, as well as from opportunities to learn, leading to disengagement and

potential underachievement (Skiba et al., 2014).

Angel reflected on unmet relational needs through isolation practices, affecting both
those in isolation and those witnessing the behaviour, with her desire to co-regulate
being prevented within institutional norms (Condliffe, 2023). This implies that the
impact of isolation on the wider school community resulted in fractured relationships
with limited opportunities for empathy, support, or care among peers (Bombeér &

Hughes, 2013).

School systems often promote narratives of fairness focused on responses to
behaviour incidents instead of addressing underlying needs (Gilmore, 2013; Perry-
Hazan & Lambrozo, 2018). Participants’ reflections suggest that isolation removes
access to care and support rather than providing it, reinforcing the perception that
control is prioritised over wellbeing within the system (Adams & Garcia, 2023;

Gilmore, 2013; Perry-Hazan & Lambrozo, 2018).

Summary

Participants viewed isolation as emotionally distressing, socially divisive, and a
reinforcement of power imbalances. They suggested it is ineffective in changing
behaviour whilst fostering shame, disengagement, and othering. Experiences of

isolation appeared to describe an inequitable responding to unmet needs, often
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feeling more like punishment than support. Participants reflected on how isolation
was applied in inconsistent ways, influenced by access to support. From a critical
point of view, this suggests it disproportionately impacts those who are already

marginalised within the school community.

Whilst some participants, like Angel, showed empathy and relational concern, others,
such as Rico and Fenton, revealed internalised acceptance or direct critique,
suggesting a spectrum of engagement with institutional narratives. This variability
highlights how YP’s positioning within the school ecology (Bronfenbrenner, 1979)
and their access to supportive relationships shape their interpretation of isolation’s

meaning and impact.

These perceptions align with existing research that highlights how exclusionary
practices can mirror and reinforce broader social inequalities and dominant power
structures (Gillborn, 2014; Skiba et al., 2014). However, the participants’ narratives
provide additional insight by sharing how these inequalities are experienced in daily
life through feelings of surveillance, invisibility, and unmet emotional needs. For
many, isolation was not just about being physically separated from a space; it also
involves feeling disconnected from relationships, learning, and a sense of belonging.
These experiences echo trauma-informed perspectives and self-determination
theory (Deci & Ryan, 2000), which suggest that autonomy, relatedness, and

competence are essential for wellbeing.
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From a Foucauldian perspective, these practices illustrate how schools act as
disciplinary institutions that uphold power not just through surveillance and control,
but also through internalised norms that shape identities. This suggests that isolation
is not just about individual discipline, but is also part of a broader system of social
and political influences that decide who is included or excluded in educational

settings.

The findings also suggest a disconnect between how institutions often view isolation
as just a neutral behavioural tool, and the lived experiences of YP who feel it actually
increases their sense of control, silences their voices, and creates a more punitive
school environment. When behaviour is regarded as a problem within the individual
rather than a response to broader environmental or systemic factors, isolation can
contribute to the othering of YP and may normalise punishments that conceal deeper

social inequalities (Losen & Martinez, 2013).

5.2.3 What Are the Experiences of YP Who Witness the Use of Isolation on Their

Peers?

Psychological and Emotional Effects of Isolation

The narratives highlight the impact of isolation on both those who experience it and
those who witness it. Angel’s account of feeling distressed despite never
experiencing isolation firsthand reflects its broader emotional impact, and Daisy
shared fear around isolation, sharing that she did not perceive the isolation space to

be safe. This aligns with research on school climate, which suggests that
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exclusionary practices raise anxiety and uncertainty amongst all students (Voight &

Nation, 2016), therefore undermining the emotional safety of the school community.

Power Dynamics and Control

Fenton viewed the previous year’s approach positively, noting YP's control in
navigating rules to access isolation and specific staff. Whilst stressful situations can
reduce reflexivity and lead to reactive behaviour (Fonagy & Target, 1997), in
Fenton’s case, this navigation appeared intentional, with the aim of engaging with a
trusted adult and supporting connection-seeking. This aligns with Bombér’'s (2007)
view that YP try to meet their own emotional needs. In Angel’s narrative, her
apprehension and uncertainty about being allowed to express her viewpoint seemed
connected to the power and control asserted regarding her role as a witness in the
process. Daisy’s narrative explored the power struggles within the school,

suggesting that isolation was necessary to reestablish control.

Resistance, Agency, and Meaning-Making

Daisy and Rico’s narratives reflected a normalisation of isolation occurring over time.
Whilst Daisy initially viewed isolation as “horrible”, she acknowledged that frequent
exposure reduced how severely it was perceived amongst YP in school. Similarly,
Rico shared that repeatedly being placed in isolation had created a feeling of
familiarity, which gave the experience a level of routineness instead of supporting
behaviour change. Although Angel initially adopted a clear stance against isolation,

her reflections following this suggested internal conflict.
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These perspectives aligned with literature on the desensitisation effect, where
punitive environments become embedded and accepted within school culture
(Fraser-Andrew & Condliffe, 2023). The lack of clarity or communication around the
space arguably supports the institution’s narrative of it being associated with
punishment and collective control rather than support (Knight et al., 2022; Sealy et

al., 2023; Waterhouse, 2007).

In contrast, Angel and Daisy demonstrated internalised compliance, sometimes
sharing institutional narratives while critiquing and questioning them, reflecting the

complexity of negotiating identity in school and research contexts (Meiners, 2015).

These narratives seemed to present participants as negotiating compliance whilst
constructing personal feelings of isolation. This aligns with social constructivist
theory (Bruner, 1990), which suggests that even in restrictive environments, YP find

ways to create meaning through language, relationships, and social connections.

Unmet Need

Angel’s narrative suggested a lack of safety within the isolation space. Daisy shared
that individuals involved in a physical altercation were both required to go to the
same isolation space together. Daisy believed that students might benefit from
support rather than isolation, whilst Angel shared that trusted staff made the space

feel safer, reflecting the importance of relationships in supporting behaviour (Nash et
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al., 2016). However, this was inconsistent due to staff timetables and varying staff

approaches.

These narratives raise questions regarding how various safety types, such as inner
safety, emotional safety, physical safety, perceived safety, and an intrinsic sense of
safety (Treisman, 2017), affect individuals in isolation and witnesses, who are also
aware that they might be at risk of being sent there. This unmet need for safety might
also reinforce the system's power dynamics. In prison system research, prisoners
were often treated poorly and deliberately placed in cells with those they had

conflicts with (Crewe, 2011).

Fenton shared moments of narrative as a witness and recognised inconsistencies in
how the rules of isolation were applied to different YP within his learning cohort.
These inconsistencies affected his perceptions of fairness and legitimacy within the
school’s disciplinary processes, demonstrating that such inconsistencies undermine
perceptions of fairness (Skiba et al., 2014). He challenged the idea that isolation was
a neutral or deserved consequence and also suggested that witnessing these
inconsistencies might contribute to disengagement, tension, and a negative impact
on the student community. This illustrates that isolation practices can harm school

climate and peer relationships (Noguera, 2003).
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Since Rico’s narrative did not include reflections on witnessing isolation practices, he
is therefore not represented in this section, which specifically focuses on the

perceptions of those observing isolation used on their peers.

Summary

The narratives emphasised that isolation practices affect those directly within
isolation but also those who witness it, creating emotional distress and fostering a
school climate of fear, uncertainty, normalisation, and social division. Participants
shared feelings of emotional discomfort and concerns about safety, suggesting that
observing isolation could impact both physical and psychological security (Treisman,
2017). These narratives seem to show how isolation can become a shared
experience among YP. The process communicates what is considered acceptable
behaviour and reinforces the authority of institutions, not just through punishment but
also by making social signals visible. This enables isolation to subtly reinforce a
hidden curriculum. This aligns with Foucault's (1975) theory of disciplinary
institutions, where surveillance and the public display of discipline regulate and
influence how YP behave. However, participants’ experiences suggest that the
emotional and relational effects of withessing such discipline, like anxiety and peer
disconnection, may not be fully captured by Foucauldian models (Voight & Nation,

2016).

The internalisation of school narratives about discipline, as reflected in Angel and

Daisy’s shifting positions, demonstrates the complexity of identity negotiation within
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institutional settings. Their narratives mirror what Bruner (1990) describes as
creating meaning in social settings, where YP actively interpret and sometimes
question common cultural ideas. This challenge felt to be evident when Fenton
pointed out the inconsistency, highlighting that seeing unequal enforcement of
isolation policies can harm perceptions of fairness. It may also lead them to question
if the rules are really legitimate and can weaken trust in the school’s authority (Skiba

et al., 2014; Noguera, 2003).

The participants' narratives also challenged the idea that witnessing discipline
encourages compliance. Whilst some initially expressed fear or conformity with
school practices, others began to question or reject those practices, especially when
isolation was perceived as inconsistent or unjust. This supports Fraser-Andrew and
Condliffe’s (2023) research on desensitisation but extends it by demonstrating how

desensitisation can occur alongside critical awareness and emotional ambivalence.

Ultimately, these findings suggest that witnessing isolation is not a passive
experience. YP engage in identity work as they interpret what isolation means for
themselves and their peers, thoughtfully balancing emotional safety, loyalty to their
school, and their values. The effects on the school climate, peer relationships, and
feelings of safety suggest that isolation is not just a disciplinary tool; it also deeply
influences relationships and carries symbolic meaning, shaping the moral and

emotional atmosphere of the school environment.



181

5.2.4 How Is Language Used When Constructing the Concept of Isolation, and How

Does This Play Out Within Relationships and Discourses in the School Community?

Psychological and Emotional Effects of Isolation

Participants’ narratives constructed meaning-making around isolation as being
relational. Daisy’s shift in language and Angel’s whispered tone suggested
discomfort and an internalised sense of stigma or restriction around discussing
isolation. This aligns with research by Perry-Hazan & Lambrozo (2018), who found

that YP expressed fear when communicating around punitive measures.

Power Dynamics and Control

Daisy’s narrative incorporated power-based words such as “threatened” and “sent”
around isolation processes, whilst Rico used phrases including “kicked out” and
“thrown out”. Daisy reflected on how isolation was necessary for YP who “push the
teachers to their limits”. Language construction around the necessity of isolation
aligns with the notion that class outcomes judge teacher performance, so removing
the individual threatening this is supportive (Madigan & Kim, 2021). This act by the
teacher is perceived to serve as a deterrent, restoring control (Jean-Pierre Parris,
2019; Taylor, 2022). However, narratives within this research also suggest that
isolation is associated with a loss of control for staff rather than linked with them
regaining control, with Angel likening a member of staff within isolation to a “drunk
father”. This suggests that power and control can be exercised in harmful and

unpredictable ways.
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Resistance, Agency, and Meaning-Making

When addressing isolation, Fenton and Rico’s use of the second-person pronoun
(“you”) presented it as a collective experience rather than an individual punishment.
This shared viewpoint encouraged a discourse of othering, emphasising that specific
YP, particularly those who diverge from institutional norms, are marginalised.
Removing specific individuals distances them from their peers, which is perceived as
necessary to help the rest of their class succeed without distraction, aligning with
research (Jean-Pierre & Parris, 2019). Participants’ narratives suggested themes of
stigma as they described YP in isolation being viewed as deviant within school, with
Rico himself labelling those outside of isolation as “normal”. This othering is
reinforced by the narratives of specific YP as problematic and requiring control

(Stanforth & Rose, 2020; Waterhouse, 2007).

All four participants noted that isolation spaces were not formally shared, and
discussions about isolation decreased as YP progressed through school. This
hidden nature of isolation practices, combined with the lack of a requirement to
record attendees, allows narratives to shift away from isolation being a supportive
environment. School staff's ability to conceal isolation means they potentially control

its perceived meaning, silencing YP's perspectives on the practice.

Unmet Need

The participants' narratives also explored the concept of unmet needs, especially

regarding safety, emotional regulation, physical movement, and relational support.
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These unmet needs were often shaped and reinforced by the language used to
describe isolation, which presented it as punishment, exclusion, or containment

rather than care, support, or restoration.

Daisy reflected on the perception of the YP within isolation, initially viewing a punitive
approach as necessary rather than a supportive space, but later changing this
perspective and recognising that a supportive environment might be what some YP
need. Angel observed that the supportive space in her school would be more
effective for those in isolation and described the contrast between the two areas.
Angel’s desire to co-regulate suggests that peer support mechanisms might be more
beneficial than punitive practices, assisting with emotional regulation and building
connections (Barrett, 2017; Darling-Hammond & DePaoli, 2020; Thepa et al., 2013;
Voight & Nation, 2016; Willis et al., 2021), aligning with restorative justice theories in
education. This narrative suggests the potential for alternative relational or
compassion-focused strategies that promote respect and encourage responsibility,
all while valuing the need for time, space, and meaningful connections (McCluskey

et al., 2011).

Fenton’s narrative challenged the idea that isolation acts in a neutral way. He
pointed out how inconsistent application of isolation can undermine the credibility of
disciplinary system less credible. His narratrive highlighted an unmet academic need
and showed that the term ‘consequence’ might hide that YP are being removed from
valuable learning opportunities to participate in and feel a sense of connection and

belonging (Skiba et al., 2014; Noguera, 2003).
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Rico’s vivid account of his unmet needs recognised how YP may seek to regain a
sense of agency when basic needs are unmet. His narrative indicates that isolation

can feel dehumanising, with control prioritised over support (Power & Taylor, 2018).

These narratives appeared to present a gap between the stated aims of isolation
practices and the actual experiences of YP, emphasising the importance of
relationally-focused, trauma-informed approaches that are attentive to YP's needs

(Bombeér & Hughes, 2013; Treisman, 2017).

Summary

Participants indicated that isolation is not simply a behavioural tool but a socially and
discursively constructed practice that positions YP within school hierarchies, using
relational and symbolic language. According to social identity theory (Tajfel & Turner,
1979), these isolation practices can strengthen in-group and out-group distinctions
within the school community, shaping social identity and affecting the sense of
belonging for those who experience repeated isolation. Their narratives reflected a
shared understanding that isolation feels like punishment and exclusion, often
accompanied by silences, euphemisms, or coded words. These signals show
discomfort, stigma, or an internalisation of institutional power. This aligns with Perry-
Hazan and Lambrozo’s (2018) findings but also adds a new perspective by showing
how discomfort in speech is a social process, expressed through tone, pronouns,
and silence. This suggests a deeper socialisation process that influences how YP

interpret, share, or hide their experiences.
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Language about isolation often emphasises adult authority and portrays students as
deviant, using words like “thrown out” or “kicked out” that suggest force, shame, and
control. This reflects Foucauldian ideas of disciplinary language as a means of social
regulation (Foucault, 1975). However, the findings go beyond this by showing how
YP themselves sometimes adopt, undermine, or challenge this language as they
interpret their experiences. For instance, Rico and Fenton’s use of “you” to describe
isolation as a shared experience subtly felt to question the school's view of isolation

as simply an individual consequence.

Participants also suggested that the invisibility and inconsistent recording of isolation
helped sustain institutional control over how the practice was perceived. This aligns
with Stanforth and Rose (2020), but their narratives offer a richer understanding by
showing how silence acts as a powerful discursive act. It not only hides the practice

itself but also the unmet emotional and relational needs that come with it.

Importantly, participants did not accept what institutions told them. Whilst Rico
shared dominant narratives about ‘deserving’ isolation, the participants also
challenged these ideas, expressing mixed feelings or reinterpreting them as a
response to unmet needs. This aligns with Bruner’s (1990) theory that YP are not
just passive recipients of meaning but active creators of it, using their relationships
and emotions to find their place within school culture. Angel, Fenton, and Daisy’s
appreciation for the emotional support from trusted staff demonstrated how language
and relationships come together to resist viewing isolation simply as punishment.

This aligns with research by Kashdan et al. (2004), which emphasises how curiosity
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and genuine interest from adults help build stronger social bonds and connections.
When staff approach students with curiosity instead of control, they help foster a
supportive environment that encourages belonging and reduces the need for

exclusionary practices.

The analysis of the narratives also seemed to highlight how the institutional
discourse of ‘consequence’ can sometimes conceal underlying inequalities and
prevent people from accessing support. Fenton and Rico’s narrative felt to share that
what is framed as discipline might actually mask deeper issues, such as academic or
relational exclusions. This relates to the work of Noguera (2003) and Skiba et al.
(2014), but it also introduces a new perspective by emphasising how language plays

a key role in maintaining exclusion.

Ultimately, these narratives seemed to suggest a disconnect between the stated
intentions of isolation practices and the actual experiences of YP. Participants
challenged the idea that isolation is a neutral consequence. Instead, their
descriptions framed it as a means of maintaining adult control whilst silencing or
pathologising YP’s emotions and need for connection. This emphasises the
importance of trauma-informed, relational approaches (Bombér & Hughes, 2013;
Treisman, 2017), but it also encourages a critical analysis of how language and

silence influence these approaches.
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5.2.5 What Does It Feel Like to Be a YP Within a School That Utilises Isolation

Spaces?

The overarching narratives shared by Angel, Daisy, Fenton, and Rico offered
constructed accounts of what it means to be a YP within a school context that uses
isolation as a punitive measure. Participants did not describe isolation as a neutral or
isolated act, but rather as a socially constructed, relational practice shaped by
institutional norms, adult-student power relations, and broader cultural discourses
around behaviour and compliance. This reflects a social constructivist perspective
(Bruner, 1990), where meaning is co-created through language, relationships, and
school systems. The accounts indicated that isolation was emotionally and physically

distressing, producing feelings of shame, powerlessness, and exclusion.

The collective narratives of the participants suggested that isolation is a practice
recognised as reinforcing the power dynamics within school, framing discipline as a
means of control (Smith, 1981). Whilst control is necessary for managing large
numbers of YP, participants suggested that the way isolation is used creates a
school climate shaped by fear, anxiety, and disconnection (Skiba & Peterson, 2000).
Whilst some literature positions isolation as a practical alternative to external
exclusion (Barker, 2019), participants’ narratives shared how these strategies can
cause emotional and relational harm. The concept of control contrasts with research
emphasising that healthy school relationships are nurtured through attuned,
embodied interactions that foster social cohesion (Trevarthen & Malloch, 2000) and
create a sense of belonging and relational safety (Munn et al., 2000). It is indicated

that when YP experience a sense of belonging, they are more likely to interact
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positively with school systems, aligning with self-determination theory, which
suggests that when a YP experiences a sense of belonging, they are more likely to
engage positively with the school system (Jean-Pierre & Parris, 2019; Vasilic, 2022).
However, this was challenged by participants’ narratives about how isolation
practices reduced the sense of connection and engagement. This then raises
questions about the potentially negative effects of isolation practices on learning and

cognitive engagement (Taylor, 2022).

Despite these challenges, the participants also expressed agency. Through
resistance, reflection and critical questioning around the fairness of the school
systems, they asserted meaning over their experiences. Rico and Daisy viewed
isolation practices as routine or embedded, seeing them as an expected aspect of
school life. This normalisation suggests that specific YP become both discursively
and behaviourally positioned as 'the ones who get sent out', which perpetuates
patterns of shame, othering, and dysregulation (Elison et al., 2006; Sealy et al.,

2023).

This normalisation might also risk minimising the harm of repeated exclusion,
particularly when YP may seek control over their experiences by resisting authority
to protect their identities and avoid feelings of fear, embarrassment, and humiliation
(Ceven et al., 2021; Duarah, 2018), or by forming selective relationships with trusted
staff. Often misinterpreted by schools as attention-seeking or defiant, behaviours
such as seeking out specific staff, manipulating placement in isolation, or

withdrawing from peers, can all be seen as attempts to regain a sense of control and
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safety. These actions align with the temporal model of ostracism (Williams, 2009),
which describes three phases. Initially, a YP feels reflexive pain from threats to one
of four fundamental needs: belonging, self-esteem, control, and meaningful
existence. This leads the YP to use coping strategies through reflection to reconnect
or regain control. After repeated ostracism, the motivation to protect these needs
decreases, resulting in resignation, leaving the YP feeling alienated, helpless, and
depressed. Recognising these processes as responses to ostracism suggests that
Daisy’s narrative, where YP seek specific staff and manage their attendance in
isolation, aligns with the potential misinterpretation of their behaviour by staff as

attention-seeking or non-compliant.

The application of trauma-informed approaches (Treisman, 2017; Perry & Szalavitz,
2017) and psychological models of adolescent needs (Maslow, 1943) supports the
interpretation that behaviours linked to isolation are often misunderstood and
pathologised. When viewed through these lenses, it becomes clear that punitive
systems might miss or even worsen the unmet needs underlying these behaviours,
particularly around regulation, safety, and connection. This suggests that the school
system might unintentionally recreate the very dysregulation it aims to resolve,
aligning with critiques found in relational and restorative justice literature (McCluskey
et al., 2011). This is further supported by Baumann and Bleisch (2014), who
emphasise the importance of treating YP with dignity, something that isolation

practices can undermine.
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Participants did not construct isolation as neutral or isolated acts of discipline, but
rather as a socially constructed experience shaped by the school system,
relationships, and cultural narratives around behaviour. Access to the alternative
support, including compassionate or relational interventions, within school was
experienced as unfair, potentially dependent on having a formal diagnosis or
parental advocacy. This reflected socially constructed understandings of fairness,
aligning with literature that suggests school discipline practices can reproduce
patterns of social inequality (Weale, 2023). This supports Losen and Martinez’s
(2013) findings that social inequities contribute to perceived challenging behaviour

and can be increased by discipline which excludes.

The experience of being a YP within a school that uses isolation is not just about
disciplinary measures but about navigating a system that often normalises exclusion,
silences, constrains, and shapes identity construction. Isolation is shared as part of a
school structure that constructs and maintains narratives about who belongs, who
disrupts, and who deserves care or exclusion, affecting lives long after the moment
of discipline. These lived experiences of isolation in school suggest a need to move
beyond behaviourist frameworks towards relationally responsive, trauma-informed,
and inclusive practices that recognise and respond to YP’s social, emotional, and
psychological needs (Bombér & Hughes, 2013; Bruner, 1990; Treisman, 2017).
Supporting this, Sheppard’s (2020) critique of isolation as a silencing punishment,
and Waterhouse’s (2007) recognition of how isolation can lead to othering, reinforce

the need for relational approaches.
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Whilst contrasting perspectives on isolation practices remain (Jones et al., 2020;
Willis et al., 2021), they raise the need for critical reflection on the complexity of
these practices and their relational consequences. These narratives suggest that
school staff need to critically consider how exclusionary measures like isolation can
become a routine part of school culture. Recognising the potential harm caused by
such practices encourages us to move towards more relational, trauma-informed

approaches that prioritise connection, empathy, and listening to the voices of YP.

5.3 Limitations of this Study and Evaluation of the Quality of the Research

Within this research, the sample was rich in depth due to the qualitative design;
however, it was small, consisting of only four participants. Whilst there were two
male and two female participants, only the two male participants had been in
isolation as a punitive measure, and the two female participants had never been sent
to isolation. All four participants were White British, and all came from families where
a parent/carer supported their participation, suggesting that their family believed that
their YP’s voice was important to share. Although these factors may be seen as
limitations in terms of sample diversity and the range of experiences, they do not
necessarily reduce the trustworthiness of the study, which was assessed using
narrative criteria rather than quantitative measures of validity or reliability. Therefore,
the findings are not generalisable across all school contexts. However, the aim of
this research was not to produce generalisable claims or objective ‘truth’, but to
explore participants’ meanings and experiences in depth. Instead of generalisability,
the quality criteria | considered relevant to my research were persuasiveness,

correspondence, coherence, and pragmatic use (Riessman, 1993). These criteria
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reflect an understanding of trustworthiness, which Riessman (2008) describes as

being more appropriate than an emphasis on ‘truth’ in narrative research.

5.3.1 Persuasiveness

By transcribing verbatim and using the Listening Guide as my method of analysis, |
felt that the voice of the YP within the research was maintained throughout,
strengthening the persuasiveness of the arguments generated (Riessman, 1993).
However, a possible limitation is that the small number of participants may cause
some readers to see the narratives as less representative of wider experiences,
making them seem less convincing. To improve persuasiveness, the transparency of
the analysis process and the inclusion of detailed excerpts aimed to enable readers
to assess the credibility of the interpretations themselves. Additionally, although
efforts were made to empower participants and facilitate genuine sharing, |
recognised that the sensitive nature of the topic and existing power imbalances may
have influenced how openly participants expressed themselves. Whilst multiple
strategies were used to support sharing narratives, such as flexible interview options,
visual prompts to pause, and providing a written version of the opening question,
these could not eliminate the potential discomfort associated with the topic. As a
researcher, | ultimately maintained control over the research focus, question framing,
and data interpretation, which inevitably shaped how participants’ narratives were
constructed and presented. Although the Listening Guide encouraged ongoing
reflexivity and highlighted these interpretive dynamics, the extent to which the
findings reflected participants’ meanings rather than my own interpretation remains a

limitation.
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5.3.2 Correspondence

The narratives in my research were co-constructed during the interviews and through
my analysis, influenced by my positionality as a researcher, my responses, and the
questions | posed. | have therefore been active within the stories participants shared
with me, and possibly aspects of stories that were not being shared. This active role
inevitably introduced the potential for bias in how the narratives were interpreted. My
interpretations were influenced by my own assumptions, values, and experiences,
which may have affected how the data was both analysed and presented. To
address this limitation, in the first step of the Listening Guide analysis, | reflected on
my thoughts and my interactions as the interviewer. | also recognised that the
interpretations from the narratives could differ from someone else’s when reading the

transcripts.

Although information sheets, consent and assent forms, and interview options were
adapted to support accessibility and understanding, some participants might still
have felt uncertain or perceived pressure to take part, especially given their
experiences with adults in authority within their school system. This could have
affected how they engaged with the process and what they felt able to share. | tried
to support this by offering a pre-meet for all participants and suggesting that each

bring notes or drawings before the interview.

Following the analysis steps within the Listening Guide, | contacted the parents of all
my participants to offer to share with Angel, Daisy, Fenton and Rico the | Poem and

Voice Poem created, as | stated that | would do during their interview. Daisy
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requested to have the poems emailed, together with an explanation of how they
were created. | did not hear back from the parents of Angel, Fenton, or Rico. |
wanted to empower my participants to feel comfortable receiving these poems in
their preferred method, rather than dictating that they needed to meet me again. |
also wanted to ensure the YP chose whether these were received, to ensure my
commitment to enabling autonomy and empowerment. This member checking was
intended to support correspondence. Although only one participant responded, this
process was an important step towards member checking and enhancing

correspondence by demonstrating respect and transparency.

5.3.3 Coherence

An additional limitation is that the interviews were conducted during September and
October 2024, which may reflect contextual factors, as this is the start of a new
academic year. This is a time within the school year linked to transition and
adaptation challenges, as well as the development of new relationships. Although
participants did not explicitly mention the timing of the interviews, these times of
transition might influence how they shared their experiences. These narratives, at
the beginning of the academic year, may differ from their experiences at other points
in the school year when routines, expectations, and relationships have become more

established.

Another challenge relates to whether my interpretations acknowledged the
complexity of participants’ accounts without oversimplifying them. To support

coherence, the presentation of the analysis of the narratives section was
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restructured to follow the steps of the Listening Guide to support coherence. In
addition, detailed transcription was included, paying close attention to pauses,
intonation, and the pace of speech. This built coherence within the research

(Riessman, 1993).

| hope that the reflexivity within the Listening Guide will also have added the strength
of transparency to my research. Taking a narrative approach and utilising the
Listening Guide analysis added honesty to the process, demonstrating how the
interpretations were formed, and | felt this was beneficial for a richer analysis
(Denzin & Lincoln, 2018; Parker, 2005; Riessman, 2008). Adopting narrative
techniques was important in guiding and structuring the interview (Hollway &
Jefferson, 2013), highlighting the ethical aspects of my methodology and providing

an opportunity for agency.

5.3.4 Pragmatic Use

A further limitation is that the research relied on self-reported data, which may have
been influenced by participants' desire to present themselves in a positive light and
their reluctance to share certain experiences. Additionally, the research did not
include the perspectives of staff or parents/carers, which could have provided a more
nuanced understanding. This focus solely on YP’s voices, though intentional, meant
that the findings might not fully reflect the systemic or institutional factors that

influence isolation practices.



196

However, | believe that my analysis will add weight to further research in this area
and to the ongoing conversations and consultations around restrictive practices in
schools, and isolation more specifically. The relevance of my research for the wider
student population, with YP such as Angel seeking to offer co-regulation and feeling
empathy for their peers, demonstrates that research in this area reaches more
widely than current research explores. Offering narratives from the YP who
themselves have experienced isolation within their schools adds integrity to the

intention of the research having pragmatic use (Riessman, 1993).

The various steps completed within the Listening Guide process also support
reflexivity. This approach to my analysis felt appropriate for the research,
acknowledging the co-constructed nature of my interpretations. | include the use of

personal reflection boxes throughout the analysis, making this transparent.

