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Poor mental health and declining school attendance among children and young people (CYP) are areas of increasing focus and concern among educational professionals. At the same time flexischooling, characterised by part time home education (HE) and part time school attendance, has gained enormous popularity across the UK since the first COVID lockdown in 2020. Although research around the topic is currently limited, some studies suggest flexischooling can support the mental health and wellbeing of CYP who struggle with the demands of full-time school attendance. The present research adopts a small scale, qualitative approach to explore experiences of flexischooling, as represented through the personal narratives of families engaged in a flexischooling arrangement. All three participants’ children were attending a UK mainstream school, and each child had a diagnosed special educational need or disability (SEND). Although the conclusion of this research cannot be generalised, all participants reported that they perceived a reduction in school-based days resulted in improvement in the mental health and wellbeing of their children, and in two cases better overall school attendance. Other experiences revealed important insights into the significant and positive impact of adopting relational and collaborative approaches in schools, and uncovered themes that challenge the inflexibility of the current system and constructs around schooling.
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“The rise of flexischooling. With supersized primary schools, large class sizes and the squeeze on primary school places, some parents are choosing to educate their children at home for part of the week” (The Guardian, 2011)

“‘Flexible learning will stop pupils being left behind’: Education should embrace the opportunity to share learning between home and school” (TES, 2020)

“Forget flexi working, flexi schooling is the future” (FE news, 2021)

"Schools allowing children to attend part time in flexi learn-from-home deals, Ofsted chief warns" (The Telegraph, 2024)

“The middle-class mums 'flexischooling' their children: They go to extraordinary lengths to teach their children from home part-time... despite some teachers' fears that pupils will miss out on key lessons” (The Daily Mail, 2024)

The range of media headlines shown above summarise some of the interest, concern, assumptions and questions raised around flexischooling in the UK. Recent headlines indicate a surge in coverage of flexischooling, likely influenced by an incremental cultural shift following on from the COVID-19 pandemic, which has seen a rise in child and adolescent challenges with mental health, and a decline in school attendance. For some parents and education professionals, the appetite for flexischooling has brought about a welcome change but for many there is significant worry about the complexity it might invite, as well uprooting concerns around safeguarding, and the impact on attendance records and assessment results.

There are currently very few studies relating to the nature and practice of flexischooling in the UK, although a notable contribution to the literature and understanding of flexischooling was made in 2022 through a comprehensive review exploring flexischooling of children diagnosed with special educational needs and disabilities (SEND) (Paxman, 2022). Other small-scale studies have begun to consider and evaluate different dimensions of flexischooling, including the quality of education the children are receiving, the outcomes with regards to improved wellbeing or academic achievement, and the motivations of parents (e.g. Griffin et al., 2024, Baker et al., 2019; Lawrence, 2017) The present study contributes to the field by capturing and exploring the experiences of parents who have navigated this approach to education, in a time where it is not highly accessible or available within the school structure. 		
		
[bookmark: _Toc208247046]Choice of Topic 
My interest in alternative and flexible schooling originates from my personal experience with home education (HE). Having undergone an unconventional educational path, I believe this positions me to approach the subject of part-time school attendance with an open perspective, while acknowledging the potential for personal bias regarding the perceived benefits and drawbacks of alternatives to full-time schooling. In my professional career within the education sector, I have held various roles, including teacher, researcher, and member of the SEND team within a LA. These experiences have provided me with opportunities to critically engage with and reflect on the education system. They have also prompted me to question how effectively the current schooling model meets the needs of children and young people (CYP). Consequently, I often find myself reimagining an education system that better acknowledges individual differences and fosters the inclusion of a broader range of practices and priorities, many of which are often overlooked in the present structure. As a Trainee Educational Psychologist (TEP), I have observed a growing demand for alternative provisions, particularly for CYP who face mental health challenges or struggle to attend school due to special educational needs (SEN).


[bookmark: _Toc208247047]Aims of Research and Relevance to the Field of Educational Psychology
I consider that flexischooling is a pertinent issue to explore, primarily because it is already being implemented in numerous schools across the UK. Despite this, many educational professionals, including educational psychologists (EPs) remain unfamiliar with flexischooling due to the lack of research and the relative novelty of the approach in mainstream schooling. At the time of writing this thesis, there was no existing literature that directly linked flexischooling with educational psychology (EP) practice. Nonetheless, several key themes in relation to parental choices, issues of inclusion, mental health and wellbeing, and the lack of flexibility within the current school system emerge from the existing literature on flexischooling (e.g., Paxman, 2022; Griffin et al., 2024; Sudea, 2023; Lawrence, 2017; Baker et al., 2019). These themes are of considerable relevance to EPs, LAs, and the academic research community.

If EPs are unfamiliar with flexischooling, it may discourage schools, families, and other professionals from seeking support from EP Services when considering this option. Flexischooling agreements allow CYP to maintain the same funding and access to Local Authority (LA) services as their peers (Paxman, 2022). Given that many flexischooling children have SEND (Baker et al., 2019; Griffin et al., 2024), EPs are likely to become involved with these children at some time or another. Further research will help EPs better understand and assist those navigating flexischooling.

Currently, schools offering flexischooling do so at the discretion of their respective headteachers. Although the Department for Education (DFE) recognises it as a legal practice, flexischooling remains unregulated and not statutorily monitored. This leaves families and schools without clear guidance on what constitutes effective flexischooling, and little is known about its implementation across schools. Additional research could provide valuable insights and foster improved practices in flexischooling. Some learning opportunities that can occur outside of structured school settings, like self-directed learning (SDL), have been described as “qualitatively different from the processes taking place in school” (Arora, 2003, p. 111). Further investigation into flexischooling may enhance understanding of how CYP are engaged in learning outside of the traditional school system.

This thesis is concerned with exploring the views of parents with regards to their experiences with flexischooling. Both home educators, and previously non-home educators seem to be accessing flexischooling arrangements (Facebook Practitioners UK, 2023) and it is relevant to consider that families may hold quite different values, views and motivations, depending on the point of entry into a flexischooling arrangement. I am particularly interested in examining the perspectives of families whose children were in school full time before transitioning to flexischooling. While existing research has explored elective home education (EHE) (e.g., Wolfe, 2015; de Carvalho & Skipper, 2018; Medlin, 2000) and insights of home educators would undoubtedly contribute to the flexischooling literature, my focus is on those families who did not begin their flexischooling journey in this way. My primary interest lies in the unidirectional experiences of families who have navigated this transition, and I hope this will make a unique contribution to the literature on flexischooling. Within this group, I would like to explore how families perceive the impact on their CYP, particularly those who have struggled with full-time school attendance due to special educational needs (SEN), as outlined in the SEN Code of Practice (Department for Education and Health, 2015).

The terms Special Educational Needs (SEN) and Special Educational Needs and Disabilities (SEND) are used interchangeably in this thesis. In the UK education system, these terms describe children who require additional support to access education. The Children and Families Act (2014) defines a child as having SEN if they have a difficulty or disability which requires special educational provision beyond what is normally available to others of the same age. The SEND Code of Practice (DfE, 2015) outlines four areas of need: 
· Communication and interaction
· Cognition and learning
· Social, emotional and mental health
· Sensory and/or physical needs. 
In this study, I have chosen to focus on families whose children have SEN, as I felt this would bring the most benefit to the EP community and be the most relevant to the children and families that EPs serve. The term SEN was used deliberately in participant recruitment because it does not necessarily imply a medical diagnosis, but captures the range of recognised areas of need that parents are likely to be familiar with, while also distinguishing these families from those who may have chosen flexischooling primarily for philosophical or lifestyle reasons.

Participants in this study were drawn from an online flexischooling Facebook group for parents. The methods used to capture experiences were qualitative and narrative based (semi structured online interviews).

This thesis is framed around one central research question and three sub questions:

1. What are the experiences of families who have engaged in a flexischooling agreement, whose children have previously experienced full time school attendance?

Sub questions:

1. Were any interventions carried out in school before flexischooling was agreed?
2. What are the parents’ thoughts or reflections on the idea of ‘inclusion’ since flexischooling has been implemented?
3. What has been the impact on family and child wellbeing?

[bookmark: _Toc208247048]Structure of Thesis
This thesis is organised into three main sections: 
1. Contextual and theoretical background of flexischooling as part of an extended literature review.
2. Design and analysis of the research.
3. Presentation of findings, discussion and conclusions. 
[bookmark: _Toc208247049]Contextual and Theoretical Background of the Research		
The literature review is made up of two complementary parts. Part one considers the origins of flexischooling, exploring where it came from, why it might have emerged and what it looks like today in terms of its legal framework and position within education. Although distinctive fields on their own right, EHE and flexischooling are theoretically aligned. This provides the opportunity to review situations, conditions and ideas around EHE within this work as a way of further contextualising some of the discussion and debate around education that does not rely on traditional schooling. Part two of the literature review examines the existing research around flexischooling in more detail, dividing it into two main sections. Firstly, exploring what is known about the possibility of flexischooling as a whole school approach, followed by an analysis of the research around flexischooling as a discrete option, which identifies experiences of families who educated their children at home as well as continued to engage with a regular mainstream school on selected days each week.	
	
[bookmark: _Toc208247050]Design and Analysis of the Research
This chapter considers the relevance of qualitative and narrative research, along with their potential contribution, strengths and limitations in relation to the field of flexischooling research. I outline my philosophical position, including reflections throughout that define epistemological and ontological choices within the research. The design and procedure used within this research are presented, along with the methods used to collect the relevant data and the ethical considerations involved with this process. In addition, techniques used to analyse results are explained and examples given to further illustrate the use within this study.

[bookmark: _Toc208247051]Presentation of Findings, Discussion and Conclusions
This section of the thesis presents the findings from the research. As is usual with narrative analysis, attempts to respect participants' stories by preserving the structure, meaning and coherence of personal experiences have been made. As such, findings from each interview are presented one by one, as a way of avoiding too much fragmentation and in order to keep narratives intact. A discussion section which draws together the findings of the research by examining overarching themes from the participants' experiences and reviewing themes in relation to wider literature is followed by a final chapter discussing implications of the study, along with its strengths and limitations.
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[bookmark: _Toc208247053]Literature Review: Part 1
[bookmark: _Toc208247054]Origins of Flexischooling in the UK
The term "flexischooling" emerged in the 1980s, pioneered by Roland Meighan, an academic and outspoken critic of traditional schooling (Meighan, 1988). A professor at Birmingham University, Meighan viewed schooling as outdated in a post-industrial society, and instead preferred to explore what he called ‘future learning systems’. He claimed to have coined the term flexischooling in conversation with American educator John Holt, soon describing it in his book; Flexischooling, Education for Today, Starting Tomorrow (1988). Meighan defined flexischooling as a part-time arrangement where school and family share educational responsibility in a formal partnership (Meighan, 1988). Meighan’s ideas were influenced by his admiration of HE, which he supported through advocacy and research throughout his career. Although when Meighan was initially involved with HE it was not a yet a parental right, it is now a legal option and England has one of the highest HE populations globally, second only to the USA (Neuman & Guterman, 2020). Through his work, Meighan often highlighted the benefits of HE, particularly its flexible, person-centred approach, which is also a central tenant of flexischooling (Meighan, 1995).

Meighan was not alone in his denunciation of the school system and other critics of traditional schooling often reason it can serve as a rout to societal control rather than a rounded education. Freire (1970), for example, argued that schooling is a means of influencing society, led by educational policies and governments that define what knowledge is valuable, while Illich (1971) viewed schools as institutionalised mechanisms for supervision, stratification, and socialisation rather than education. Others, however, such as Pitt (1980), defended schools for their role in structured learning and social cohesion, and Becker (1993) emphasised their economic benefits. Hirsch (1987) contended that the shared cultural knowledge gained in school is vital for societal success.

Despite the various arguments for and against traditional and formal schooling, it has remained largely unchanged, and Meighan (1988) found that many parents turned to EHE out of desperation due to the system’s inflexibility, particularly for children with additional needs. He wrote, “…they became so desperate that they clutched at the last possible straw of trying to educate their children at home” (1988, p.2). 

While schools are widely regarded as an essential rout from which to achieve success and wellbeing, research also highlights benefits of education outside of school (e.g. Webb, 1999; Rothermel, 2011). This thesis will now examine key arguments surrounding traditional schooling and HE, as these two areas represent the overlapping contexts within which the concept of flexischooling is situated.

[bookmark: _Toc208247055]The Constructs of Education and Schooling
Before delving into the literature around the perceived benefits and limitations of school and HE, it is important to make a distinction between the construct of school and the construct of education, which differ. American philosopher John Dewy (1916) describes education as a lifelong process that involves the acquisition of knowledge and skills, as well as the development of values and attitudes. Another definition sees education as involving processes, including voluntary and personal endeavours centred on the acquisition of shared moral, cultural, and aesthetic values that contribute to social capital (Illich, 1971). 

Dewey (1916) defined learning as either formal or informal. Formal learning refers to an intentional and structured type of learning that takes place in settings such as schools, leading to qualifications and following set rules and procedures (Livingstone, 2001). McGregor et al.,(2018) agrees that schools serve as places where credentials are gathered, and children are prepared for the workforce but adds that socialisation is also a key function of a school. Informal learning is thought of as learning that takes place outside of structured education environments like schools and that is not formally assessed, such as visiting a museum or a zoo (Eraut, 2000). 

Traditional mass schooling in the UK emerged alongside the industrial revolution and is prevalent since the late 19th century. Before that period, any schooling for the general population had been largely funded and influenced by the church. Around the industrial revolution it became a state funded mainstay in response to concerns about child labour and a need for a more literate workforce (Carl, 2009). Since the inception of this system and in response to cultural and economic shifts over the decades, there have been debates about the usefulness of traditional schooling. Marsico and Dazzani (2022) point out that often these debates are situated around socioeconomic issues to do with inequality and access, and the curriculum orientation towards standardisation and assessment. Mohamed (2020) summarises:

…the traditional system of teaching may have worked well for many students over the last 100 years; however, research shows that the industrial epoch’s “factory-based” approach to education is failing to serve the needs of 21st century students, let alone special education students (p.43).

For some educationalists, including Meighan (1988), alternatives to traditional mass schooling are necessary. Examples are Maria Montessori (1912) who devised an alternative school model focussing on student led principles, and Rudolf Steiner (1995), who created schools that involve greater engagement of parents and value creativity and holistic child development above fostering economic value. Alternative school models have however been critiqued as lacking important ‘content knowledge’, being impractical and idealistic and lacking the necessary structure that children need to compete in a modern economy (e.g. Hirsch, 1987; Willingham, 2009).

Thoughts from the arena of the cultural psychology of education promote the idea that education is a continuously developing human activity and there are no ready-made or perpetual solutions to the delivery and structure of it (Marsico and Dazzani, 2022).