To further support my emancipatory aim, the research ensured a safe space for each
participant to share their narratives, as they chose whether this was in person or
online. However, it might be considered a limitation that Daisy, Fenton, and Rico’s
interviews could only be held online. Nevertheless, | continued to use active listening
and sensitive responding to create a safe environment, with participants being
equipped with visual prompts that enabled them to stop the interview at any point.
Whilst practical limitations such as access to technology or transport may have made
it more difficult for participants to fully exercise choice at times, care was taken to

minimise these limitations wherever possible, for example, by offering online
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interviews and practising with the different communication cards or online buttons to

assert choice.

5.4 Implications for Practice

This research brings the potential for narratives around the topic of isolation to reach
a wider audience. | intend to disseminate my findings to my current educational
psychology service, my new educational psychology service, other relevant services,

and potentially a broader audience through publication.

5.4.1 Implications for School Staff

The findings from Angel, Daisy, Fenton, and Rico’s narratives suggest a need for an
approach to school discipline that prioritises psychological wellbeing and relational,
compassionate or restorative justice approaches, as opposed to punitive measures
such as isolation. The emotional impact shared by all four participants, regardless of
their attendance within isolation, constructed isolation practices as being potentially
harmful, whereas research suggests that trauma-informed approaches could be
more beneficial instead (McDonnell & McDermott, 2022; Treisman, 2017). Trauma-
informed, restorative, or relational strategies offer an alternative approach that
supports movement away from discipline, which increases exclusion, toward
recognising the need for emotional and behavioural support (McDonnell &
McDermott, 2022; Treisman, 2017). Angel actively recognised the varied approaches
within isolation and reflected on the impact of these on those within the space and

those witnessing. Regular reviews and evaluations with staff, YP, and parents/carers
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would support further exploration of these approaches and enable a more consistent
approach which effectively supports change. Such reviews could foster connection
through the collaborative process itself, providing emotional support and

engagement (Bennathan, 1997).

This research suggests that reliance on isolation practices could be diminished by
recognising a YP’s need for co-regulation and understanding the dysregulation
curve, alongside strategies to support individuals at various points through tailored
plans. School staff could use their relationships and expertise with YP to empathise,
co-regulate, and adopt the roles of supporter and helper, rather than the distanced
role of rule and policy enforcer. Educating YP about conflict resolution and peer
mediation may also enhance peer relationships and create opportunities for co-
regulation, fostering more cohesive communities and positive school climates

(Darling-Hammond & Depaoli, 2020).

This research suggests that the removal of the ability to move or interact is mirrored
within the criminal justice system as a punishment entitled solitary confinement and
is given to individuals in prison who break prison rules (The Howard League for
Penal Reform, 2025). This punishment is believed to create severe psychological
and physical effects (Shalev, 2008), including anxiety, depression, and cognitive
disturbances (Shalev & Edgar, 2015). It is regarded as one of the most damaging
and harsh punishments in prison practices, raising significant concerns in relation to
human rights (Shalev, 2008). Dr. Shalev suggests that it should only be applied with

safeguards in place to minimise the potential harm it can cause (Shalev, 2008).
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Rico’s narrative of feeling “trapped” in isolation aligns with literature on restrictive
practices, suggesting that limited movement and interaction heighten psychological
distress through the loss of control and autonomy (Barker, 2009; Barker, 2019;
Condliffe, 2023; Fraser-Andrew & Condliffe, 2023; Foucault, 1975; McDonnell &
McDermott, 2022). The connection between movement and emotional regulation
suggests that movement-based interventions might be more beneficial for behaviour
by supporting a YP’s dysregulated nervous system, rather than requiring individuals
to be still and confined, which increases dysregulation and hinders co-regulation
(Barrett, 2017; Barrett, 2020; Treisman, 2017). Rico’s description of YP in isolation,
concealing the need to move whilst tolerating restricted movement to avoid further
punishment, could also be linked to psychological harm (The Howard League for

Penal Reform, 2025; Williams, 2009).

Acknowledging the role of movement in promoting regulation and connection
(Barrett, 2017, 2020) could, instead, encourage co-regulation and recognise the
importance of regulating and relating before reasoning to support growth and
learning (Day, 2025; Perry & Winfrey, 2021; Williams, 2009). By employing more
nurturing strategies, school staff could collaborate with, and gather the voices of, YP,

which would support regular evaluations and reviews of the approach.

Additionally, school staff could implement consistent data collection systems to
monitor the use of isolation spaces. This might include recording the frequency and
duration of isolation for each YP, the stated reason for its use, and demographic

information such as age, gender, SEND status, and ethnicity. This data could then
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inform regular evaluations of the fairness, effectiveness, and appropriateness of
isolation practices. By providing transparent reports and analysis, schools would be
better equipped to critically reflect on patterns over time, engage in evidence-based
development of practices, and demonstrate accountability to parents, carers,

governors, local authorities, and academy trusts.

Alongside this systemic reflection, school staff might also learn from this research
and recognise and critically reflect on the power dynamics within student
experiences and narratives. By hearing perspectives from YP, consideration might
be given to the broader impact of isolation practices and empower YP to share their
voices and see actions taken based on their views, as opposed to school staff who
are already empowered within the system. Furthermore, reflecting on the description
of isolation spaces available to YP in the school and on the narratives shared among
students and staff about individuals using those spaces could help identify the power

dynamics influencing their experiences.

5.4.2 Implications for EPs

This research supports arguments for a systemic shift towards inclusive, strength-
based discipline approaches that prioritise emotional wellbeing (Gomez et al., 2021;
Pratt, 2023). EPs are well-positioned to advocate for such change, supporting
schools in developing reflexive and proactive strategies (Hampton & Ramoutar,

2020; Nash et al., 2016).
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EPs can work systematically with schools to evaluate existing policies and practices.
Developing a positive relationship between the EP, SENDCo, and senior leadership
team to create supportive systems could involve training, strategies for change, and
staff support such as supervision (McDonnell & McDermott, 2022; Pellegrini, 2009).
This research acknowledges that reactive behaviour approaches are linked to
increased stress for school staff (Nash et al., 2016; McDonnell & McDermott, 2022)

without reflexivity enabled by supervision processes (Lawrence, 2020).

Whilst being a separate space, the process of being sent to isolation, combined with
the awareness of peers and staff regarding the YP’s absence from class and
discussions about where a YP is, makes the punishment public. This aligns with
historical intentions to encourage humiliation and increase the rejection of those
punished (Foucault, 1975). EPs can instead support schools in designing a
proactively responsive approach to enhancing the school climate, utilising
psychological insight (Nash et al., 2016) with a focus on relationships (Jean-Pierre &
Parris, 2019) rather than a within-child understanding of behaviour that can create
notions of blame (Whiting, 2025) and shame, potentially making the situation more

challenging (Fraser-Andrew & Condliffe, 2023; Taylor, 2022).

In this context, behaviour can be understood as communication within a relationship,
with a relational approach providing tools for listening and alternative communication
methods. Such an approach would enable acknowledgement of the emotion being

expressed to support the YP (Taylor & Scorer, 2025) and ensure the communication

is not missed (Sheppard, 2020). EPs can support the development of relationship
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policies, offer related staff training, engage in natural and non-threatening
conversations during consultations where narrative reframing can occur, and ensure

that YP are involved in regularly evaluating any approach introduced.

The importance of student voice can be supported by EPs, who have the training
and tools to gather YP's views. EPs often work across various schools, including
local authority schools and academy trusts, at different key stages, enabling them to
promote shared learning and skill development among professionals. It might be
beneficial for EPs to consider with school staff and other groups how they might feel

if isolation practices were introduced into their daily lives.

As Day (2025) suggests, YP with SEND and neurodivergence may be
disproportionately harmed by strict behaviour policies like isolation, particularly when
such practices stem from rules that may be unnecessarily punitive. This raises
concerns about whether the welfare of YP, especially those with additional needs, is
adequately considered within the current isolation guidance. Angel’s narrative
suggests that staff approaches significantly influence experiences of isolation.
Supportive, proactive staff can help YP use isolation for self-regulation or co-
regulation. This emphasises the important role of EPs in fostering inclusive,

wellbeing-focused practices for both staff and YP (Roffey, 2012).

When the Labour Party came to power in 2024, newspaper articles presented varied

views on isolation practices. | would argue that EP work in this area will need to
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consider these concepts of control and behaviour across society through a political
lens, collaboratively exploring notions of control and childhood through
psychoeducation. This could enhance understanding of threat responses and

acknowledge how autonomy, motivation, and wellbeing affect YP and their learning.

At the same time, it might be important to raise awareness when working with school
staff and other groups of the similarities and differences between state and public
schools, including the extent to which compliance or autonomy is encouraged or
enabled, and the resulting impact on outcomes and societal position (Casey, 2024,
Jean-Pierre & Parris, 2019). With compliance and conformity recognised as
unsupportive of developing regulation skills or the ability to process and manage
challenging emotions (Lakin et al., 2008), leaving YP to function in a survival mode
focused on self-preservation (McCluskey et al., 2011; McDonnell & McDermott,
2022), EPs can promote the wider evaluation of isolation practices by stakeholders,

including parents and carers.

In addition, the impact shared in both Daisy and Angel’s narratives of being within a
school utilising isolation, even though they had never attended an isolation space,
seems to open a potential rationale for EPs to further explore the impact of their
school climate on all children. A focus on results and outcomes as opposed to
wellbeing and motivation can impact the mental health of YP, and reduced autonomy
can affect motivation and the level of stress experienced (Fisher, 2023). By
conducting a school evaluation of approaches to behaviour that involve the whole
school community, including students, parents, and staff, everyone would be

empowered to share their perspectives on different approaches concerning all
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students and school culture. For example, how a climate of fear might perpetuate

non-engagement with learning for emotionally-based reasons.

In 2020, there were 1.4 million schoolchildren with special educational needs in
England and Wales, but only 300,000 had a legal entitlement to support through an
Education, Health and Care Plan (EHCP) (Day, 2025). After exclusion, YP were
more likely to receive a SEND assessment as other agencies became involved (Day,
2025), raising questions about whether exclusion could have been avoided had the
needs of these YP been understood and addressed earlier. This suggests the need
for a different approach to supporting unmet needs, potentially reducing overall
costs, allowing more funding to be used proactively rather than reactively through
panels, tribunals, and EHCPs. In this area, EPs can assist schools, parents, carers,
and YP by advising on the proactive implementation of reasonable adjustments and

supportive strategies for all YP when needed.

While isolation practices continue, | believe that it would be beneficial to begin
collating information on the demographics of YP sent to the space and the reasons
for their time there, as this data is currently not required or monitored (Barker, 2019;
Power & Taylor, 2018; Stanforth & Rose, 2020; Staufenberg, 2019). It would also be
interesting to begin evaluating various approaches within isolation, recognising that
the initial design of isolation spaces was not for punishment. However, due to a lack
of clarity about their purpose, they are often associated with punishment rather than
support (Sealy et al., 2023). EPs could provide organisational development support,

such as an appreciative inquiry, to start considering the purpose of, and narratives
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around, the space, gathering data on those attending, and establishing regular

evaluations and reviews of its use.

However, it is also important to recognise the context in which EPs are currently
working. Lyonette et al. (2019) highlight challenges within the EP workforce,
including increasing demand, limited capacity, and variability in service delivery
models. These pressures may influence the extent to which EPs can consistently
engage in systemic work, such as reviewing behaviour policies or supporting
organisational change. Despite these challenges, this research suggests that even
when time is limited, EPs can still make an impact by modelling reflective practice,
facilitating consultation that recognises relational and trauma-informed perspectives,
and providing signposting to evidence-based resources and training. EPs might also
advocate for system-wide evaluation of isolation practices across multi-academy

trusts or local authorities, where capacity allows.

As a trainee EP, conducting and reflecting on this research has influenced how |
question and listen to YP. | ensure that | use more open-ended questions, enabling
families and YP to steer the conversation. | also approach consultations and
discussions with curiosity and empathy, recognising that a “wow” moment will shape

my work and understanding.
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5.4.3 Implications for Policy Makers and Education Leaders

The findings of this research highlight the importance for policy makers and
education leaders to critically assess the role of isolation spaces within school
behaviour management frameworks and policies. Despite their widespread use,
there is currently no statutory requirement to monitor or report on how isolation is
implemented or who it affects (Barker, 2019; Stanforth & Rose, 2020). This lack of
oversight raises important ethical and safeguarding concerns, particularly given the
potential psychological harm and the disproportionate impact on YP with SEND or

from marginalised backgrounds.

Future policy guidance could set clear expectations for data collection, reporting, and
external oversight of isolation practices. National and local policies might emphasise
relational and trauma-informed approaches and establish minimum standards for the
use of any separate spaces to ensure they are genuinely supportive rather than
punitive. Additionally, policymakers could invest in training and resources to support
schools’ capacity to implement evidence-informed alternatives to exclusion and

isolation, along with ongoing support for reflection, such as supervision.

The similarities between school isolation and solitary confinement in the criminal
justice system open opportunities for public debate and consultation on whether
isolation respects children’s rights and current perspectives on mental health,
inclusion, and emotionally based reasons for non-attendance at school (Tillson &

Oxley, 2020). A key step in ensuring interventions uphold YP’s dignity, promote
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wellbeing, and support learning is to involve their voices in the development and

review of policies.

5.5 Concluding Statement

| hope this thesis provides insight into the experiences of YP within mainstream

secondary schools with isolation practices. The voices of YP themselves are limited
in this area, and there is no known existing research on the wider impact felt by the
student community. This research contributes to this gap by exploring how isolation

is experienced, understood, and resisted by YP within the school community.

The narratives shared suggest that isolation is not just a response to behaviour but
part of a wider system that shapes how YP see themselves and others within their
school community. Despite this, the participants offered resistance to this
construction, a strong sense of agency, and a desire for a more supportive and
relational approach. These insights question the effectiveness of isolation in
promoting behaviour change and advocate for approaches that enhance connection,
emotional regulation, and equity. This research suggests that schools need to
reconsider the use of isolation and create instead an environment where all YP can
thrive. Additionally, it provides a basis that has the potential to support school

practices and further research.
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5.5.1 Implications for Future Research

This research shared the narratives of four YP who attend schools that use isolation
practices. However, it also raised questions that could be explored in future studies.
Conducting narrative interviews with the parents and carers of YP attending schools
that use isolation practices would provide their perspectives and help recognise the

wider impact of isolation beyond the student community (Willis et al., 2021).

Additionally, interviewing students in schools without isolation and with a more
relational approach would generate alternative, valuable insights. It would be
beneficial to hear the narratives of YP experiencing this approach and consider
whether the othering constructed in Rico and Daisy’s narratives also occurs within

these school systems (Fraser-Andrew & Condliffe, 2023; Sealy et al., 2021).

Whilst this research included both male and female participants, only male
participants had experienced being in the isolation room as a punitive measure,
whilst none of the female participants had. Future research might consider how
isolation practices affect YP of all genders, regardless of whether they have

experienced isolation.

Finally, it would be useful to explore data concerning YP who are not currently
engaged with learning for emotionally based reasons and to examine the potential
impact of school culture and policies regarding relationships, belonging, behaviour,

and discipline on this disengagement.
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This thesis aims to raise critical questions about whether the lack of clarity around
isolation practices is a deliberate strategy to create fear, reinforce control, and
sustain narratives of deviance and punishment in schools rather than promote
equity, social justice, and compassionate support. The sense of relief felt by those
witnessing isolation practices, with notions of being grateful that it is not them
experiencing the punishment, may contribute to furthering the othering experienced
by marginalised YP (Waterhouse, 2017). It is essential that the broader societal
implications of these dynamics, such as their impact on community cohesion and the
persistence of practices that exclude (Gomez et al., 2021; Waterhouse, 2007), are
considered. | feel that recognising our shared responsibility for one another’s
wellbeing is vital in shaping more empathetic and inclusive future societies (Gomez

et al., 2021; Noguera, 2003).

To conclude, when considering and reflecting on isolation use, it would be beneficial

to reflect on the following questions:

e What is the purpose and intention of the space?

e What psychology informs the use of the space?

e How are the spaces being communicated to YP, staff, and parents/carers, and

how are they planned to be perceived?

e What language is being used by staff and the school community around the
space, and how does this impact how it is perceived and how those within the

space are perceived?

e How are the spaces being experienced, and how is this being evaluated?



210

| would like to end this thesis by thanking Angel, Daisy, Fenton, and Rico. | hope
their narratives will inspire readers to reflect on isolation practices in schools and

bring about collaborative change.
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Are you the parent or carer of a young

person who attends a school with an

isolation space (consequence room)? | would
like to hear their views and experiences.

What is the Research About?

This study is about what it feels like to be
a young person within a school that uses
isolation spaces.

What is Involved?

If your child wishes to take part in the
research, there are 4 stages.

1

Introduction: We will meet and
introduce ourselves.

Check-In: | will check if your child is
still wanting to take part in the
research and then arrange the
interview.

Interview: This will take
approximately 45 minutes. | will ask
your child about what it feels like to
be a young person in their school.

Check-In: | will meet with your child
again after the interview to share
my analysis with your child.

Who Can
Participate?

Anyone who:

* IsinY7,Y8
orY9.

e Attends a
mainstream
school with
an isolation
space.

Who Am I?

I'm Rachel, a
Trainee
Educational
Psychologist at
the University of
Sheffield.

Interested or For further information, email Rachel

Want More

Mallon - Trainee Educational Psychologist.

Information? Email: ramallonl@sheffield.ac.uk
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Does your school have an isolation
space (consequence room)?

What is the Research About?
This study is about what it feels like to be a
young person within a school that uses
isolation spaces.

What is Involved? Who Am I?

If you want to take part in the research, I'm ch.chel, a
there are 4 stages. Trainee

Educational

Introduction: We will meet and
introduce ourselves. Here you can
ask any questions you have about
the research.

Check-In: | will check if you are still
wanting to take part in the research
and then arrange the interview.

Interview: This will take
approximately 45 minutes. | will ask
you about what it feels like to be a

young person in your school.

Check-In: | will meet with you again
after the interview to share my
analysis with you.

Psychologist at
the University of
Sheffield.

Who Can
Participate?

Anyone who:

e ISiNY7,Y8
orY9.

e Attends a
mainstream
school with
an isolation
space.

For further information, ask your
parent/carer to email Rachel Mallon -
Trainee Educational Psychologist.
Email: ramalloni@sheffield.ac.uk

Interested or
Want More
Information?
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Research Information Sheet

Ressarch project title: Exploring the experiences of young people amending & school which unlises

isolagon

Hello! Ky name s Rachel and | am fraining to be an
Educational Psycholagist af the University of Sheffield. As
part of rmy fraining, | am camying out some research abowt
wihat it feels like to be 5 young person within 3 schoo
which has an isolation room ar spacs.

| want to mwite your child to takes part in iy research.
Bafore you decide whether your child woould ke to, itis
important that you understand why the research is being
done and what it will imvolve. | have tried to answer any
questions that you might have in this information sheet to
help you make your decision. |f yow have any morz
questions or want any further information sbout the

research, please do get in touch. Take your fime to decide
whether you wish your child o take part

Thank you for reading this.

Rachel

What is the project’s purpose?

This research project seeks to explore how young people fesl about isolstion spaces within their mainstrearm
secondary school. i s hoped that this project will provide a space in which young people can share their
experiences arpund isolation practices. This project also hopes to give educational professionals 3 greater
understanding of what experiencing a school with isolation fe=ls ke and how they can better support 3l

ciudenis.

| am carmying out the research as & Tramee Educational Psychologist at the University of Sheffield. This
research is being completed as part of 3 Dactor of Educational and Chikd Psychology (DEJC sy).

Why has your child been chosen®?
+ They are in Year 7, Year § or Year B,
=+ They are on roll at a manstream secondary school,
+  Their schoal has an isolation space or room.

The research project will be 3 smal-scale study.

What will happen if your child takes part?

Initially, there will b= an mtreductary mesting where the project can be discussed further with me. This
meeting will be 31 3 time and place that suits your child. This meeting is intzndad as a way o gt to know
=ach other and is not going to be an explorafion of their feelings or expensncses.
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Within this initial meeting, we will discuss if you are sfill happy for your child to parficipate in the research
and the interview. Providing you are still happy for your child to participate, a date, time and location will be
agreed for the interview.

The interview will be 1:1 and in person in a setting where your child feels comfortable and which is private.
It iz abzolutely fine for them to bring a friznd, parent, or member of staff with them if they prefer. If someone
iz taken, they will need to remain quiet throughout the interview. The interview will start with me asking them
about their feelings and experiences around isolation rooms and there will then be some follow-up gquestions
about isolation.

The interview will be audio-recorded and | will then franscribe what was said. 1 will then look at the
transcription for any themes. Once analysed, | will contact your child to share the analysis in the form of a
poem which supports reflections and ftramsparency of the project (this is likely to be around
Movember/December 2024).

Does my child have to take part?

It iz totally up to you and vour child to decide if you wish to take part in this project. If you and your child do
wish to take part in this research project or require more information, please contact me:
ramalloni@sheffield. ac.uk.

“ou and your child can withdraw at any time from the research project by contacting me. You and your
child do net need to have an explanation for your reason to withdraw. You and your child can withdraw at
any point until the information from the interview has been transcribed and anonymised (this is likely to be
December 2024).

What are the possible benefitz of my child taking part?

Whilst there are no immediate benefits for those people paricipating in the project, it is hoped that it will be
a chance for them fo share their experiences and feelings and o confribute to a research project that aims
to provide educational professionals with greater insight into the experiences of izolation spaces. The
research has been designed to be emjoyable and to be led by the young person.

What are the possible dizadvantages and risks of my child taking part?

Participating in the research is not felt to have any serious disadvantages or risk. However, reflecting on
experiences and feelings can be distressing or difficult to talk about. You and your child will be provided
with contact details for both the rezearcher and a range of external organisations who can provide support,
should your child become distressed or upset. The inferview will be a supportive space, they can take fime
out whenever they need or want to, skip any guesfions or stop the interview at amy point. During the
inferview, they will be given fraffic light cards to support them fo indicate how they are feeling throughout
the interview. & green card indicates they are feeling OK, Orange indicates that they do not wish to answer
the guestion and Red indicates they want the interview fo stop (this can either be for a break or to
withdraw).

Will my child taking part in this project be kept confidential?

Data collected from the interview will be anonymised and any poientially identifying details (people, places,
etc. ) will be changed before being analysed. This means that other people will not know who has paricipated
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in the research and your child will not b2 identfiable in any repons or publications. All raw data (the intendew
recordings and the interview transcripts) will be kept secursly on 3 password-protected University Drive
which is only accessible to the researcher. Oncs anonymissd. the dats will only be accessible to the
researcher and their university supsrvisor.

What will happen to the data collected?

The audio recarding of the misrdew will anly be used for transcription and no one outside the project wil be
sllowed acoess to the ariginal recordings. The interview recordings and transcriptions will be saved secursly
on 3 passwiord-protecied University Crive in separate secure folders, Once the sudio recordings hawvs besn
transeribed. they will be destroyed.

What is the legal basis for processing my child's personal data?

According to dsta protection legiskation, | am required to inform you that the legal basis | am applying in
order to process your child's personsl dats is that ‘processing is necessary for the performance of 3 task
carried put in the public interest” {Article 6 1)(e)). Further information can be found in the University's Privacy
Wotice hitps:henew. sheffisld ac. rmdata: ioniprr eneral.

Who is the Data Controller?

The University of Sheffizld will act as the Data Condroller for this study. This means that the University is
responsible for looking after your child's mformation and using it properly. Due to the nature of this research,
other researchers may likely find the dats collected to be useful in answering futurs research guestions and
potential publication of research. If the research is publizhed, we would ask for you and your child's explicit
consent for your child's anonymised dsta to be shared in this way through the consent form you and your
child will comiplete, if you choose to participate.

If your child is able and willing 1o paricipate, you will both be asked to complete a3 consent form that
scknowlsdges consent to the project. Please kesp this Information Sheet for you to refer to if nesded.

Who has ethically reviewed the project?
This rezsarch hss besn sthically approved wis the University of Sheffisld’s Ethical Review Procsdures
sdministerad by the School of Education depariment.

What if something goes wrong and | wish to complain about the research or report a concern or
incident?
If you sre concerned or wormed that anything has gone wrong with any aspect of the research and wish to
make 3 complaint, please contact Claire YVihiting (superdisor of this research project)
— eddecrwi@sheffield.sc.uk. if you feel your complzint has not been handled in 5 satisfactory way you csn
contact the Programme Cirectars of DEJCPsy, Cr. Penny Fogg — pioppi@sheffield.ac.uk or Or. Sahaja
Davis — T.5.Dawisi@shefield.ac.uk. If the cormplaint relates to how your personal data has been handled,
you can find inforrmation about how to raise a complaint in the University's Privacy Motice:

Nweenw sheffield.ac.ubk! m'daia-protection’priva eral

If wou wizh to make a report of a concem ar incident relating to potential exploitation, abuse or harm resuliing
from your involeernent in this project, plesse contact the project's Designated Safeguarding Contact,
Frofessor Rebecca Lawihom. rlawthom@isheffield.scuk. [ the concern or incident relates to the
Designated Safeguarding Cortact, or if you fes=l 3 repor you hawe made to this Contact has not besn
handled in 3 satisfaciory way, please contact the University's Ressarch Ethics & Integrity Manager (Lindsay

Urnwin; Lv.unwingBsheffield acuk
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Contact for further information

Researcher:
Rachel Mallon
School of Education, Floor O, The Wawe, 2 Whitham Rosd, Braoomhsll, Sheffield, 510 2AH.

Email: ramalloniiE@shefiisld ac uk

Project Supervisor:

Dr Clairz Whiting

School of Education, Floor O, The Wawe, 2 Whitham Road, Broomhall, Sheffield, 510 24H.
Email; eddcmwiBsheffield.ac.uk

Telephons: 0114 222 2177

Alternative Contact:

Professor Rebecoa Lawthom

Echool of Education, Floor O, The Waws, 2 Whitham Rosd, Brearmhall, Sheffield, 310 24H.
Email: r.lawthomi@isheffield. ac.uk

Telephons: 0114 222 2172

Thank you for your time and consideration

If your child wishes to paricipate in this research, please email me, ramallon@sheffisld acuk.
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Research project title: Exploring the experiences of young people attending a school
which utilises isolation

Hella! My names is Rachel and | am training to be an
Educational Psychologist at the University of Sheffield.
As part of my fraining, | am carrying out some
researnch about what it feels like fo be a young person
within & school which has an isclation room or space.

| want to invite you fo take part in my research. Before
you decide whether you would like to, it is imporiant
that you understand why the research is being done
and what it will invalve.

| hawe tried fo answer any questions that you might
hawve in this information sheet to help you maks your
decision. If you have any more questions or want any

maore information about the research, please do getin
touch. Take your fime to decide whether you wish to

take part

Thank you for reading this.
Rachel

What is the project abowut?
This project is looking into how young people feel about isclation rooms at their
({1 school. The project wants to hear young people's experiences and thoughts and
wants to help schools understand how fo support young people better.

Who is doing this?
| amn doing the research as & student with the University of Sheffield. This research project
is part of the training course.

Why have | been chosen?
* fou arein Year 7, Wear 3 or Year 8.
* “fou goto a mainstream secondary school.
#* “four school has an isclation space or room.

o
C% The research project will have a small number of young people participating in total.
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What will happen if | take part?

First, your will need to ask a parent or carer to email me to say you want to

8 '? I take part. Mext, we will meet to chat about the project If you still want fo take
. part, we will arrange the interview. The intersiew will be just with you and me

3_ - at a place and time that suits you. ¥ou can bring someone along if you want.
e 8 If you choose to bring someone with you, they will need to stay guiet during

the interview. The interview will be about your thoughts on isolation rooms.

E The interview will be recorded on an audio device and this recording will then
be typed out. This will be anonymizaed, meaning no one will know your actual

D name other than me. After typing out the intervews. | will create a poem based
on what you hawve said and will share this with you.

Do | have to take part?
It is totally up to you to decide if you wish to take part in this project. If you do
@ wish fo take part in this ressarch project or would like more information,

please ask your parent or carer to contact me: ramallon 1@ sheffield. ac.uk.

“Wou can withdraw at any time from the research project by contacting me. This means
stopping taking part in the project. ¥ou do not nead to have an explanation for your reason
to withdraw. You can withdraw at any point wuntil the information from the interview has
been transcribed and anonymised (this is likely to be Decamber 2024,

“ What are the possible benefits of taking part?

@ It i= & chance to share your thoughts and help msake schools better. The
[ae1] interview will be friendly and focused on you.

What are the possible disadvantages and risks of taking part?

Talking about experences and feelings might be hard. | will be thers throughout and your
parants or carers will have my contact detsils and the details of other organisations which
can be supportive. The interdew will be supportive and you can take time out whenever
you need or want to. You can also skip any guestions or stop the interview at any point.

Dwuring the interdew, you will be given traffic light cards to help you show how you are
feeling during the interview.
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» A Green card means you are feeling OK,

*» Orange means that you do not wish to answer the question, and

» Red means you want the interview to stop (this can either be for a break or
to withdraw).

Will my taking part in this project be kept confidential?

Data collected from the interview will be confidential and anonymised by changing

names and places to ensure no one can tell who has participated. The recordings
of the interview and the transcript (the interview typed up) will be kept on a password-
protected University Drive. | will be the only person able to access this. Once the typed-up
interview has been made anonymous with new names, only me and my university
supervisor for the project will be able to see this.

What will happen to the data collected?

The audio recording of the interview will only be used for transcription (typing up
TXXZX ofthe interview). No one outside the project will be allowed access to the original
recordings. The interview recordings and franscriptions will be saved on a secure University
Drive which is protected with a password. Once the audio recordings have been

transcribed, they will be destroyed.

What is the legal basis for processing my personal data?

According to data protection legislation, we are required to inform you that the legal basis
we are applying in order to process your personal data is that ‘processing is necessary for
the performance of a task carried out in the public interest’ (Article &(1){e)).

This means that your personal data is being processed and legally you need to know this.
This is happening because it is necessary to carry out the task in the public's interest. If
you would like to find out more, please look at this website:

hitps:/fwww sheffield. ac.uk/govern/data-protection/privacy/general.

Wheo is the Data Controller?

= J The University of Sheffield will act as the Data Controller for this study. This
means that the University is responsible for looking after your information and
using it properly. Other researchers might find the data useful for future research or
publications related to the project's topic. If the research is published, your permission will
be checked for sharing the anonymised data through a consent form. You will complete a
consent form if you are able and willing to participate. Please keep this Information Sheet
for you to look at for reference.
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Who has ethically reviewed the project?
This research has been ethically approved via the University of Sheffield's Ethical Review
Procedures administered by the School of Education depariment.

What if something goes wrong and | wish to complain about the research or report a
concern or incident?
If you are concerned or worried that anything has gone wrong with any part of the
research and wish to make a complaint, please contact:

Claire Whiting (supervisor of this research project)

Emazil: ed4covar@isheffield ac.uk.

If wou feel your complaint has nof been handled in a satisfactory way you can confact the
Programme Directors of DEJCPsy:

Cr. Penny Fogg — p.fo sheffield.ac.uk or

Dr. Sahaja Davis — T.5.Davisi@sheffield.ac.uk.

If the complaint relates to how your personal data has been handled, you can find
information about how to reise a complaint in the University's Privacy Motice:
hitps:/hwaww . sheffield. sc.ukfgovern/data-protection/privacy/general

If you wish to make a report of 8 concern or incident relating fo potential exploitation,
gbuse or harm resulting from your invelvaement in this project, please contact the project's
Designated Safeguarding Contact:

FProfessor Rebecca Lawthom,

Emzil: rlawthomi@sheffisld. sc.uk.

If the concern or incident relates o the Designated Safeguarding Contact, or if you feel &
report you have made fo this Contact has not been handled in a satisfactory way. please
contact the University’s Research Ethics & Integrity Manager [Lindsay Unwin;
Lv.unwini@ sheffield.ac.uk).
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Contact for further information

Researcher:
Rachel Mallon

School of Education, Floor D, The Wave, 2 Whitham Road, Broomhall, Sheffield, 510 2AH.

Email: ramallon1@sheffield.ac.uk

Project Supervisor:
Or Claire Whiting

School of Education, Floor D, The Wave, 2 Whitham Road, Broomhall, Sheffield, 510 2AH.

Email: eddcmwi@sheffield ac uk
Telephone: 0114 222 8177

Alternative Contact:

Professor Rebecca Lawthom

School of Education, Floor D, The Wave, 2 Whitham Road, Broomhall, Sheffield, S10 2AH.

Email: rlawthom@sheffield.ac.uk
Telephone: 0114 222 8172

Thank you for your time and consideration

If you wish to take part in this research, please ask your parent or carer to email me:
ramallon1{@sheffield ac uk.
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Appendix C
Template Assent Form

Hellol My name is Rachel. =
| am inviting you to take part in a research project.

The information sheet tells you all about the research project and what
you will have to do.

For each question, please tick the box M to show yes or no.

1. Has someone read the information sheet with you?
Yes 0 O Mo O O

2. Do you understand what the project is about and what you will
have to do?

Yes 0 O Mo o D
? 3. Have you got any questions you would like to ask?

Yes ﬁ O Mo o O

4 Have you got any guestions you would like to ask your mum, dad or
carer?

Yes '0 a Mo o O

5. We will be talking together and this will be recorded. |s this Ok with
you?

Yes 0 O Mo O O

Y
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2 6. The recording will be typed up and your name and the information
about you will be anonymous. This means you can create a different
name for the research so people will not know it is you or your
words. Does this sound OK?

Yes O O MNo o |

7. You can have a break at any time when we are talking together. Just
tell me or use the colour cards given to you. Up until December 2024, you
can also decide not to be in the project without needing a reason. Is this

OK?
Yes O O Mo O O

g 8. The words you say may be shared but people will not know it is you
who has said these words. Does this sound OK?

Yes O O No O O

9. Are you happy to take part in this research project?

Yes O O Mo o O

Write your name:

Thank you &
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Appendix D
Template Consent Form

Parent/Carer Consent Form: Explaring the experiences of young people anending a school which utilises
isofation

Flease email completed consent forms to Rachel Mallon (Trainee Educationsl Psychologist),
ramallon1@sheffield.ac.uk

Piease tchk the appropriate boxes Yes No
Taking Part in the Project

| have read and understood the project information shest dated 0407 2024 or the project has been
fully explained to me. (If you answer Mo to this question, please do not proceed with this consent

fiorm until you are fully aware of what my child's participation in the project vall mean.)
| have besn given the opportunity to ask questions about the project.

| agree for my child to take part in the project. | understand that taking part in the project vl
include an introductory mesting and faking part in an interview that will b2 audio recorded and
recorded using Google Meet.

| understand that by my child choosing to paricipate as a welunteer in this research, this does not
create a legally binding agreement nor is it intended to create an employment relationship with the
University of Sheffield.

| understand that my child taking part is voluntary and that they can withdraw from the study befare
December 2024, They do nat have to give any reasons for why they no longer want to take part
and there will be no adverse consequences if they choose to withdraw.

How my infermation will be used during and after the project

| understand my child's personal detsils such as name, phone number, address and email address
eto. will not be revealsd to peopls ouiside the project

| understand and agre=s that my child’s words may be quoted in publications, reporis, web pages,
and other research outputs. | understand that they will not be named in these outputs unless we
specifically request this.

| understand and agre= that other authorised researchers will have access to this data only i they
agree to preserve the confidentiality of the information as reguested in this form.

| understand and agre= that other authorised researchers may use my chikd's data in publications,
reporis, web pages, and other research outputs, only if they agree to preserve the confidentiality of
the information a5 requestad in this form.

S0 that the information you provide can be used legally by the researchers

| agree to assign the copyright | hold in any materials generated as part of this project to The

University of Sheffield.
Mame of participant's parent or carer [printed] Signature Date
MName of Researcher [printad] Signatura Date

Project contact details for further information:

Researcher: Project Supervisor: Alternative Contact:
Rachel Mallan Dr Claire Whiting Professor FRebecca Lawthom,
School of Education, School of Education. University of Sheffield’s Head of
Flaor O, The Wawve, Flagr O, The Wawe, School for Education,
2 Whitham Road, 2 Whitham Road, School of Education,
Broomhall, Sheffield, Broomhall, Sheffield, Flaar O, The Wawe,
510 2AH 510 24H 2 Whitham Road,
Email: mmallon@sheffield.ac.uk Email: ed4crmwi@sheffisld.ac.uk Broomhall, Sheffield,
FPhone: 0114 222 8177 510 2AH

Email: rlawthomi@sheffield.ac.uk
Phone: 0114 222 3172



Appendix E
Interview Distress Sheet

Interview Distress Protocol

Taking part in this research should not have any major drawbacks or dangers. However, reflectir

on our lives can be upsetting or distrezsing. If you feel upset or distressed within this research
project and you would like further support you can contact the researcher:

Researcher

Sheffield, 510 2AH.

Rachel Mallon {Trainee Educational Psychologist)
Email: ramallon1@sheffield ac.uk

School of Education, Floer D, The Wave, 2 Whitham Road, Broomhall,

You may prefer to access support from one of these organisations instead:

MINDS

fighting for young people’s mental health

Get advice about how to support your mental
health.

hitps s youngminds.org. uk

shout
85258

Shout i= a free, confidential and 24/7 text
messaging service for anyone in the UK who
needs support.

If you are struggling to cope and need to talk,
trained Shout Volunteers are available for you.
To start a conversation, text the word “Shout’ to
85253,

hitpsJfgiveusashout. orgfget-help!

Footh iz an online mental welloeing community.

Accessing Kooth is free, safe and anonymous.
It iz for anyone aged 11 - 25.

hitps hwww kooth. comy

childline

DMUME, OM THE PHSMNE ANYTIME

Childlime offers help and advice about a wide range
of issues.

Call 0300 1111 to talk to a counsellor online.

hitps Mhasw childline. org uk!
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Appendix F
Transcription Conventions adapted from Jefferson (2004)

Symbol Meaning
(.) A pause of one second or less
(3) Pause lengths with the number of

seconds in brackets

((whisper)) Non-verbal communication
[...] Where speech overlaps
* Information that is potentially

identifiable. For example, *isolation

room name

(inaudible) The participant’s speech is inaudible

within the recording
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Appendix G
Samples of Reflective Diary




Appendix H

Listening Guide Overview of Articles (extract)

The Listening Guide Overview of Articles

read and listen

Article / Book Reference Step 1 Step 2 Step 3 Step 4 Step 5 Step 6
McKenzie, M., Hegarty, K. L., Tarzia, L., & Palmer, V. ). | Plot and reader | Considers how the Ps | Aim —to hear Based on Voice in Bringing
(2021). Marrating the self-in-relation: How friends’ response speak about self and different Douchst & relation to together and
responses to intimate partner violence uze of verbs in woices. Done Mauthner who | cubturally resulting in
shape young women's identities. Qualitative Critical relation to self (e.z. | by considering | explorad dominant analysis.
Psychology, £{2), 279-294. reflaction of said vs he s3id to me) | tone and identity being narratives —
https: ffdoi.org/10.1037 /qup0000211 self in relation =nd how P shifts shifts | language used | constructed master
to participants. | between singular or by P and how through social narratives.
Really helpful for different woices and how to Considering plurzl eg. |, you, relates to s interactions and
avidence thess. how data is wifus —could signal salfyoice. cultural Maorzl or
Alzo explores I, we; he,she; you; they, them influenced by changes in narratives. drawing on
relationzhips representations of self | Thess perspectives
LG — walusble analytic framewaork — systematic between =nd relationships contrapuntal Traces self in e.g. 'should or
exploration of identity within a relationship contest. the reszarcher | [Doucet & Mauthner, | voices may be relation to speaking of
=nd Ps and 2008; Sorsoli & in harmony or | others — comman
Howe zelf is shaped by social relationships, broader the ressarchar’s | Telman, 200E; contradictory. narrating perceptions.
cultural context, interactional context of interview. emationzl ‘Woodcock, 2008). interaction with
rESpOnses. Can use aothers. Voice
Although emerged from feminist and psychoanakystic I-Poems can be used coloured pens poem — spoks
approaches, slso consistent with socizl constructionist | Listen to own to highlight the voice | to highlight of zelfin
thearies of self [Doucet & Mauthner, 2008). voice and aofthe | different voices | relation to
distinguizh and how relstz | others e.g.
Key ides —in an interview people express and present | from P To create an |-Poem, toeach other. when using ‘we’
sense of self through multiple voices which shift every first person | is Can use bold, to speak of self
2Cross an interview. Make reflective | extracted with verb underlined and | and others.
notes in =nd important italics for diff
Facilitates holistic analysis. Instead of fregmenting the | the margin of sccompanying woerds | contrapuntal
‘account into categories and focusing on content said tramscript az a =nd arranged woices.
[thematic analysis) instead explores how content is journzl sequentially.
zaid through changes in woice.
By stripping out the
‘Cannot offer means of accessing authentic —how a contextual details —
participant speaks about themselves reflects plot fades into the
interactional dynamics of the interview context. background — stands
out in Ps prezentation
All that can be known is the co-constructed narrated of zelf (Koelsch, 2015)
self [Doucet & Mauthner, 2008). or other personzl
pronouns (Doucet &
Iauthner, 2008);
Saorsali & Tolman,
2008).
Alongside this, thiz
article presents voice
poems |ses Step 4].
Kiegelmann, M. (2021). Adding listening and reading | 1. The plot 2.The researcher’s 3.50cial context 4.5l S.Multiple
for social context to the voice approach of the response voices
Listening Guide method. Qualitative Example of thiz on p234 e.g. p236
Psychology, 8(2), 224-243. — says something is ‘cool’ —then
https:/fdoi.org/10.1037 /qup0000210 explores this in terms of
relationzhip, colloguial language
Page 230 — reslly helpful for emancipstory endeavour. et
Fage 241 — talks about power of the method in
‘silenced voices’ being able to be partof 2
conversation.
Hzs zn additional step in analysis — social context.
Co-construction dats.
Tracks multiple voices and allows analysing social
relationships in this complex way — overcomes
simplificationz. This enrichas the process.
Before listening for self and multiple voices, locates Ps
=nd interviewer within socioeconomic contest. Then
listening for less cbvious hints — sodial place.
Five listenings ...
Van Puyenbroeck, H., Loots, G., Grietens, H., & Listen for the 'Writing I-Poems ... how P describes Focus on listening and reading on | Examining
lacquet, W. (2013). "1 Just Don't Agree": A Voice- plot themszelves and their relationzhips with | appearance of contrapuntal woices and
Oriented Analysis of An IFP5 Case of Alleged Child others. woices — melodiously interact or in | comiposing
Maltreatment. Journal of Social Work Practice, 28{2), | — repeatedly tension. analysis

describing
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173-192. to the interview Underline and select every | and the how they
htt doi.org/10.1080/02650533.2013.320176 to grasp generial sccompany words that zeem relate.
scope of the impaortant.
Used five adjacent columns, one for each listening, story. Table of
alongside the transcript. Enables following the flow of Points to changes in voice or some woices, what
interpersonzal interactions and zelf-narratives. meaning that is not explicitly stated. was zaid
‘Comments and interpretations — in sixth column ... summarised
not quite LG? Stanzas composed on natural bresks in and
themes and voices. illustrative
States LG is ‘theoretically flexible, gualitative, quotes —
relational-orientated method of in-depth Attends to associative stream of helpful — p152
interpretative analysis’ {p173). consciousness through the narrative onwards.
(plsa).
Hutten, M., & Lystor, C. (2020). The listening guide: voice-centred- Listening for the Listening for Listening for Listening for broader political,
relational analysis of private subjectivities. Qualitative Market plot. the voice of 1. | contrapuntal social and cultural structures
Research: An International Journal, ahead-of-print{ahead-of-print}. woices and
https:/ fdoi.ore /10,1108 /gmr-04-2013-0052 Listen for the main | -creative relationships Listen to how the relational
events. aspect of self. interactions outside of the
References Gillighan's book —which drew me into the method — "Was Focus - what is private realm construct them in
there ever 3 time where you wanted to say something but felt you Evidence trail of ldentify | the P telling us moral and social terms.
couldn't? ... One participant responded ‘all the time, that's my life’ ... recurring words, phrases and sbout thiz
personal resonance. events, plots, putin order. relationships. Creates 2n analytic synthesis as
subplots and key Listen for the combined with previous
' interplay between the voice and the relational, present 2 unique characters within waoice of we listenings and reflexive notes
anzlytic challenge in tracing the shifting subjectivities of rezearch individual relationzhips Cresting an interpretive
participants.’ (pl5) transcripts. and multiple narrative.
woices in this
Attending to woice —impartant epistemaological conviction — voice is a way | Includes ‘reader- way —valuable
of constructing meaning 2nd voice constructing rezlity and reality of response’ and our im revealing
resezrch constructing voice (ple). No one authentic voice to which we emationzl response difficulties ar
E3in SCCess. to P. Mindful of complexities.
reactions and
Instead — polyphonic expressions of being, experience and commeants — our
representation. Importance and value of listening for polyphonic voices. feelings zbout the .
Look for silences —
LS was developed out of frustration and dissatisfaction with coding pauses, lowered
schemes to analyse gualitative data. — moves focus away from coding
and fitting into categories and delays reductionist stage of data analysis woices, trailing off
(p1s). mid-s2ntence.
Are we invited to share their experiences and stories on their terms .. can | Nice example of this
we ever truly know the voices of gur participants in a ways that is —-pi2
zuthentic or meaningful? (p17).
Focus —“what goes unnoticed, the mundane, the underappreciated, the
distorted and impertantly what is not said. (pl7)
Explores epistemalogy and ontology — pl9 — relational ontology,
epistemologically — both method and methodology — process of
relationzhip.
Bridges private and public knowledge making.
Tolman, D. L., & Head, I. C. (2021). Opening the Black Box: A primer for Observing the Listen for the Contrapuntal Vpice Analysis | Composing an
the Listening Guide method of narrative inquiry. Qualitative landscape and “I” or Vioice of | Vioices and Analysis
Psychology, 8(2), 152-170. hitps://doi.orz/10.1037/gup0000202 Reader Response the Self Assembling the
Step is about Evidence To answer
Foundztion commitment of curicsity and empathy. Attuning yourselfto | the voice of developing or Wyour question
the listener and self ... note finding the Tracking the .- develop
Fundamentzl principle — psyche {soul, self 2nd inner world) is relational, attuning yourself ta how moves waoices. moverment of and present 2
dynamic, embodied and in constant interaction with the social, material yourself. FCross the voices in well
and cultural contexts within which experience gccurs and enters the narrative ‘Woices — tools relation to the | | supported
social world through the telling of stories about one's experience (p152). | Landscape— landscape. to be used to and to each interpretation
relational world the track other. Patterns | of narrator's
Alzo talks about being different from other qualitative methodologies narrater brings you |I-Poem —naotes | psychological of talk to p=ychaological
[see zbowe). inta. zlll appearing | logic. Weaves develap an logic.
=nd verb plus together interpretation.
Article talks about how they feel that many people miss the analysis part | Jot down what =dditional conscious 2nd Interpratative
of the LG. strikes you in the words. subconscious. Gao through process is
story — conflicts, multiple times. | visible and
... foundational commitments of curiosity and empathy — by clarifying the | language, elemants Order and Mot sesking zudible—
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Appendix |
Angel’s Transcript

Rachel: Ok (3) So to start with urm I’m just going to cover some basic information questions just to
kind of ease us into the interview

Angel: yep

Rachel: Ok. So, how old are you?

Angel: I’'m 15 but I’'m 16 in ten days.

Rachel: Oh wow. So pretty much 16 ((laugh))

Angel: Yeah ((laugh))

Rachel: And do you have any brothers or sisters?

Angel: | have two older sisters

Rachel: Ok so you’re the youngest

Angel: yeah

Rachel: Of three?

Angel: yeah

Rachel: Right. And which year group are you in?

Angel: 11

Rachel: Ok. And how long have you been in your current school?
Angel: Urm (1) since year 7 so like four years

Rachel: Brilliant. So, you started kind of first day year 7
Angel: yep

Rachel: and you’ve been there ever since

Angel: yep

Rachel: Ok. And have you ever been to isolation yourself?

Angel: Urm | haven’t (1) there’s but in my school there’s what'’s called *area so (2) the isolation room
is pretty much in the *area. And the *area is for people that may like struggle with like lessons or like
(1) like kids with more special needs that need to go there so I’'m in there quite a bit

Rachel: hmm
Angel: So, | see everything that happens in the isolation room
Rachel: Yeah

Angel: Cos the door’s ((quieter speaking for the remainder of this sentence ... as if a secret??)) basically
open all the time ((quiet laugh))

Rachel: Right ok, ok, so close by?



32
33
34
35
36
37
38
39
40
41
42
43
44
45
46

47
48
49
50

51
52
53

54

55
56

57
58
59

60
61

62
63

64

65

257

Angel: Yeah

Rachel: And has anyone from your friendship group ever been in isolation?

Angel: Yeah

Rachel: Ok, ok. And, do you have a favourite subject at school?

Angel: Er English and History I'd say.

Rachel: Ok and why are they you’re favourites.

Angel: Urm just cos like urm all the writing | can do. I’'m really good at like talking a lot ((laugh))
Rachel: ((laugh)) yeah

Angel: In like paper you know and just like whatever

Rachel: Yeah yeah

Angel: But then when it comes to like science and maths I’'m like | can’t do it.

Rachel: Right, ok, so English, English and History are the ones for you. Are you doing them GCSE or
Angel: Urm in GCSE I'll probably do like Psychology,

Rachel: Yeah

Angel: Philosophy and English Literature.

Rachel: Fantastic. That’s really good. Ok (1). So, the research, as I've already mentioned, is about
exploring the experiences of young people attending a school which has an isolation space or room.
So, to start | have one question and then we can explore the areas that you feel are important urm to
you. So, can you tell me about your experiences and feelings about being in a school with isolation.

Angel: (1). I'd say it like it feels (4) it’s not personally to me cos | don’t get in trouble but it feels (1) like
quite prison like sometimes like and very like restrictive and very like because you know it’s like if you
don’t follow the rules its isolation

Rachel: yeah

Angel: It's not like we compromise and find out why you’re behaving like that or you know or maybe
do this or that way it’s just (1) this is your punishment

Rachel: Yeah
Angel: and there’s no talking around it and if you refuse to go you have to be excluded
Rachel: Right

Angel: So (2) itits very like (2) | don’t | can’t even think of a word it’s just (1) I'm very against the idea
is what I'd say

Rachel: Yeah, yeah, yeah and when you said it’s kind of like prison like, could you just sort of explain a
bit more about what what about it reminds you of a prison?

Angel: Just urm well multiple things about it cos first of all the way it is set up

Rachel: yeah



66
67
68

69
70
71
72
73

74
75

76

77
78

79

80

81
82

83
84
85
86

87
88

89

90
91
92

93

94
95

96
97
98
99

258

Angel: you know like everyone sat at a desk doing nothing like or like like barriers between everyone
sort of like isolating them as the room’s called like making them feel very like like they have to sit with
what they’ve done

Rachel: yeah

Angel: and think about it. Even if they’re like distressed, which a lot of people are in there like crying
Rachel: hmm

Angel: or like shouting. They just (1) have to sit there.

Rachel: yeah

Angel: Urm (1) and it just it feels like you can’t leave the room never go to the toilet like it feels very
like almost like you’ve taken away their rights

Rachel: yeah

Angel: for a full day like (2) obviously they get like you know lunch and stuff but other than that they
can’t do anything. They can’t interact with other people like

Rachel: yeah
Angel: ((much quieter, barely audible)) yeah that’s what my view of isolation is

Rachel: hmm and when you were kind of were talking about that the *area space that has the isolation
so that

Angel: yeah
Rachel: you’re kind of nearby. So are you hearing kind of that distress
Angel: yeah
Rachel: from other people. And what what does that feel like for you?

Angel: It just (2) it feels like it its really weird cos the *area is a really safe place ((really safe place are
spoken slower and really clearly punctuated)) with a lot of nice teachers in it

Rachel: hmm

Angel: and it feels like there’s almost like a (1) like just like a curtain between like life other people and
then as soon as you step in there or hear in there you just hear shouting and you know like teacher’s
shouting and it just it makes it like just a bit surprised taken aback

Rachel: yeah

Angel: by it. Cos everyone in the *area is so lovely and then you look in there and it’s like (2) a lot going
on like

Rachel: Yeah. So, you mentioned the *area feels like that safe place
Angel: Yeah
Rachel: and so do you feel kind of safe

Angel: [Definitely]
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Rachel: [in there.] And the thought of kind of if you had to go to isolation what does the thought of
that feel like?

Angel: | would really hate it cos urm (1) a lot of the reason why the *area is such a good place is cos
people go up there to like if they can’t face being in a room with people

Rachel: hmm

Angel: and they’re forced to be in a room with people that might not like them. You know if two people
got in a fight (1) or something (1) or like they had beef with each other

Rachel: hmm

Angel: and they had to be in that room together cos they both got isolation
Rachel: Yeah

Angel: it just it make it probably would make them feel really uncomfortable
Rachel: Yeah

Angel: It definitely would make me feel really uncomfortable just sitting there with (1) people that had
like don’t like me or that want to target me

Rachel: Yeah
Angel: So (inaudible)

Rachel: and in that space can can the young people who are there can they kind of see who else is in
there

Angel: Yeah

Rachel: Right, so they can see other people but they’re kind of, did you say there were splits into kind
of like

Angel: Yeah. Cos it. They sit at like desks that kind of go round a semicircle but so in-between the desks
they have like the barriers but they can also look around the room so they can’t see who's next to
them but they can see everyone else sort of so you know if someone was sitting behind that way they
could just turn around and interact with them

Rachel: yeah
Angel: and say whatever they liked

Rachel: yeah. Ok and just in terms of kind of how someone ends up going to isolation or being sent to
isolation, are they ordinarily sent there by a teacher?

Angel: Yeah

Rachel: So, it’s not somewhere someone would choose could choose to go.

Angel: No absolutely not.

Rachel: Right ok.

Angel: I’'m pretty sure there’s no one in there that wants to be there ((slight laugh))

Rachel: ok, right, ok. And what sorts of things could end up leading to someone being in isolation?
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Angel: So, in our school it has a system of C1, C2, C3, Isolation. So C1 is just a behaviour point.
Rachel: Hmm

Angel: C2 is meeting a teacher after school. C3 is detention. If you don’t turn up for a detention you
get sent to isolation the next day. (2) Or if like, let’s say you refused to go in lesson or you had like an
incident with a teacher where you might of like insulted them or a fight maybe

Rachel: hmm

Angel: you would be sent there for the full day or half a day. Like not just for one hour like its big
((elongated when saying big)) like. There’s been multiple times where I've been in class and a teacher’s
like ‘oh where’s this student?’ (1) and their head will be like ‘oh they’re in isolation for all of today’

Rachel: Right. And when that happens, when you kind of hear about someone whose gone to isolation
(1) how does the other people in the class kind of see the person whose been sent there do you feel?

Angel: I mean | think in my school it's quite normalised.
Rachel: Hmm

Angel: Especially with the class I’'m in and year group
Rachel: Yeah

Angel: Cos my year group is like (1) very like they get in trouble a lot so (2) everyone at least knows
one person or themself that has been there so it’s like it’s sort of like yeah normal if they hear like oh
yeah, they’re just in isolation

Rachel: Yeah
Angel: It’s not abnormal
Rachel: And do the school does the school kind of explain what isolation is to you when you started or

Angle: No. Absolutely not. | (3) cos like | only started going to the *area when my mental health got
worse so

Rachel: Yeah

Angel: when | was younger and it didn’t really like (1) | had no clue what it was. The first time | went
up to the *area | saw it | was like | don’t even know what that room is.

Rachel: Right

Angel: The more | came up there | was like oh so that’s what isolation is cos all this time they’d kind of
hidden it up there

Rachel: Yeah

Angel: Cos the *area like if you don’t have an *area pass you’re not allowed in the *area.
Rachel: Oh, ok right

Angel: Yeah

Rachel: So, you have a pass to get to that area

Angel: Yeah so, it's very (1) that’s that’s again why it kind of reminds me of a prison cos it’s like (1)
almost a cell like (2) secluded from everywhere else and like feels very isolating for people in there.
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Rachel: Yeah

Angel: Can’t see anyone they like their friends and stuff

Rachel: Yeah. And do you think that’s deliberate by the school that it’s kind of a hidden

Angel: | think so cos the room, like | mentioned, is in like a semi-circle. The room’s not big at all
Rachel: Right

Angel: Urm well not as big as it should be for the amount of people that go there. And so | think they
they definitely have bigger rooms they could have gone in (1) other parts of the school but they just
haven’t.

Rachel: Yeah
Angel: So | think it is deliberate that it is up there.
Rachel: Ok. Yeah (2). And what do you think are their reasons for using isolation?

Angel: | think well they're trying to like (3) deter them it’s almost like a scare tactic they’re trying to
use like you know ‘it’s so boring’ cos | remember being in like lesson and if the teacher’s threatening
isolation to someone they’ll be like ‘oh (1) you know it’s really boring up there, you don’t see your
friends, like why would you want to go up there just do your work in here instead of having to go up
there’

Rachel: Hmm

Angel: So they use it as like a (2) yeah just to try to get them to stop doing whatever they’re doing by
| think almost scaring them saying ‘you know you’re gonna be really bored and not going to see people
you like’

Rachel: Hmm
Angel: Like | think they’re quite aware that it’s not good but they kind of do it anyway.
Rachel: Yeah. And do you feel like that works at all for anyone?