[bookmark: _Toc208247056]So why School?
Regardless of the origins and differing perspectives around formal and informal learning, schools are known to provide more than just academic instruction and a means to obtaining qualifications. Bronfenbrenner’s (1979) ecological systems theory acknowledges that children's development is impacted by different environments that interact with each other throughout their life. 

Figure 1
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Bronfenbrenner’s Ecological Systems Theory

According to the system's perspective, school is not a separate, isolated experience but rather it is interwoven into different areas of a child’s life. School typically fits within Bronfenbrenner’s mesosystem (see Figure 1), impacting on the connections between a child's home life (Microsystem) and wider environment (Exosystem) (Tudge & Hogan, 2005).

Most recently, the COVID 19 pandemic taught us a lot about the protective factors of school and served as a stark reminder that schools serve a purpose beyond the delivery of formal and structured education. School lockdowns had a range of adverse consequences for CYP, which was reported as disrupted learning, food insecurity, lack of social interactions and increased exposure to violence and exploitation at home for many (Roe, Blikstad-Balas, & Dalland, 2021). Those children from economically poorer families were affected the most and are likely to feel long term effects of school closures including negative effects on physical and mental health (Rajmil et al., 2021), limited speech and communication skills (Charney, Camarata, & Chern, 2022), a widened gap in maths and literacy attainment and skills (Education Endowment Foundation, n.d.), and an increase in emotional and behavioural difficulties (Blanden et al., 2021). With regards to the COVID literature around the impact of school closures, research does also highlight that the pandemic had a broader economic and social impact that affected almost all support systems. The pandemic contributed to higher levels of financial hardship, parental stress and reduced social interactions for all, and so it is difficult to isolate negative impacts of school closures on children, and attribute all poor outcomes for CYP to the lack formal schooling (Van Lanker and Parolin, 2020; Christi et al., 2022)

Wider research suggests that schools can provide a plethora of other important functions, such as being a significant means of social development. Erikson's stage theory (1950) suggests that early adolescents develop crucial social skills, including the ability to initiate interactions by being around groups of similar aged peers, which are linked to the quality of their friendships as they progress through life (Chow, Ruhl & Buhrmester,. 2013). Studies have shown that schools have a role in both directly and indirectly influencing and protecting children’s mental health and wellbeing – directly by providing a means by which to deliver social and emotional learning (Montero-Marin, Allwood & Ball, 2022) and indirectly by generating a sense of school connectedness and a positive school climate (Kuyken et al., 2022) through providing trusted adults and safe spaces. Furthermore, schools can provide a means of social mobility via academic achievement and qualifications, which can lead to more choice and better jobs (Social mobility commission, 2014). When exploring improving population health, Alper, Thompson & Baciu (2015) report that better educational attainment can lead to many “downstream” benefits including higher income, improved health and happiness, and resources to live in healthier areas.

[bookmark: _Toc208247057]So why not School?
Despite the compelling evidence that schools provide a safe, inclusive and productive space for many pupils, there is a breadth of literature addressing the limiting factors of schools and citing the reasons why they can be difficult environments for some CYP to manage. Several well-documented factors can contribute to school-related stress and mental health challenges, including academic pressure and performance anxiety (Flett, 2018), bullying and negative peer interactions (Arsenault et al., 2010), social exclusion and peer rejection (Parker & Asher, 1993), discrimination and marginalisation (Benner & Graham, 2011). These factors can negatively impact self-esteem, academic achievement, and overall mental health. 
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Recent research offers further insight as to why some issues may be particularly pertinent for children who are recognised as having SEN. Crane et al., (2020) looked at the qualitative experiences of young people (YP) with a diagnosis of autism, who were attending UK secondary schools. They found that discriminatory practices, social exclusion and limited support for their specific needs were all common challenges faced by those interviewed. For children with a diagnosis of autism, Billington (2020) further discusses the complication of the often chaotic and overwhelming sensory aspects of school, which contributes to everyday struggles experienced by many of these CYP. Furthermore, it has been reported by the charities ‘Ambitious About Autism’ and ‘The National Autistic Society’ (2017), that autistic children are often the victims of unofficial exclusions, including actions such as being sent home to ‘cool off’, being removed from school trips and accessing part time timetables (Billington, 2019). 

In the broader SEN population, Jones and Murray (2019) found similar effects in their study of the experience of children with dyslexia in primary schools, citing stigma, discrimination and inadequate support as common experiences faced by these children. Parsons and Abbott (2018) examined the impact of bullying on the educational experiences and outcomes of disabled children, including those with SEN, finding that bullying played a large role in negatively affecting psychological wellbeing, self-esteem and academic performance in school for these CYP. 

[bookmark: _Toc208247059]Emotionally Based School Non-attendance (EBSNA)
Emotionally Based School Non-Attendance (EBSNA), previously termed school refusal or phobia, was once seen as a ‘within-child’ issue, but evolving perspectives emphasise broader contributing factors (Sawyer, 2022). For example, EBSNA is known to be influenced by various issues including but not limited to, individual factors (anxiety, neurodiversity, unmet learning needs), school factors (transitions, peer and teacher relationships), and family factors (stress, bereavement, sibling history of EBSNA) (EdPsyched, n.d). Recent research highlights that many families withdraw children from school due to its negative impact on CYPs mental health and wellbeing (Paulauskaite et al.,2022), suggesting that children categorised as having EBSNA challenges are likely to be seeking alternative routes through education. 

School absenteeism, which includes children missing school due to EBSNA, has gained public and government attention since COVID-19. A study on EBSNA during lockdowns found 25% of parents reported school closures reduced their children's anxiety due to lower pressures (Sawyer, 2022). In April 2023, the DFE reported Spring term absence was 50% higher than pre-pandemic levels. In response to falling attendance rates, Children’s Commissioner Dame Rachel de Souza prioritised improvements, advocating for 100% school attendance (Attendance is Everyone’s Business, 2022). However, a 2021 Edge Foundation survey of over 10,000 students found nearly 50% of secondary school respondents saw education as something to "get through" rather than an enjoyable or meaningful experience (Laczik & Newton, 2023). This data paints a complex and layered picture, that highlights a fragmentation of priorities among parents, CYP and government officials. 

[bookmark: _Toc208247060]A Matter of Inclusion?
As moral and political arguments have evolved over time, so have narratives around special educational needs and disability (SEND). A part of this evolution of thinking included the assertion that positive attitudes are developed when children with disabilities and their typically developing peers interact at school (McDonald and Lopes, 2014). Since this shift, discussion around inclusion has often tended to be thought of as integrating all CYP into the formal schooling system, but there is evidence that this does not always satisfy the needs of families and children with SEN, or those who struggle to access a school because of social, emotional and mental health challenges, who can end up excluded or marginalised. Inclusion is not easy to define. Despite many educational reforms and as some of the above research demonstrates, the most vulnerable CYP in the UK are typically not thriving in the school system (Kerr & Ainscow, 2023). Despite a national commitment to increasing inclusive practice in schools and an evolving understanding of neurodiversity, data from the British Educational Research Association (BERA) shows a mixed and complex picture of increasing school exclusions. The data also shows that the curriculum is becoming narrower and special schools are expanding, perhaps indicating that more and more children identified with SEND are finding it increasingly difficult to fit into the mainstream school system (e.g. Lynch, 2022; DFE, 2023; Kerr and Ainscow, 2023).

[bookmark: _Toc208247061]Last Resort Home Educators
Understanding HE motivations provides insight into flexischooling. UK flexischooling guidance falls under Elective Home Education (EHE) regulations, with the DFE stating: “Although children being home-educated are not normally registered at any school, parents sometimes choose for a child to receive part of their education at a school… Such arrangements are sometimes known as ‘flexischooling’” (DFE, 2019, p.6). This positioning suggests the DFE assumes home educators as key drivers of flexischooling requests, though this remains largely underexplored. In 2023 the Welsh Government released new and additional guidance on improving learner engagement and attendance, in a document titled Belonging, Engaging and Participating. This document includes information and guidance for flexischooling and is intended for a wider audience including "leaders, teachers and other practitioners in maintained schools, pupil referral units (PRUs) and education otherwise than at school (EOTAS) settings"(Welsh Government, 2023, p.6). This guidance seems to take a more holistic perspective of school attendance challenges, referencing that flexischooling may be particularly beneficial for children who are suffering with medical illness or school anxiety, those who are autistic, or those transitioning into school.

HE is often framed as a social movement (Collom, 2005) or value-based choice (Kunzman & Gaither, 2020). However, Meighan (1988) observed that many families turned to HE as a ‘last resort,’ particularly for those who had children with SEN. The Badman Report (2009) which was a government-commissioned review of HE echoed this, finding that many SEN families withdrew children due to unmet needs: “Many parents… withdrew their child often in despair that their needs were not being adequately met in school” (Badman, 2009). Similarly, Neuman & Guterman (2017) identified two categories of home educators—those making an informed, philosophical choice and those making an ‘arbitrary change’ due to school-related distress. Over half of their participants fell into the latter category. Other studies confirm that HE is often a reluctant decision, following failed attempts to make school work (Morton, 2008; Kendall & Taylor, 2010).

In the US, Ray (2004) found ‘last resort’ HE often stemmed from unmet needs, bullying, or school misunderstandings. Kendall & Taylor (2016) reported similar findings in the UK, with SEN families feeling forced into HE. Rothermel (2011) noted that many HE decisions were triggered by specific school events, though it was unclear whether families had been inclined towards HE in the first place.

Despite its sometimes unplanned nature, HE often becomes a positive choice over time. Meighan (1988) found most families, regardless of initial motivation, were satisfied with their decision. Kunzman & Gaither (2020) similarly concluded that dissatisfaction driven HE often evolves into a pedagogically and ideologically motivated choice: “…the original decision to homeschool introduces families to a new subculture of which they had not previously been aware” (p.262).

Determining how many families engage in HE as a true ‘last resort’ is challenging due to the diversity within the HE community (Mazama, 2016; Kunzman & Gaither, 2013). However, available literature suggests that SEN families and those with school-anxious children are the most likely to turn to HE reluctantly, highlighting a clear need for more flexible education option.

[bookmark: _Toc208247062]A Call for Flexibility
Morpeth and Creed (2012) highlight the need to rethink education, advocating for more flexible, diversified systems: “Governments must continue to reform, improve and expand the public system, but also consider reconceptualising their role… towards encouraging a more diversified and equitable educational system.” (p.201)

This theme has also arisen from the literature around HE and parent’s desire for more flexibility in the school system as an alternative to HE, which includes a wish to remain supported by schools. Collom (2005) found home educators often share educational responsibilities with an HE community, but studies also report the financial and emotional strain of HE from families who have made considerable sacrifices to undertake it alone (Parsons & Lewis, 2010; Reilly, 2007). Families facing such pressures may welcome flexischooling as a way to balance their child’s needs without assuming full responsibility for the education. A report completed in 2011 that explored a whole school approach to flexischooling, offers an interesting insight that suggests the flexible approach to schooling attracted both registered and previously unregistered home educators to participate in the school (Morpeth and Creed, 2011). This implies that working in partnerships rather than alone could be perceived as a benefit.

Some research suggests there are many who feel forced into HE might prefer a flexible school arrangement. Kendall and Taylor (2016) found that while parents of SEN children desired flexischooling, they often faced barriers: “Parents said that they would welcome flexischooling with part-time attendance at school, but they identified the difficulties… due to flexischooling being at the discretion of a head teacher.” (p.303). The Badman Report (2009) also noted that most SEN home educators wanted continued contact with schools and recommended expanding flexischooling (p.41). Parsons and Lewis (2010) found parents would prefer school if needs were met and learning was individualised, adding: “Provision needed to be sufficiently flexible to accommodate children’s changing needs over time.” (p.46) Maxwell et al. (2020) found that some Welsh families wanted flexischooling but were denied due to policy restrictions. Similarly, the National Household Education Survey (2016) found over half of US home-educated children maintained “some involvement in school-based activity” (Kunzman & Gaither, 2020, p.279).

Supporting parents’ mental health is also crucial. O’Hagan (2021) noted that flexischooling warrants further exploration as a way to reduce stress for families home educating autistic children. Kidd & Kaczmarek (2010) also found that all mothers in their study felt impacted by their child's stress.

Although the above-mentioned studies provide some evidence on the desirability of flexischooling, most research offers only preliminary insights into how small groups of parents feel about the option, rather than robust evaluations and outcomes over time from parents who have been given the opportunity to try it out. Flexible schooling is not widely promoted in the UK, and Lawrence (2017) points out that because many parents feel they have no choice but to home educate, it is not clear how many would have preferred to maintain some support from school. However, the same research does tentatively indicate that if families had access to a more flexible school arrangement, it might prevent many of them from feeling like they must make a last resort bid for EHE.

[bookmark: _Toc208247063]Flexischooling: Who Does it Serve?
Shafer and Khan (2016) explored motivation for different groups of parents in the US, including those that are flexischooling and those that are homeschooling, using a large quantitative data set from the National Household Education Survey. As well as collecting information around motivation, this study also offers insight into the demographics of these families, by providing cross group comparisons between the family contexts of students enrolled in school full time, and those who were either home or flexischooled. This quantitative study broadly implies that flexischooling may meet needs of children with disabilities and that “more economically and racially diverse families see flexischooling as a viable option” (p.542). Overall, it seemed that more advantaged families choose HE, and economically diverse families tended to choose flexischooling. The authors of the study don’t provide detailed qualitative responses from parents, but there are some insights into themes relating to equality and socio-economic status that are also relevant to a UK context.

It is helpful to consider school attendance as one end of a spectrum of educational choice, and HE the other, with flexischooling somewhere in between the two options, perhaps presenting the best of both worlds for some families. In the UK, it has been suggested that HE is often a middle-class pursuit, with research revealing higher rates of income and university level qualifications among home educating families (Badman, 2009; Parsons and Lewis, 2010). Additionally, it was found that demographic trends within the HE community showed mostly white and Christian backgrounds (Badman, 2009; Parsons and Lewis, 2010), and Thomas (2016) discovered that many EHE support groups served primarily English-speaking families and cultures. Other research finds that parents generally undertake HE of their children with SEN with limited funding, and the mother often becomes the main teacher (Parsons and Lewis 2010; Reilly 2007), potentially reducing her financial independence and ability to access a range of resources to teach the child, making it a less viable or attractive option. It is important to reinforce that it is very difficult to gain accurate statistics and knowledge of HE families, due to the fact that there is not a mandatory need for registration and inconsistent data is collected by LAs, meaning that it is often through voluntary survey based or qualitative data that insight is gained (Danechi & Long, 2023).

In comparison to full time EHE, in a flexischooling arrangement the school remain involved and responsible for funding pupils; “their age weighted pupil formula funding is identical to their full-time attending peers in the setting” (Humphries, 2018, p. 93). This means that CYP can gain access to computers, books and other school resources on the days they are in school, potentially reducing pressure on parents who feel the need to provide an equivalent resource base at home. 