Angel: |, | don’t think it does. Because it just like | mean like it works in the short-term like ‘Oh | guess
| should stop doing this to not get in isolation’, but in the long-term (2) like if if being there two times
they they just get used to it and it doesn’t work anymore and it’s like ‘oh well’ (2) or they might just
not go at all because they

Rachel: Yeah

Angel: They know just how horrible it is basically
Rachel: Yeah

Angel: So, they just are like well just exclude me then
Rachel: Yeah

Angel: Basically.

Rachel: Ok. And you mentioned earlier on that urm there’d been situations where your friends have
been sent to isolation.

Angel: Hmm
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Rachel: Would you feel comfortable telling kind of explaining about maybe one of those as a story to
me just to kind of

Angel: Yeah yeah. Urm. So, one of my friends (1) she like (3) | don’t | don’t know how to say it in like
an appropriate way but like she gets like very in trouble with like, like she has a lot of like friendship
struggles so she hardly, she gets in like a lot of drama if you know what | mean

Rachel: Yeah

Angel: Urm. And she was like in this friendship circle and (2) | dunno but this girl like went up to us and
like threatened to fight us or something but like nothing actually happened

Rachel: Yeah

Angel: Urm but the teacher saw a large group of kids and assumed it was like a fight and obviously
seen the people in the middle was her so they assumed oh (3) they’re planning to fight even though
she wasn’t actually doing it

Rachel: Yeah

Angel: Urm (1) so she got sent up to isolation just for that.
Rachel: Right ok

Angel: Which usually they should give a detention for
Rachel: Yeah

Angel: Or at least talk it out

Rachel: Yeah

Angel: But they just fully was like no (1) like you you can’t be doing that. Send them up to isolation.
Basically. And that was it. There wasn’t a discussion on why they were fighting or like you know trying
to sort it out.

Rachel: Yeah

Angel: It was just like oh we think you’re going to fight you’re a danger to yourself and all this. Isolation
basically.

Rachel: And did they have that follow-up conversation do you think?
Angel: The main problem with my school is they say they are going to do stuff and then they don’t
Rachel: Right

Angel: They say they’re going to talk about it but then they’re never available. So they don’t talk about
things.

Rachel: Yeah. And how do you feel about that? What does that feel like?

Angel: It feels really like it just feels like they don’t care.

Rachel: Right

Angel: They only really care about following the rules like oh if you do this isolation, not actually why.

Rachel: Hmm
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Angel: They don’t actually care about how we feel.
Rachel: Yeah

Angel: And then if we’re like distracted the next day because of it all they’ll be like why are you so
distracted like we didn’t know anything was going on.

Rachel: Yeah
Angel: Then talk to us.

Rachel: Yeah. And do you think that isolation being there, do you think that kind of affects more people
than the people who go there? So does it affect you when someone is sent or when people talk about
isolation?

Angel: | mean it doesn’t exactly like affect me when | hear about it it’s just when I’'m up there it just.
It takes a first time looking at it to really get a reaction out of it.

Rachel: Hmm

Angel: And just. It just feels really like unfair on those people like. Because apparently, they get like
told like they deserve to be there but (1) like (1) I like you don’t know their stories why they might be
acting out like they could urm like hear like stuff from home

Rachel: Hmm
Angel: And reflect it on their friends.
Rachel: Yeah

Angel: And then get like you don’t know what someone is going through. You can’t really just (2) judge
it.

Rachel: Yeah

Angel: So, | get really quite upset looking at sort of certain people who are just kind of sat there, clearly
not trying to be angry at anyone just looking really upset. So, | feel quite sad when | see them.

Rachel: Yeah, | can imagine. And do you feel like if they came into the space you were in, where you
described it as being safe, do you feel they’d get more support?

Angel: Yeah, genuinely. | mean | always think that. Like what why put this room there when ((cough))
if they came over here,

Rachel: Hmm

Angel: Where you get talked to and you know it’s all so calm, instead of aggravating them in that room
with a bunch of other people

Rachel: Yeah

Angel: It'd just do so much more good.

Rachel: Hmm

Angel: That room probably creates more ((emphasis of the word ‘more’)) drama
Rachel: Yeah

Angel: Than it needs to.
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Rachel: Yeah

Angel: And yeah | think definitely if they were in that safe space they would, that would actually like
make like calm the situation down so that things don’t happen in the future and they don’t get sent
there again.

Rachel: Right

Angel: So that would help deter them better than just being sent there, need to do work or just sit
there.

Rachel: Hmm. And you said kind of being in that space can kind of aggravate them.
Angle: Oh yeah yeah
Rachel: What do you mean by that, what kind of happens or ?

Angel: Just mainly the (2) well kind of a mix of both the students and the teachers. So, obviously
because everyone in there is kind of like a bit more of a trouble maker than you know like me like
quiet people are

Rachel: Hmm

Angel: They’re more prone to like if someone says something (1) it will start a chain reaction of people
sort of like

Rachel: Yeah

Angel: turning around and being interested in what’s happening and then they contribute something
horrible

Rachel: Right

Angel: But at the same time the teachers they just get really shouty.
Rachel: Right

Angel: You know like, ‘do your work’, like shouting unnecessarily
Rachel: Yeah

Angel: Like aggravating people who might already be in like a heightened state like already angry and
trying to control it and then a teacher shouting it just sets them off

Rachel: Yeah
Angel: which I've seen quite a few times.
Rachel: Ok and when you say it sets them off what do they kind of then, what happens?

Angel: | mean there’s a mix of stuff. | mean they might just shout back and sit down or they might (2)
you know shout back, storm off the best they can then they get taken back. The teachers have to find
them then they get more angry. It’s just like a cycle of like making it worse instead of making it better.

Rachel: Yeah

Angel: Urm and you can you can really tell they’re like genuinely upset but the teachers are just not
asking in a good way about it.
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Rachel: Hmm and what does that feel like for you as well when you’re hearing, cos you’re close by
aren’t you

Angel: Hmm
Rachel: What's that like?

Angel: It makes me just disappointed in the way they’re handling things. Like they could (2) | can think
of so many other ways they could (1) like calm or soothe them down

Rachel: Hmm

Angel: or you know put them like oh go ‘do you want to go in a different room just for today because,
you know, you don’t want to be around people?’ But then they just put them back in the same room
and it continues again and it’s just like.

Rachel: Hmm

Angel: It makes me quite like annoyed at them

Rachel: yeah

Angel: It’s just so obvious like, don’t do it, don’t do that but then they’re doing it and it’s like

Rachel: Yeah

Angel: It’s almost like you don’t want them to calm down you just want to make them more upset like

Rachel: Right ok. And do you think if they were wanting them to not calm down. What would happen
if they didn’t calm down, do you think?

Angel: Urm (2) what do you mean?

Rachel: Urm you know say if a young person is in isolation and the member of staff, the teacher, is
doing something that might like you say, aggravate them and they’re not able to calm down because
they are aggravated. What would happen, do you think, to that young person if they’re kind of, they’ve
come to isolation but they’re really aggravated still within there does something, do they kind of go
back to class the next day, do they have another day in isolation do you think or

Angel: It depends on what they do really. So, if they walked out, | think they’d, say if they’d spent a
half day there and they walked out and they refused to come back in they’d definitely have to do a
full day the next day, instead of just a half day. So, it just kind of increases in what they do.

Rachel: Yeah

Angel: | think they are so used to shouting that they don’t really punish it anymore it's mainly like if
they do something then they’ll do something back.

Rachel: Yeah

Angel: Urm yeah but | can tell that some of the teachers literally have (2) only you know like put
themselves in that job to shout at students and you can just tell

Rachel: Right

Angel: There’s certain ones that are really good and they can actually try and calm down and certain
ones that just you can just tell they want to shout back at people.

Rachel: Yeah
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Angel: And they want to let off whatever anger they have inside them

Rachel: Yeah

Angel: And they know working in isolation you get a lot of that so

Rachel: And do you kind of, how can you tell that they are wanting to do that? What do

Angel: The demeaner. Like the erm cos for example | can think of one of my teachers who just (2) he
is just so relaxed and he really talks on their level, makes them calm. And there’s other teachers | can
think of who just completely, they loom over them, shout back, (2) act like very like you know like very
body languagey, like aggressive

Rachel: Hmm

Angel: Like it reminds me of like a drunk father or like a (1) someone who just can’t control what
they’re saying. It doesn’t even feel like they’re a teacher it feels like they’re a student actually shouting
back

Rachel: Right
Angel: At times. But that’s not all the teachers it’s like (3) I’d say like a quarter of them are like that.

Rachel: And how does that feel like that difference between those two different teachers that you’ve
just described to me? You know that one who’s down on their level. What's the kind of different
feelings in you to those two teachers?

Angel: Towards me or towards others?

Rachel: So, for you when you’re kind of hearing those two different styles, what do each of them make
you feel? So, if we start with the teacher who is talking at their level and wanting to know what is
going on. How do you feel if you hear a teacher speaking to

Angel: | feel very like (2) | don’t have a word (1) like an emotion to describe but | just kind of think,
yes, like that’s how you handle something. That’s how | would do it if | was a teacher. Urm and then
when it comes to the other one, I’'m just thinking, No, what, do you not realise that that’s making the
cycle worse. They are going to hate you now so the next time they come here they’re not going to
warm up to you at all, they’re not going to listen to you, therefore they’re going to walk out again.
But, and | find that when the nice teachers work in there it you just | hardly hear anyone screaming
because he doesn’t say like, even if people scream at him he keeps, he speaks really in a soft voice
with them back

Rachel: Hmm

Angel: And he’s really calm and like if they if they stand up he stays sat down instead of just towering
over them

Rachel: Yeah

Angel: Like some of them do. And | think that’s really important so it makes me feel quite like (2) like
(1) I don’t think proud’s the right word but kind of proud in the school

Rachel: Yeah
Angel: Like like I'm glad you hired someone like that

Rachel: yeah
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Angel: To speak to them nicely

Rachel: yeah. That’s really interesting cos | can yeah | can totally relate to that feeling

Angel: yeah

Rachel: and urm yeah. It must be very interesting for you to see those different very different styles
Angel: Yeah

Rachel: and like you’ve just said, the kind of the different outcomes of those different styles you’re
seeing that first hand

Angel: exactly.

Rachel: You you sort of said how you have those thoughts and feelings of ‘yes, that’s going to work’
Angel: yeah

Rachel: or ‘no’. Do you ever have opportunities to kind of (1) voice that in your school at all?

Angel: Urm we do have like student cabinets but (2) like (3) ((sigh)) they don’t like they focus on the
wrong issues really like (1) they you know they only focus on like ‘oh urm (2) we’ll let you have this
piercing’ or (1) you know (2) oh you know ‘you can have some trips later on in the year’ instead of
focusing on actual things

Rachel: yeah
Angel: like proper things
Rachel: yeah

Angel: they kind of just see like short term issues like ‘oh yeah we’ll change how the lines go in the
canteen’ and (2) but not like long term like how are we gonna improve like stuff like isolation rooms
like how will we make them less intimidating and

Rachel: hmm
Angel: you know controlling
Rachel: yeah

Angel: so they. You can voice your opinion but if it’s like a thing like that it kind of just gets lost and is
like oh well that’s too like thinking far ahead (inaudible)

Rachel: yeah. Earlier on *Angel you were talking around how urm you kind of found out about isolation
by going to a space nearby and you saw it and made sense of what it was

Angel: yeah

Rachel: how do you think other people kind of find out how how do people in school find out about
isolation

Angel: urm (1) | think just either through lived experience of going there or hearing from it
Rachel: hmm

Angel: like cos you’d never see it if you didn’t go to the *area so like | have a friend that like I'm
describing to her like ‘oh yeah | was up in the *area and this happened’, she’s like ‘Il can’t even like |
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don’t even kind of imagine the isolation room like how big is it?’ like she’ll ask me all these questions
cos she doesn’t know what it is because she’s never been to the *area

Rachel: hmm

Angel: Never seen it. Doesn’t have had friends who have gone there
Rachel: hmm

Angel: so, so they just don’t find out really ((nervous laugh))

Rachel: Yeah. Yeah. And then do people (1) you're kind of talking around isolation and understanding
er the needs of the children who are there do do you feel like the rest of your kind of year group think
like that as well or do they think

Angel: think in what way sorry

Rachel: So, you were kind of saying as in you’re interested about why that young person in isolation
Angel: yeah yeah

Rachel: Do you think other children see it in that way as well or

Angel: no

Rachel: How do you think they see it?

Angel: Urm (1) I think (1) like (2) people don’t like people in my year group don’t really like think deeply
about things like

Rachel: yeah

Angel: It’s only like like me and like a couple of like people that | know that are friends with they think
like that like all the other people they just (2) they don’t even really think about isolation at all they
just kind of think like ‘oh, she’s really mean she kind of deserves isolation’ like

Rachel: Right

Angel: Or like ‘I hope she goes to isolation for that’ instead of like thinking ‘why’s she done that?’ like
thinking behind the action

Rachel: Hmm

Angel: You know they just kind of see it at face value just well ‘oh she did that she deserves that’
Rachel: Hmm

Angel: So, it’s just like that

Rachel: Do you feel, does that feel like it effects like your year group if there’s some people who are
seen as deserving something like that (2)?

Angel: | don’t know. | think they just (1) no one no one really talks about isolation actually it’s sort of
like a (1) a weird (1) like a weird like taboo topic for some reason in our year like urm cos they don’t
like its kind of (1) people are kind of like ashamed of going in there a little bit

Rachel: Right

Angel: Cos like to like hard people it’s very like babyish like ‘oh like | got sent to isolation for a full day’
and like cos you know like they want to act hard like ‘ooh no I’'m not going anywhere with you’



459
460
461
462
463
464
465
466
467
468
469

470
471

472
473
474
475
476

477
478

479
480
481

482
483

484
485
486

487
488

489

490
491

269

Rachel: Yeah

Angel: But then they have to sit there for ages

Rachel: Yeah

Angel: And they like feel oh like a bit embarrassed

Rachel: Yeah

Angel: So, people don’t really talk about how they feel about it
Rachel: Right

Angel: | wouldn’t honestly know

Rachel: Ok and do you and your friends, do you ever talk about it or
Angel: Urm, not really. Only times when we’ve like heard that people have gone there
Rachel: Hmm

Angel: And you know like we’ve been like well (inaudible) | wonder if they’re doing alright in there. If
they’re not like you know getting attacked by people or

Rachel: Right

Angel: You know

Rachel: So do you kind of feel a bit concerned over
Angel: Yeah

Rachel: Ok

Angel: | mean yeah if | like know them urm then I'll be like | just wonder how they’re doing in there
cos you don’t see them for ages so

Rachel: yeah
Angel: You just don’t even know how they are.
Rachel: Yeah

Angel: You can’t comfort them if they need comforting you just like (1) | guess I'll see you at the end
of the day ((slight laugh))

Rachel: ahh
Angel: Cos yeah
Rachel: Yeah and how does that feel just to sort of have that?

Angel: It's yeah like like what | said earlier just feels really prison like like they’ve just been like
separated

Rachel: Yeah

Angel: From people that clearly | think like need comforting at the time instead of just (1) being like
almost like locked away
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Rachel: Hmm

Angel: For a punishment like (1) it’s it’s | always like feel like really unfair on them cos like especially if
| know what’s happened | know the situation I’'m like | know why they did that

Rachel: Hmm

Angel: It’s like ‘they don’t deserve that’ and they need someone to be talking to them
Rachel: Hmm

Angel: Not just getting shouted at.

Rachel: Yeah. Yeah. Ok. Ok so | think we might have come to the end of my questions but before we
finish the recording urm is there anything else you’d like to sort of tell me about isolation or your
feelings or your experiences that you feel we might not of touched on quite yet?

Angel: | think we’ve touched on everything ((laughs))

Rachel: Yeah ((laughs)). Thank you, you’ve done really really well. Thank you. Urm, like | say, thank you
so much for your time and agreeing to take partin the interview. As | said the next steps are going to
be that I’'m going to type it up from this device cos that device gave up

Rachel and Angel: ((laughs))
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Appendix J
Daisy’s Transcript

Rachel: Ok so to start with we're just going to cover some basic information questions so first of all,
how old are you?

Daisy: I'm 14.

Rachel: Fantastic. And do you have any siblings, any brother or [sisters?]
Daisy: [Err yeah] | have a younger sister

Rachel: Lovely and which year group are you in?

Daisy: I'min Year 10

Rachel: Lovely and how long have you been in your current school? (2) Or, did you start at the end of
err start of Year 7 if that’s easier?

Daisy: Yeah ((laugh))

Rachel: ((laugh)) so started at the start of Year 7. Fantastic. And have you ever been to isolation
yourself?

Daisy: I've never been sent to isolation. I've been in the room only to to drop things off before
Rachel: Ok

Daisy: So, | know what it looks like in there

Rachel: Yep

Daisy: But I've never myself been told off and been sent there

Rachel: Ok. Perfect. And have any of your friendship group been sent to isolation?

Daisy: No

Rachel: Ok. That’s fine. And do you have a favourite subject in school?

Daisy: (2) Yeah

Rachel: Ok (2) and what’s that?

Daisy: It’s (1) ((sigh)) probably art or history

Rachel: Ok and why are they kind of your favourite two?

Daisy: Urm (.) well art because it's more of like a wind down and | get to like kind of express myself
Rachel: Uh huh

Daisy: and then | really like history because | really like learning about the stuff that happened in the
olden days and stuff

Rachel: Yeah.

Daisy: That’s good
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Rachel: Very good. Ok so this research is about exploring the experiences of young people attending
a school which has an isolation space or an isolation room err so to start with | have one key
question and then we will explore the areas that we feel are important to you that we want to
explore in more depth. So (.) can you tell me about your experiences and feelings about beingin a
school with isolation?

Daisy: Urm (.) well I've never been threatened (.) to be sent there but | know a lot of people have
and (.) for some people they’d rather go there than be in lessons

Rachel: Uh huh
Daisy: Because they just want to get away from teachers
Rachel: Yeah

Daisy: like urm when | was in Year (.) 9 there was a girl urm in my year and she (.) just walked out the
classroom because one of her favourite teachers was working in isolation on that day

Rachel: Right

Daisy: Yeah (.) and so people just sometimes leave (.) and like there’s a boy in my year who
misbehaves a lot

Rachel: Hmm

Daisy: And he always used to just walk out of class or (.) test teachers so much till they’d send him to
isolation but he’s ended up getting kicked out of our school

Rachel: Oh, right ok

Daisy: Yeah urm (2) but | never really feel threatened to go. | wouldn’t ever want to go in
Rachel: Yeah

Daisy: Because it seems like a horrible place but urm (2) yeah

Rachel: And you mentioned before that you think like some people would rather be there
Daisy: Yeah

Rachel: Do you feel like does that happen like if they kind of walk out can they just go there or if they
get to isolation would they get told to go back sort of thing?

Daisy: | don’t really know but (2) when (.) as | previously said when that girl walked out, she did end
up going to isolation and get to stay there but some teachers because in lessons teachers can issue a
*specific warning, which is an after school detention

Rachel: Ok

Daisy: And erm you get sent to another room or sometimes if there’s no rooms available you get
sent to the isolation room

Rachel: Ok
Daisy: And urm (2) but, | guess they just kind of get to stay (.) | guess
Rachel: Hmm and you said that you wouldn’t want to go there yourself

Daisy: No
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Rachel: Because it’s a horrible place (.) Can you tell me a bit more about what makes it a horrible
place?

Daisy: Well, I've only been in there (.) like | said previously (.) to drop off urm or pick up papers and
urm there it’s just it’s like (.) it just is a horrible place like it looks almost sort of like out of a prison |
guess in a way

Rachel: Right

Daisy: Like there’s no windows and it’s just like (.) two or three desks with a chair
Rachel: Right ok

Daisy: And then there’s a teacher’s desk

Rachel: Yeah (2) ok and you mentioned before that there’s a *specific warning, which is an after
school can you kind of talk me through how how someone ends up getting sent to isolation like with
like that system

Daisy: With like with the system yeah

Rachel: Yeah

Daisy: So (.) first you get a *specific warning if you're disruptive in lesson
Rachel: ok

Daisy: and then you get a *specific warning if that carries on

Rachel: Yeah

Daisy: And then after that it’s a *specific warning, which means you have an half an hour after
school detention after school and you get moved to another classroom so (2) say | got one which |
haven’t | would then get moved to like the classroom next door

Rachel: Hmm

Daisy: and then if you’re disruptive in that lesson (.) then you get a *specific warning, whichis a (.)
an hour | think or 45 minutes to an hour | think

Rachel: Yeah

Daisy: Urm but you can also get like a *specific warning for being on your phone and stuff
Rachel: Right ok so just out of sudden

Daisy: Yeah

Rachel: Right ok

Daisy: Urm (2) and you can also get (.) we have like *behaviour cards

Rachel: Yeah

Daisy: and if you get three bad signatures for like either forgetting your PE kit or misbehaving on the
corridors then you get a *detention after school

Rachel: Right ok
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Daisy: And then after (.) so if you skip, cos some people decide they’re just (.) can’t be bothered to
go to a detention

Rachel: Hmm

Daisy: You skip a *detention then the next night you’ll have a *longer detention

Rachel: Right

Daisy: And urm if you skip your *longer detention you then have isolation for the next day
Rachel: Oh ok

Daisy: But when you have isolation, you have a detention after school as well.

Rachel: Right so they have detention after school and then would the isolation be the next day?

Daisy: So, the iso so if you skip the *longer detention, so you just decide not to do it the next day
instead of lessons all day you’re in the isolation room

Rachel: Right

Daisy: Including break and lunch. | think you’re allowed to go out for food but that’s it
Rachel: Right

Daisy: And then after school you’re put in the detention room

Rachel: Ok so so if someone is in isolation say from your say one of your friendship group
Daisy: Yeah

Rachel: Was in isolation

Daisy: Yeah ((laugh)) (quite a nervous seeming laugh/almost shocked at thought of the idea?)

Rachel: Would you know that they were in isolation? Like would you see them at lunchtime or do
they literally

Daisy: Urm well I've seen people that have got isolation

Rachel: Uh huh

Daisy: and they get escorted down *corridor which is a corridor that only teachers are allowed down
Rachel: Ok

Daisy: By a teacher and it’s just to go get food during (.) before lunch (.) and then they have to go str
back in that room to eat and stuff

Rachel: Right ok. So, they’re suddenly so you’re allowed to kind of walk round school freely
Daisy: Yeah

Rachel: | presume. But if you’re in isolation, if you move around school (.) you’re escorted, is that
right?

Daisy: Urm (.) yeah
Rachel: Ok

Daisy: | think
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Rachel: Ok. And (.) have you sort it where someone in your class has been sent to isolation before?

Daisy: Urm I've never had it where they’ve been sent to isolation before like by the teacher unless
they didn’t know they’d got an isolation

Rachel: Yeah

Daisy: And then a teacher comes into our classroom to tell them that they need to be going to
isolation

Rachel: ok
Daisy: But obviously, like | said earlier, people have been sent like decided to just leave [and go]

Rachel: [Yeah] Yeah. And that time, you know when the teacher came in (.) and sort of said ‘you’re
meant to be isolation’

Daisy: Yeah

Rachel: Can you kind of tell me what happened in that
Daisy: Urm

Rachel: Like talk me through that?

Daisy: So once when | was in Science urm (.) a boy named *student he was just urm doing his work
normally and he said he’d only skipped a C3 but everyone was (2) convinced he’d skipped a C4

Rachel: Hmm

Daisy: And so he said that he didn’t need to be going and then urm (.) one of our (2) like headteacher
(.) higher up (.) they came and they were just like ‘can we have’ and then they said his name and
then they were like ‘you need to take your things you’re going to isolation’ and then you don’t see
them for the rest of the day (quieter on word day)

Rachel: Right ok and when they came and said that [to]
Daisy: [Yeah]
Rachel: to the young person in your class how did they kind of react to that

Daisy: Well (.) | think they were kind of a bit shocked that they got it cos they didn’t know they were
supposed to be having it but that person gets a lot of detentions and goes to isolation quite often so
| don’t think they really minded

Rachel: Ok so they kind of just got up and went
Daisy: Yeah

Rachel: With the teacher? And do you find that is there sort of some people who seem to go to
isolation a lot would do you think there would be some people who you’d be really surprised or who
would never go to isolation?

Daisy: Yeah, so there’s some people like there’s (.) it tends to be more like the more kind of people
that think they’re more popular than everyone and think they’re higher up than everyone that tend
to just kind of push the teachers to their limits until they get sent there

Rachel: Hmm

Daisy: Cos they think it makes them seem more cool
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Rachel: Right ok

Daisy: Whereas there as there’s like the people | tend to hang out with they’re too scared to even
just get a *warning

Rachel: Yeah

Daisy: Yeah

Rachel: So, you were sort of saying how some people would see it as like like it’s cool thing
Daisy: Yeah

Rachel: To get sent there but that for others it’s a scare kind of a scary thing the system
Daisy: Yeah

Rachel: Does do you feel like that some people have those different feelings then towards
Daisy: Yeah

Rachel: [The school]

Daisy: [Definitely.] Like (.) I | would never want to get told off by the teacher like (.) it kind of scares
me in a way

Rachel: Hmm
Daisy: and it also seems really embarrassing
Rachel: Yeah

Daisy: but for some people (.) like they just think that people will find it as if nothing can really
bother them

Rachel: Yeah yeah
Daisy: Yeah

Rachel: | know what you mean. And when you started at the school, how did you find out about
about isolation as a room, did you get shown it and like a tour around the school or

Daisy: So basically, urm on like our second day we had to go to a classroom and we had a teacher in
there and they’d we had they had a slideshow and they told us all the things like urm (.) well the (.)
the house system at our school had just been introduced so they told us about that

Rachel: Ok

Daisy: And then they urm told us about *reward cards which is the opposite of a *behaviour card
Rachel: Uh huh

Daisy: Where you get positive if you’ve done something positive you get a signature

Rachel: Right

Daisy: And if you get so many signatures you get a reward

Rachel: Yep
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Daisy: (2) urm (3) and they just kind of told us like if you’re disruptive in class then you'll get a
*warning and then a *another warning and then it continues up and then they told us about
isolation and how you shouldn’t want to go there sort of thing

Rachel: Right ok
Daisy: Yeah

Rachel: So, it’s (2) so the way it’s (.) spoken about, correct me if I'm wrong, but is the way it’s spoken
about a bit like you don’t want to go to that space, like it’s a negative thing to be?

Daisy: Well, that’s what they told us at the beginning but they don’t really tend to, like | think it’s
more to kind of influence kind of like the youngers like Year 7 and stuff (2) but they don’t really talk
about it as much they are just like ‘it’s isolation’

Rachel: Yeah

Daisy: Because | think they kind of think they’ve embedded it in our heads that it’s a really bad place
Rachel: Yeah

Daisy: Yeah

Rachel: And how do you feel about it being there as someone in the school? Do you (2) kind of are
you pleased that it’s there at times? Is it something that you wish wasn’t in school?

Daisy: Urm (2) yes and no because

Rachel: Hmm

Daisy: It’s nice that (.) people who are doing bad things (2) get the punishment
Rachel: Hmm

Daisy: But at the same time | feel like it could be better if they had other punishments because
people are now just (.) like (3) ((sigh)) | don’t know what the word is for (2) like mistreating it

Rachel: Yeah yeah

Daisy: So, to kind of get their own way | guess
Rachel: Yeah

Daisy: just to not have to do their lessons
Rachel: Yeah

Daisy: But also, when you’re in isolation, you get sent work but very rarely cos (2) there’s *specific
title* students, so when you’re in *specific year group, you get a day or two days instead of doing
lessons

Rachel: Hmm
Daisy: You help out staff so like you go give work and stuff
Rachel: Yeah

Daisy: There’s like other class and majority of the time you get a timetable for the people who are in
isolation (.) but half the time because the school’s so busy it ends up not happening so they just read
or something
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Rachel: Oh right

Daisy: Yeah

Rachel: So, they’re meant to get kind of some work delivered to them

Daisy: Yeah

Rachel: But lots of the time they’re not

Daisy: Yeah

Rachel: So, what do you know what they kind of are so they’re reading did you say?
Daisy: Well, when | was *specific title* student

Rachel: Yeah

Daisy: Urm when we went in there, we had to give out work and they were saying about how, the
teacher said something about ‘oh this is the first work they’ve had all day’ and it was like after lunch

Rachel: Right ok
Daisy: So, and they were all just sat in there reading so | presume that was what they were doing

Rachel: Yeah (.) yeah (.) and when you’ve gone in the space or the room and | know you sort of
described what it looks like but what does it feel like to walk in is it err

Daisy: It’s not a very nice place. It feels like somewhere that you just wouldn’t want to be
Rachel: Yeah

Daisy: Like | | hated going in it cos | had to go in it (.) when actually when | was *specific title*
student a few times to drop off some work and | just (.) hated doing it | kept trying to make whoever
| was doing *specific title* student with go in there instead of me

Rachel: Yeah (.) yeah

Daisy: Yeah

Rachel: So not a place you’d kind of enjoy

Daisy: Yeah (.) and all the people in there just looked like (2) they were fed up so

Rachel: And do you think (2) so | know you kind of talked us through a place that can kind of be used
as a punishment (.) do you think it kind of works? Do you notice that people who are sent there
don’t get sent there again and it changes them or do you think they go

Daisy: | don’t really know like (3) some people so if they (.) really really misbehave and like they get
(.) isolation loads they get, sss is it suspended where you’re off for a few days?

Rachel: Yeah

Daisy: Yeah. Suspended for a few days but to be honest | don’t really think that’s much of a
punishment cos they just get to sit at home all and do what they want

Rachel: Yeah
Daisy: So, | don’t really think it’s doing that much

Rachel: Yeah
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Daisy: | think detentions after school (2) are doing more because it’s actually taking time out of their
day

Rachel: Yeah
Daisy: Which affects them more

Rachel: Yeah. Yeah (2) and then when you’re in school and say you’ve got some pupils who are in
isolation from your year and then the rest of you the rest of you kind of walking around as you want
and (.) not like anywhere

Daisy: ((laugh))
Rachel: Free between periods and lessons
Daisy: Yeah

Rachel: Do you feel like they’re part of your year group still when they’re in isolation? Or do they feel
a bit separate to you?

Daisy: Well sometimes you just kind of forget

Rachel: Hmm

Daisy: Because like you’ve not seen them all day and some people always presume they’re ill
Rachel: Yeah

Daisy: And they’re not. Urm (4) but it’s like (4) for their friends | guess so say if my friend was in
there then I'd kind of feel a bit more distant from them

Rachel: Yeah (2) and are some people (.) in there for more than a day or is it only ever kind of one
day

Daisy: Well (.) urm it depends what you do cos urm (3) cos sometimes at our school some people
have fights

Rachel: Hmm

Daisy: And urm if they’ve been in a fight sometimes their punishment, if they weren’t the one to
start it, it’s like isolation for two days

Rachel: Right ok
Daisy: Yeah (.) or a few days

Rachel: And if someone has gone to isolation and | know you’ve said sort of sometimes people are a
bit like ‘oh, they’re in isolation” how do you find out if someone’s in isolation

Daisy: Normally it’s their friends that kind of are just like and the teachers will be like ‘oh where’s so
and so?’

Rachel: Right

Daisy: And it’s always like the nicer teachers (.) urm who are like ‘oh what happened? Why are they
in isolation?’ ((expressed with concern))

Rachel: Right

Daisy: Cos | think teachers get notified
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Rachel: Yeah

Daisy: And their friends are always like ‘oh they did this and this and that’ but sometimes we just
don’t find out

Rachel: Yeah. Right ok so it’s it’s not like someone would say

Daisy: Yeah

Rachel: This person’s not here today because

Daisy: Yeah

Rachel: They’re in isolation. The teacher themselves might not necessarily
Daisy: Yeah

Rachel: Have been. (.) And you sort of said that sometimes those nicer teachers are a bit like ‘oh no
why what?’ Is that as in because they are seeming concerned that they’ve been sent there or

Daisy: Yeah. Yeah cos one of, one of my *subject teachers, she’s lovely, and when | used to have her
for *subject instead (.) a boy in my class who always gets isolations and detentions always ask us if
like what’s happened and how he feels about it sort of thing

Rachel: Yeah
Daisy: So, | think they’re doing it more in a like (.) a sort of caring way and sympathetic way

Rachel: Yeah (.) yeah. And (.) | know you mentioned like sometimes there’s different teachers and (.)
like that sometimes people want to go to isolation cos the teacher who's in there

Daisy: Yeah
Rachel: is one they like. So, is it that there’s different teachers in there each day or?

Daisy: Yeah it tends to be like (2) it might not be necessarily like a teacher’s in there all the time
every day.

Rachel: Yeah

Daisy: | think it's more or less when a teacher’s working and they don’t have a class to fill out
Rachel: Right ok (2) so they kind of go in there

Daisy: Yeah

Rachel: And do you ever kind of hear anything from isolation is it quite a quiet space, does it ever
seem noisy or loud?

Daisy: Urm | think the people that go in there just know to be quiet cos urm at break and lunch
sometimes or if you like (.) go like fill up your bottle or something during like urm lesson time and it’s
really quiet you can’t hear anything really from that room

Rachel: Right

Daisy: Although it is like it’s kind of like down a corridor that people don’t go down and then there’s
a door (.) and that | think it (.) it’s like the door is proper like a (2) very shut shut door

Rachel: Yeah, | know what you mean
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Daisy: Yeah

Rachel: A bit like a fire door sort of thing?
Daisy: Yeah

Rachel: Like really solid?

Daisy: Yeah

Rachel: And you said that like down a corridor that people don’t go down (.) is that because that’s
the only room off that corridor or is it because you’re not allowed down that corridor

Daisy: Urm it’s because it’s the only room off that corridor and the corridor’s really really short
Rachel: Right

Daisy: It’s like (3) it’s like four metres | think

Rachel: Yeah (.) yeah

Daisy: And then it’s just the classroom and then | think they have another isolation in case it gets
overflowed

Rachel: Oh right ok. And just sort of thinking about how your school is set up because you just sort of
mentioned the short corridor. If you think about your school, is isolation something that’s kind of
physically like in the middle of school, is it right at the edge, is it (.)

Daisy: Urm it’s like in the middle. So, it’s very close to *pastoral department

Rachel: Right

Daisy: Which are there to help you if like you’ve hurt yourself or you need to talk to someone
Rachel: Yeah

Daisy: And it’s not too far away from the *corridor which | mentioned earlier where all the teachers
are down

Rachel: Yeah

Daisy: So, | guess that’s kind of in case something happens in there

Rachel: Yeah

Daisy: That the teacher in there kind of can’t handle then they have extra support

Rachel: Ok (.) urm | know you sort of said you wouldn’t want to go there yourself. If you imagined if
you did end up in isolation yourself. Do you think it is something that other people like your friends
and family, would they be sort of supportive and helpful with that? Would they be disappointed?
What do you think?

Daisy: | think my friends (.) | think it kind of depends on what’s happened.
Rachel: Yeah

Daisy: So (.) like some people get it for being in a fight. | think if | was in a fight | think my friends
would be worried about me but | think my parents would be quite disappointed that I'd gotten into
something like that
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Rachel: Yeah

Daisy: But if it was for like (.) some people get detentions for something that (2) is like (.) kind of
harmless like sometimes the teachers forget to set our homework online

Rachel: Yeah

Daisy: And urm (.) if you’ve not the done the homework even though they’ve not set it online
sometimes they will like give you a detention

Rachel: Right ok
Daisy: My Mum’s always told me if that happens to skip it and my mum will ring the school about it
Rachel: Yeah

Daisy: But urm (3) | think if that was the case and they gave me isolation after | think my Mum would
be more angry with the school than at me

Rachel: Yeah absolutely. Just hearing that and thinking you’ve got that support around you and
challenging that back with the school cos that sounds like a school mistake rather than you making a
mistake. Ok (2) and yeah just sort of thinking, do you think of isolation kind of like a safe space for
someone to go to? | know you said sometimes people want to go there

Daisy: Yeah

Rachel: Why do you think that is that they’re wanting to go there?
Daisy: Well (.) | don’t necessarily think it's a safe space

Rachel: Hmm

Daisy: There are other safe spaces in school like it’s called *place name and it’s a *specific building at
school

Rachel: Right ok

Daisy: And there’s teachers to support for students that are struggling in lessons
Rachel: Hmm

Daisy: Or just really don’t want to be in there

Rachel: Ok

Daisy: Or like too overwhelmed in lessons (.) and urm | think that if (2) that was really the case and
they weren’t doing it instead to be seen more like ‘l don’t really care about the school’ then they’d
go there but they’re just kind of doing it to big themselves up | think by going there

Rachel: Hmm. So they’re that’s interesting that you’ve got kind of a safe space that people can go to
Daisy: Yeah

Rachel: If they’re feeling overwhelmed and they get that support

Daisy: Yes

Rachel: But that is a different space to the isolation space, is that right
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Daisy: Yeah (.) so the isolation room is in the main school building (.) whereas the *supportive space
is in a *different building separate from school

Rachel: Right ok ok and it has that sort of supportive space feeling as a space
Daisy: Yeah

Rachel: And are there sometimes (.) people who (2) like do you feel it’s clear who should go to
isolation and who should go to the *supportive place or is there sometimes times where you think

(2)

Daisy: It’s like a mix of both (.) like people who go to the *supportive place, and there’s also
*another area in school* which is like, people who can’t do lessons and stuff (.) urm I think it’s kind
of a mix so (.) sometimes people who do go to isolation because they are messing around do need
the extra support as well

Rachel: Hmm

Daisy: So, it’s kind of like a tough situation whether they go to *support place or isolation first (2) like
a punishment or if they should be getting more help but there’s some people like I've got a friend
who urm she has really bad ADHD like she can’t sit still in lessons. So, if something’s too much for
her then she can just leave the lesson and go to the *supportive place to get help or do something
different

Rachel: Yeah yeah (.) and is that for her to kind of like say (2) or not necessarily say it but to do that
or do the teachers ever kind of help her to

Daisy: Urm well it’s only been like a new thing since she got diagnosed
Rachel: Hmm

Daisy: But she’s had meetings about it and stuff and her parents in school and (2) there’s like (2) on
our register we have like (1) for different students (.) they get notes on it so say someone has like (2)
diabetes or something

Rachel: Yeah

Daisy: It would be said on (2) the register so for her now it will say that she needs any extra support

and stuff and for teachers to help her a bit more
Rachel: Yeah. Ok so it so they all know
Daisy: Yeah

Rachel: They’ll be looking out and she also herself can sort of say that. Ok (.) but there might be say
other people in your class who might not have a diagnosis of something and if they were doing a
similar thing they could potentially could end up in isolation?

Daisy: Yeah

Rachel: Ok. And so can anyone go to the *supportive place at any point or is it only certain people

who are allowed to be there
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451 Daisy: No. You well really if you're really struggling you ought you mainly tell the teacher and {(.)
452  majority of the time (.) someone will come to talk to you like (.) out of lesson so like someone might

453 come and find you or someone will pull you out of lesson
454 Rachel: Right

455 Daisy: For like five minutes just to like talk about it

456 Rachel: Hmm

457  Daisy: But urm (2) the *supportive place is mainly for pupils whose parents have kind of (.) said and

458  they’ve gotten like a diagnosis and stuff
459  Rachel: Yeah yeah

460  Daisy: Cos | think like they’ve done it that way because otherwise people kind of abuse its power (.)

461  andjust go there like ‘oh | can’t do lessons’

462 Rachel: Ok (.) and do you think that would be something that would be likely to happen a lot that

463 people would kind of like choose to do that?
464  Daisy: Yeah (.) definitely

465 Rachel: So (.) | think we’ve probably come to the end of the questions around it but before | finish
466  the recording, is there anything else you’d like to add or any more detail or there might be
467  something we’ve not covered that you might think ‘oh | was going to say about this and | haven’t

468 had a chance!’
469 Daisy: ((laugh)) urm (4) not really | don’t think

470  Rachel: Ok (.) that’s absolutely fine. Thank you so much for your time and for agreeing to take partin

471 the interview.
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Appendix K
Fenton’s Transcript

Rachel: Okay (2) so just to start we're gonna start with some just straightforward questions just to
kind of help ease into the interview. So (.) first of all how old are you?

Fenton: (2) Urm I'm 13.

Rachel: Okay, thank you. And do you have any brothers or sisters?
Fenton: Err a younger sister.

Rachel: Ok. Lovely. And which year group are you in?

Fenton: (2) 'min Year 9.

Rachel: Brilliant. Okay. And how long have you been at your current school? Have you been there
since like Year 7 or did you [change]

Fenton: [Yeah], since Year 7

Rachel: Since Year 7. So, you're in your third year there? ((pitch raising to indicate a question to be
confirmed)).

Fenton: Yeah. [Yeah.]

Rachel: [Brilliant.] Okay. Lovely. And do you have a favourite subject in school at all?
Fenton: (2) | do, yeah, urm it's construction.

Rachel: Okay, and how come that's your favourite?

Fenton: (2) Err because | want to go on and be an architect when I'm older.
Rachel: Oh wow! Have you always wanted to do that? Or is that

Fenton: Yeah, well for a for a couple years.

Rachel: Yeah. Yeah

Fenton: Yeah

Rachel: You really enjoy that? (2) [Brilliant]

Fenton: [l really do, yeah]

Rachel: Lovely, that's brilliant. And have you ever been to isolation yourself?
Fenton: (3) Yeah. More in Year 8.

Rachel: Okay, and have any of your friendship group ever, been to isolation.
Fenton: Yeah.

Rachel: Yeah. Okay. Lovely. So, just in terms, like | said to you before, in terms of what the research is
about, it's exploring the experiences of young people attending a school which has an isolation space
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or room, and it might be called something slightly different depending which school you're in. But, a
kind of, some sort of consequence room or isolation room.

Fenton: Yeah.

Rachel: And so, to start with, | have just one key question and then we can explore areas that feel
important. So, that is, can you tell me about your experiences and feelings about being in a school
with isolation?

Fenton: (2) Urm well so | know this year, my isolation room is a bit different to last year, but | do know
that last year, we just had to sit in with our tutor, and we had to stay there for the whole day. But |
know that this year, you're in the *area (2) urm and it's with all the other people that are also in
isolation, but it's called the *room.

Rachel: Yep

Fenton: So, | think the school’s trying to make it sound like a good place but it’s () it's not and there's
more consequences if you like misbehave in ((emphasis on the word in)) there.

Rachel: Uh huh
Fenton: So, like it can lead to like suspension.
Rachel: Right.

Fenton: Pretty easily, urm () but isolation room it can be for the silliest things. Like if, if you don't have
a shoe with a 90 degree angle at the bottom of it (.) then (2) you go to to the *room.

Rachel: Right.

Fenton: Yeah, which | think’s silly because you can't see the bottom of your shoe.
Rachel: Yeah. Okay.

Fenton: Yeah

Rachel: Okay. So, in terms of, just understanding what could end up with someone going to the
isolation room, or the *room, as it's now called.

Fenton: Yeah.

Rachel: So, you talked about kind of, it can be those silly reasons. Is that how, is there kind of a
leading up to that point, or would that just be

Fenton: Yeah so, urm, since the beginning of this year (.) in every entrance of the school, there's two
members of staff () one or two that check your uniform.

Rachel: Right.
Fenton: And if it's not right, then you have to go straight to the *room.

Rachel: Okay (.) and when you're in the *room, or what was previously (2) the kind of different room
with your tutor.

Fenton: Yeah.
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Rachel: What happens in that room, what does the day look like?

Fenton: Urm so you will (.) urm (2) you will go and get work (.) urm if it's physical work from your from
your teacher of that lesson, or it'll get sent to you, and you have to do you've got to complete all your
work in there. Yeah.

Rachel: And can you tell me a bit more about where that's like in there? | mean is there, are you kind of
talking with your tutor? Is it silent work?

Fenton: Urm well when it was with the tutor, urm, (.) you just sit like at the back, because they'd, they'd
be teaching different year groups. So, you just have to sit like whether that's in the sort of shelfy bit or
like just on an empty desk and you just have to get on with your own work and you could ask your
tutor for help but they’d normally be teaching.

Rachel: Okay, and in terms of the difference between how it was last year and this year (2) was last
year, was were you just by yourself with your tutor or or were there more people in the room as well?

Fenton: Urm, yeah, normally there’d be other people in the room, but it was only really people from
your tutor group if they were also on isolation and...

Rachel: [Right.]

Fenton: [and obviously] the lesson that the teacher was teaching

Rachel: Okay, so this year is it a bigger group, potentially, of children in that
Fenton: [Yeah. Yeah.]

Rachel: [Space] right, okay, okay. And you talked about you, you said it's not a good place, how they're
trying to make it sound a bit more like a good place

Fenton: [Yeah. Yeah]
Rachel: [But it's not a good place.] Can you tell me a bit more about how how you feel about that?

Fenton: Yeah, well | think that there's there's different levels of misbehaving that like of children that
are in there. So, there's a big, there's a big spectrum of it like there's, there’s people that are just in
there for uniform. There's people who like go in there for like being like really rude to teachers and
stuff (2) and there's (2) urm (1) and there’s lots of people in there (2) and last year, because it was
just with your tutor, it was a lot quieter (2), but (1) now there’s, it's the whole *area. There's lots of
children in there who (1) who do misbehave whilst being in there still.

Rachel: Yeah. And have you sort of been there this year to the new (2) *area or [is it]
Fenton: [I've been] I've been once.

Rachel: Hmm

Fenton: (3) like not for that long. [Yeah]

Rachel: [Yeah] and then, when you sort of think back about the times you've been in isolation, are (1)
are you generally in there for a day at a time, is it sometimes more? Or (2)
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Fenton: (2) Urm well in Year 8 urm (3) you (2) if your uni if you have two things of your of your uniform
wrong, then you go in there until they're sorted. Urm but this year, urm, they have bought uniform,
which you can change into if you don't have the correct one.

Rachel: Right.
Fenton: But a lot of people refuse to
Rachel: Okay (2) so if they refuse to, (1) do they (3) sort of have to stay?

Fenton: (2) Yeah, some of them have like detentions urm (2) more time in the *room. Like teachers
can add on how many (2) like periods they want urm to be in there for

Rachel: Right, okay, and is that the teacher in the room adding them up
Fenton: Yeah. Yeah.

Rachel: Right okay so they could go in there and it get longer [and longer]
Fenton: [Yeah], that's just from this year.

Rachel: Right, so it wasn't like that last year?

Fenton: No

Rachel: Okay, okay. And then just thinking back, is there a particular incident of a time, maybe, when
you were (2) sent to isolation, that you would want to share or that you think would be an interesting

Fenton: Urm it was more it was definitely more uniform than anything. Urm | don't think | don't ever
really get *\REMOVED FROM LESSON as such, more just detentions. But uniform was probably the
main reason for a lot of people to be an isolation.

Rachel: Yeah. Yeah. (2) And | know at the beginning you mentioned how some of your friendship
group had gone to isolation or *room as well (3) is that for (1) similar situations [would you say]

Fenton: [Yeah] Yeah, a lot of the time. Yeah.

Rachel: Yeah (1) and then when you come back when you've been sort of in isolation or *room you
come back into kind of the rest of the school, what's what'’s that like when you come back?

Fenton: (2) Urm (1) it's pretty much the same. You just meet up with all your friends and just yeah just
talk about how bad it was really.

Rachel: Right, so you sort of say, you talk about how bad it was. [Do you] do you kind of together have
a view?

Fenton: [Yeah.] Yeah.

Rachel: Yeah. Okay. Okay. And then (2) I'm just sort of thinking (1) you, you mentioned, how there was
a tutor there last year and it would be your tutor group. So there (2) would that be kind of an element
of learning when you're in the isolation space?

Fenton: Yeah, urm, | mean, (2) because you are alone and a lot of the time, if it was a different year
group they'd be doing different levels of work, you sort of just had to get on with your own stuff.
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Rachel: Yeah. Yeah.

Fenton: Yeah. But, as bad as it may seem like (2). Isolation last year was a lot more fun than it is this
[year]

Rachel: [Right.]

Fenton: Because, because, when, Mum doesn't know this but, urm, you could just like take off like your
tie and change your shoes and then (1) you'd be an isolation for lessons that you don't want to go to.
[And]

Rachel: [Right. Okay.]

Fenton: your friend could do it too and then you'd be (1) in the same tutor together.
Rachel: Yeah. Yeah.

Fenton: But you can't do that anymore. Yeah, definitely.

Rachel: No, no. And did that used to happen quite a bit do you think?

Fenton: Yeah, definitely.

Rachel: Do you think, do you feel that school were kind of school were aware of that? Do youu think
that's part of their change?

Fenton: Yeah probably, they probably like overheard people talking about it.

Rachel: Yeah. Yeah. (2) So (1) you sort of mentioned around you know not, trying to avoid certain
lessons and things like that is that, do you think that's still a kind of reason why some people might

Fenton: (2) | think it could be, but | think because we've picked our GCSEs now, a lot of the lessons we
don't like we don't have anymore.

Rachel: Yeah (2) okay. So do you think (1) has that changed things now you've had a bit more control
over what subject you're going to be doing.

Fenton: Yeah, |, yeah, | do believe so.

Rachel: Yeah. Yeah. And when you started at your school, when did you first hear about isolation as a
space?

Fenton: (3) Well | think Year 7, | never really got into any mischief or anything, so I never really was
aware of it (1) urm but | did hear friends in older years talking about it. [And]

Rachel: [Yeah.]

Fenton: They, they, they all said it was great because you'd be with your tutor and you didn't have to
go to your lesson and stuff.

Rachel: Right. (3) Yeah. So, it was seen as kind of a great, (1) a good thing.
Fenton: Yeah.

Rachel: Yeah.
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Fenton: A lot, yeah definitely.

Rachel: But, but then, when you've talked about it, you were saying how it's not not actually so good.
Fenton: No, not, not anymore.

Rachel: No. And that, is that this year's change [that you feel]

Fenton: [Yeah. Yeah.] Definitely.

Rachel: Okay, okay. So, is it a space you'd want to go to now or

Fenton: (3) | think it depends. (1) | mean, (1) | sort of had to pick History, but | wouldn't, if you're two
minutes late to a lesson, you get five hours in the *room.

Rachel: Right. Five hours.
Fenton: (4) If you're two minutes late.
Rachel: (3) Would, and would that be on the same day? Or would that be on a [different]

Fenton: [Yeah], well (1) urm if it's like, let's say you're in your last lesson, you're two minutes late (1),
then the whole of the next day you're being there. Or, if you have a third period, three out of, three out
of, we have five lessons.

Rachel: Yeah.

Fenton: If it was third period you'd spend the next two (3) urm or the next three in there because
you've got the rest of lesson three, four, and five. You'd spend those three urm in *room and the next
two of the next day.

Rachel: Right. Okay. And how do you feel about that, that idea?
Fenton: | think it's so stupid.
Rachel: Yeah.

Fenton: Yeah. It's so bad because like you could have a reason for being late but like (1) but like they
say you need a note and everything now. You could be like popping to the toilet or like filling your
water bottle up (1) if you just have PE. Then (2) you should be allowed to be two minutes late.

Rachel: And is there, do they have any kind of allowances for things like that or is it just an outright?
Fenton: Urm (1) not really. You do have to have a note, like a lot of the time. Yeah.
Rachel: Yeah, yeah. Have you seen or experienced people having time in *room for that?

Fenton: Yeah, | think I've been near to the two minutes and they just say ‘hurry up otherwise, you're
going to [*room’.]

Rachel: [Right.]

Fenton: But other people, if they come in late because they they shut their doors after the two
minutes. If they come in after that they'll just say, ‘No, go to *room’. It's so severe.

Rachel: And, and you sort of talked around how the teacher might say, ‘Hurry up, otherwise it's *room’
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Fenton: Yeah.
Rachel: Is that how your teachers talk, is it talked about like it's a punishment like that.
Fenton: Yeah, yeah definitely.

Rachel: Okay, And then in terms of how like your friends and people talk about isolation, (1) do you
kind of, how do you overall feel about there being isolation at your school?

Fenton: Urm, | think it is (1) | don't think it's that necessarily | think detentions are enough of a
consequence to then also have *room is unneeded, | think.

Rachel: Yeah. Yeah, and you mentioned urm about *REMOVED FROM LESSON ((change in tone)). Was
that right?

Fenton: Yeah, that was urm last year. So, if there was a *NAME AND TIME detention and then a
*LONGER TIME detention and then *REMOVED FROM LESSON, which you would just go to your tutor
for the rest of the day. [Which is a]

Rachel: [Right, ok, and would that be something?] Sorry, *Fenton.

Fenton: And that was isolation when you went to your tutor for the rest of the day.
Rachel: Right, so it would just be you and your tutor together.

Fenton: and, and (1)and whoever the teacher’s teaching.

Rachel: Yes. Ok. So, that was kind of in the moment you would go at that point.
Fenton: Yeah. Yeah.

Rachel: Okay, right, okay. And then just in terms of, if see, have you seen someone kind of be
*REMOVED FROM CLASS in that way and...

Fenton: What last year?

Rachel: Yeah.

Fenton: Yeah. Yeah.

Rachel: And when that happens is that something people are okay with happening? Or do they kind of

Fenton: Not really, but they also do it this year because in one of my lessons, there's these two girls
and they had to go on their radio to say, ‘Can somebody come pick up these two girls?’ because they
were, they were like 10 minutes late or something. And...

Rachel: Yeah.

Fenton: then they were properly refusing. And then at one point, they just walked out and left the
teacher who came to collect them.

Rachel: Right.
Fenton: To take them to the *room.

Rachel: Right. Okay.
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Fenton: But they're very, they're very persistent towards it.

Rachel: Yeah. Yeah. So when someone sort of told they have to go there, that's not a (2) not a
positive, necessarily.

Fenton: No, definitely not ((very serious tone)).

Rachel: Ok, so in terms of my questions, | think we kind of come to the end of my questions, but
before | finish the recording, is there anything else you feel you haven't necessarily had the chance to
kind of cover in terms of what things are like.

Fenton: Urm, well | think it's just the reasons for the *room, | think they're just really silly. Like, oh what
was the other one. Urm (2) | completely forgot, but It's just the stupidest things like if urm if the
bottom of your shoes isn’t 90 degrees, | can't get over how stupid that is.

Rachel: Mmm.
Fenton: You can't even see the bottom of your shoes so | don't get why it's necessary.
Rachel: When you say that, do you mean like the 90 degree of the heel?

Fenton: Yeah, of the heel, yeah. But like, like, every single shoe has to have the heel. Do you want me
to get my shoes? ((laughter))

Rachel: Yeah ((laughter)) that'd be really interesting.
Fenton: (17) These are the shoes that | used to have just normal black bottom shoes.
Rachel: Yeah.

Fenton: But they said they were ‘too trainery.” So, we have to have one of these. But here has to be 90
degrees.

Rachel: Right.

Fenton: The heel here has to be 90 degrees. (3) It's so stupid.

Rachel: So, when you're walking into school, there's two members of staff did you say?
Fenton: Yeah.

Rachel: And then literally checking shoes ((questioning tone)). What else do they check?

Fenton: Urm, sometimes, if you've got your coat on, they ask you to unzip it to show that you've got
your blazer on. But if you say it's in your bag, they’ll make you ... like Mr *NAME, he held my bag and
made me put my blazer on but like it's under your coat so you can't see it anyway.

Rachel: Yeah. Yeah.

Fenton: But it's stupid.

Rachel: Do you feel that having those sorts of rules, is that changing how people are?
Fenton: [Yeah]

Rachel: [Do you think it kind of works?] Or do you think it's
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Fenton: | don't, | don't think it works because we're allowed to take our blazers off in lessons [anyway]
Rachel: [Mmm.]
Fenton: So, | don't really see the point of wearing it just to walk (1) five minutes to another lesson.

Rachel: Yeah, yeah (2) So, you've got quite a lot of different reasons for why someone could be in
isolation

Fenton: Oh, yeah.
Rachel: And like you say, they're they're very, they seem very varied. Yeah. Okay.

Fenton: It's pretty bad. And also, if you're, last year, if you kept on being late like because they didn't
have to go straight to *room, sometimes that time would just get added up to a detention like it or
something.

Rachel: Yeah, you'd have the isolation and then detention?

Fenton: Yeah, sometimes. But | was gonna say, what was | gonna say? Oh, this year, you have to be
escorted to the toilet.

Rachel: So, if, is that anyone or is that if you're in

Fenton: Yeah, anyone. If you're in a lesson and you want to go to the toilet, you have to ask the
teacher (2) teacher has to email one of the SLT and they'll come take you and escort you to outside
the toilet, wait outside the toilet until you come out and walk you back to your lesson.

Rachel: How does that feel?

Fenton: Urm, it makes. It literally makes no one go to the toilet. There's like two people I've seen go to
the toilet because it, it's just embarrassing now.

Rachel: Yeah.

Fenton: Because I'll be like ‘Miss, can | go to the toilet?’ and she'll be like, ‘Okay, just wait, two minutes’
or to finish this or ‘Yeah, you can go and you just go there and back.’ It's stupid. It completely drags
you down.

Rachel: Yeah. It sounds really, really tough that does.