In summary, Shafer and Kahn’s (2016) research was around a large sample in the US offers a transferable conclusion to the UK, indicating that flexischooling might play an important role in the diversification of the HE movement (Macbeth 2000), from which flexischooling derives. Issues of the equitability of alternative schooling have long been the topic of interest, and it is an important area to continue to explore in relation to flexischooling.

[bookmark: _Toc208247064]Meighan’s Concept of Flexischooling in Contemporary UK
Meighan’s (1988) vision of flexischooling was one that took inspiration from home educating families and interweaved a variety of ideas that were recognised at the time of writing and remain present in contemporary psychological and education theory, including the benefits of child centred practices (e.g. Rogers, 1972, Piaget, 1964, Vygotsky, 1978), parent school partnerships (e.g. Bronfenbrenner, 1979) inquiry and collaborative based learning (Vygotsky, 1978) and more individualised approaches (e.g. Gardner, 1989, Dweck, 1988 ). HE arguably remains a contentious and debated issue, although it has been explored more thoroughly in the literature. With the Education Act (1996), a legal framework for education was established and HE was recognised as an acceptable form of education, which it was not at the time of Meighan’s initial exploration in the 1980’s. Additionally, the Children Act (2004) actively promotes partnerships between schools and parents, and Every Child Matters (2003) agenda highlighted the importance of parent, child and school partnerships, something that Meighan placed as a central importance within flexischooling practice.

Currently, there is no statutory guidance or legislation written specifically for flexischooling in the UK and it remains a decision made at the discretion of the respective headteacher. However, as previously mentioned, it is referenced by the DFE as a recognised option. The Department for Children, Schools and Families (DCSF) issued the following description for flexischooling: “Flexischooling or "flexible school attendance" is an arrangement between the parent and the school where the child is registered at school and attends the school only part of the time; the rest of the time the child is home-educated.” (DCSF, 2022)

Dialogue surrounding SEND, inclusion and attendance could understandably create tension among school professionals who want to avoid exclusionary practices and who have a responsibility to ensure all children have access to a full-time education. Nonetheless the current school system has been described as one which struggles to cope with children who do not adhere to traditional social norms and expectations around mass education, or who do not respond to a predetermined curriculum and the traditional five day a week structure of schooling (Runswick-Cole et al., 2024). A recent article about flexischooling published by independent online publication Schools Week reported: “…it seems schools are using flexischooling as a tool to help children with special needs, school refusers, or those at risk of emotionally based school non-attendance (EBSNA) from dropping out of the classroom.” (Chantler-Hicks, 2025)

In the same Schools Week publication, national director of education at Aspirations Academies Trust Dr Jeffrey Quaye was reported to comment, “We need to return to the normal, which is pupils being in school in front of an expert to deliver the curriculum,” (Chantler-Hicks, 2025). There has been a recent surge in coverage of flexischooling in the wake of dropping attendance figures and increased issues with poor mental health among CYP being reported. Ofsted has expressed concerns about children receiving a hybrid education, including flexischooling, noting in their annual report that “a very significant number [of children] are experiencing unorthodox patterns of education” (Ofsted, 2024). Meanwhile, EP Jericah Holder has developed a comprehensive and widely accessed training resource for schools and families to address ongoing concerns about EBSNA (EBSA Horizons, 2024), suggesting flexischooling as a form of proactive and preventative intervention for children unable to attend full-time school. The examples briefly explored here represent a paradox, illustrating the tension between top-down policies prioritising standardisation and control over a normative education, and the growing support among educationalists for more individualised, child-led approaches to inclusion, which can include approaches like flexischooling.


[bookmark: _Toc208247065]Literature Review: Part 2

[bookmark: _Toc208247066]Flexischooling Literature
The research and literature base for flexischooling is currently limited and studies that do exist explore different elements of flexischooling, making it challenging to compare, contrast and generalise findings. Nonetheless, flexischooling is happening more and more in the UK and is prominent in the US, where it is actually thought to be more popular than full-time HE (Shafer and Kahn, 2013). There are some ‘how to’ guides available from the UK (Humphries 2018; Lawrence 2012), and Finding the Flex is an active organisation that supports families, schools and LAs to enable access to flexischooling. There are several websites and social media platforms that promote alternative approaches to education including flexischooling, and these enable families and professionals to connect (e.g. Progressive Education online and Flexischooling Families Facebook group). A recent comprehensive review of the flexischooling landscape, commissioned by the charities 20/20 Health and The Relationships Foundation, provides an up to date and inclusive overview of flexischooling children with SEN in the UK. This review draws upon both quantitative and qualitative data, reviewing the available research and endeavouring to construct recommendations based on findings. Recommendation from this review are as follows: 

1. DFE to issue comprehensive guidelines on flexischooling arrangements in its national guidance for schools. 
2. DFE to introduce a new attendance code for flexischooling. 
3. Government, UKRI and other institutional funders to support academic study of flexi- schooling children with SEND. 
4. Multi-agency consortium to produce national guidelines on flexischooling children with SEND. 
(Paxman, 2022, p.40)

There is an ongoing need to understand how flexischooling can be best implemented for today’s educational terrain. Meighan’s (1988) concept of flexischooling proposed a bilateral arrangement between parents and schools, whereby learners have the flexibility to break away from the classroom to pursue alternative interests in a more self-directed way at home, but classrooms also became less authoritarian, and more freedom and autonomy was afforded to all participating within the school structure. Therefore, at its truest, Meighan’s concept signifies not just a practical arrangement around part time schooling, but a cultural and relational shift where parent and school partnerships are central. Humphries (2018) suggests that flexischooling is in fact sitting on a continuum, “…at its simplest most basic it is a flexitime arrangement where school based and home-based learning are discrete and continue as ‘normal’ (p.109). Richter et al., (2025) suggest that flexischooling can be understood as an ‘educational third way’.

[bookmark: _Toc208247067]Part 1: A Whole School Approach
The literature on flexischooling in the UK reveals some examples of schools adopting flexible models to stay viable or support families in need of alternative education. Poultney and Anderson (2019) explore a rural school that implemented flexischooling to remain open after facing closure. This case highlights the power dynamics between national policymakers pushing for standardisation and local school leaders advocating for flexibility, which continues to impact the implementation of such models. The school in this case used an open systems approach to facilitate the transition the flexischooling, consulting with teachers and parents to create a collaborative approach. Thoughts from the field of cultural educational psychology propose that education as a construct is an open system that should constantly be consulting with partners and reforming, asking ‘what next?’ (Marsico and Dazzani, 2022). 

The shared philosophy of school and families in this case was to ensure that children enjoyed their learning, a goal that was achieved through the introduction of flexischooling. Parents were pleased to return to work after home educating, and children were engaged, often expressing that their school was “the best in the world” (Poultney & Anderson, 2019). However, the study's limitation is that it focused on a small primary school with few teachers, meaning the findings may not be representative of larger schools considering such a shift. Additionally, many of the children were from families already home educating, which may have made the transition easier due to their pre-existing shift in educational ideology (Kunzman & Gaither, 2020).

Similar examples of schools that adopted flexischooling include Dame Catherine Harpur’s School in Tiknall and Hollinsclough Primary in Buxton, both small rural schools that turned to flexischooling to remain viable. Hollinsclough, for instance, has been recognised for its integrated flexischooling policy, which supports both full-time mainstream and part-time flexischooling students. Mountford-Lees, the Headteacher of Hollinsclough, emphasised that the model made the school “more viable” (BBC News, 2011) and attracted significant interest from across the country, even internationally (TheHeadteacher.com, 2022). These cases demonstrate how small schools, facing local challenges, have adapted flexischooling models to meet the needs of their communities, with schools like these using research to shape their approaches (Gutherson & Mountford-Lees, 2011).

Research by McDonald and Lopes (2014) on Australian Schools of Isolated and Distance Education (SIDE) further supports the notion that flexible attendance models can meet the needs of students who struggle to attend mainstream schools’ full time. The SIDE program is particularly suited for students with special educational needs, as it allows them to gradually become more independent in a supportive, mainstream environment. This model highlights the potential benefits of a blended approach to education, where students with different needs can thrive in a flexible system.

Something that the research highlights, is that the schools looking to make a whole school shift towards a flexible curriculum engaged in research around alternative education models. In Poultney and Anderson’s (2019) study this included exploring Meighan’s original concept and embracing a more collaborative model of education that remains within a legal framework but that is also, by its very nature, less preoccupied by centralised initiatives. Gutherson and Mountford-Lees (2011) note that key principles of Hollinsclough school are mutual support, enhanced social development and dynamic teaching and learning, which is described as “opportunities for mutual enrichment and exchange of ideas through a learning community of children, staff and parents in which there is ongoing dialogue” (p.5). Poultney and Anderson’s (2019) study makes a valuable contribution to understanding the barriers and strengths of a school leadership system, and implies that the outcome has been successful, although it does not attempt to gain any in depth perspectives of the families and children participating. Other freely available information published by Ofsted, indicates that some schools are doing a good job of supporting their flexischooled children. Although examples are somewhat scarce due to the small numbers of schools offering a whole school approach, Erpingham CE Primary School in Norwich has a 2014 Ofsted report which comments: “…the flexi-school timetable, used to allow individual pupils to be partly home educated, works very well” (Ofsted, 2014).

More research needs to be undertaken to explore the mechanisms that are enabling the system to be successful. In McDonald and Lopes (2014) research, only two families’ perspectives were sought. It does report that the flexible approach offered a better fit; “…the study revealed that home schooling with the support of SIDE substantially increased the educational ‘fit’ experienced by the child with an ASD” (p.11), but more examples need to be pursued and examined in order to illustrate the pros and cons of whole school flexible attendance. 

[bookmark: _Toc208247068]Part 2: A Distinct Item on the Menu
Most of the literature looks at flexischooling as an arrangement whereby the parent has requested that their CYP spends time at home (or elsewhere) each week, to receive part of their education, alongside attendance at a regular school that has adjusted the curriculum to suit the arrangement for that CYP. A recent paper from Griffin et al., (2024) explored data from a survey completed by 31 parents who were flexischooling their CYP, all of which were considered to have a SEN. Data from this survey suggested that a typical flexischooling arrangement involved up to two HE days a week and that the perceived benefits from this arrangement were increased wellbeing, and educational needs being met more effectively. This survey revealed that for some of the parents who responded, who’s children were out of school for longer (half a week or more), a drawback was the impact on quality of friendships (Griffin et al., 2024).

Although there is no accurate data on the number of flexischooled pupils in the UK, information available from the Facebook group Flexi Schooling Families UK suggests that there are around 568 known schools altogether offering some form of arrangement which does not necessarily mean a whole school approach, with the majority primary schools and only 27 secondary schools. However, according to a survey capturing 5078 teacher responses commissioned by Schools Week (Chantler-Hicks, 2025) around 660 secondary teachers report teaching a flexischooled young person. This data does seem to suggest that there are more children taking part in flexischooling arrangements at secondary school than may be being reported elsewhere (see figure 2):
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Data from a Schools Week commissioned survey of over 7,200 teachers in the UK (Chantler-Hicks, 2025)

Extracting themes from the existing research around some of the more qualitative elements and experiences of people who have entered this arrangement, two main papers emerge from the literature, both with very small sample sizes.

[bookmark: _Toc208247069]A Closer Look at Scotland: Language Matters
Between 2017 and 2018, an informal parent group who named themselves Dumfries and Galloway Parenting Science Group (DGPSG), obtained Welcome Trust funding, and researched three strands of flexischooling: the status, management and processes around flexischooling in Scotland (strand one), and parents (strand two) and teachers’ (stand three) views. This study was small scale and does provide useful insights into the flexischooling landscape of Scotland at that time, although the topic was not explored in great detail and sample sizes for the qualitative part of the research are small. The review highlighted that although flexischoolers seemed relatively small in numbers compared to children attending school full time, there were a lot of LAs with flexischooling policies in place. Most significantly, Fife council reported actively using flexible education arrangements (FEA), of which flexischooling was one, and had a 57-page policy to explain the process (Baker et al,. 2019). Furthermore, Fife had recorded a significant increase in flexischooling requests in the three years leading up to the 2019 review and therefore before the COVID 19 pandemic, and it is interesting that in Paxman’s (2022) more recent review of flexischooling, Fife reported a further 150% increase in pupils actively being flexischooled.

Much like the schools discussed in previously who moved to a whole school flexischooling approach, strand one of the DGPSG research revealed that factors around policy and transparency could play a part in prevalence of flexischooling in an area, revealing that councils with visible policies received more requests and had more uptake of the flexischooling offer. 

The qualitative information gathered from the DGPSG report paints a largely positive picture. From the parents’ surveys, some clear and mostly encouraging themes emerged around parents’ perceptions of the consequences of flexischooling, which were based around finding a balance between family and school life, and a balance between home schooling and mainstream schooling (Baker et al., 2019). Reduced stress for the child, better attitude to school and positive effect on social confidence were all recorded by parents as benefits. These outcomes are comparable to Griffin et al.’s (2024) more recent research where parents reported similar benefits, with one parent commenting; “Being in school less hours is a massive help for my son’s behaviour as he is less overwhelmed” (p. 10). In contrast, in the DGPSG study there was also some concern that their children may be missing out on some learning and that school found it difficult to accommodate the flexischooling (Baker et al., 2019). Although the sample size was small (24 parents), this is an important initial insight to the impact of flexischooling on the lives of families and CYP who have chosen a flexi arrangement within a mainstream school. 

Interestingly, The Poverty Alliance (2020) also published a small-scale research report that aimed to explore the qualitative experiences of families, CYP and professionals engaged in FEA’s in Fife. It was reported that some CYP on FEA’s were receiving no educational provision outside of school, that parents lacked understanding around the provisions put in place and that arrangements could negatively impact educational attainment (Robertson and McHardy, 2020). In fact, the report findings were largely negative. One parent's response emphasises their lack of agency in the FEA. 

He was put on a part time timetable to try and get him to go to school because he wasn’t going…Soon as he got to fourth year subjects dropped like flies cause he’s not going there to do it…if they’d been giving me that work he’d be getting some sort of education from me. He wasn’t getting anything at this point. (Robertson and McHardy, 2020, p.14)

Overall, there are contrasting experiences reported from the DGPSG review (2019) and the Poverty Alliance report (2020), which both looked at parent experiences of part time schooling in areas of Scotland defined as having transparent policies that support flexible arrangements. 