Fenton: It's a bit like a prison. And like as much as anyone will say it's prison, it's just the fact that
nothing has changed. But since even Mom was in school, nothing's really changed like you have to
walk single line, a lot of the time. Urm (2) the uniform is just old-fashioned now, to be honest. And |
think we need to move on from it.

Rachel: And do your school ever kind of ask for your view or any student's views on things like this.
Fenton: Never.

Rachel: No. Okay, okay. So, just before we kind of finish, that's been really, really helpful and
interesting, is there anything else that kind of you think would be helpful for me to know?

Fenton: Urm, no | don't think there is much to be honest.
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Rachel: No. That's okay. you've shared loads. It's been really, informative, really interesting. And thank
you so much for your time and for agreeing to take part in this.

Fenton: No worries.

Rachel: | really appreciate it. So, like | said, the next steps will be that | will type this up and I'm not
stopping the recording yet just in case we think of another thing but | will do in a moment. Urm, yeha,
so once it's been typed up, these recordings will be deleted, they won't exist anymore. Like | say
there's gonna be this poem that's created when | do the step that's called analysis. Would you like to
have that poem?

Fenton: I'd love to see it actually, yeah.

Rachel: As soon as it's done, | will get back in touch and then you can have a look at yours and then
see that. And like | said as well within the research, no names will be used to make sure no one knows
it's you who's taken part. | won't be telling anyone that you've taken part and it's completely up to you
if you choose to tell people. Would you like to choose the name | use for you in the research? Or
would you like me to choose?

Fenton: Yeah, you can choose it.

Rachel: Yeah, fantastic. | will do what | do that. Is there anything else you'd like to add before we
finish?

Fenton: | blame it on *NAME school ((laugh)).

Rachel: | will change the name there ((laugh)).
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Appendix L
Rico’s Transcript

Rachel: *Rico, has it come up with a message for you to say that it’s recording?
Rico: Yep

Rachel: Perfect! That's good. That means it's working. So, to start, we're just going to cover
some basic information questions. So, first of all, how old are you?

Rico: 12

Rachel: Fantastic. And do you have any brothers or sisters?

Rico: One sister.

Rachel: Okay. And is your sister older than you or younger?

Rico: Older

Rachel: She’s older. How old’s your sister?

Rico: 15.

Rachel: Wow, she is. Okay. Fantastic. And which year group are you in?
Rico: 8. Year 8.

Rachel: Very good. And how long have you been at the school you're at now? Did you start
when you were in year seven?

Rico: Yes. Yes.

Rachel: Yes. So, this is your second year?

Rico: Yes

Rachel: Perfect. Fantastic. And do you have a favourite subject in school?
Rico: Urm (3) Either Food Tech or PE.

Rachel: Ahh ok. And why do you like those two?

Rico: Because normally there's not a lot of writing
Rachel: Right. Okay.

Rico: Not of (3) not theory

Rachel: Yeah

Rico: just like get to do stuff, make make stuff [and play]

Rachel: [Yeah, brilliant] And you like like doing stuff?
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Rico: Yeah.

Rachel: Yeah. Fantastic. Makes perfect sense. And have you ever been to isolation yourself?
Rico: Yes, a lot of time.

Rachel: Yeah. And has anyone any of your friends ever been to isolation?

Rico: Yes

Rachel. Okay. So, like | said to you a little bit before, this research is about exploring your
experiences of being at a school that has an isolation space or an isolation room. So, to start
with, | have one key question (1) and then when you're talking *Rico, you might see me
writing some things down. That's not me testing you or writing anything. It's me, if you've
said something and | think, “oo that's really interesting. I'd like to find out more about that."
I'll just note down that word on my notepad (1) and it’s so that | don't interrupt you because
| really want to listen what you're saying. So, if you see me writing, | am still listening. Okay,
does that make sense.

Rico: (nodding) [Yes.]

Rachel: [Fantastic]. Can you tell me about your experiences and your feelings about being at
a school with isolation?

Rico: Urm (2) the isolation is quite (1) if it's your first time it's quite nerving (2) nervous.
You're quite anxious a lot of the times (3), I'd say so. But if you go in there a lot, | say, often,
| think you're used to the layout and what happens in there.

Rachel: Yeah. Yeah.

Rico: But it is quite bad because you don't normally get to move a lot to say if you're like a
fidgeter person, you don't get to move. And (1) when | went to a different school in their
isolation, they moved a lot

Rachel: Right

Rico: Like you could go out for the, well, they took you down to the cafeteria, (2) let me
have like a really long movement breaks. But in our school, they don't do that. They take
down your orders and go to the cafeteria for you.

Rachel: Right

Rico: Which is quite (1) not (3) I'd say not as good as the other school
Rachel: Mmm.

Rico: Which is *School name and our school is *School name.

Rachel: Hmm. Okay. And you mentioned that very first time how it can make you feel quite
anxious. Do do you remember the first time you went to isolation? Would you mind telling
me about that?



62
63

64

65
66
67
68
69

70

71
72

73

74
75
76

77

78
79

80

81
82

83

84
85

86

87

88
89
90
91

92

93
94

297

Rico: It was three days and | was ilt was for apparently swearing at a teacher, but | was
swearing at my mate because he was annoying me.

Rachel: Yeah

Rico: So, | (2) when | first went in, my sister told me all about it. So that kind of eased my
nerves but (1) not as much. And so they go in they take your phone and they tell you where
to sit. There's 10 seats in there (2) and if you're naughty, you get *chances and the first
*chance is just to warn you, the second *chance is to warn you again, but the third *chance
is where the next day you get moved to a different school and then that's it.

Rachel: Right

Rico: Then when it's break, you don’t, you just sit there (2) and they don’t give people, they
barely give anyone movement breaks

Rachel: Yeah

Rico: And then they do (3) then you go to lunch (2) and (1) you don't get to move at all (1)
and they they come over and take down your orders and if you don't have money there's no
lunch

Rachel: Right.

Rico: Which is quite bad because with no money and you're like starving, you really want to
get something to eat and then you have no money and they won't get you anything.

Rachel: Yeah

Rico: And then if (2) then (3) some (1) at 3 you just hear everyone leave (2) and at 3:30 you
leave or at 4 or at 5 depending on what you've done.

Rachel: Right.

Rico: At 4 it’s normally if you missed *previous isolation time and at 5 it's normally if you’ve
done something really bad

Rachel: Uh huh
Rico: And you can get up to 3 weeks in there. [Now | said, yeah.]

Rachel: [Right.] (3) Okay (2). Okay, and you were saying it after a bit of time you get used to
the layout in there you know when you sort of said the first time you can feel a bit anxious
but after a bit of time, you're used to the layout you know and what happens. What is the
layout? You mentioned there was ten (2) was it 10 desks or seats?

Rico: Yeah,10 desks.

Rachel: Yeah. Can you describe, if you were trying to describe it like a picture to me what it's
like on there?
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Rico: There's (2) three desks at the front. They're all, say about a metre, separated. Then
you do another one. There's another three desks behind that, the same layout.

Rachel: Uh huh.

Rico: Three desks. And there's one up at the front, like at the very front. (2) And you're not
allowed to talk. (1) You're basically not allowed to look at each other. (1) You're not allowed
to like do anything basically except for work. And if you don't do enough work, you get
another day in there.

Rachel: Right. (2) And if you were doing your work and you weren't sure what to do or
something was tricky on your work, would anyone help, is there someone there to help you
or

Rico: Normally there's a teacher that looks after you. But if it's a difficult question, they'll
probably just tell you to get on with it.

Rachel: Uh huh

Rico: But sometimes if it's an easy but difficult question, they can help you. Whereas if it’s
[inaudible] it’s quite hard.

Rachel: Right. Yeah. And the person who's in there, is it always the same people who work
in there? Or, is it different teachers that come in?

Rico: Different (1) different teachers. (1) Normally in between 3 (1) 3 o’clock to 3:30, there's
a different teacher.

Rachel: Right.

Rico: But that's it normally with teachers. They might come in occasionally to sit down for
like a period (1) which is [inaudible] minutes and then they'll leave (3) and that's it from
them. Then, they just, (2) the main teacher comes back and just sits there for the rest of the
day.

Rachel: Right. Yeah.
Rico: And that's it about the teachers.

Rachel: Yeah. Does it feel different when it's different teachers? Are some teachers a bit
different to each other in there or is everyone the same?

Rico: Err (5). I'd say everyone’s just the same.
Rachel: Yeah.
Rico: Yeah (4). That’s it really. All of them are just the same.

Rachel: Yeah. Okay. And you mentioned about the three *chances and (2), you know when
you said that you're not allowed to kind of talk to others or really even look, would that be
what you might get a *chance for if you did something like that?
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Rico: Yeah, that would be a *chance.

Rachel: Okay. And if you've had that third *chance, you said it means you move to a
different school. Has that happened to you before?

Rico: It's happened to my mates, but I, | haven't been kicked out, kicked out of there.
Rachel: Uh huh.

Rico: They normally just like throw you outside. Not throw, like they tell you to go.
Rachel: Yeah.

Rico: Then at three you leave.

Rachel: Uh huh.

Rico: And then you do and you just go to a different school for a day or, or two. Then you do
what they do. Then you're done. But then you’ve got to go back to *School name and do
another day.

Rachel: Right okay. And what, how does that feel sort of feeling about that you might go to
a different school?

Rico: Urm (2) it's kind of more nerve-wracking cos you’ve got to meet with the headteacher
(high pitched when saying ‘headteacher’)

Rachel: Right.

Rico: Talk to you about it. And | remember when |, when | went to a different school,
everyone, because half of my primary school went there (2) so, | knew everyone and they, in
the isolation room, and they saw me and they were like, "Oh my god, why is he in here?
Why am | in here?" And so they told all their mates and | almost got thrown out of that (3)
because everyone was just coming in to see me.

Rachel: Right. So, because they were coming in to see you, (2) you, it almost affected you,
what happened to you?

Rico: Yep.

Rachel: Right, okay. And you said that they kind of reacted by saying, like “Why are you
here? What's he doing here?" Is that what it's like if someone's in isolation in a different
school?

Rico: Yeah, | would say so because at their school’s more open and our school's more closed
in space I'd say (2) almost the same size as a study [inaudible]

Rachel: Right

Rico: And (2) it’s (2) kind of (2) it feels claustrophobic because you're just sat in there all day
with people (1) doing all this work to then go out and (1) go out later than other people
which you feel, which is unfair because some people just don't do the work in their classes
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(4) and they go fine but we go out on 3:30 and we do, have done like 10 pages of work and |
find, | find it unfair.

Rachel: Yeah

Rico: And it’s quite, there's some stupid reasons you can get isolation as well. (2) The
stupidest one I've, one of my mates have got is calling an apple transgender. He got
isolation for that (3) | think. (4) And | got one for pretending to be a pterodactyl outside of
class (3) which is like “What (2) how (1) I've pretended to be a pterodactyl and, and I've just
been put in isolation. (1) Which would normally be a detention but they just gave me
isolation.

Rachel: So when you say that would normally be a detention, do you kind of know what
things would be a detention, what things would be isolation. Yeah. What's the difference
between what would be a detention and what would be an isolation?

Rico: So detention is (1) you have a normal day at school (2) and end at 4. You have an hour
behind. Isolation is you start the day in isolation and come out at 3:30 (2) which is quite bad.
It's quite worse than *detention, cos *detention is only an hour in a room, (2) whilst you're
sat in there the whole entire day in isolation.

Rachel: Hmm, yeah. And what sorts of things would lead to you getting a detention or would
lead to you getting isolation? What's

Rico: The detention would lead me to messing about in class and throwing objects like pens
at each other, stealing people's equipment, and stealing teachers’ equipment that normally
get you *detention. And, then (2) for isolation, you'd refuse to go into a designated
classroom, which means you've been kicked out your classroom for something, say fighting,
trespassing, bunking and vaping and doing bad, really bad, more more worse stuff than
detention worthy.

Rachel: Okay. Thank you. And something you [mentioned a few time]
Rico: [Failing a detention]
Rachel: Right. So if you didn't go to it.

Rico: And if you fail it, it is that the same layout as *Isolation. If you get 01, 02 then 03 is
when you get kicked out and then you do an *Isolation the next day.

Rachel: And they use, does the school use, you mentioned a lot of things like 01, 02,
*|solation, *Detention, (1) that's a lot of words to kind of understand, is that something they
explain to you when you first start at the school or [how do you]

Rico: [they] they explain it at, on the like, you know when you’re in Year 6, they explain it
then that *Dentention is after school detentions and *Isolation is isolation. And that’s it. 01
is *chance 1, 02 is *chance 2.

Rachel: Right, okay, okay. And something you mentioned a couple of times was about when
you're in isolation, you don't get to move, especially in your school's isolation. So, can you
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talk me through what you are allowed to do, whether you are allowed to move at all in that
room and what that feels like.

Rico: The only time you get to move is if you have a packed lunch and you throw your
rubbish in the bin.

Rachel: Right.
Rico: Go up to grab a book. That's it. And to the toilet. That’s it.

Rachel: And if you go to the toilet, does someone go with you and walk you to the toilet or
are you allowed to kind of go by yourself

Rico: You're allowed to go by yourself (while yawning).
Rachel: Okay, okay. And what does that feel like for you, to not be able to move?

Rico: Feels quite bad. Feels (1) not nice because you're just stuck there (2) and not be able
to move. Your legs are cramping up

Rachel: Yeah
Rico: Cramping up, and the only time you really get to move is isolation. No, toilets | mean.
Rachel: Yeah. Yes.

Rico: But that’s it. That's literally the only way you can move. So, you kind of use the toilet as
a moving break, a movement break.

Rachel: Okay. So, you have to say that? Someone wouldn't say to you, "Let's have a
movement break." You'd have to kind of ask to go to the toilet to get that.

Rico: Yep

Rachel: Yeah. Okay. Something else you mentioned earlier, you said it feels quite
claustrophobic and quite closed in. Can you kind of help me sort of see what that's like for
you?

Rico: Urm, say if | was stuck in this room for eight hours, | wouldn't like it because you were
stuck in here. No way to get out. Got to wait a long time. Time goes slowly. You're not
allowed to do anything. Only work. Can't go on your phone. Can't do anything. And then,
then you feel and you're like, "Ahh it's really tiny. | can't move. It feels like I'm in a
claustrophobic situation.”

Rachel: Yeah.
Rico: That's what it feels like. That's it.
Rachel: And in that space, do you have kind of windows or is like the door ever open or

Rico: The door’s open sometimes. But that's like | feel | find that bad because you can just all
hear the kids having fun (1) out there.
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Rachel: Yeah.
Rico: | don't like it. | get kind of jealous (slight laugh), but

Rachel: Yeah. Yeah. And that made me think, you sort of talked about how you can hear
what other people are doing and knowing they're having fun and you also mentioned about
when you hear, at 3 o’clock, the others leaving and you're you’re having to stay till either
3:30 or 4 depending what (2) do you feel quite separate to the rest of your school when
you're in isolation.

Rico: It feels like you're a different or treated differently.
Rachel: Yeah

Rico: You're almost treated as like a prisoners and you just hear the outside world moving
on (1) and you get to miss all these fun lessons. You never know what (1) you're missing out
on some good stuff that's happening.

Rachel: Yeah

Rico: (4) That’s it. That’s like, that it's basically a (1) prison. It's like a solitary confinement
room really. That's all | have on my isolation room. | don't know about other isolation rooms
except for *School’s name.

Rachel: Yeah. Yeah. Yeah. And sort of thinking about how other people talk about isolation,
you know if you, if say you're in class and someone says that you're going to be going to
isolation, what do other people sort of think of that? Like maybe your friends or even other
people in your class, right?

Rico: You get told a day before and I'm like, “Oh, sorry. I'm not going to be in tomorrow.
Well, I am, but you won't see me tomorrow”. They’ll be like, “Why?”. “I got isolation.”
They'll be like, "Haha, you're going to be missing all out on this fun stuff." So, it makes you
even regret it more.

Rachel: Yeah.

Rico: Makes you even more like, "Oh, my god, why did | get this?" make you more stressed
about stuff. (2) | get why it's there, but | don't think you should stay until 3:30. You’ve
already done enough time and then | think you should only be a maximum of 3 to 4.

Rachel: Yeah.

Rico: Because if you go out at three, you're still going out with the normal people. If you're
going out at 4, you can go out in the *Detention time, which is kind of fair. But not five,
especially in this time because it gets dark at five. So, if you walk home, I'd say it's not the
nicest one to have.

Rachel: Yeah. And you mentioned how at three that's when kind of the normal people are
going and | know you said before you feel a bit like you're the prisoners kind of. So does it
feel very separate like.
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Rico: Yeah, it feels like you’re really different. Different. Really.

Rachel: No, absolutely that makes sense. Another thing you mentioned was that if you
hadn't brought any money that at lunchtime you couldn’t, you wouldn't get food if you
hadn't got the money. Has that happened before to you? Have you had a day where that's
happened?

Rico: You are, | think you, | think it depends because say if your parents work or on a really
important work call like they are getting promoted or something you can call them but it
depends

Rachel: Yeah

Rico: Where they are at the moment in time and the school don't, they normally give out
free meals but | don't think they give out free meals for *Isolation room people...

Rachel: Right

Rico: Which is quite like, “What, how's that fair?”. (3) | think everyone in *Isolation should
have a free lunch. Not saying the people outside shouldn't have a free lunch, they should
have a free lunch, but especially in *Isolation, because you're waiting all day. So, that lunch
is the most exciting bit of the day (3) because you get to eat (2) and (1) have like that feels
good and yeah that's it. But, for other people it's like, no can't sit there waiting till 3:30.
Because my mates when they normally have *Isolation, their bus is at 3:28

Rachel: Right

Rico: They've got to leave at 3:20 to get the bus, or else they miss it. But no, they have to
stay there (2) and wait for the longer bus, which normally is around 5 o’clock.

Rachel: Oh. So, even if they've come out at 3:30, because they needed to have been there at
3:20 to get that bus, they've then got to wait all that time. Oh. Yeah. Right ok.

Rico: Yeah, which is even more annoying.
Rachel: Yeah.

Rico: And | think you should have your phones a little bit during the day. You can text
parents, say how it’s, how it's going and you can tell them, you can text them because at
school they only use phones and emails. And emails like take long cos you’ve got to write all
this stuff.

Rachel: Yeah.

Rico: But with texting, you can just text your parents if you need money in your phone.
Money (2) and they can put some money up there.

Rachel: Yeah. Yeah.

Rico: So, that's what | think would be good.
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Rachel: Yeah. And and you mentioned how you could be there for up to three weeks. Is that
right?

Rico: Yeah.

Rachel: So, would that be kind of three weeks as in every single day that person would be in
isolation for three weeks?

Rico: Or for 15 days.

Rachel: And has that (1) what’s sort of the most time you've been in one go?
Rico: 3 days.

Rachel: Right okay. [And what]

Rico: [And that] that (1) that (1) like draining like drained me (6) the bor bor bor boringness
(raised tone as if checking the word was correct) started getting to me. | was trying, | was
falling asleep in there (2) getting a lot of *chances (5) but (1). That's it.

Rachel: Do you think you, did you get more opportunities because you were in there for
longer, do you think? Is it harder?

Rico: Yeah, | think they could split it up (4) maybe three times. Like you could have it on
Monday,

Rachel: Hmm
Rico: Wednesday and then Friday.
Rachel: Yeah. Yeah.

Rico: So, it's not like not that bad. (4) | remember (1) | got, | had an *Isolation and then | had
a *Detention on the same day. So, without they without telling my mom, they said we'll stay
in here until 4, 4 o’clock. | was like, why am | staying here until 4? | just want to stay till 3.

Rachel: Yeah.

Rico: (5) So, | got another day because | didn't do enough work because | was quite angry.
So, | didn't tell anyone that | was so looking forward.

Rachel: So, your mom didn't know that you were there. (Rico shaking head). And do you
think isolation works?

Rico: (4) No, because it's draining and the next day (1) you probably get another one. (3)
Like, there’s always the possibility of anyone getting an *Isolation. There’s no point, | would
say there's no point of having them. Well there is, but it's not going to teach the kids a
lesson right now. It's basically prison basically.

Rachel: And one of the things you mentioned earlier, you said that you'd been sent there
because you were being a pterodactyl or doing an impression of a pterodactyl. Do you think
that would be the same, would anyone have been sent there for doing that? Or do you feel
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like some people get sent there more easily than others would get their sent there? Do you
think it's kind of fair who gets sent there?

Rico: | think it's quite more unfair (5) about because (1) some people get for those stupid
reasons like my mate got one for.

Rachel: Yeah.
Rico: So, | say if you're more naughty, you're more likely to get one.

Rachel: So, the teacher would be more likely to think, “Oh | know who you are, or maybe |
know you've gone there before." And you'd be more likely to then get that than someone
who maybe hasn't been there before, do you feel?

Rico: Yeah

Rachel: Yeah, okay. Okay. In terms of kind of how others sort of see isolation overall, do you
think most people think it's a helpful place? You think most people think it's not a good
place?

Rico: I (1) think most people don't enjoy it really.
Rachel: Yeah.
Rico: That's it. That’s all about my isolation room really.

Rachel: Yeah. that's really helpful and helping me understand. And | think we're probably
coming towards the end of my questions now and you've done so well and thank you so
much. Before | finish the recording though, is there anything else you'd like to add or there
might be some more detail? You think, | haven't described that or something maybe |
haven't even asked about and you think, “Oh, | was going to tell you this.” Is there anything
that you think we've missed?

Rico: No, I think I've gone through everything.
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Appendix M
Angel’s First Listening (an extract)
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Appendix N
Daisy’s First Listening (an extract)
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Appendix O
Fenton’s First Listening (an extract)
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Appendix P
Rico’s First Listening (an extract)
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Appendix Q
Angel’s Second Listening (an extract)

Angzl: Er English and History 1'd zay.

rachel: Ok and why are they you're favourites.
Angsl: Urm just cos like urm all the writing | can
do. I'm really good at like talking z lot {{laugh))
rachel: ({laugh]) yeah

Angel: in like paper you know and just like
whataver

rRachel: veah yeah

angel: But then when it comes to like science
and maths I'm like | can't do it.

rachel: Right, ok, so English, English and History
are the ones for you. Are you doing them SC3E
ar

Angsl: Urm in GCSE Il probakly do like
Psychology,

Rachel: veah

Angzl: Philosophy and English Literature.
rachel: Fantastic. That's really good. Ok (1). 50,
the research, as 1"ve already mentionad, is
about exploring the experiences of young
people attending a school which has an
isolation space or room. 5o, to start | have one
guestion and then we can explore the areas
that you feel are important urm to you. 5o, can
you t2ll me about your experiences and feelings
about being in a school with isolation.

Angel: (1) 'd say it like it feels (4) it"s not
personally to me cos | don’t g2t in troubls but it
feels (1) sometimes like
and mm&w like becauss

you know it's like if you don't follow the rules

Rachel: yeah

Angzl: 1t's not like we compromise and find out
why you're behaving like that or you know ar
maybe do this or that way it's just (1) this is
your punishment

rachel: veah

angel: and (EFESRENERESTEURGI and if
you refuse to g0 you have to be excluded
rRachel: Right

angel: o (2) it its very like (2) | don't | can’t
even think of 3 word its just (1] I'm very against
the idea is what I'd say

rRachel: veah, yeah, yeah and when you z3id it's
kind of like prison like, could you just sort of
explain 3 bit more abowt what what about it
reminds you of a prison?

Angzl: Just wrm well multiplz things about it cos
first of zll the

rachel: yeah

This gave me a sense of relief over the intendew
ahead and feeling that Angel would be happy to
talk.

Theres feels to be guite a long silence before
stating that izolation is not personal to Angel
due to her never being there. | wonder if the
space does personally impact Angel but if she
feels fike it shouldn't and this leads to
hesitance? | feel the silences within the speech
herz align with Angel wanting to make a clear
staternent and choose her words carefully. Plot
EMErging — Restrictions?

The imagery of a prison creates a dlear visual of
the space. This image feels strong but the word
‘guite’ and ‘like’ after seem to reduce the
impact this has and suggests non-committal
word choices? | wonder if angel feels slightly
reluctant to use this term?

The use of prison as an image, combined with
the term ‘restrictive’ feels a potential plot; the
clear-cut nature these are described with, in
terms of ‘don't follow the rules, it's Eolation’
and ‘no alking”.

Wwery strong statement here. The pauses hera
left me feeling that Angel wanted to make a




Appendix R

Daisy’s Second Listening (an extract)

tell me about your experiences and feelings
about being in 3 school with isolation?

Daisy: Urmi () well 1"ve never been threstensd
{.] to be s=nt there but | know a lot of people
have and () for SGE AEGRI they d rather Ba
there than be in lessons

Rachel: Uk huh

Daisy: Because they just want to EELaWay Iram

Rachel: veah

Daisy: like urm when | was in Y2ar ] 8 thers
was & girl urm in my year and she () just walksd
out the classroom becauss one of

-wai waorking in isolation on that day
rRachel: Right

Daisy: Veah (.) and so EEIE USHSAMEGES
- {.] and like therss 3 boy in my year who
misbehaves a lot

Rachel: Hmm
Daisy: And he ahvays used to just [EIRBUE of
class or {.] till they'd send

him to isolation but he's ended up getting
-c-f-::ur school

Rachel: Oh, right ok

Daisy: veah urm (2] but | never really feel
threaten=d to go. | wouldn't ever want to go in
Rachel: veah

Daisy: Because it seems like 3 NEFTIBE place but
urm (2] yeah

rRachel: and you mentioned before that you
think like some people would rather be there
Daisy: veah

Rachel: Do you feel like does that happen like if
they kind of walk out can they just go there or if
they get to isolation would they get told to go
back sort of thing?

Daisy: | don't really know but [2) when [.] as1
previously said when that girl walked out, she
did end up going to izolation and get to stay
there but some teachers becauss in lessons
teachers can EBUEE ©3, which iz an after-schoal
detention

Rachel: Ok

Daisy: &nd =rm you get sent to another room or
sometimes if there's no rooms available you .
-tu the isolation room

Rachel: Ok

Daisy: &nd urm (2] but, | guess they just kind of
get to stay () | guess

Rachel: Hmm and you said that you wouldn't
want to go there yourself

Power in language of ‘threatened’ and sent
there".

The idea of getting away from or going to &
fawourite teachers left me wondering about the
impact of relationships in terms of behaviour
and the management of behaviour. | also
wonderad whether school policies accounted
for this subjective measure or, due to not being
objective, this was not considered in the policy?

The idea of “testing teachers’ left me wondering
about the idea of students recognising
dysregulation in staff and the ability to impact a
teacher's regulation level to gain access to &
teacher they want to be with or to 3 space away
from the classroom. This left me wondering
about how 3 proactive approach to meeting this
need to be with an individual you have a
relationship with or to a space away from the
current room would prevent the need to “test
teachers'?

The language of ‘kicked out’ created a strong
image which felt to capture the power of the
system and the ‘done to" nature expenenced by
students.

Recognition that the space is ‘horrible’ felt
interesting following the concept of others
seeking out the space. This left me considering
whether the relationships are =0 strong that
other young people s=ek out this space, or
whether this s2eking iz based on a level of
acceptance of them which is not felt in class?

| am interested that Daisy is not certain around
the procedures and the level of subjectivity
around what would happen in this situation.

The language of ‘issue” in terms of 2 dentention
as opposad to ‘get sent’ when discussing
isolation interested me. The language around
isolation feels more power laden and directive.
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Appendix S
Fenton’s Second Listening (an extract)

Rachel: [But if's not a good place.] Can
vou tell me a bit more about how how
yvou feel about that?

Fenton: Yeah, well | think that there's
there's different levels of misbehaving
.50,
there's a big, there's a big spectrum of it
like there's, there's people that are just
in there for - There's people who

like go in there for like being like really
e 1GHBAEHEIS and stut (2) and
there's urm {1} and h

(2} and last year,
because just with your tutor, it
Was (2}, but (1) now
there's, it's the whole *area. There's lots

of children in there who i1 i wiho da

Rachel: Yeah. And have you sort of
been there this year to the new (2)
*area or [is if]

Fenton: [I've been] I've been once.
Rachel: Hmim
Fenton: (3] like not for that long. [Yeah]

Rachel: [Yeah] and then, when you sort
of think back about the times you've
been in isolation, are (1) are you
generally in there for a day at a time, is
it sometimes more? Or (2)

Fenton: (27 Urm well in Year & urm (3}

then you
Urm but this year, urm

if you don't have the correct one.

Rachel: Right.

Fenton: But @lofof beoplereflise i

Rachel: Okay (2) so if they refuse to, (1)
do they (3] sort of have to stay?

Fenton: (2] Yeah, some of them have
like detentions urm {2} more time in the

The consideration around the different
reazons for being there interested me. It
made me wonder if Fenton perceived
S0me reasons as being valid vs some
not valid for being there?