It is likely that language used to describe and define the agreement is significant. Parents who participated in the DGPSG (2019) research were from a group who self-identified as ‘flexischoolers’, they had embraced the role of partnership with their child’s school and reported a sense of control within that arrangement. Parents interviewed for the Poverty Alliance (2020) report are described as participating in FEA’s, but qualitative citing’s from parents and CYP indicate that the arrangement had not been a transparent process, and there had been a lack of guidance and support available from school. There is also an indication that these parents did not feel equipped or were perhaps not in position to take on some of the educational responsibilities that came with having their children at home part time, and so these young people were simply missing out on school, and this is indicative of a wider issue. In a Schools Week article reporting on school exclusions, this problem was highlighted as a concern for Ofsted; “part-time timetables are being used “too often” to manage pupils’ behaviour, sometimes as an alternative to exclusion.” (Towler, 2023). 

Although the Poverty Allegiance report is not strictly an insight into flexischooling, it offers an understanding of how important the mutual relationships is between parent and school, and perhaps provides a warning as to how the CYP can be negatively affected if this is not ensured through secure policies and processes. A strong theme from teacher reports in the DGPSG also highlighted that parent partnerships were key to the success of a flexischooling arrangement, and this was also reported in Poultney and Anderson’s (2019) study, where the leadership team described key factor in making the model work, was recognising the philosophical stances of the home educators, and using this to inform the model. The DGPSG conclude:

[A] lack of consistency about what is considered as flexischooling, even what term is used to describe part time schooling, whether ASL [additional learning needs] pupils are counted in their flexischooling numbers, what policies local authorities have relating to it, and who has responsibility for flexischooling within each local authority. (Baker et al., 2019, p.30)

[bookmark: _Toc208247070]Focus on Autism
A resent systematic review on flexischooling of autistic students was undertaken by Richter et al., (2025). The review includes eight studies and finds that this research recognises flexischooling as a way to provide autistic CYP with an individualised education that seems to be successful, often due to its ability to be responsive to changing needs.  Lawrence (2017) made a significant contribution to the flexischooling literature by utilising an interpretative phenomenological analysis to capture the lived experiences of five mothers who share their autistic child's education with school. A key difference in this work is that the term “shared education” is used in place of flexischooling and is defined by Lawrence (2017) as an arrangement that “may occur at the request of the either parents or the school” (p.2). The term is explained as one that reflects a wider concept of education involving the roles of parents, schools, and learners, as opposed to Meighan’s (1988) flexischooling concept which implies a more philosophical stance on parental involvement with a child’s education (Lawrence, 2017). This choice of terminology seems to indicate that families in the study felt that a more arbitrary choice (according to language chosen by Neuman and Gutterman's 2017 study) had been made to address educational and wellbeing needs presented by having an autistic child that struggles to cope with the inflexibility of a school environment. Lawrence writes: “the parents in this study seem also to be less secure in what they are doing”, and continues, “perhaps because of this, are less ready to report that they are experiencing pressure or to describe their involvement in their child’s education as being a major undertaking.’ (p.206) It is possible that a more value-based choice might imply more confidence to associate with a flexischooling identity, although this is not something that has been explored in the literature so far.

Lawrences’ (2017) research addresses the perceived positives and negatives of full-time school, finding ultimately that mothers in her study felt they could supplement what school provided and at the same time, mitigate many of the stressors their child faced: “they see it as a time of self-repair needed by their children due to the anxiety engendered by the pace and pressures of school” (Lawrence, 2017, p. 230). There has been a large effort undertaken to carry out research on the benefits and drawbacks of HE for autistic children. Most recently, O’Hagan, Bond & Hebron (2021) carried out a systematic review of the HE and autism literature and it is apparent that the lack of flexibility featured as an important priority for protecting the wellbeing of both families and children, highlighting that this community have long felt the need for more flexibility in the school system. Richter et al., (2025) in a more recent systematic review of flexischooling and autism reported benefits of flexible schooling that impacted the family and students’ wellbeing . One existing issue is the unlawful practice of informal exclusion of many autistic children, which is reported by The National Autistic Society (NAS) Great Expectation report, as happening frequently; “…exclusions often happen because a child’s needs are not well understood and therefore, not being met appropriately” (Reid, 2011, pg. 8). O’Hagan et al., (2021) rest on the following summary: “HE and flexischooling were identified as ways to provide the personalised curriculum and social opportunities that autistic children need as well as respite for parents. Such models encourage the acceptance and accommodation of different cognitive and behavioural profiles.” (p.12)

Lawrence’s (2017) study offers interesting insight into the possibility for educational diversity within flexischooling arrangements and considers whether it can benefit the children, looking at how different families take on varying percentages of the educational role. Some of the perceived benefits that arose from the shared education arrangements included that the shift to part time homeschooling addressed issues around sensory processing differences, it allowed families to provide a specialised curriculum tailored to their child's needs and created opportunities that improved interaction with their child. From Richter et al.’s(2025) review of the wider literature (which includes Lawrences’ study), these themes seem to be repeated, making a compelling case for flexischooling as a potential intervention for some autistic children who struggle with the school environment. 

An important observation from Lawrence’s (2017) study is the acknowledgment that parents of autistic children are at an increased risk of psychological difficulties, and that the parents' perceived locus of control can be a significant factor influencing their adjustment to the stress of raising an autistic child. Similarly, an Australian study by Kidd and Kaczmarek (2010), also looked at the experiences of mothers’ home educating their children with autism and found that incorporating flexibility was important for the wellbeing of the child and parent: “…with respect to flexibility and well-being, taking time out (solitary time) throughout the day or week was regarded as important” (p.267). This study did not specifically mention flexischooling but did find that nine out of the 10 mothers interviewed, the impact of school on their children was mainly anxiety and stress, and the experience of coming home to be educated, offered increased wellbeing for all involved. 

Another interesting theme highlighted the idea of flexischooling allowing the child to be more ‘themselves’: “Shared education is respectful of the autistic difference in the child and does not support a 'normalisation' process (rejection of the child as 'is') which may occur in school”. (Lawrence, 2017, p.137). Similarly, a paper by Goodley and Runswick-Cole (2012) comments on "normalisation" in the context of autism and explores how it has been a topic of debate for some time. It is argued that there is scope for acceptance and accommodation of autistic individuals as they are rather than attempting to make them "normal" according to societal standards. It is interesting to reflect on flexischooling as an option that could provide a respite from normalisation for a whole array of CYP, who find that the school environment impacts them in a negative way and causes them to want to avoid school, or even experience EBSA. 

[bookmark: _Toc208247071]Summary of Literature Review

The first section of this literature review explored the origins of flexischooling, examining its historical development, potential reasons for its emergence, and its current legal status within the education system. Given the close relationship between HE and flexischooling, this section also considered the broader context of HE, highlighting key debates and conditions that influence educational approaches beyond traditional schooling, including discussion and inclusion. The second part of the review focused on existing research on flexischooling, dividing the discussion into two key areas. The first explored the potential for flexischooling to be implemented as a whole-school approach, while the second examined research on flexischooling as an individual choice, particularly the experiences of families who combine HE with part-time attendance at mainstream schools, with an additional focus on children diagnosed with autism. 

[bookmark: _Toc208247072]Chapter 3: Methodology

[bookmark: _Toc208247073]Introduction
This chapter discusses and outlines the methodology of the following research. The goal of this research is to understand the experiences of families with children who have SEN, as outlined by the SEN code of practice (2015), who have undertaken a flexischooling arrangement following engagement with full time schooling. Experiences will be represented through participants’ personal narratives. The first part of this methodology chapter will outline my philosophical position as a researcher and how this relates to my research question and the decision to use a narrative methodology. This chapter will also define ‘narrative’ in terms of analytical methodology and discuss the use of narrative within EP practice and research. The second part of this chapter will discuss the design and procedure used to carry out the research.

[bookmark: _Toc208247074]Qualitative Research 
Qualitative research methods are used to provide an in-depth description of a particular practice or setting (Mertons, 1998), whereas quantitative research can enhance understanding and enable hypothesis testing using standardised measurement tools (Patton, 2000). I did briefly consider the use of employing a mixed methods design, using survey based quantitative methods to explore experiences of flexischoolers, taking into consideration that studies employing statistical methods can provide insights that can be applied to broader populations (Howell 2013). Although I do see the value of this approach, I acknowledge that of the small pool of research currently available for flexischooling, most have taken a quantitative approach as a means to understand elements of the movement (e.g. Griffin et al.,2024; Baker et.al 2019), and there is a gap in qualitative insights of those undertaking a flexischooling arrangement. Therefore, using a qualitative approach could result in new insights into flexischooling.

Denzin and Lincoln (1994) describe qualitative research the following way: “…the studied use and collection of a variety of empirical materials [...] that describe routine and problematic moments and meanings in individuals’ lives” (p.2). Within this research project, I did not set out to understand the underlying mechanisms that make flexischooling successful, or to measure or compare flexischooling experiences against other school experiences, and I was not aiming to uncover a particular ‘truth’ about flexischooling. My research is qualitative and exploratory, and this category of methodology was chosen based on my view of the world, as well as the nature of the research question, which was to explore experiences rather than necessarily measure or categorise them. The use of qualitative methods has a strong and recent history within the Social Sciences (Esin, Fathi and Squire, 2013) and reflects the journey that the field of psychology has undergone since the 20th century. Once aligning itself with a positivist stance of facts and measurements, as Willig (2013) writes, research has now moved “towards a psychology that acknowledged the importance of language and ‘lived’ subjective experience” (p.143), as well as the impact and reflexivity of the researcher (Billington, Williams, Goodley and Corcoran 2017). 



[bookmark: _Toc208247075]Reflexivity
Willig (2013) writes about the importance of researcher reflexivity and encourages those undertaking qualitative methodologies to pay particular attention to this throughout the research process. In qualitative research, the subjectivity of the researcher and participant are seen as central to the process (Ponterotto, 2005). Additionally, a narrative researcher should begin from a curious, unknowing position (Anderson & Gehart, 2007). To support me to be reflexive, I kept a research journal throughout the process of constructing this thesis, in which I noted my epistemological journey and ideas, my personal reflections and questions that felt important to keep in mind. Finlay and Gough (2003) write that there are multiple dimensions of reflexivity and describe the process as a ‘critical self-awareness’ that researchers must hold in mind throughout the research process. Personal reflexivity is one dimension, which leads the researcher to reflect on personal beliefs that have influenced or shaped the research (which includes, personal interests, political positioning and social identity). Epistemological reflexivity is also important, as it holds the researcher responsible for acknowledging how the design of the study defines or limits what can be found out, how the data and findings are constructed, and how it could have been investigated differently (Willig, 2013). In order to support transparency within this report, I have included reflection boxes that will enable the reader to gain some insight into my reflexive process. Personal reflections are noted in yellow boxes and epistemological reflections are noted in green boxes throughout, all are titled and can be found in Appendix A. 

[bookmark: _Toc208247076]Epistemological Assumptions and Research Philosophy

To orient the reader, I am mindful to define the terms by which I position myself as a researcher with relation to my ontology and epistemology, which underpin and help organise my overall research philosophy. It is hoped that by outlining my ontology and epistemology, I will make clear the objectives of my research, which will in turn justify why I have chosen a particular set of methods with which to go about answering my question.

[bookmark: _Toc208247077]Ontology
Ontology is a word used to describe the way we think of the world, which has an impact on what we think can be known about it, and the way we assume we can investigate it (Fleetwood, 2004). Crotty (1998) states; “Ontology is the study of being” (pg.10). Blaikie (1993) offers further explanation, outlining ontology as, “the claims or assumptions that a particular approach to social enquiry makes about the nature of social reality” (pg. 6). My theoretical perspective as a researcher is aligned with a relativist ontology. This means that I understand knowledge and truth as it relates to the social sciences to be relative to the cultural, social or individual context (Baghramian and Carter, 2019). This contrasts with a realist ontology, which assumes that reality exists independently of human perception (Howell, 2013).

[bookmark: _Toc208247078]Epistemology
Epistemology is term used to describe the stance researchers take in relation to knowledge creation in the context of their research (Crotty, 1998). As a researcher I sought to explore the experiences of families who had embarked on a flexischooling journey. While I wanted to pay attention to the personal interpretations attached to those experiences, I was also particularly interested in acknowledging how experiences are shaped by broader societal discourses. Having explored different theoretical and philosophical positions (please see epistemological reflection boxes), I concluded that my epistemological position was that of a social constructionist, with elements of interpretivism.

According to Hammersley (2013), constructionism leads researchers to look at the processes that guide people to collectively construct their social worlds. Socially constructed processes include a range of categories realised through language and discourse (Burr, 2015). Examples relevant to this thesis include but are not limited to categories such as school, intelligence, parenthood and childhood. Foucault (1980) suggested that power is exercised through the discourse that surrounds these socially constructed processes and norms, and he believed that through this discourse, we create meaning and order (Howell, 2013). Berger and Luckman (1966) agree that the construction of truth and reality are contingent on the dominant cultural narratives and values. Blyth (2008) writes on the subject: “The rise of social constructionist theory within the social sciences has been grounded in a concern with the power relations and political effects of the knowledge that they produce” (p. 34).

An epistemology grounded in social constructionism asks the researcher to take a multidimensional approach to explore the situation they are researching, to see how participants make sense of their experience by looking at “context, environment and interactions” (Cohen et al., 2017, p. 23). I was interested in the way people talk about the world and their experiences of it (Willig, 2013) and I felt strongly about taking a critical approach to accepted knowledge, seeing it as shaped and maintained by social processes (Burr, 2015). 

Through listening to peoples experience of flexischooling, I can begin to understand some of the constructions that people make about their world. “Discourse must be seen as not simply an instrument of power but also as a means of challenging power” (Howell, 2013, p.179). As explored in the literature, flexischooling is perhaps an example of an education that is adapting to the current context and environment, challenging some more traditional schooling norms of full-time attendance at school, and therefore the phenomenon in itself was a topic that aligned well with social constructionism. 

Social constructionism assumes that reality is not something "out there" to be discovered; instead, reality is continuously shaped through shared meanings, human interaction and language (Burr, 2015). I find myself aligned with Gergen’s (1985) position, as he explains how perceptions and ideas shift in response to historical factors, in the following quote from his paper The social constructionist movement in modern psychology:

In certain periods childhood was not considered a specialised phase of development, romantic and maternal love were not components of human makeup, and the self was not viewed as isolated and autonomous. Such changes in conception do not appear to reflect alterations in the objects or entities of concern but seem lodged in historically contingent factors (p. 267).

Social constructionism acknowledges that human experience and what we perceive as real, must be understood as being mediated by history, culture and language (Willig 2013). It suggests that there are “‘knowledges’ rather than ‘knowledge’” (Willig, 2013, p. 7). In my own research, I have aimed to privilege participants' voices, to thicken the narrative around flexischooling, as opposed to simply presenting data. It is this desire to privilege voice that in turn, influenced the methods I chose.

Language plays a crucial role in recognising that knowledge is socially constructed. Willig (2013) compares the social constructionist researcher to an architect, examining a phenomenon to understand how it has been constructed and the materials and resources involved. Accordingly, my analysis will adopt a critical rather than a descriptive stance.

My epistemological stance also incorporates interpretivism, which means I am interested in the subjective meanings and experiences of the participants I have interviewed.
Cohen et al., (2017), states of interpretivism that: “Individuals and events are unique and largely non-generalizable; there are multiple interpretations of, and perspectives on, single events and situations; researchers need to examine situations through the eyes of the participants, rather than the researcher” (p.10).

Both social constructionism and interpretivism emphasise the subjective nature of reality and knowledge (Crotty, 1998). The core focus in the context of the interpretive paradigm is to “understand the subjective world of human experience” (Cohen, Manion and Morrison, 2017, p. 19) but the incorporation of social constructionism acknowledges that the human experiences and sense of self and meaning evolves through a social and cultural context (Bruner, 2002). In summary, I aimed to explore how experiences of flexischooling are socially constructed and also pay attention to how participants made sense of these narratives in their personal experiences (Crotty, 1998). See Appendix A for epistemological reflections on my philosophical position.



[bookmark: _Toc208247079]Narrative Psychology and Educational Psychology Practice

“Discourse must be seen as not simply an instrument of power but also as a means of challenging power” (Howell, 2013, p.179).

Reissman (2008) suggests that there is a universal impulse towards narrative, present in every society, place and age, and that narrative psychology can help individual experiences to be shared through listening to people's stories. However, Clandinin (2006) points out that there is a difference between what we consider to be ‘narrative’ as it relates to ways of thinking, and what we refer to as ‘narrative inquiry’ as it applies to research methodologies in the social sciences. Bruner (2002) for example, writes about the sharing and telling of stories and how it helps us to know about experience: this is referred to as “narrative as a mode of knowing” (p.8). Narrative as a mode of knowing is used in the field of EP practice frequently, often as an assessment, formulation or change tool. For example, EPs regularly engage in practice through consultation, which aims to offer alternative perspectives on difficult or ‘stuck’ situations (Wagner, 2000). Within consultation EPs listen to different perspectives that often present in a storied form, and aim to support all of those involved in a young person's life to understand and appreciate the complexities of different situations. From a social constructionist perspective, an EP's role can be seen as that of a re-constructor, possessing the ability to reshape prevailing narratives about individuals. By using language to challenge and deconstruct existing beliefs and stories surrounding CYP, EPs can influence how these individuals are perceived and understood (Billington, 2000). Other examples of narrative tools used by EPs include narrative therapeutic interventions such as ‘The Tree of Life’ (Ncube, 2006), which can support CYP to tell their life stories through metaphor.

Narrative approaches also provide the opportunity to engage in transformative practice through offering a context in which dominant narratives can be questioned and the focus can be placed on power and social justice issues and finding new possibilities (Flemming, Paton and Rowley, 2023, p. 136)

Burr (2015) suggests that through this form of narrative, when “people talk to each other, the world gets constructed” (p.6). In my work as a Trainee EP (TEP) I was drawn to narrative approaches and from the onset of my research I knew I wanted to incorporate participant voice, keeping it as central to the project as possible. Conversations with my research supervisor initially helped me to better understand where narrative approaches could be impactful in research and further reading informed and helped me to narrow down my specific approach. See Appendix A for personal reflections on choosing narrative.

[bookmark: _Toc208247080]Narrative Inquiry in Research 
Gergen (2001) suggested that when the field of psychology broadened research methodologies and perspectives, the profession would increase its ability to impact society due to an increased openness and engagement with diverse ways of knowing. Lieblich Tuval-Mashiach and Zilber (1998) and Clandinin and Connelly (1990) write that narrative inquiry as a methodology emerged as a response to positivist and post positive paradigms, and Kohler, Riessman and Speedy (2006) agreed that in the social sciences, narrative inquiry is a 20th century development which Clandinin (2006) refers to as a ‘narrative turn’. Within the field of psychology, a study employing narrative inquiry aims to offer an alternative view compared to that which a quantitative or positivist psychology study might submit, by placing emphasis on the role of language and the exploration of lived experience through storytelling. Examples of studies from the field of educational psychology using narrative approaches are substantial and can be found in journals such as Educational Psychology in Practice (EPIP). Examples include a paper by Tellis-James and Fox (2016) who used Narrative Oriented Inquiry (NOI) to explore the stories of young people with social, emotional and behavioural difficulties, and Hingley (2020) who’s thesis took a narrative inquiry approach to explore the educational experiences of CYP who attended pupil referral units.

Although the definition of narrative inquiry in research is varied, it refers to a family of methods that supports qualitative researchers to make sense of data that has a common, storied form (Riessman, 2008). Narrative inquiry is not just as simple as listening to a story, presenting it in written form and analysing what was said (Riessman, 2008). Narrative researchers interpret meanings within text by analysing thematic structures, looking at plotlines and exploring cultural and social references (Kim 2016). Butina (2015) identifies that humans are natural storytellers and asserts that in research, narrative is often captured through interviews. 

In this research study, participants were asked to talk about their experiences of flexischooling within a semi structured interview format, and the stories were analysed by using narrative thematic analysis (NTA) which supports the researcher to focus on content of what is said rather than necessarily form, or structure. Butina (2015) asserts that, “…this approach has been used in many disciplines to learn more about the culture, historical experiences, identity, and lifestyle of the narrator” (p.190). 

[bookmark: _Toc208247081]Why choose Narrative?
Narrative is a qualitative method of data collection that enabled me to give space and opportunity to participants to share their experiences of flexischooling. Gergen and Gergen (1988) write that language within stories is significant, being situated in and shaped by the social and cultural context, and therefore is much more than simply a form of expression. A narrative approach fits well with my research aims and philosophy, providing a premise to collect rich and detailed data through the stories of participants. Anderson and Kirkpatrick (2016) write that “narrative interviews place the people being interviewed at the heart of a research study” (p.631) and this aligned with my epistemological values as a social constructionist with elements of interpretivism, by using a method that privileged participants voice and personal experiences and took into consideration the wider social and cultural terrain. 
[bookmark: _Toc208247082]Chapter 4: Design and Procedure

The design of my research project was qualitative and exploratory as this was deemed to be an appropriate means by which to answer my research question and aims, as outlined in the previous sections of this chapter. I used semi procedural diagram of my research design is shown below. structured interviews and NTA to analyse my data, the details of which will be discussed in the following sections. A

Figure 3
 Narrative inquiry is not just as simple as listening to a story, presenting it in written form and analysing what was said (Riessman, 2008). Narrative researchers interpret meanings within text by analysing thematic structures, looking at plotlines and exploring cultural and social references (Kim 2016). [image: A diagram of a process
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Procedural diagram of research design

[bookmark: _Toc208247083]Quality Appraisal of the Data
Daly et al., (2006) highlight that due to the flexibility and range of qualitative research methods, all the different study designs available to researchers are “not easily captured in a single set of quality criteria” (p.45) and they advise that evidence from qualitative studies will look very different from that generated by quantitative studies. Riessman (2008) further argues that “…fixed criteria for reliability, validity, and ethics developed for experimental research are recommended and misapplied; they are not suitable for evaluating narrative projects” (p.185). Similarly, Butina (2015) notes that no specific strategies have been established as best suited for the narrative approach. Despite this, I remained conscious of ensuring that my study upheld principles of quality throughout the research process. The Total Quality Framework (TQF) was developed to assist researchers working with qualitative methods by promoting specific outcomes, such as: (a) gathering high-quality data, (b) enabling more valid and reliable data interpretations, and (c) ultimately generating highly useful results (Roller et al., 2015, p.16). Additionally, Roller and colleagues suggest that the TQF can serve as a valuable resource for consumers of qualitative research findings, as it bolsters trust in the study’s accuracy and usefulness. The TQF is versatile, accommodating research designs that are flexible and not restricted to a single paradigm, allowing it to be applied at every stage of the research process. The TQF emphasises four key areas: credibility, analysability, transparency, and usefulness. Considerations of credibility in terms of research scope and data collection have been addressed in the subsections on sampling, the pilot study, and data collation and organisation for analysis.

Issues related to analysability, particularly those concerning data processing and analysis, have been addressed in the sections on data collation and organisation, while validity concerns have been explored in the context of semi-structured interviews. Roller and Lavrakas (2015) recommend maintaining a reflexive diary as an effective strategy for enhancing the credibility of qualitative data. In alignment with this, I have documented my reflections on how my values and beliefs have influenced my interpretation of the literature and research process. I sustained this practice throughout both data collection and analysis and some of these reflections can be found in Appendix A.

Roller and Lavrakas (2015) define transparency as “completeness and disclosure in the final documentation that researchers create about a qualitative research study” (p. 44), alongside the researcher’s commitment to producing thick descriptions. To ensure transparency in my study, I have carefully documented my research processes and maintained an audit trail of all relevant materials, which are included in the appendices (referred to throughout the chapters).

[bookmark: _Toc208247084]Ethical Considerations
I adhered to the standards outlined in The University of Sheffield Ethics Policy Guidelines and obtained ethical approval from the University of Sheffield’s Board prior to data collection and participant recruitment. Please see Appendix B for ethics approval letter. The ethics policy emphasises that, as a fundamental principle of research ethics, participants must be “fully informed about how and why their data will be collected and used as part of a research project, and by whom” (University of Sheffield, n.d.). To ensure this, I provided information forms and secured informed consent from all participants, including their right to withdraw. (please see Appendix C and D for examples of these). I also verbally reinforced the right to withdraw at the beginning of interviews, as well as letting participants know they could stop at any point throughout the interviews and withdraw until two weeks after the interviews have taken place. Participants were debriefed at the end of interviews and given the opportunity to ask any further questions. Participants were sent copies of the transcripts for interviews via email shortly after they had taken place, and were given the opportunity to let me know if there was anything incorrectly transcribed, or anything they were unhappy with. Participants were informed of the process and of my supervisor's contact details, should they wish to report any concerns or raise any worries with someone other than me. In relation to avoiding possible harm, I considered that having participants engage in interviews about an educational journey that might have been difficult to talk about might bring up uncomfortable feelings for them. To mitigate this effect, I provided signposting to a charity that they could contact in the event that they needed to reach out for support.

Participants personal data has been anonymised and original transcript and audio recording from Google Meet stored on a secure password protected university approved drive, which only I had access to. These files will be deleted within a predetermined time frame, as stated on the participant information form. Anonymised transcripts were stored on a secure password protected Google Drive that is associated with my university account, and only my supervisor and I had access to these.

[bookmark: _Toc208247085]Participants
The aim of my study was not to generalise the findings to a broader population; therefore, a large, statistically significant sample size was not necessary. Principles of narrative analysis “…assumes that the detailed investigation of very small numbers of research subjects’ processes of making sense of their experience is seen as being of intrinsic interest” (Wareham, 2012, p. 33). I decided to conduct up to six interviews, considering the time available for data collection and analysis. To ensure the possibility of comparing and contrasting themes within the narrative thematic analysis, I established a minimum of two interviews. According to the principles outlined in the TQF, Roller and Lavrakas (2015) emphasise the importance of carefully defining the target population for research, ensuring clarity and relevance in participant selection. I undertook purposeful sampling of participants as I had a clear idea of the features I needed from my participants, as dictated by my research question. These included the following:

1. Participants must have CYP who have experienced a school education before flexischooling was employed as an approach.
2. Participants must have been flexischooling their CYP for at least two academic terms (this means I can include those flexischooling with less than a year’s experience but ensure they have gained enough momentum to reflect on their experience).
3. Participants must be based in the UK e.g. England, Ireland, Scotland, and Wales.

Morgan (2017) writes that qualitative methods will often be successful or not, depending on whether or not “high-quality sources” (p.124) can be identified. To recruit participants, a recruitment advert with an embedded QR code that linked to my information sheet (see Appendix E) was shared on Flexischooling Families social media sites (Facebook and Instagram), which are both run by volunteers as part of a nonprofit organisation that aims to support families in the UK who are, or want to flexischool. At the time of recruitment, the Facebook page had 16,000 members and the Instagram page had 9,322 followers. The Facebook page has been used as means by which to recruit participants for other research projects that focussed on Flexischooling, (e.g. Griffin et al.,2024; Paxman, 2022; Baker et al., 2019; Lawrence, 2017 & 2018), and the research flyer was posted on my behalf by administrators of these accounts, each week for around nine weeks. My recruitment advert was also emailed to three schools and posted on an X account for an organisation called Finding the Flex, who support those interested in flexischooling options. The recruitment advert was circulated in the summer term of 2024 and I was able to recruit three participants during this time. All three participants were recruited through the Facebook and Instagram accounts and once they contacted me to express interest, I emailed them a copy of the consent form for signing and arranged an online interview schedule at a time that suited them. According to the QFT, the importance of acknowledging the limitations in achieving full representation from a specific population sample is emphasised (Roller and Lavrakas, 2015). I recognise that my research does not include all potential participants, as it has been limited to those currently engaged on social media platforms. This could lead to a bias in my findings, as it may exclude flexischoolers who do not participate in these online communities. I would have preferred to recruit more participants, however I kept in mind that with qualitative research, there is no perfect sample size to consider, as rules for optimum sample size do not exist (Patton, 2022). According to the National University Library (2023) recruitment should be terminated when no new participants are forthcoming, and this is commonly known as sampling to the point of redundancy. With this in mind, the recruitment ended at three participants. 

[bookmark: _Toc208247086]Pilot Study
In line with the TQF, conducting a pilot study is crucial for assessing and reflecting on potential biases and researcher behaviour. Roller and Lavrakas (2015) highlight that inconsistencies in data collection tasks can introduce bias into the research. In my study, factors such as interview techniques and procedural variations could contribute to such inconsistencies, making a pilot study an essential step in refining the research approach. Based on conversations with others who had sought the views of flexischoolers for research purposes, I understood that the population I intended to study was likely to yield a limited number of participants. I therefore discussed and agreed with my university supervisor, the possibility of using a contact who was already known to me, who had similar characteristics to my ideal participants. In this case, I used a contact who was home educating their child with SEN. Whiting (2008) writes that to “develop and enhance personal skills before conducting research interviews, it is useful to practise the technique of interviewing” (p.36). I completed a pilot study, and it helped me consider my interview approach in a critical way. Although the feedback from my pilot study was positive, some modifications were implemented based on personal reflections, before I carried out final interviews with real participants. See Appendix A for personal reflections on my pilot study.

[bookmark: _Toc208247087]Data Collection: Semi-structured Interviews.
As Creswell (2013) identifies, data collection is typified by a series of tasks ranging from determining a strategy for sampling and identifying participants, to conducting interviews or carrying out questionnaires. My primary source of data collection was through in-depth online interviews. These were qualitative, semi-structured interviews and they were designed to collect the subjective viewpoints and experiences of participants (Braun & Clarke, 2013; Flick, 2018), which I was hoping to gather through the participants' storytelling their experiences. 