The comparison between last years
izolation system and this yvear's, as well
as how it is perceived by Fenton,
interested me.

| was interested in the notion that the
space is busy with people and that
many ‘misbehave’ within the space.
Considering Fenton's various reasons
for students being there, | wondered
about the impact of this large space with
a large number of students.

LHilizing isolation practices undil
compliance interested me in the use of
the space to assert power within the
system, or to remove powWer.

The approach of being offered uniform
in front of a large number of other
students, and this being refused, really
interested me and the public approach
to offering this. This left me wondering
about identity, compliance, public
punishment, shame and
embamassment; all potentially being




Appendix T

Rico’s Second Listening (an extract)

Rico: Urm (2] the izolation iz quite (1) I
(2]
nersous. You're a lot of
the times (3), I'd say so. But if yvou go in
there a lot, | say, uﬁerll think you're
used to the layout and what happens l

Rachel: Yeah. Yeah.

Rico: But it is because you
to say if
ou're like a fidgeter person,
_- &nd (1) when | went to a
irent schoo ISR

=

Rachel: Right
Rico: Like

 (2)
let me have like a really long movement
brelks. But in d they donfda

They take down vour orders and
go to the cafeteria for you.

Rachel: Right

Rico: Which is quite (1) not (3) I'd say
not as good as the other school

Rachel: Mmm.

Rico: Which iz *School name and our
school is *School name.

Rachel: Hmm. Okay. And you
mentioned that very first time how it can

make you feel guite anxious. Do do you
remember the first ime you went to

isolation? Would you mind telling me
about that?

and | was it was

Rico: It was

but | was swearing at my maite because
he was annoying me.

Rachel: Yeah

Rico: 5o, 1 (2) when | first went in, my
*. So that kind of

eased my nerves but (1) not as much.

The discussion of being anxiety
inducing and initiafing nervousness,
while an acceptance of this as ‘'normal’
when you've been before, leaves me
wondering around the desired impact
for schools and whether, once accepted
as utilizing the space, this is just
accepted as ‘normal protocol® for the
individual and for staff to uiilise with the
individual?

Lack of movement — movement not
permitted.

Through utilizsing another school's
izolation, Rico has a comparizon with
the school he attends and a recognition
that each school has a different
approach.

The change from “you can go’ fo “well,
they took you down’ left me wondering
about where Rico feels the power and
controd lies when in izolation. This
initially felt to indicate autonomy but
quickly adapted to demonstrated the
staff have the control.

It interests me that the difference in the
permitted level of movement is the initial
area of importance for Rico to falk about
— and the direct comparison with
another school's isolation protocol.

| wondered about this descrepency
between what a member of staff
perceived Rico had done in comparison
to what he felt had happened. This left
me wondering whether this had been
dizcuszed at all to leave Rico with a
sense of being heard and understood.
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Appendix U

Angel’s | Poem

I'm 15.

but I'm 16 in ten days

| have two older sisters

| haven’t

but in my school

so I'm in there quite a bit

| see everything that happens
English and History I'd say
all the writing | can do

I’'m really good at like talking
I'm like

| can’t do it

I'll probably do like Psychology

I'd say

it's not personally to me

| don’t get in trouble

| don’t

| can’t even think of a word
I’'m very against

I'd say

that's what my view of isolation is

| would really hate it

make me feel really uncomfortable
people that ... don’t like me

want to target me

I’'m pretty sure there’s no one in there that wants to be there
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I've been in class

| mean

| think

In my school it’s quite normalised
with the class I'm in and year group

my year group

like | only started going

my mental health got worse

| was younger

| had no clue

first time | went

| saw it

| was like

| don’t even know what that room is
| came up

| was like oh

| think so

like | mentioned

| think they ... have bigger rooms
| think it is deliberate

| think well

| remember being in like lesson
by I think almost scaring them

| think

| don’t think it does

| mean like it works in the short-term
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‘Oh | guess’
‘| should stop doing this’

one of my friends

| don’t

| don’t know how to say it
if you know what | mean
| dunno

main problem with my school

| mean it doesn’t
affect me

when | hear about
just when I'm up there
| like

| get really quite upset
| feel quite sad

when | see them

| mean

| always think that

| think definitely

like me

I've seen quite a few times

| mean there’s a mix of stuff

| mean

| can think of so many other ways
It makes me quite like annoyed

| think

| think

| can tell
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| can think
one of my teachers
other teachers | can think of

reminds me of like a drunk father

| feel very

| don’t have a word

| just kind of think

That’s how | would do it

if | was a teacher

I’'m just thinking

| find that when the nice teachers work
| hardly hear anyone screaming

| think that’s really important

| don’t think proud’s the right word

I’m glad you hired someone like that

| think just either through lived experience of going there or hearing
| have a friend

I’m describing to her

‘oh yeah | was up in the *area’

‘| can’t even’

‘I don’t even kind of imagine’

| think

It's only

like me and
people that | know

like ‘I hope she goes to isolation for that’

| don’t know
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| think
‘Oh like | got sent to isolation for a fully day’

act hard like ‘ooh no I’'m not going anywhere with you’

| wouldn’t honestly know

| wonder if they’re doing alright
| mean

if | like know them

I'll be like

| just wonder

| guess

I'll see you at the end of the day

| think

| always

if | know what’s happened
| know the situation

I'm like

| know why

| think
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Appendix V
Daisy’s | Poem

I'm 15

but I'm 16 in ten days

| have two older sisters

| haven’t

but in my school

so I'm in there quite a bit

| see everything that happens
English and History I'd say
all the writing | can do

I’'m really good at like talking
I'm like

| can’t do it

I'll probably do like Psychology

I'd say

it's not personally to me

| don’t get in trouble

| don’t

| can’t even think of a word
I’'m very against

I'd say

that's what my view of isolation is

| would really hate it

make me feel really uncomfortable
people that ... don’t like me

want to target me

I’'m pretty sure there’s no one in there that wants to be there
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I've been in class

| mean

| think

In my school it’s quite normalised
with the class I'm in and year group

my year group

like | only started going

my mental health got worse

| was younger

| had no clue

first time | went

| saw it

| was like

| don’t even know what that room is
| came up

| was like oh

| think so

like | mentioned

| think they ... have bigger rooms
| think it is deliberate

| think well

| remember being in like lesson
by I think almost scaring them

| think

| don’t think it does

| mean like it works in the short-term
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‘Oh | guess’
‘| should stop doing this’

one of my friends

| don’t

| don’t know how to say it
if you know what | mean
| dunno

main problem with my school

| mean it doesn’t
affect me

when | hear about
just when I'm up there
| like

| get really quite upset
| feel quite sad

when | see them

| mean

| always think that

| think definitely

like me

I've seen quite a few times

| mean there’s a mix of stuff

| mean

| can think of so many other ways
It makes me quite like annoyed

| think

| think

| can tell
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| can think
one of my teachers
other teachers | can think of

reminds me of like a drunk father

| feel very

| don’t have a word

| just kind of think

That’s how | would do it

if | was a teacher

I’'m just thinking

| find that when the nice teachers work
| hardly hear anyone screaming

| think that’s really important

| don’t think proud’s the right word

I’m glad you hired someone like that

| think just either through lived experience of going there or hearing
| have a friend

I’m describing to her

‘oh yeah | was up in the *area’

‘| can’t even’

‘I don’t even kind of imagine’

| think

It's only

like me and
people that | know

like ‘I hope she goes to isolation for that’

| don’t know
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| think
‘Oh like | got sent to isolation for a fully day’

act hard like ‘ooh no I’'m not going anywhere with you’

| wouldn’t honestly know

| wonder if they’re doing alright
| mean

if | like know them

I'll be like

| just wonder

| guess

I'll see you at the end of the day

| think

| always

if | know what’s happened
| know the situation

I'm like

| know why

| think
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Appendix W

Fenton’s | Poem

I'm 13

I'min Year 9

| do, yeah

| want to go on and be an architect
when I'm older

| really do, yeah

| know this year

my isolation room is a bit different to last year

| do know that last year

| think the school’s trying to make it sound like a good place

which [ think’s silly

| think that there’s ... different levels of misbehaving
I've been

I've been once

| don’t think

| don’t ever really get *removed from the lesson as such
Yeah, urm, | mean

my Mum doesn’t know this

| think it could be
but | think because
I, yeah

| do believe so

| think Year 7
| never really got into any mischief or anything

| never really was aware of it
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but | did hear friends in older years talking about it
| think it depends

| mean

| sort of had to pick History

but | wouldn’t

| think it’s so stupid

Yeah, | think

I’ve been near to the two minutes

| think it is
| don’t think it’s that necessary
| think detentions are enough

*room is unneeded, | think

| think

| think they’re just really silly
| completely forgot

| can’t get over how stupid

| don’t get why it's necessary

Do you want me to get my shoes?
the shoes that | used to have

held my bag

made me

put my blazer on

| don't

| don’t think it works

| don'’t really see the point
what was | gonna say

two people I've seen go
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I'll be like ‘Miss’

‘can | go to the toilet?’

| think we need to move on

| don’t think there is much to be honest
I'd love to see it

| blame it on *name school



327

Appendix X
Rico’s | Poem

| say

| think

when | went to a different school

let me have like a really long movement breaks

I'd say not as good as the other school

| was

but | was swearing at my mate
So, |

when | first went in

kind of eased my nerves

Now | said

I'd say everyone’s just the same
but |

| haven’t been kicked out

| remember

when |

when | went to a different school
| knew everyone

‘Why am | in here?’

| almost got thrown out

| would say

I'd say

| find

| find it unfair

The stupidest one I've
| think



| got one for pretending to be a pterodactyl
I've pretended to be a pterodactyl
I've just been put in isolation

just gave me isolation

detention would lead me to messing about
| mean

say if | was stuck

| wouldn't like it

| can’t move

feels like I'm in a claustrophobic situation
like | feel

| find that bad

| don't like it

| get kind of jealous

all I have

| don’t know about other isolation rooms
I'm like

I’m not going to be in tomorrow

Well, | am

| got isolation

why did | get this?

| get why it’s there

| don’t think

| think you should only

I'd say it's not the nicest one

| think you
| think it depends
| don’t think
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| think everyone
| think you should have your phones

that’s what | think

like draining like drained me

| was trying

| was falling asleep

| think they could split it up

| remember

| got

| had an *isolation

then | had a *detention on the same day
| was like

why am | staying

| just want to stay till 3

| got another day

| didn’t do enough work
because | was quite angry
| didn’t tell anyone

| was so looking forward

| would say there’s no point

| think it's quite more unfair

stupid reasons like my mate got

| say

| (1) think most people don’t enjoy it really
That’s all about my isolation room

| think

I've gone through everything
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Appendix Y

Angel’s Plotting the Landscape (an extract)

P1: Angel - Plotting the Landscape
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Voice of Witnessing

Voice of Restrictions

Voice of Psychologica
Understanding

Voice of Disapproval

| see it's not

everything personally

that happens tomeceos|
don't getin
trouble

feels (1) very like there's no
like quite  restrictive talking
prison like around it

it's not like we there's no
compromise  talking
and findout  aroundit
why you're

behaving like

that

I'm very
against the
idea

the way it is set up
... everyone sat at
a desk doing
nothing ... barriers
between everyone

have to sit even if they're like

with what  distressed which a

they've lot of people are in

done there like crying ...
or like shouting



Appendix Z

Daisy’s Plotting the Landscape (an extract)

P2: Daisy - Plotting the Landscape
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Voice of Witnessing

Voice of Fear

Voice of Control

Voice of Normalisation

I've never
beento
isolation. I've
been in the
room only to
to drop
things off

I know what
it looks like
.. I've never
been myself

I've never
bean
threated
to be sent
there

I know a lot of
people have

Eo;e_pe_opre,_lshe just walked
|they‘d rather lout the classroom
go there ... because one of
they just want  her favourite

to get away teachers was
Jfrom teachers working in

1 |isolation

he always used to
Just walk out

aboyinmy he always used to
year ... Jjust walk out
misbehaves

alot

I never really feel
threatened to go

I never really feel
threatened to go

tests teachers
so much ...
they'd send him
to isoaltion ...
ended up
getting kicked
out

tests teachers
so much ...
they'd send him
to isoaltion ...
ended up
getting kicked
out



Appendix AA
Fenton’s Plotting the Landscape (an extract)

P3: Fenton - Plotting the Landscape
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Voice of Restrictions we just had we had to you have to do
to sit stay there you've got to
for the complete all
whole day your work in
there
Voice of Relationships in with our when it was with the
tutor tutor ... you just sit
like at the back ...
they'd be teaching
different year
groups
Voice of Pretence the school's
trying to make
it sound like a
good place
but it's (.) it's
nat
Voice of Unfairness there'smore  itcan beforthe Ithink'ssilly if it's not right,
consequences  silliest things because then you have to
if you like youcan't  go straight to the
misbehave in see the *room
there bottomn of
your shoe
you just youcan'tdo because we've
have to sit that picked our
... YOU just anymore GCSEs now, a
have to get lot of the
on with lessons we
your work don't like we
don't have
anymore
you could ask your You just meet  Isolation  You could just like take off because we've Fh;v;ls_aid_it_ 1
tutor for help up with all your lastyear like your tie and change picked our lwas great
friends and ... wasa lot  your shoes and then (1) GCSEs now, a Ibecause you'd
talk about how meorefun you'd be in isolation for lot of the Ibe with your
bad it was thanitis lessons that you don't want lessons we tutor and you
really. thisyear te go to ... your friend could don't like we didn't have to
do it too and the you'd be don't have |80 to your
(1) in the same tutor anymore |lesson and stuff
_______ fogether.  _ _ _ _ _ _ e
There's lots Ivou just meet Ivou could just like take off

of children in |upwith all your

there who ... friends and ...
do talk about how
misbehave bad it was
whilst being Jreally.

in there still. 1

teachers can add
on how many (2)
like periods they
want

there's a big, there's
a big spectrum of it
like there's, there's
people that are just
in there for uniform.
There's people who
like go in there for
like being like really
rude to teachers

[
like your tie and change |
'your shoes and then (1) I
you'd be in isolation for I
I\Essons that you don't want I
Jto go to ... your friend could |
|do it too and the you'd be |
(1) in the same tutor |



Appendix AB
Rico’s Plotting the Landscape (an extract)

P4: Rico - Plotting the Landscape
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Voice of Psychological
Impact

Voice of Nomalising
Othering

Voice of Lack of
Movement and Freedom

Voice of Injustice

if it's your
first time it's
quite nerving
(2) nervous.
You're quite
anxious

if you go in

therea lot ...

you're used
to the
layout and
what
happens

it is quite bad because in our school

you don't normally
get to move a lot to
say if you're like a
fidgeter person, you
don't get to move.

... they take
down your
orders and go
to the
cafeteria for
you

it was for
apparently
swearing ata
teacher, but |
was swearing
at my mate

my sister told me
all about it ... that
kind of eased my
nerves

they take
your phone
.. they tell
you where
tosit

if you're naughty, you
get *chances ... the
third *chance is where
the next day you get
moved to a different
school and then that's
it

if you're naughty, you you just sit
there ... they
third *chance is where barely give

get *chances ... the

the next day you get
moved to a different

school and then that's breaks

it
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Appendix AC
Angel’s Transcript with Steps 1-5 (an extract)

Rachel: Ok {2) So to start with urm I"'m just
going to cover some basic information
questions just to kind of ease us imto the
interview

Angel: yep

Rachel: Ok. 50, how old are you?

Angel: Fm 15 but Fm 16 in ten days.

Rachel: Oh wow. So pretty much 16 {[laugh))
Angel: Yeah ({laugh))

Rachel: And do you have any brothers or
sisters?

Angel: | have two older sisters

Rachel: Ok so you're the youngest

Angel: yesh

Rachel: Of thres?

Angel: yezh

Rachel: Right. And which year group are you in?
Angel: 11

Rachel: Ok. And how long have you been in
your current school?

Angel: Urm (1] since year 7 zo like four years
Rachel: Brilliant. 5o, you started kind of first day
year 7

Angel: yep

Rachel: and you've been there ever since
Angel: yep

Rachel: Ok. &nd hawve you ever been to isolation
yourself?

Angel: Urm | hawen't (1) there’s but in my
school thera's what's called *area so (2] the
isolation room is pretty much in the *zrea. And
the *area iz for people that may like struggle
with like lessons ar like (1) like kids with more
special needs that need to go there so Fm in
thiere quite a bit

Rachel: hmm

Angel: 5o, | see everything that happens in the
isolation room

Rachel: Yeah

4nge': Cos the door's basically open all the
- i{quiet laugh)}

Rachel: Right ok, ok, zo dose by?

Angel: Yeah

Rachel: And has amyone from your friendship
group ever been in isolation?

Angel: Yeah

Rachel: Ok, ok. And, do you have a favourite
subject at school?

Voice of witnessing

Angel zzys thiz sentence as a whisper. | wonder
if the door is not meant to be open and feels to
be a secret or if Angel feels uncertain as to
whether it should be open or if she should s=e
in?




fngel: Er English and Histary 'd say.

Raschied: Ok amd why are they you're Bavourites,
Hngel: Urm just cos like urm all the sriting | can
do. I'm really good at Fke talking a lot {{laugh}]
Rachiel: [{laugh)] yeah

Hngel: In like paper you know and just like
whatever

Rached: Yeah peah

Angel: But then when it comes ta like scienos
and maths Fm like | can’t da it

Raschel: Right, ok, 20 English, Englizh and History
are the anes for you. dré pou doing them GCSE
ar

Angel: Urm in GCSE TN prabably da like
Puychalogy.

Raschiel: Yeah

Angel: Phiksophy and English Literature.
Raschel: Fantastic. That's really good. Ok {1} 5a,
the research, as Fve already mentioned, is
abaut explaring the experiences of young
peaple sttending a wchool which has an
molation space o raom. 5a, b start | have ane
question and then we can explare the areas
that you fissl are impartamt uem o you. Sa, can
yau tell me abaut your experiences and fealings
abaut bing in & schaol with isalatian.

Bugel: (1), P sy it Bk it feals (4] it's not

to me cos | don’t get in trouble but it
fisals (1] sometimes ke
and amd wery like bacause

iu knaw it's like if you don't folkow the rules

Raschel: yeakh

Angel: 11's mat ke we compromise and fird ouwt
why o e hefanang Ve that or you know or
mmaaytae da i o Bhet woay it's just (1) this is
waur punishment

Rached: Yaah

Angel: and SRS RGBRIIAGIGTRUREN 21 i
yau refuse ta go you have to be sucluded
Rachied: Right

Angel: Sa (2§ it its very like (2) I den® I
caav't evervthink: of o wewdit's just {1)

I'mirvery againgt The ideas what I'd
say

Haschel: Yeah, vesh, yeah and when you said it's
kind of like prison like, could you just sort of
explain & bik mare about what what about it
reminds pou of & prison?

Angel: Just urm well multiple things abauwt it o
first af all the

Thi& gave me a sense of refief aver the interdew
ahead and fesling that Angel would be happy to
talk.

There feels to be quite 3 bbng slence befare
stating that Bolation & nat personal to Angel
due to her méver being thers, Voioe of
witmessing? | wonder if the space does
personally impact Angel but if she fealk like it
shouldn't and this leads to hesitanceT | feel the
silences within the speesdh here slign with fngel
wanting to make a chear statement and chsose

her wionds carefully. Plot ememging —
Hestbrictions — vk of restrictions.

Voice af the level of restorotive
appragciypspcholagivol wnderidonding

The imagery of & prigson creates & dear visual af
the space. This image feels strong but the wond
‘quirte’ and ‘like” after seem to reduce the
impasct this has and sugpests non-committal
word chaices? | wonder if &ngel feels shightly
reluctant to use this term? Vedce-of

Liild

The e of prison &% an image, combined with
the term “restrictiee’ feels & potential plok; the
dlEar-cut nature these are deseribed with, in
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Raschied: yeah
Angel: you know like sweryone st st a desk
ik tor like= like Barriers bebwesan

terms of ‘dan’t fallow the rules, it's Solstion”
and ‘no talking
Waire of restrictions ... induding redtriction from

erppryane sart of like salating them as the

raam’s called like making them fesl very Dk liks
thes hame bo st with wihat they'ie dame

Aaschied: yeah

Angeal: and think about it. Deen if they're like
_ there lle

Raschiel: homm
Angel: ar like SREIIRG. They just (1) have to sit
there,

Aaschied: yeah

Angeal: Urm (1) and it just it feels e you can’t
brave the room never go bo the toilet like= it feels
wary like almast like you've taken saay their
rights

Rachied: yeah

Angal: I‘:-ra- likes £2) absiausly they gat
k= vou know lunch and stuff but ather than
that th . They

with ather peaple like

Raschied: yeah

Angal:

that's what my view af iwalation s

Rasctied: horim and when you were Kind of were
talking abaut that the *arsa space that has the
molation sothat

Angeal: yeah

Rasched: you're kind of nearby. So are yau
hearimg kind af that didress

Angel: yeah

Rachied: fram ather people. And what what does
that fesl like far you?

Angeal: It just {2} it feals like it its real

weeird cas

Rachiel: horom

Angel: and it feels like thene's afi]
like: just like a like= life ather

peaple and than as soan as yau step in thers ar
hear im thera and wau
o ik and it just it
ke it k= just a bit
Rascthied: yeah

Angal: by it. Cos sveryone in the '-
iand thery yorid Leede dnthere
and- iy like (2} a-lot geing-e
Like-

working.

Very strong statement hera. The pauses hers
beft et feeling that Anpel wanted o make 5
réally clear staterment here and choose her
wponds carefully.

ldea of shame ... lock of pepchmlogioal
urderstanading?

The phrase “set up” immediately made me
wonder abaut wha had =t it up inthis way and
wihere the power way within the Exgout.
Potential plat, lypaut of the gpace.

Idea of back of freedom due to restrictions

| found the phrase it with what theyve daone’
réally visual and immediztely found mysalf
picturing the space and feeling a sadness with
this ower the idea of guilk being snfordsd an the
waung people.

Sacial restrictions

Presible plats — boredam, sharme.

Lirping and shouting ot to be o plat erawnd the

dack of co-reguiotionfosyehalogicn
urderstanaing.

| wias struck by the use of the term “full day” — it
fedt ta emphasise how long Angel felt they wers
within the space as oppoted to Saying the day

Mot — ksck af autonormy

Thie is said ima much guister voios, almast

i etering. and again beads me wondering how
held back Amgel might feel in being able ta
express her views on Eokation 7

Witnessing and comparison with alternative

supportive space from where isolation is being
witnessed.

Simile of curtain between twa different
approsches being witnessed fexperiented.

Voice of witnessing combined with emotional
resgorse fo prychological impact of apgroech.
Thee wiay Angel says “really safe place’ interests
e — she speaks really shawly and punctuates
each word really dearly. IE leaves me feeling
that this poink is being made really dearky and

strongly.
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Appendix AD
Daisy’s Transcript with Steps 1-5 (an extract)

Raschied: Oik 5o bo start with we'ne just gaing to
conder some basic infarmation questions so first
af all, howr old are you?

Daizy: I'm 14

Rachel: Fantastic. And do you heee any siblings,
any brother or [sisters?|

Diaisy: [Err yeah] | have a younger sister
Raschel: Lovely and which year group are you in?
Daizy: I'min Year 10

Raschel: Loviely and how long have you béen in
waur current school? {2} Or, did yau start at the
end af err start of Year 7 if that's easier?

Diaisey: eah [{kaughjh

Raschied: {{laugh|l so starbed at the start of Year
7. Fantastic. And have you ever baen to
Eolation yourself?

Daisy: Fve never been SSAEAD SOIEBR e
been in the room oaly to ta drop things off
hefore

Rasched: Cik

Diaisy: 5o, | Imuul_ in thers
Raschel: Yep

Diasisey': But Fue never migself been told aff and
been sent there

Rachied: Ok, Perfect. And hive any of yawr
friendship group been sent to isolation?

Diaisy: Mo

Rasched: Ok, That's fine. And da you have 5
favourite subject in schaal?

Daizy: [2) Yeah

Rachied: Ok {2} and what's that?

Diasisey: 8% {1} - probably art or histary
Rachied: Ok and why are they kind of yaur
favourite two?

Diaigsg: e |} el art bescausa it's mare af like
ahand I gt to fike kind of express
myself

Rachiel: Uh huh

Diaisy: and then | really like history because |
raally like learning about the wuff that
happened inthe alden days and stuff

Raschiel: Yeah,

Daizy: That's gaad

Rachel: Very good. Ok so this research is about
eoplaring the eaperiences of yaung people
attending a school which has an isolation space
or &n solation roam e 10 bostart with | have
ane kiey question and then we will explone the
aress that we Peal &re important b you that we
want to explore in morne depth. 5o (.) can yau

Voice of witnessing

1wtk inberested in the power being positionad
with staff in the language of 'sant” as apposed
o “asked o ga’

| wias interested in the sigh Daiy eopressed
here in needing to choose a frwourite. It falt ag
if ehis was difficult far Daisy to pick ane, which
fedt ta indicate ta me immediabely & level aof
anjoyrment aver schaol and learming.

| wias Tascinated over Daigy valuing of a subject
that enables her ta ‘wind down’ and ‘express
herseldf. This left me wondéering about young
peaple wha do not eoperience this in am
academic subjects and the patential benefits, in
terms of regulation, of having this within
learming.




tell me ahawt pour sxperiences and feslings
abaut being in & schaol with isalation?

Daigy: Lirm {.} weell Pee never been threstensad
(-] to be= sent thers but | know lﬁﬂﬁ
hawe and {.| for

there thon he in keseony

Racfied: Uh huh

Daii: Because they just want ta _

Rached: Yeah
Disisy: like urm when | was in Year () 9 thers

wits A girl urm immy year and she i.“’usl! wie ke
awt the clessroom becouse one of
wits weovking in fsodotion on that day

Haschel: Right
Diaisy: Yeuh [} and so SEOpIS|USE SOMEimEs

i) and like there's & bay inmy year who
misbehaves a lot
Raschied: Hrmm

Daigy: And he alwieps vesed fo -clf
ﬂmswf.jﬂtill they'd send
hirn ko isolation but he's ended up getting
af pur school

Raschel: Oh, right ak
Diaisy: Yeuh wrm {2) but | never really feel
threatened to go. | wouldn't ever want ta ga in
Raschied: Yeah
Daigy: Because it seems like a- plisce bt
urrn (2| yeah
Raschiel: And you mentioned before that yau
think like Lame people would rather be there
Daisy: Yeah
Rachiel: Do you feed ke does that happen like i
they Kind of walk ocut can they just go there or if
they get bo EBolation wauld they get told to go
hatk sort of thing?
Daisy: | don't really know but (2] when [} as]
presiously said when that girl walked owt, she
diidd e g govng fo Bolorbian and get to stay
there but some teachers because in kssong
teachers :an_E!,wh'n:h i% an after-school
detantion
Rachiel: Dk
Daigy: And erm you get sent to anather room or
sometimes if there's no raoms available you .

to the Bolation roosm
Rachied: Ok
Diaizy: And urm (2] but, | guess thep just kind of
get do stmy () | guess
Raschiel: Hmm and you said that you woulda't
it o o there yawrs el

‘Waips of fear

Power in language of ‘threatensd” and “Sent
there,

Ve af cantralfmanipalmtio ndreedom

The idea af getting awsy from or going to a
favowrite teachers beft me wandering about the
impact af relationships in terms of behabour
and the management of behaviowe | also
wondered whether schoal policies. acoou mted
for this ubjective measure o, due o mot Being
abjective, this was not considerad in the policy?

The idea af “bedting teachers’ laft me wondering
abaut the idea of students recognising
dyregulation in daff and the shility ta impact a
tacher's regulation lesel bo gain aocess ta a
teacher they want bo be with or B0 & space naay
fram the clasroom. This left me sondedng
abaut haw & proactive spprosch to mesting this
nséed ta be with an indiwidual you have a

il atiGnship with ar to & space Saay fram the
current room wodld prevent the nesed to et
tEachers s

The language af ‘kicked aut” créabed a dtrang
irresge e hiich felt b capture the pawer of the
system and the ‘dane b’ natune experienced by
s s,

Restagnition that the space & horrible’ felt
interesting following the concept of athers
semking out the space. This left me considering
whether the relationchips ane o dSrong that
ather young peaple sesk out this space, or
whether this seelking is based ana level of
aoteplance of them which is nat felt in dlass?

1 am imberested that Daisy & mok centain around
the procedures and the level of subjectivity
around what would happen in this situation.
Voire af manipaiotion

The language aof ‘isue’ in berms of & détention
#5 appased ta get sent’ when discussing

Eolation irterested me. The languame anound
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Daimy: Mo

Raschiel: Because it's o horrible place [} Can you
tell me & bit mare abawt what makes it a
harrible place?