[bookmark: _Toc208247088]Where did the Interviews take Place?
Interviews were offered online and over the telephone, and in the end all three took place online, and lasted between one hour and one hour and half. As I was recruiting participants nationally, I believed that in person interviews would be a less feasible option, due to parents who were likely to be short of time based on their homeschooling responsibilities. I did consider that having cameras on and therefore conducting face to face interviews might impact how the participants interacted with me, and I wondered if social desirability may impact the participants' performance within the interviews. Holden and Passey (2009) consider social desirability to be “the tendency for people to present themselves in a generally favourable fashion” (p.441). Although this bias may be lessened during online interviews when the interviewer has the camera turned off (Gibson, 2010), Whiting (2008) reminds us of the importance of building rapport during interview scenarios. In narrative inquiry, the presence of the interviewer is known to impact the story with reference to how he/she listens, encourages, interrupts, initiates topics and so on. I decided that I would begin by having cameras on so that the participants could orient themselves, and then they had a choice of whether or not to have their cameras on throughout the interview. I did this as I privileged the idea of rapport being built, which I believed would help the participants feel comfortable and build trust, which was central to my approach. 

[bookmark: _Toc208247089]Questions and Prompts 
To privilege participants' voices, I wanted to use prompts that would encourage and support them telling their stories. Mishler (1986) asserts that a narrative is always a joint production between the listener and storyteller, and I wanted to remain aware of this and allow it to guide my decisions with regards to facilitating the interviews. 

Semi-structured narrative interviews followed four key phases. Phase one introduced the session, reiterated confidentiality, and outlined the structure. Phase two focused on rapport-building, helping participants feel comfortable while gathering contextual data (e.g., their child’s age and duration of flexischooling), as recommended by Whiting (2008).

In phase three, I used a main orienting statement (Cudworth, 2014): “Tell me about your journey to and experience of flexischooling,” allowing participants to narrate their experiences in their own words. Finally, phase four involved reflecting on participants' language and themes to prompt deeper discussion. This aligns with Roller and Lavrakas' (2015) suggestion that real-time paraphrasing enhances validity through a question-answer process.

Semi structured interviewing often involves the researcher developing a ‘topic guide’, which aligns with areas of interest that have been identified from the literature, rather than specific lines of questioning (Anderson and Kirkpatrick, 2016). I used Socratic questioning to gain more understanding about flexischooling experiences, using topics that a participant had talked about as a prompt. Examples of my questions and prompts can be found in Appendix F.

[bookmark: _Toc208247090]Data Analysis: Narrative Thematic Analysis (NTA)
Whilst Butina (2015) points out that there is no universal method to analyse narrative data, Riessman (2008) considers that there are four approaches that are common: thematic, structural, visual and dialogic approaches. I chose to use NTA to understand the experiences of my participants, as it enabled me to focus on the content of the participants individual stories; “the most common of the four approaches [to narrative analysis] is narrative thematic analysis in which content within the text is the primary focus” (Butina, 2015, p. 193). NTA is also a flexible approach that enabled me to pick out themes across the experiences, which aligns with my epistemological choices to acknowledge social and cultural influences. I used an inductive approach, which means I looked at the data (stories) without a theoretically informed coding frame (Willig, 2013). See Appendix A for epistemological reflexivity: NTA and other considerations for analysis.

Thematic analysis (TA) is a commonly used method in psychological research, and it is considered a useful and flexible method, suitable for both small and large samples (Braun & Clarke, 2006). Braun and Clarke (2006) dominate the methodological field of TA and write that it can be employed within different methodological frameworks such as within narrative research, making it an overarching analytical strategy rather than a specific, rigid technique. TA techniques are relevant to the analysis I have carried in this thesis and as such, TA approaches are referenced at times, although there are points at which NTA departs from Braun and Clark's approach. 

For NTA, the researcher emphasises coherence of the narrative and maintains the integrity of the participants' stories (Clandinin and Connelly, 2000), rather than breaking the data into decontextualised themes, as is the case with TA. Patton (2000) recommends that with small sample sizes such as mine, the researcher would be best placed to begin with analysis of individual cases, then the “cross case pattern analysis of the individual cases” (p.447). Riessman (2008) also points out that although it is case based, narrative analysis "prompts the reader to think beyond the surface of a text, and...move toward a broader commentary" (p. 13). 

Mishler (1996) qualifies that case-based methods of enquiry are not less scientific than population-based, variable centred approaches, and Reissman (2008) agrees that this way of generating knowledge is used throughout history to form theoretical positions. In psychological research and in the physical sciences, “…theories of great significance were developed through the study of individual cases…” (Reissman, 2008, pg. 12). Patton (2002) for example, provides the example of how Piaget’s (1970) observations of his own two children contributed a major breakthrough to how we understand the ways children think, and points out that Freud (1900) established the entire field of psychoanalysis on less than ten case studies.

Within data analysis Patton (2002) points out that analytical approach is often unique, relying on the judgement, skills and creativity of the researcher and as such, I have followed these steps and used in depth analysis of each interview, followed by cross case pattern analysis. Patton (2000) continues to say that “…the analyst's first and foremost responsibility consists of doing justice to each individual case” (p.449). Braun and Clarke (2006) point out that when analysing themes across a whole data set, some of the depth might be lost. They do write however, that a rich overall picture is maintained with this approach, especially when investigating an under-researched area or if “…you are working with participants whose views on the topic are not known” (p.83). 

Kim (2016) warns of narrative smoothing when processing and interpreting narrative data, which is where a researcher subjectively interprets the text, attempting to make the story better rather than staying faithful to what was said so it stays “coherent and engaging” (p.192). This is something I was aware of and tried to avoid. Kim (2016) agrees that narrative data analysis involves a high level of interpretation, and so it is a process that is both objective and subjective. 

[bookmark: _Toc208247091]Small Sample Size and NTA
In terms of sample size deemed appropriate for a NTA to be useful, Mores (1995) points out that saturation point (the point at which no new themes emerge), is most commonly seen in social sciences as the key to good research, however is also quick to add, “…there are no published guidelines or tests of adequacy for estimating the sample size required to reach saturation.”(p.147). Guest, Bunce and Johnson (1996) point out that in qualitative research it is especially hard to estimate numbers of participants in advance for hard to reach, stigmatised or hidden populations, which was true of my target population. 

[bookmark: _Toc208247092]The Process of NTA
 NTA involves five phases, and I followed these as set out by Butina (2015). As an additional layer to support me with my analysis, I also utilised Leggo's (2011) narrative analytical technique, RITES (Read, Interrogate, Thematize, Expand, Summarize). This technique fits comfortably into Butina’s five phases, and I found it specifically helpful to guide me towards deeper interrogating and thematising once I had carried out the initial descriptive coding phase.

[bookmark: _Toc208247093]Phase 1: Organisation and Preparation of the Data 
For narrative analysis it is necessary to transcribe the content of the interview, including the researchers' questions and the participants' answers. Depending on the aims of the research, it may be appropriate to transcribe all of the pauses and innovations (Crossley, 2000). In this research, I was chiefly interested in the content of the interviews and so I have not focussed or amended anything in order to acknowledge those finer details. Examples of fully transcribed transcripts can be found in Appendix G. Google Meet generated an initial electronic transcript, and I read through each one following the interviews to tidy and check for typos and inaccuracies in the text. I listened to and continually paused and unpaused the original recordings of the interviews to help me to carry out this process. Any identifying information such as the names of a child or a school was replaced by a pseudonym, and anonymised and tidied copies of the transcripts were saved onto a secure drive. Following this process, transcriptions were sent to participants for checking. No participants returned transcripts or pointed out inaccuracies.

[bookmark: _Toc208247094]Phase 2: Obtaining a general sense of the Information 
The second stage started to happen simultaneously with phase 1, as I familiarised myself with the data through the transcription process. I made notes in my research diary on this first reading, some of which became the basis for some preliminary codes and ideas for themes. Step one (read) of Leggo’s (2011) RITES method marries phase one and two of analysis, where a general sense of the story is obtained. 

[bookmark: _Toc208247095]Phase 3: The Coding Process
I initially began the coding process by manually colour coding parts of the transcript based on recurring words or parts of the text I thought were interesting or significant. I created an additional, separate document with a table where I named the code and copy and pasted the relevant highlighted part of the transcript, along with the page number so that I could easily find it again. 

Although this process was helpful to begin with and allowed me to get close to the narratives and organise descriptive codes in a visual way, I found that there were too many codes and not enough colours - the process became a little messy and I realised I would need to find an alternative process to build on my coding, and eventually to support me look for themes. As I worked through the data, I ended up abandoning the colour coding and simply added comment boxes in the margins of the document where I felt a code needed a new name or needed to be collapsed into a different code. See below for an example of my developing coding.

Figure 4
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Extract from my coding table

I noted throughout this process that some codes overlapped, and I had coded the same references more than once if this felt relevant. For example, in Helen’s interview the code ‘helping the school understand our child’ and the code ‘being proactive’ seemed to overlap quite a lot and so these ended up being grouped into the new code ‘Advocating for our child’. Another example of this is from Jenny’s interview, where the code ‘school not being proactive’ was collapsed as a category and instead references for this code ended up being sorted into the codes ‘blame or scepticism’. My initial coding was quite descriptive in nature, and I was aware that the frequency of a code does not determine its importance, which is why it was helpful to enlist the second step of Leggo’s (2011) method, which was ‘interrogate’. This stage prompts the researcher to ask questions like: “who? what? when? how? so what?” (p.7) and it was helpful to ask myself some of these questions when I was deciding how to group codes. For this stage I needed a more visual procedure, so that I could see all of my coding in one place and begin to move the codes around. I used the programme Miro to facilitate this. Miro is an online whiteboard tool that can help with data visualisation and mind mapping, as well as other tasks. For each of my interviews I created an interactive board in Miro where I added a virtual post it notes to the board for each code I created, with an extract of text from the narrative which represented that code. I could then manually move the post it notes around the board and cluster them together, draw arrows between them and write additional notes relating to Leggo’s (2011) interrogation stage, to support my thinking. Figure 5 is a section of my Miro board for Jenny’s narrative, showing three post it notes with codes. I have included an example of one of my final codebooks for in Appendix H, which shows how each code fitted with each theme or sub-theme. 

Figure 5
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Screenshot of my Miro board showing three post it notes from the coding phase.

[bookmark: _Toc208247096]Phase 4: Categories or Themes 
Themes are clusters of codes that have been interpreted on a higher level. For this stage of the process, codes are ordered into a category or marked as a ‘theme’. Butina (2015) writes; “…categories should reflect the themes that have become apparent and represent the major findings of the study” (p.192). Braun and Clarke (2006) remind us that with any form of TA, themes do not simply emerge from the data, but instead, the researcher is constructing them. There were 26 codes on Jenny’s Miro board, and they ended up being clustered in five themes, although there were various iterations where codes were clustered differently throughout my thinking process. The process took some time, because it was necessary for me to consider values and assumptions linked to broader contexts: themes that lay below the surface of each cluster of codes. For example, in Jenny’s narrative I felt there were several explicit themes relating to her experience of flexischooling, such as the time it had taken to establish a routine, or the school’s initial difficulty in becoming more flexible to meet Roberts’ needs. While I didn’t want to ignore these themes because they were a significant part of her journey, codes that I initially grouped together into these categories became the theme, ‘Flexischooling as a responsive journey: “…it’s taken years....” . See figure 6 for an example of a cluster of codes that made up a themes.









Figure 6
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Screen shot from Jenny and Robert’s Miro board, showing codes that had been organised into the theme ‘Flexischooling as a responsive journey: “…it’s taken years…” 

A TQF approach to coding advises that at least two coders should intermittently look at each other's coding to help with consistency, however because I was undertaking a piece of work for my thesis, I used supervision time to discuss and reflect on my themes. The third step of Leggo’s (2011) method also states that thematising needs to take place through re-reading of the whole narrative with a focus on the emergent ideas that have surfaced within the coding process, which I found helpful to do alongside using the Miro board to visualise the process. 

[bookmark: _Toc208247097]Phase 5: Interpretation of the Data
Butina (2015) notes that the final stage, ‘interpretation of the data,’ can sometimes occur alongside other research processes. However, it primarily involves making sense of the data by assessing whether the overarching themes effectively address the research aim. I made a visual thematic map for each interview and spent considerable time exploring each one. My analysis of each interview has been presented within the findings section of this report, as a way of honouring the original narrative structure of the mothers’ stories. To complete a final cross case pattern analysis, I wanted to identify themes that were common across all three interviews, so I used the Miro board to create one large thematic map which comprised all of the themes from each interview (see figure 7 for an example of a section of this large thematic map). Full thematic map in Appendix I. In the discussion sections of my report, I expand on and summarise these themes.

Figure 7
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Screenshot of a section of the Miro boards’ large thematic map, which incorporates themes from each interview.

[bookmark: _Toc208247098]Methodological Limitations
In choosing the method for my research, I believe I have selected an appropriate approach to explore the research question. As my research is exploratory in nature, it was not designed to test a specific hypothesis, but rather to understand the experiences of participants in a deeper, more nuanced way. Despite its suitability for this purpose, there are several methodological limitations to consider.

Lieblich et al. (1998) argue that narrative research lacks scientific rigor due to its inherently loose form and lack of structure. The flexibility of narrative inquiry, while a strength in capturing rich, contextualised data, may also be seen as a limitation when compared to more structured research designs. Polkinghorne (1988) further suggests that narrative research occupies a unique position between qualitative research and arts-based research, which may contribute to its perceived lack of scientific rigor. This blending of methods can challenge the establishment of clear, replicable procedures, and questions may arise regarding the extent to which findings can be generalised. Additionally, Polkinghorne (1988) highlights the difficulty researchers face in accessing the “…realm of meaning of others” (p. 7), suggesting that meaning in narrative research is mediated through the participants’ ability to recall, reflect upon, and articulate their experiences. This reliance on participants' introspection and their narrative ability introduces potential variability in the richness and accuracy of the data collected, as the content of their stories is shaped by their personal recall and self-reflection.

Moreover, I have considered that some participants may find it challenging to convey their stories in an open-ended narrative format, as opposed to responding to structured questions typically used in interviews. Anderson and Kirkpatrick (2016) observe that “…some people may find it particularly challenging to tell their story to a researcher in this way rather than be asked a series of questions like in a television or radio interview” (p. 631). This challenge could impact the completeness and depth of the narratives, as participants may struggle to organise and express their experiences without a more structured framework guiding the conversation. As such, it is important to recognise that the nature of the interview process itself can influence the data produced.

Regarding my philosophical position, some criticisms of social constructionism need to be acknowledged, particularly its tendency to downplay the existence of a stable reality that underpins social structures. Critics such as Fleetwood (2015) argue that social constructionism overemphasises the role of language and human thought in shaping social realities, which can lead to an idealistic or subjective interpretation of reality. Fleetwood (2015) contends that “…social constructionism exaggerates the consequences of activities such as speaking and thinking to the point where it is hard not to define this as an example of subjective idealism” (p. 204). Despite this critique, I maintain that social structures are not static and can be renegotiated through discourse and interaction, which aligns with the core tenets of social constructionism. This philosophical stance remains appropriate for my study, as it allows for the exploration of how meaning is co-constructed through social interactions and the ways participants' narratives reflect their understandings of their own experiences within a broader societal context.

While these limitations are important to consider, they do not undermine the value of narrative research for exploring the complexities of individual experiences. Rather, they serve as a reminder to remain reflexive throughout the research process and to consider how the interplay between researcher, participant, and methodology shapes the construction of meaning.

[bookmark: _Toc208247099][bookmark: _Toc208247100]Chapter 5: Analysis and FindingFindings

In this chapter, I present the findings from my narrative thematic analysis. Given the uniqueness of each participant’s lived experience, I begin by outlining themes that emerged from their individual narratives. Interview excerpts are included in italics to illustrate where these themes became evident, along with page numbers indicating the source location. Full transcripts are available in the appendices (see Appendix G), and an example of a codebook for one of the interviews can be found in Appendix H. I have included a full thematic map (see figure 8), which is a visual representation of themes from each of the interviews. From this map it is possible to see how some themes are interlinked between participants and in the discussion section, I draw attention to key similarities across the three flexischooling experiences that were particularly significant in shaping the overall analysis. 






Figure 8
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Screenshot of the Miro board: a visual representation of the full thematic map, as represented my by analysis. 
Patton (2000) proposes that when using case-based data, a case study narrative is useful to include. On this recommendation, I have written a short summary of the flexischooling arrangement and some basic details that were shared with me by participants, including the age of flexischooled child, the nature of any SEN for example, for each of the participants (Jenny, Helen and Carey), to orient the reader. 

[bookmark: _Toc208247101]Jenny and Robert
Jenny is Robert’s mother, and they live in Scotland, where they have been officially flexischooling since September 2021. Robert has a diagnosis of autism and Jenny shared that he has a pathological demand avoidance (PDA) profile. Jenny shared that they had been doing something similar to flexischooling during the COVID lockdowns in 2020. Before flexischooling was officially introduced, Robert used to have difficulties being in school due to the way some lessons were taught and the level of overstimulation he experienced in the school environment. He would often seem like he was ok when he was in school, but Jenny described how she would have great difficulty getting him into school in the mornings and that he would often be very angry and upset at home. She was finding it hard to keep him physically and emotionally safe, and flexischooling ended up being a bridge between full time school and HE. As part of the agreement Robert spends two afternoons at home and he has some soft start mornings when he needs them - the rest of the time he is at school. At the time of the interview, Robert was almost 12 years old, and he was about to finish primary school. Jenny and Robert had begun having discussions with his secondary school to organise how flexischooling would look when he started his new school.

[bookmark: _Toc208247102]Thematic Map for Jenny’s Interview
From Jenny’s interview I was able to extract four main themes and seven sub-themes that I felt were significant. The thematic map below (figure 9) is a visual representation of Jenny’s experiences, as represented by my analysis process. 













Figure 9
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Screenshot of the Miro board: a visual representation of Jenny’s experiences, as represented by my analysis process.
[bookmark: _Toc208247103]Theme 1 - Flexischooling as a Responsive Journey: “...it’s taken years.”
This theme highlights the time, flexibility, and creativity needed to accommodate Robert’s needs in his flexischooling arrangement. The sub-themes show the ongoing personalisation required, with Jenny experiencing flexischooling as a dynamic journey rather than a static fit within mainstream education. The theme, Flexischooling as a responsive journey: “..it’s taken years”, reflects the continuous adaptation discussed explicitly by Jenny and implicitly throughout the interview. Sub-theme one focuses on Jenny’s evolving approach, while sub-theme two explores school-based systemic adaptations, illustrating how Robert’s needs shaped the flexischooling experience over time.

[bookmark: _Toc208247104]Sub-Theme - What Robert Needs: “...he is what I’m calling flexiflexi.” 
Jenny shared many parts of her flexischooling experience during her narrative, which indicated that Robert’s learning and their flexischooling schedule has always had to be highly adaptable and is often responsive to Robert’s emotional and educational needs, and also to the needs of the wider family. Jenny talked about their flexischooling schedule and discussed different activities they might complete during home learning, and also implied that there is structure in place to ensure Robert’s time is spent on either educational activities or regulating himself when he is not at school.

"It’s often two afternoons of home education but he is what I'm calling ‘flexiflexi’, and it entirely depends on what's happening and basically if he wants to do home education." (p.3)

Jenny did indicate that while things had taken time to settle, Robert had learnt what he needed to support himself to be calmer and had become more comfortable with learning at home, so that as he got older there was more focus on structured learning at home.

“By the time we got into the second year, we'd managed to start doing a bit more.” (p.7)

“As he's getting older it's more a case of, if we're gonna do maths and you're not gonna be in school for maths this last year, (he has been at school for some of the maths), and if there are areas of maths that you're behind in, you need to cover that and in order to get where you want to be, then let's see if we can do that.”(p.8)

Nonetheless, Jenny experiences her own struggles and health needs and as she discussed the difficulties of managing this alongside the rest of her family, it was clear that despite home learning activities having become more explicit and structured over the years, the arrangement still needed to remain malleable.

“I've not been able to educate him all the time because it's been enough just getting the other kids in school for 9am and getting him into school at 10 o'clock by the time he's calm. So sometimes I’m going back to bed again and then picking him up again at one o'clock. And then quite often just resting with him, but he'll read a book.” (p.12)

[bookmark: _Toc208247105]Sub-Theme - Negotiation: “Should we put a visual timetable on his desk?”
Jenny described the challenges of identifying Robert’s educational needs and the trial-and-error process involved. Understanding his individualised needs required time, collaboration, and advocacy. She highlighted both school interventions and systemic barriers, some of which improved as flexischooling helped Robert attend more regularly. Jenny shared examples of proactively supporting Robert, which contributed to school staff’s growing awareness of his needs.

“I also wanted to find out, kind of, what was happening at break time and pick him up after that so that he could try and communicate to me how he was feeling”. (p.3)

School staff had suggested strategies that they hoped would support him to be calmer in school throughout the day and even though some ideas worked well for him, such as giving him access to a quiet space in school, it was necessary for Robert’s individual needs to be considered more closely. 

"So anyway, schools first of the suggestions was, should we put a visual timetable on his desk?  With the break time and then a little sunshine next to it so he knows what time break is? The SENCO was looking at me and he got halfway through and then he just went - this isn't gonna work is it. They clearly had all the stuff down for what you do for autistic children, but it wasn’t for Robert at all". (p.11)

There were times when other professionals became involved, and it was felt by Jenny that the agenda of full-time school attendance was a barrier to helping plan for his individual needs. Jenny’s experience of EP input for example was unhelpful to her at that time.

"So, I asked for that and asked for educational psychology and what not to see if they were any help. But Educational psychology was all about trying to get back into school, which I think is what the school had been pushing with them. That's like the aim isn't it, to get back into school."(p.6)

However, Jenny explained that as the flexischooling arrangement came into fruition and seemed to be working well for Robert, the idea of full-time attendance became less important.

"I mean there was a time when their aim was just to get him into school more as I say, and I pushed to say, the aim is not to get into school. The aim is to get him the education. And I think they've kind of got the hang of that."(p.9)

Overall, I believe that Jenny's experiences demonstrate that flexischooling was a lengthy process which required more personal exploration and systemic creativity than might be expected for a child attending school full time. 

[bookmark: _Toc208247106]Theme 2 - A Mother’s Evolving Role in Flexischooling: “We’ve worked out at home what he needs.”
Jenny’s story highlights her growing confidence and expertise in supporting Robert’s education. She worked alongside school staff, navigated systemic challenges, and took control of the adaptive nature of flexischooling. Jenny reflected on Robert’s progress and the strategies needed to support him. The theme, A mother’s evolving role in flexischooling: “We’ve worked out at home what he needs”, acknowledges her journey as an advocate. Her expertise developed over time through challenges with school systems, and she described how her family adapted to help Robert cope with his education.

[bookmark: _Toc208247107]Sub-Theme - The Advocate: “No one suggests - why don't you try this? And would this work for you or this work for you?”
Jenny talked about her role in advocating for Robert’s education throughout the interview and it was clear that she was proactive about finding out what he needed and liaising with the school from the beginning of Robert’s school life.

"It was hard work putting it in place. It was hard work advocating for him dealing with the school, trying to work out what he needed, dealing with the meetings and realising that I wasn't getting what I needed and just constantly having to push for things all the time. I mean a million times. It's always that battle. No one suggests - why don't you try this? And would this work for you or this work for you?"(p.11)

There were a number of times where Jenny talked about how she learnt when to fight and when to accept an arrangement offered by the school. She experienced several turning points where progress was made towards an arrangement that worked for everyone.
	
"In fact, I stopped forcing him in first and then when there wasn't any physical force used it was taking a long, long time and we were often just staying at home. And it was only at that point that they realised, and we discussed flexischooling."(p.3)

Often these turning points were followed by Jenny describing how she became bolder and was prompted into taking control within meetings or discussions where decisions were made around Robert’s education. Demonstrating growth and evolution, Jenny described her experience of attending a meeting in Robert’s secondary school more recently, where she was able to categorically request a specific flexischooling arrangement, alongside Robert who was by that point also able to advocate for his own needs. This contrasts with descriptions from earlier parts of the flexischooling journey where there was more reliance on trial and error, and less was known about how to operationalise a more flexible approach to education. 

"But I basically went into the meeting, and we said this is what Robert currently has at primary and these are his needs. This is what he has at primary, and this is what we'd like to look at secondary - and we've designed around the timetable."(p.7)
 
[bookmark: _Toc208247108]Theme 3 - Finding his Own Way: “I try and have him in meetings now.”
This theme arose from Jenny's descriptions of Robert’s experiences of flexischooling. Themes of Robert’s growing autonomy and independence were apparent to me from my first reading of the transcript and the topic evolved as I read and re-read, and coded different parts of the interview. 

[bookmark: _Toc208247109]Sub-Theme - Ownership: “I’m just gonna have some quiet time”.
I coded moments where Jenny talked about Robert taking ownership throughout the interview and there was a strong sense of Robert taking control and making choices within this theme. The recurring categories are significant in terms of him understanding more about managing his own wellbeing, as well as his motivation to make choices around his education.

"I mean, it has been absolutely transformational for Robert. He's gone from a child who hated school, who wouldn't get dressed, who cried over everything, who came back just angry and smashing things.” (p.6)

It seems that Robert taking control was essential to his wellbeing and helped him to reduce his stress and manage his feelings, as well as keeping him engaged in his education. This was true of his home learning, as well as his school environment.

"So, he is allowed to leave the classroom at any point and go to a quiet space."(p.4)

"Sometimes he's burnt out and he'll say I'm just gonna have some quiet time." (p.5)

[bookmark: _Toc208247110]Sub-Theme - Self-Determination: “What do you want to do with your life?”
Jenny’s descriptions of Robert throughout her narrative seemed to point towards him understanding the function of his education and what it was all leading too, which was connected to his increasing opportunity to make choices within a flexischooling arrangement, and which seemed to lead him to a more meaningful relationship with learning.

"What do you want to do with your life? And he wants to be a pilot at the moment and he's met with someone who's doing engineering and pilot studies at University and so that would be the sort of thing he’d like to do. And so, what qualifications do you need? That's why you need to do your education, that’s the point of doing your maths. So, what he realised is the point of doing things and that's made a big difference to him."(p.7)

There did seem to be an evolution of confidence in Robert, as according to Jenny’s descriptions he became more invested and excited by the possibilities of his education.

"He's very much taken ownership of things. So, I try and have him in meetings now, especially with the high school. And try and get him to talk as much as possible and to advocate for himself and to say what subjects he wants to do, what subjects he doesn't want to do and I mean, we've got to the situation at our high school where he wants to do everything." (p.8)
	

[bookmark: _Toc208247111]Theme 4 - The relational Web of Flexischooling: “I don’t put pressure on Robert.” 
This theme highlights the role of relationships in Jenny’s flexischooling experience. She discussed how strong partnerships facilitated positive change for Robert, while weak professional relationships hindered shared understanding. Sub-theme 1 focuses on personal relationships, including trust, friendship, and supportive communities, which helped Jenny feel secure in her decision. Sub-theme 2 emphasises professional relationships within school and the wider system.

[bookmark: _Toc208247112]Sub-Theme – Security: “I’ll be journeying with a bunch of other people.”
Jenny described how she fosters open communication with Robert, giving him space and choice in home learning. Their trusting relationship played a key role in making flexischooling successful.
	
“Whatever it happens to be, you can find ways to learn at home. I don't put pressure on Robert. He will learn at home.” (p.10)

Jenny also talked about Robert’s experience in school, and it seemed that trusting relationships between Robert and his teachers featured prominently in his ability to feel comfortable.

“There've been a few upsets when we've had ‘stand in’ teachers and he's not been able to get out. Supply teachers who've not known - he's been ready to go and then they’ll say “why are you leaving? It doesn't say you can go home sit down again.” (p.5)

Outside of school and her home, Jenny found that other communities like parent support groups, members of her church and close friends were all important in supporting her and helping her feel empowered, especially as she prepares for Robert to move up to secondary school. 

“I'll be journeying with a bunch of other people.” (p.10)

[bookmark: _Toc208247113]Sub-Theme - The Importance of Professional Partnerships: “I found that useful just to keep them in the loop.”

Throughout her interview, Jenny references different interactions she had with professionals both inside Roberts school and in the wider local authority. Some of these relationships were key to helping her navigating the flexischooling arrangement.

"So, I went to the council and spoke to this lady at the council, and she was very helpful." (p.2)

Other relationships in school helped Jenny to communicate regularly about Robert’s wellbeing and progress and provided some much-needed consistency for Robert when he was at school.

"And so, I found that useful just to keep them in the loop and to show them that I was doing my bit. I do have to ask for meetings every time I want to meet, but there was one key contact, and Robert has a brilliant relationship with him."(p.9)

Themes in this section relate to the significance of professionals who might recognise different power dynamics and attempt to address them by supporting parents to seek the help they need. Also, good professional relationships require professionals to recognise and respect the advocacy role of parents. Jenny’s experience highlights the importance of professionals who are open to parental input and willing to co-create solutions that prioritise the child’s well-being.