Daigy: Wall, Puve aonly besen in there () like | said
previaushy () to drop off urm or pick up papers

and urm there it's just it's B | ] i just is a

Eolation fesl more power kaden and directive,
Wihereas “issue’ feels [ike it is being ghen in &
depersonalited manner & opposed o the level
af power and authority with the individusl
teacher im gat want’,

Voice of witnessing

‘Waice of fear

harrible place like it kboks almaost sort of like auwt
of o I | guess in 2 way
Rasthiel: Right

Duii: Lilke thi:n:':.- and it's just like

Raschiel: Raght ak

Diatigey: And then I:hl:rl:"sa_

Rachied: Yeah {2) ok and you mentioned befone
thae there's g C3, which i< an after schaal can
wau kind of talk me through bow how someone
amnds up getting sent to isolation like with like
thak systermn

Diaigy: With like with the syitem peah

Ascthed: Yeah

Daisy: 50 .| first you get a C1 # you'ne
e 1 =

Raschiel: ok

Daisy: and then you get a C2 if that ERIESEN
Raschell: Yeah

Daigy: And then after that its a C3 which means
wau hawe a half an hawr after schoal detention
after sehoal and you bt anather
claseranm so (2] say | got ane which | hawen't |
wonild then gt mowed ta like the dasiraom
néexdt doar

Rasciel: Himm

Daigy: and then "::-n‘n vt
dagen [ Mmﬂﬂ O, which is 5 {.| an
hawr | think ar 45 minutes to an hawr | think
Rached: Yeah

Diaigy: Lrm but you can alsa geat like a Cd for
be&ing an your phome and stuff

Rached: Kight ak oo just aut of sudden

Daisy: Yeah

Raschiel: Raght ak

Daisy: Urm {2) and you can also get |} we have
lik= "behaviour cards

Rasched: Yeah

Daisy: and if you get three far
lik= wither forgetting pour PE kit or

an the carridors then you get a C3 after schonl.
Raschiel: Raght ak

The visual desoription inteneitsd me hére in the
recognition of thene being no windows and onby
desks and chairs as ‘horrible’ and lk= ‘a prisan’.
1'was left wondering abauwt how this connects
with a prison enviranment and considered the
tack of conmection with the outside warld and
the restricted movemeant in terms of the spasces
aind what i availabl e

Vaice af cantralmani pulmbionfresdom

lam imberested in the ides of fongetting
something warranting a ‘had signature”. The
nature af something being forgotten suggests,
b me, a pasihee snd unintentional st | was
alsa left wandering about the young persan’s
fihs v et dan e Pl e s b aakie b
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Appendix AE
Fenton’s Transcript with Steps 1-5 (an extract)

Rachel: ou really enjoy that? (2)
[Erillian{]

Fenton: [| really do, yesh]

Rachel: Lovely, that's brlliant. And hawe
vou ever baen to isolafion yourself?

Fanton: (3) Yesh. More in Year &.

Rachel: Ckay, and have any of your
fmendship group ever, besen to isolation.

Fenton: Yeah.

Rachel: eah. Ckay. Lovely. So, just in
terms, like | =aid to you before, in terms
of what the research is abaout, if's
exploring the experiences of young
people sttending & school which has an
izolation space or room, and it might be
called something slightly different
depending which school you're im. But, a
kand of, some sort of conseguenca room
or isolation room.

Fenton: Yeah.

Rachel: And so, to start with, | have just
one key guestion and then we can
explore areas that feel important. So,
thet i, can you tell me about your
expenences and feelings about b=ing n
& schood with isolation?

Fanton: (2] Urmn well 5o | know this
wear, iy isolation room is a bit different
to kast , bt | do know that last

But | know that this year, youre in
the “area (2} urm and if's with sll the
other people that ars also in isclation,
but it's called the *room.

Rachel: "ep

Fenton: So, | think the school's trving to
miake if sound like & good place but it's
[.Ji's not amd theie j more-

| was interested that Fenton started by
comparing kast year and this year and
therafore the importance of this changs
to Fenton's experences and fesling.

Voice of lack of movement
Vioice of lack of freedont

Wioioe of
Verice of unfoivess

The concept of the school being
inferested in presenting the space as a




miglehave v [ (emphasiy on 'good place’ interested me, alongside
the-wend ing) theve: Fenton's factual but it's nof’ statement.
Rachel: Lk huh

Fanton: So, like it can B850 like
SUSpEnsion.

Rachel: Right.

Fantom: Pretty easily, wm ) but
isolation room i can be

Like if, if you don't
hawe at

the bottom of it (.} then {2} you go to to
the “room.

Rachel: Right.
Fenton: Yesh, Which-I ﬂuhh’rﬂfy

Fachel: “eah. Oy,
Fenton: Yeah

Rachel, Ckay. So, in terms of, just
understanding what could end up with
someone going to the isclafion room, or
the “room, as it's now called.

Fenton: Yeah.

Rachel: So, you talked about kind of, it
can be those =illy reasons. Is that how,
is there kind of & leading up to that
poirit, or would that just be

Fentom: Y=ah so0, urm, since the

Rachel: Right.
Fenton: And 577

*FoomL

The concept of being within the space
potentislly lesding to further, more
serious, punifive MessUres Was
inferesting to me. The idea that
someones could be sccessing a mone
serious punishrment in the systam dus
to beirg within that space.

The reasons explained for being within
the space, feel in contrast to the
government guidance.

| was interested in Fenton's choice of
the word "sillly” here. This felt to
surnrmarize Fenfon not valuing or
respecting these reasons but also felf to
reduce the power of the system in
implernenting this or being considerad
as a threat as the term 'silly’ felt quite
young and non-blaming.

This image led me o perceiving a guand
or patralling concept in checking
uniform imrmediately on entrancs to the
school.
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Rachel: Okay () and when you're in the
*room, or what was previously (2) the
kind of different room with youwr tutor.

Fenton: “feah.

Rachel: What happens in that room,
what does the day lock like?

Fenfon: Um so you will () urm {2) you
will (.} urmi if it’s
physical work from your from your
teacher of that lesson,

Y8l and you have fo do you've gat to
compiate all your work in there, Yeah.

Rachel: And can you tell me a bit more
about where that's like in there? | mean
is there, are you kind of talking with your
tutor? Is it silent work?

Fenton: Umm well when it was with the
tutor, wrrn, () you just sit ke st the
back, because they'd, they'd be
teaching different r groups. So,
just have to

and you just have fo

on with oW work and you
BERyBUF BFTEFHElg bt they

normally be teaching.

Rachel: Okay, and in terms of the
difference betwesn how it was last year
and this year (2) was |last year, was
whera yvou just by yourself with your
tutor or or were there more people in
the room as well?

Fenton: Uim, yeah, normally there'd be
other people in the room, but it was only
reslly people from your tutor group i
they were sl=o on isolation and. ..

Rachel: [Right.]

Fenton: [and obwviously] the lesson that
the teacher was teaching

Rachel: Okay, so this year is it a bigger
group, potertially, of children in that

Voice af lack of freedom
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Appendix AF

Rico’s Transcript with Steps 1-5 (an extract)

Rico: Urm ﬁi the isalstion is ithe i-lil
(2) nervous. You're =]

ot of the times (3), I'd say so. But i you
go in there a lot, | say, offen] | think
you're used fo the layout and what
hsppensz

Fachel: Yeah. Yeah.

Rachel: Right

(2
Hmhmﬁeaﬁhngmm
bresks. Butin

. They take doan your arders and
o to the cofeiens for you.

Rachel: Right

Fico: Which is guite (1) not (3) I'd say
not a5 good as the other school

Fachel: Mmm.

Rico: Which is *School name and our
=chool is *School name.

Rachel: Hmm. Okay. And you
mentioned that wery first time how it can
miake you feel quite ardous. Do do you
remenmber the first time you went to
izolation? Would you mind telling me
about that?

Rico: it weas

It I WLy JWesuing-
ol wy muale-because he was

BNMTYing me.

Fachel: Yeah

The discussion of being ancdety
inducing and inftisting nervousness,
whilz an acceptance of this &s ‘nommnal’
when you've been before, leaves me
wonderng around the desired impact
for schools and whether, once sccepted
as utilising the space, this is just
accepied as nomal protocal’ for the
individual and for staff to ulilise with the
individual?

Voice of psychological impact
Vaioe of normalizing atherng
Winice of lack of movement and freedom

Lack of mowvement — mowement mot
permitied.

Through wtilising another school's
iz0lation, Rico has a companson with
tiwe schiool he attends and a recognition
that each school has a different

approach,

The change from “you can go' to ‘well,
tiey took you down’ left me wondaring
about where Rico fesls the power and
conirod Bes when in isolation. This
inifialhy felt to indicate autonomy but
quickly adapled to demonstrated the
staff hawe the control

It inferests me that the difference in the
permitted level of movement is the nifial
ares of mportance for Rico to talk abowt
— and the direct companson with
another school's isolation protocol.

Verice of injustice

Vedice- nfhy‘uaﬂnep

| wondered abouwt this descrepency
behwesn what a member of staff
perceived Rico hed done in comparison

to what he fel had happened. This left
mie wondering whether this had besan
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Rico: 5o, | (2) when | first went in, my
5o that

kind of eased my nenves but (1) not as
miuch. And =0 in they take

e (3] and
There's 10 s=ats in thers (2) and i
you're naughly, you gef chances and
thee first *chance is just to wam you, the
sacond “chance is to wam you again,
but the third *chance is where {he nexd
day ¢ mowved o 3 different school
and

Rachel: Weah

Fico: And then they do
(2)and {1}

at all (1) and li'leyﬂ_l_alg COLE-
over and- take dewn

then you G

Rachel: Right.

Fico: Which is gquite bad because with

no money and you're like starving, you
reslly want to something to est and
thean

ing.
Fachel: Weah

Fico: And then if some (17

2} and at 3:30 you leave or at 4
or at § depending on what you've dons,

Rachel: Right.

Rico: At 4 it's normally if you missed
*previous isolation time and at 5 if's
nommnally if you've done something really
bad

discussed at all to leave Rico with a
sanse of being heard and understood.

Voice of psychological impact

Vioice of lack of movement and freedam
Vioice of normalizing othering

Sibding support o esse nervousness ..
this was through telling Fico what it was
like. Again, this l=ft me wondering shout

the infentional hidden” nature of the
space for the studenis.

Again, Rico's recognition for his nesd
for a movement bresk but this being
Seen &5 & privilege as opposed fo a
rie=d within the isolafion space leff me
wondering about the resuling impact on
Rico's regulation within this situation
and the ensrgy, he would require to
remain regulated and avoided
expenences the “chances protocol

This mads me consider the level of
athering Rico felt at points where he
could hear others within the commmunity
going abouwt their ordinany day and the
different finish time being a direct
indicator of the leved of ‘punishment
related to what had happened.
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Rachel: Lh huh

Rico: And you ESRIgEEURISISWESES in

thare. [Mow | said, yesh.]

Rachel: [Right] (3) Ckay (2). Ckay, and
you were saying it after a bit of time you
get used to the layout in there you know
when you sort of said the first time you
can feel & bit arcious but afier s bit of
time, you're used to the leyout you Kmow
and what happens. What is the layout?
iou mentioned there was ten (2) was it
10 desks or sests?

Hico: Yeaah, 10 desks.

Fachel: Yeah. Can you describe, if you
weare trying to describe it like & picture to
me what it's like on there?

three decks at the

, 58y about a metre,
. Then you do anothar one.

The='s another three desks behind
that, the same layout.

Rechel: Uh huh.

Hico: There's
front.

Rico: Three desks. And thers's one up
ery front. 2]

at the front, like st the

Rachel: Right. (Z) And if you were doing
your work and you weren't sure what fo
do or something was tricky on your
work, would anyone help, is there
somecne there to help you or

Rico: Mormn

. But
theyll probabily just tell you to

Rechel: Uk huh

This felt a large timescale for a
punishment fo contimue for.

| was interasted that as well as being
isclated from the school commundty, the
indniduals within the room were being
physically isclated from each other.

This left me wondering about Fow |
woulkd cope within this leaming
environment, knowing that when | am
leaming | need fo have moments of
looking around my physical space,
connecton with others I'm in the
environment with. £ made me wonder
about how slowly tirme might pass for
the individusls within this room and
whether any staff members in amy
schools ever frial out what isolaton
feels like with tasks to complete
themselmes.

| felt a sense of warmith im Tooks after
you' in ferms of learming.
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It They/He/She/Teacher

346

We / Us

it's not

personally

it feels like
quite prison
like

it's like

it's isolation
It's not like we

compromise

Appendix AG
Angel’s Voice Poem (an extract)
| You

| see

everything

that happens

I'd say it feels

to me

| don’t getin

trouble
you know
if you don’t
follow the
rules
and find out
why you're
behaving
like that
you know
this is your

punishment



| don’t

| can’t even

think of a word

I’'m very
against the
idea

I'd say

You It

if you
refuse
you have to

be excluded

it's just

you can’t
leave
you've
taken away

their rights

They/He/Shel/Teacher

347

We / Us

everyone sat at a desk
doing nothing

barriers between
everyone

isolating them

making them feel very
they have to sit with
what they’ve done
they’re like distressed

they just have to sit

they can’t do anything
they can’t interact with
other people



that’'s what my
view of

isolation is

| would really
hate it

You It They/He/She/Teacher

348

We / Us

it's really
weird
a curtain between like
life other people
as soon as
you step in
there
you just
hear
shouting
you know like teachers
shouting
cos everyone in the
*area is so lovely
then you
look in
there
it’s like a lot

going on

*area is such

a good place
cos people go up
there if there
they can’t face being

in a room with people



Appendix AH
Daisy’s Voice Poem (an extract)

| You It

I've never
been
threatened to
be sent there
| know a lot of

people have

when | was in
Year 9

in my year

349

They/He/She/Teacher We /Us /
Our/

Everyone

for some people
they’d rather go there
than be in lesson
they just want to get

away from teachers

she just walked out
people just sometimes
leave
there’s a boy ... who
misbehaves
he always used to just
walk out
they’d send him to
isolation
he’s ended up getting
kicked out

of our

school
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| You It They/He/She/Teacher We /Us /
Our/
Everyone
| never really
feel

threatened to

go
| wouldn’t ever

want to go
it seems like a
horrible place
| don’t really
know

as | previously

said
when that girl walked
out
she did end up going
to isolation and get to
stay
you get sent
you get sent
to the
isolation
room
| guess
they just ... get to stay
| guess
I've only been
in there
like | said

previously



| guess

it's just

it's like

it justis a
horrible place
it looks almost
sort of like out

of a prison

there’s no
windows
it's just like (.)
two or three
desks with a
chair

first you get

a C1

if you're

disruptive

you get a

C2 if that

carries on
then ... it's a
C3

you have a

half an hour

after school

detention
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They/He/She/Teacher We /Us /

Our/
Everyone



Appendix Al
Fenton’s Voice Poem (an extract)

| —
|-<
o
[ =
=

| know this
year

my isolation
room is a bit
different to
last year

| do know that

last year

| know that
this year
you’re in the

*area

it's with all the
other people

*it's called the

*room
| think the
school’s trying

to make it

352

They/He/She/Teacher We / Us /

Our/
Everyone

we just
had to sit
with our
tutor

we had to

stay there



sound like a

good place

which | think’s
silly

You It

but it's not

if you like

misbehave

in

((emphasis

on ‘in’))
it can lead to
like
suspension
it can be for
the silliest
things

if you don’t

have a shoe

with a 90

degree

angle

you go to to

the room

you can'’t

see the

bottom

if it’s not right

353

They/He/She/Teacher We / Us /

there’s two members
of staff

Our/
Everyone
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You It They/He/She/Teacher We / Us /
Our/
Everyone
you have to
go
you will
you will go
and get
work
orit'll get sent

to you
you have to

you’ve got to
complete all
your work
you just sit
they’d
they’d be teaching
you just
have to sit
you just
have to get
on
with your
own work
you could
ask
your tutor
they’d normally be
teaching
there’d be other

people
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Appendix AJ
Rico’s Voice Poem (an extract)
| You It They/He/She/Teacher We / Us /
Our/
Everyone
if it's your first
time
it's quite
nerving (2)
nervous
you’re quite
anxious
I'd say so
if you go in
there
| say often
| think
you’re used to
it is quite bad
you don’t
normally get
to move

if you're like a
fidgeter
you don’t
when | went to
a different
school
they moved
you could go

out



let me have
like a really
long
movement

breaks

I'd say not as
good as the

other school

| was

go to the
cafeteria for

you

It was three

days

it was for

apparently
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They/He/She/Teacher We / Us /

well they took you

down

they don’t do that
they take down your

orders

Our/
Everyone

but in our

school

our
school is
*School

name



but | was
swearing at

my mate

So, |

when | first
went in

my sister told
me all

kind of eased

my nerves

if you're
naughty
you get
*chances
to warn you
to warn you
again

you get
moved to a
different

school

then that’s it

when it’'s
break

you don’t

357

They/He/She/Teacher We / Us /

Our/
Everyone

he was annoying me

they go in
they take your phone
they tell you where to

sit



Appendix AK
Angel’s Table of Voice

358

Voice

Self-Voice

Way of speaking (e.g. tone, language, positioning of self

Voice of
Witnessing

Singular - ‘T or
‘me’

Plural - “you’

Predominantly positions self as active (e.g. 'l see’, I'm very’, ‘| saw’) while also passive (e.g. ‘it's mot
personally to me’).

Perspective language is used (e_g. ‘| feel’).

Positions self as active (e.g. ‘| saw’, ’l feel’) while also utilising plural passive self-voice (e.g. "you just
hear').

Paositions self as subject of actions of others when considering the self-impact (e g. ‘it doesn't exactly like
affect me").

Aligns self with others when reflecting on past experiences (e.g. ‘you just hear, ‘you can fell'’).

Speaks of self in the present tense ('makes me’, ‘| see’, 'l hear’).

Utilises a whispering tone (‘cos the door's basically open all the time’) along with a quiet laugh,
petentially apprehension over whether witnessing is permitted.

Tone of awareness arcund isolation practices ('l see everything’, it makes me just disappeinted’,
‘reminds me of like a drunk father, T'm glad you hired someone like that') along with a wendering tone
around those experiencing isolation (] just wonder how they're deing’, ‘I think it is deliberate’).

Voice of
Fsycholagical
Understanding

Singular— T,

‘me’ or ‘my’

Positions self as active (‘'not like we compromise’, ‘would make me feel', ‘in my school', I gef’, 'l feel’,
‘makes me').

Perspective language is used (‘| feel’, ‘| wonder’).

Speaks in hypothetical assertions (It definitely would make me feel, ‘1 think they're quite aware’).
Speaks in present tense.

Tone of sadness ('l feel quite sad’, ‘scare taclic’, *don’t care’, ‘| get really guite upset’)

Voice of

Restriction

Plural prenouns
—you'
Singular — ‘me’,
i

Utilises descriptive language ('you get sent’, “you would be sent’, ‘reminds me of a prison’).
Positions self as active (‘'would make me feel', Il wonder’, ‘reminds me’).
Speaks in present tense and future tense.

Tone of power dynamics ('l wender if they're doing alright’, *You can't comfaort them', ‘prisaon like').

Veice ef
Digapproval

Singular
proncuns - I,
Tm', ‘me’

Plural prenouns

= You', qt’, 'we’

Positions =self as active ('I'm very against ._°, ‘1 would really hate it’, 'F'm pretty sure’)_

Utilises descriptive and emotive language (‘how hormrible i is’, Teels unfair’, ‘aggravating’, ‘annoyed’).
Combines a purposeful tone with an ambivalent tone (‘Iit's just so cbvious’, ‘you can just tell’, ‘they're
making the cycle worse', ‘people that clearly’ with ‘like how are we gonna improve like stuff, 1 just
wonder’, ‘| wonder’, I think').

Utilizes | and me predominanily but occasionally uses ‘it', ‘you’ and 'we’ to align self with others (it's like’,
‘it just feels’, ‘you can just tell’, “only you know like', ‘how are we gonna improve’, ‘how will we’).

Speaks in assertions with a tone of conviction ("don't do it, don't do that, then they're doing it'). The tone
here emphasizes that', asserting Angel's recognition of an alternative.

Speaks in present tense and future tense ('they're not going to').

Speaks in a frustrated tone ('no, what do you not realise’, that's making the cycle worse™).
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Daisy’s Table of Voices
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Voice Self-Voice

Way of speaking (e.g. tone, language, positioning of self

Voice of Witnessing Singular - T
Plural - 'you’

Utilises descriptive language ('you can't hear anything”)
Positions self as active ('I've never been’, ‘I know a lot of
people’, ‘| never really”).

Utilises neutral tones and informative communication {'I've only
been’, ‘for some people’, ‘all the people in there just looked")
alongside emotional tones (1 hated going in’).

Ordinarily speaks of self in singular voice and does not align
self with others (‘'I've never been’).

Utilises tone of conviction (1 know').

Speaks in present tense and past tense (| know’ and "just
looked like’).

Voice of Confrol Singular — 1

Flural — “you'll', ‘our’, 'vou're’,

our

Utilises active and passive voice (if you're strugaling you
ought’, ‘I guess’, ‘'she just walked out’) and (it will say™).

Utilises prescriptive language ('if you're disruptive in that lesson
then you get a C47).

Positions self as active (1 think’).

Utilises an informative tone and an evaluative tone (‘they'd
rather go there than', *she did end up going’, ‘if vou're disruptive

then’) and (‘1 guess they just kind of get to stay’, *some people
decide’, ‘just cant be botherad’, ‘decided to just leave’).
Speaks with a tone of conviction and in asserions (‘'some
peaple’, ‘can't be bothered’, ‘decided to just leave').

Speaks in past tense and present tense (‘decided to just leave'
and ‘they think it makes them seem more cool’).

Voice of Fear Singular -1, ‘me’
Flural — ‘us’, ‘vou’, ‘people’

Speaks in an active voice ('l would never’, ‘vou shouldn't want
to go there') alongside a passive voice (I've never been
threatened to be sent there', ‘they've embedded it in our
heads").

Utilises an emotional tone (‘I've never been threatened', ‘like
out of a prison’, ‘they're too scared’, ‘it's a really bad place’, ‘it
scares me', ‘| hated going in', ‘people don't go down', ‘| don't
necessarily think it's a safe space’).

Positions self as subject to the actions of others ('I've never
been threatened', ‘| never really feel threatened to go’, “you
shouldn't want to go there’, ‘they've embedded it in our heads').
Speaks in past and present tense.

Veice of Novmaligation Singular—'T, ‘me’
fon Others Plural — ‘people’

Mainly positions self as active ('l don't really think’, °I think’).
Utilises a confident tone which is persuasive and reasoned (it
tends to be’, ‘I feel like it could be better’, ‘| don't really think

that's much of a punishment’, ‘| think they're doing it', °I think
the people’, ‘always told me', ‘more angry at the school than at
me’).

Speaks in present tense and past tense.

LMilises a considerad tone (' think').




Appendix AM

Fenton’s Table of Voice

Voice

Self-Voice

Way of speaking (e.g. tone, language, positioning of self

Voice of Restrictions

Flural — 'we’, "you', "you'd',
wour friend’, ‘we've', ‘'we'
Singular — ‘'my’, ‘me’

Spo

ke of the self in plural terms ("we just had to sit’, “vou just have
to sit’, “you just have to get on’), aligning self with others (you
have to', ‘vou could just’, ‘you'd be in isolation’, "your friend
could do it too’, ‘we've picked').

Spoke of self as passive and the subject of others.

Use prescriptive language with a tone of conviction and
assertion (‘had to’, *have to’, "you have to’, “you've got to’, you
can't do that’, ‘vou do have to').

Spoke in past tense and present tense.

Voice of Relationship

Flural — 'we’, they'd’, yvou',
wour', ‘we've', they’, ‘other
peaple’

Singular -1, Twve’

Predominantly spoke of self in plural terms.

Spoke in past, present and future tense.

Positions self as passive predominantly ("vou just sit at the
back’, ‘you'd be with').

Voice of Pretence

Singular — ',
Flural — “all your friends’,
wou'd', ‘you’, ‘we're’

Speaks in the active voice (| think”, ‘they all said’, ‘vou'd be
with', “you didn't’).
Positions self as active ('l think’, “you didni have to go’).
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Speaks predominantly in the past tense, but also the present
tense when utilising singular self-voice ('l don't think it works').
Utilises a critical tone (‘trying to make it sound like a good
place’, ‘talk about how bad it was’, ‘| don't get why it's
necessary’, ‘| don't think it works’).

Veice of Unfrivriness

Singular-1
Plural — ‘you’, ‘your®,
‘}‘OU’I'E’, iwell-e!

Tends to speak in plural self-voice but at times ufilises singular
to express an opinion.

FPositions self as active but at times is more passive when using
plural self-voice.

Aligns self with others ('like if you misbehave’, ‘vou're two
minutes late’, ‘we’'re allowed to take’).

Speaks in present tense.

Speaks with a tone of conviction in assertions with criticality
{"you should be allowed to be two minutes late’, “It's 50 severe’,
‘| think they’re just really silly’, ‘1 can't get over how stupid that
is”, 'l don't get why it's necessary’, ‘1 don't, | don’t think it works”,
It's stupid’, ‘It completely drags you down', | blame it on *name
school’).




Appendix AN
Rico’s Table of Voices

Voice Self-Voice

Way of speaking (e.g. tone, language, positioning of self

Voice of Psychological
Impact ‘you've',

singular —'I'd’, ‘my’, ‘me’, T

Plural — *your’, ‘you're', ‘you’,

Utilises a mixture of plural and singular self-voice.

Positions self as passive predominantly {‘its quite nerve
wracking’, ‘that kind of eased my nerves’, 'you get another day’,
‘like throw you outside’, ‘tell you to go’).

Puositions self as separate to others ("You're almost treated as
like a prisoner’, ‘you just hear the outside world moving on’).
Speaks in a descriptive and emotive tone ('you can just all hear
the kids having fun out there’, 'my god, why did | get this?, 'I'd
say it's not the nicest one to have', ‘like draining like drained
me’, ‘| got ancther day because | didn't do enough workl, ‘it's
basically prison basically’).

Speaks in past and present tense.

Voice of Normalising Othering  Plural — “your’, “you’, ‘'you're’,

‘you'd’, ‘you've',
Singular — T, ‘me’

Speaks in active and passive voice ('l think you're used to the
layout and what happens’, ‘if you're naughty you get *chances’,
“you kind of use the toilet as a moving break’) and (‘they take
your phone’, ‘'vou get moved’, ‘they tell you to go’, ‘detention
would lead me to messing about’).

Speaks in present tense predominately.

Aligns self as separate to others {'normally just like throw you
outside’, ‘like they tell you to go', "you won't see me tomorrow’,
‘I get kind of jealous’, "'you're still going out with the normal
people’, Teels like you're really different’).

Speaks descriptively about what has happened and what does
happen.

Utilises a regretful tone {'then that's it', ‘| get kind of jealous”).

Voice of Lack of Movement

and Freedom our’

Singular - T, “I'm’,

Plural - ‘you’, 'you're’, ‘your’,

Predominantly speaks about self using plural self-voice.

Mainly uses passive voice (‘you don't normally get to move’,
‘they take down your orders and go to the cafeteria for you',
‘they take your phone’, ‘they barely give anyone movement
breaks’, ‘you're basically not allowed to look at each other’, it
feels claustrophobic’, 'vou're just sat in there all day’, “only time
you get to move’, ‘yvou're just stuck there’, 'you're not allowed to
do anything’, 'it's basically a prison’, 'vou're almost treated as
prisoners’, ‘vou just hear the outside world moving on’).

Speaks with a tone of conviction and speaks in assertions
{‘you're basically not allowed’, ‘you're not allowed’).

Speaks with a hurt tone (it's basically a prison’, “you're almost
treated as prisoners’, ‘you're not allowed to do anything’, it
feels claustrophobic’, ‘the only time you get to move’, 'your legs
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are cramping’, 'literally the only way you can move’, ‘time goes

slowly’, ‘I can't move’, “you just hear the outside world moving
on').

Veice of Injusdice

Singular =T, ‘me’,
Flural — ‘you', 'you're’

LMilises an active voice ('if you're more naughty, you're more
likely to get ong’, ‘but | was swearing’, ‘you just hear
everyone’).

Posiions self as subject of actions of others ('they come over
and take down your orders’, ‘if you don't do enough work, you
get another day’, ‘I almast got thrown out™).

Utilises frustrated tone (for apparently swearing’, if you don't
have money there's no lunch’, ‘vou get another day in there’, ‘at
3 you just hear everyone leave’, "Why am | in here?, ‘is unfair’,
‘some stupid reason’, ‘normally be a dentention but they just
gave me isolation’, ‘makes you more stressed’, ‘| don't think |
should stay’, ‘going out with the normal people’, ‘| don’t think
they give out free meal for *isolation people’, ‘| got another day
because | didn't do enough work because | was quite angry’,
‘it's quite unfair', “stupid reasons’, if you're more naughty,
you're more likely to get one’).

Speaks in past and present tense.