[bookmark: _Toc208247114]Helen and Tyler
Helen is Tyler’s mother, and they live in England. Tyler is 12 years old and has a diagnosis of attention deficit hyperactivity disorder (ADHD) and ASC. At the time of the interview, Tyler had been flexischooled for around seven months and this arrangement began in the January of his second term in secondary school. Helen describes Tyler as educationally “very bright”, but after finding year 6 at primary school difficult due to a changeup of classes and routines, his parents realised the transition to secondary school would be a challenge. Tyler struggles with perfectionism and he can be very emotionally drained by school, so he needs down time to help him cope with being at school. He is home educated for one and a half days a week, and he attends school for 3 and a half days a week. Tyler does not have an EHCP and is currently able to meet the academic demands of school. He does struggle with motivation to go to school, and he gets overwhelmed when he is at school 5 days a week. 

[bookmark: _Toc208247115]Thematic Map for Helen’s Interview
From Helen’s interview I was able to extract four themes and nine sub-themes. Please see figure 10 for a visual representation of my thematic map.

Figure 10
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Screenshot of the Miro board: A visual representation of Helen’s experiences, as represented by my analysis process



[bookmark: _Toc208247116]Theme 1 – A Bridge is Strongest when Built from Both Sides: “We're in partnership for the benefit of Tyler’s education.”
 
An overarching narrative thread throughout Helen’s story, was one that highlighted strong relationships and the positive partnership between Tyler’s family and school, as well as Tyler and his teachers. I chose the theme name A bridge is strongest when built from both sides: “We’re in partnerships for the benefit of Tyler’s education”, because it seemed to encapsulate the idea that from Helen’s perspective there was often an even distribution of work, communication and flexibility between family and school staff that not only made Tyler’s flexischooling journey possible but helped him flourish. Sub-themes focus on the thoughtful interactions that took place to ensure a meaningful partnership took place.
 
[bookmark: _Toc208247117]Sub-Theme – Openness: “She was putting her arms out in a way that she was almost, hugging.” 
In Helen’s story, on multiple occasions she references how Tyler’s secondary schools is open to the idea of doing things differently, as well as indicating that they had open methods of communication which made them approachable. For example, Helen told me how accessible school staff were, which included being physically present as well as having a relational communication style. Helen described several occasions where she was able to have impromptu conversations at the school gates during school drops offs and pick-ups, with the deputy head and the head teacher, who were always happy to speak with her in these unstructured times.
 
“I’d actually spoken to her on the school gates one day when I'd been there and I just talked to her about my concerns about Tyler and hadn't realised who she was at the time, but I remember her saying to me, oh that's really nice that you bring him to school that you're taking care of him as he comes to the school gates and then we take care of him when he's inside. And she was putting her arms out in a way that she was almost, hugging.”  (p.5)
 
It was a chance school gate interaction that resulted in some of the initial flexischooling discussions between Helen and the headteacher of Tyler’s secondary school, which seemed to spark a good partnership for the future.
 
“So yeah, I was very encouraged by the Heads initial discussion with me and he said he would talk to his Local Authority contact.” (p.5)
 
Additionally, Helen often talked about the ways that school staff were open to being flexible to accommodate Tyler’s needs when he was in school. This helped Helen to feel that school was a safe place, demonstrating that his teachers understood his individual needs, and had the autonomy to be flexible in response to different children’s needs. 

“I think this school really is open to that and understanding, and the teachers have really backed off in terms of punishments, which is - for Tyler, I don't think he's had any negatives this year. The teachers are very mindful of how they dish those out and how counterproductive they are.” (p.6)

“To be honest the teachers know the problem and they'll just contact the inclusion centre straight away rather than Tyler having to proactively say,  ‘I want to go’. It's usually now the teacher to say, do you want to go to the inclusion centre? And he might say yes.” (p.9)
 
Helen also shared examples of ways that the school had policies that encouraged all pupils to access support available within the school.

“…they were very clear that the inclusion centre was for all, and not just those attached to one of the units and that children were free to go into the inclusion centre and get support if and when they needed.” (p.3)

It was not just openness from the school that featured in Helen’s story however, as there were also parts of her narrative that included descriptions of Helen and her family being open to the schools’ changing priorities as the flexischooling journey progressed. For example, Helen described a conversation she had with the head teacher at the beginning of the flexischooling arrangement, where it was suggested that as Tyler moved into Key Stage 4, flexischooling arrangements would need to be reviewed.

“And when in, the Head did say to me, he was quite relaxed about it at key stage 3, but when it came to key stage 4, he would not be so. And I did say that I would hope that we would work towards him being back a hundred percent in school at key stage four, because by then he will have had three years at school to be more familiar with the campus, with the students and with the teachers and also, he will have dropped a lot of what he dislikes. And he will have maturity, so he won't be the smallest in the school.” (p.7)

Within Helens recollection of this conversation, there seems to be clear terms that define the function and boundaries of the flexischooling arrangement, understood by both the head teacher and Helen, which places academic progression, or at least reintegration into the school as the ultimate goal. I feel this is an example of strong systemic discourse where there is a powerful assumption that flexibility is acceptable only if it does not disrupt the route to standardised assessment and normalised educational outcomes. 

“…and there are days where say, come on, you have to, and the school is accommodating you by letting you be at home Mondays, so you need to do your bit and go in today.” (p.9)

Importantly, these conversations highlight that the head teacher and Helen were both demonstrating openness and flexibility as they worked together to support Tyler to thrive in his education. However, the conversations also demonstrate that mutual flexibility and openness have a context and conditions that are not necessarily explicitly spoken about. Within this arrangement, the openness does seem to depend on Helens and Tyler’s ability to respond to rules proposed by the school, and it works because Helen respects the authoritative relationship and works towards fulfilling the requirements. 
 
[bookmark: _Toc208247118]Sub-Theme – Solid Foundations: “I was very keen on school.”
This sub-theme emerged from the way Helen talked about her relationship with school staff which seemed to provide a strong foundation for her trust in the school system. It also felt clear that Helen perceived herself to be in partnership with school professionals and she felt this played a significant role in supporting Tyler’s education. The idea of these connections and collaborations providing a solid foundation fits within the overall theme of ‘A bridge is best built from both sides’, which seemed to underscore the success of Tyler’s flexischooling arrangement. 

“I was very keen on school. I loved school myself and wanted my children there. I was very proud of the fact that my oldest had never missed a day.” (p.4)
 
Despite a difficult journey to finding Tyler a ‘good’ secondary school, and an initial concern over the suitability of the school he was eventually accepted into, Helen’s faith in the school system felt relatively intact following some positive initial interactions with his secondary school’s head teacher.

“So, we started turning our attention to the school he was allocated, and we had an initial meeting with the SENCO - and the head of year joined, which I wasn't expecting but I was very impressed with! And the first thing they said to us was, we're so excited to have Tyler join us in September. And I could have cried.” (p.3)

I also noticed something about the language that was used by Helen when she described certain school practices or decisions, and I felt that these language choices reinforced the idea that she perceived school as an institution she could trust, likely made more stable by her own relationships within school. For example, often Helen chose strength-based descriptions when she was narrating her story and she described a test for example, as a practice to find out which children needed additional support.
 
“They did a reading test at the start of the year, I think they want to benchmark the kids and look at which children needed additional support, and his reading age came out at 17 plus I think so, educationally/academically he doesn't need as much support as some children will.” (p.5)

I reflected on this and wondered why I felt this language choice was in any way remarkable, and I concluded that often for people who have a negative relationship with the school system, tests are seen as reductive, or a way of marginalising some children. In Helen’s case, her language indicated that she believed that the tests were there to support children. Other examples included times that Helen spoke about Tyler’s own difficulties with being in school, which she tended to identify as a difficulty with his own personal interpretation of situations rather than a difficulty with the way the school operates. For example, she talked about how he responded to being sent to the isolation room for swearing.
 
“…and he's probably quite scared that they've treated him like that.” (p.3)
 
Although Helen does not indicate that she agrees with the school practice of isolation rooms in general, and in fact she expresses relief when she describes how the school changed their policy in the end, her description of the situation could indicate more focus around Tyler’s personal fear response in relation to his particular differences, rather than anger or frustration with the school for implementing the policy in the first place.

Helen indicated that she valued the efforts school staff made, and she seemed to feel that interactions were often authentic.

“So, every email the school send me finishes with this. Please let me know if you have any more things you want to talk about, let us know. And I think that's probably their standard way of signing off. But it feels genuine to me”. (p.9)
 
Building on her own relationship with school, Helen appeared to feel that teachers in Tyler’s primary school knew and understood him well, and this seemed to provide a strong foundation of trust, in relation to supporting Tyler getting the support he needed. Helen explained that it was these relationships that Tyler had in primary school which meant he hadn’t needed an EHCP in place, as his needs were well known.
 
“But luckily the year five teacher did a fantastic hand over to her. She was a lovely teacher for  Tyler for all of year six. I think when she understood more about Tyler, and that's the thing. I think when people get Tyler, they can appreciate his qualities and his abilities, and they really enjoy time with him. He's great one on one with adults.” (p.8)
 
 Sometimes Helen directly referenced positive interactions that had contributed to strong relationships between herself and the school staff. For example, Helen described an early exchange between herself, the SENCO and Tyler’s head of year at his new secondary school, which she said was the first time in a long battle over school choices for Tyler, that she had encountered positivity.
 
“And the first thing they said to us was, we're so excited to have Tyler join us in September! And I could have cried.”  (p.3).
 
Being met with this initial enthusiasm and warmth seemed to help Helen build trust in the school and reinforced her faith that school staff were invested in supporting Tyler as much as she was. Helen recalled other interactions between herself and the head teacher that demonstrate a relationship where there was a mutual understanding of each other’s positions, particularly around the systemic barriers involved when setting up the flexischooling arrangement.
 
“So, a few days later, I was back on the school gates, and I saw the Head and sort of smiled that him, and he said “I've spoken to my Local Authority contact and they've said there's an issue over attendance, and he'll have to go down as C” … He will be classed as being absent from school, which will obviously impact on stats and things.’ And I said, yeah, I accept that, and I can understand why you would be reluctant about that.” (p.5)
 
It seemed that the school’s general openness to doing things differently, as well as their focus on building strong relationships had encouraged Helen and her family to build trust in the systems in place, allowing them in turn, to be open to doing things differently.

[bookmark: _Toc208247119]Theme 2 – Redefining Roles and Identities: “I never thought of myself as a home educator.”
This theme reflects the parts of Helen's narrative where she spoke about the significant changes that had taken place within the family in order to understand and accommodate Tyler’s need for a more flexible approach to learning. Helen revealed different parts of identity throughout her narrative, chiefly showing that she was determined to prioritise support for Tyler, and that this was valued above all else and independent of her own foundational belief in school attendance.

[bookmark: _Toc208247120]Sub-Theme – Advocacy: “This is Tyler.”
Despite her positive accounts of school staff and the support they offered in setting up Tyler’s flexischooling arrangement, Helen took a lead role in advocating for him through his school career. There were many examples of times she had devised ways of connecting with school to make sure he had the support she felt he needed. 

“So, I looked at all the names of the teachers. I took Tyler’s one page profile… I sent it to every single one of his subject teachers just to say, this is Tyler. These are his skills and his talents, and he may need to use a laptop for certain subjects, and if there's any issues then please contact me so that we can resolve them before they escalate.” (p.3)

I found this interesting, as this small act is something that a SENCO might ordinarily be expected to do in a school. Helen also described how she had carried out her own independent research on flexischooling, and that she had brought this to the attention of the headteacher in order to help him understand it better.

“Yeah, I did say you might want to just check the Local Authority guidance, which I had found…Which it was very difficult to find… it was this study that I'd read about flexischooling. At the very end it referenced quite a number of Local Authorities’ guidance on it.” (p.5)

[bookmark: _Toc208247121]Sub-Theme – Sacrifice: “It’s not going to happen unless I’m there.”
Helen’s narrative hinted those sacrifices had been endured by the family during the process of trying to get Tyler’s education right. Sacrifices emerged as both physical and emotional strain.

“But there was a point where I did think, I even suggested to my husband, perhaps he needs to go back to work and I need to give up work and be at home with Tyler all the time, if that is what it takes.” (p.10)

It seemed that Helen in particular had shouldered the emotional toll of having a child at home who was distressed by school, and it led to her needing to make a number of adjustments that encroached on her own health and independence.

“At that stage I chose not to appeal the EHCP because all my energies were going into the school appeal and I just didn't have the emotional or physical energy to do both so, so the EHCP just went by the wayside and the appeals were unsuccessful.” (p.3)

Helen hinted that even though she had a good relationship with and had grown trust in Tyler’s current school, some of the emotional impact of the process they had been through to find Tyler an education he would be able to cope with, had left a more permanent mark on her.

“…all three turned him down, which was a real disappointment and still quite bitterness there from my perspective…” (p.2)

[bookmark: _Toc208247122]Sub-Theme – Self-Discovery: “We’ve come to the conclusion that my husband himself is neurodiverse.”

I noticed that throughout Helen’s narrative she mentioned her shifting perceptions of self and others. For example, she talked about how, through the process of understanding and accommodating Tyler’s difficulties with school, her husband had come to view himself through a different lens.

“I think since supporting Tyler we've come to the conclusion that my husband himself is neurodiverse and it explains why he has struggled with various things.” (p.9)

Helen herself had needed to redefine her identity and become comfortable with the idea that she was a home educator. This may have been particularly difficult for her, considering her strong foundation of trust and faith in the school system, and the pride that she attached to good school attendance with her other children.

“With flexischooling, we wouldn't entertain it if it hadn't been for Tyler's SEN. He has a twin sister and an older sister both of whom have very good school attendance. In fact, the older sisters never missed a day since reception and finishing year 10.” (pg.1)

“It hadn't really sunk in because I never thought of myself as a home educator.” (p.4)  

It was clear however, that despite this shift in identity, Helen remained loyal to her own principles as an advocate for her son, but also a person who valued professional’s input.

“I also wanted them to know that I am flexible and open-minded and open to working with the school for Tyler's benefit.” (p.7)

She showed that she valued education, despite facing resistance from within her own marriage.

“My husband hated school. He didn't really get many qualifications when he left and I think he has a more pessimistic view of life to me, and quite often he’ll say; ‘I didn't do well at school, Tyler doesn't really need all this and he might do well later on in life”. Whereas I think he can actually have a successful career, provided he's got the right support around him.” (p.10)

Overall, throughout the flexischooling journey Helen seemed to grapple with sometimes conflicting opinions of herself and others, as well as having to make decisions that challenged her beliefs about normativeness at times. It seems she was prompted to explore her own core values and in doing so, perhaps put aside some of the taken for granted knowledge about the role of schools. My sense was that despite initial setbacks when she was in search of a ‘good’ school, Helen’s eventual experience with Tyler’s secondary school was positive and it reaffirmed her broader belief in the potential of the traditional school system.

[bookmark: _Toc208247123]Theme 3 – Finding the Right Fit: “There are days’ when you say, come on, you have to.”
This theme highlights the idea that although school is typically seen as a default option, Helen discovered that it is not a case of one size fits all. Careful consideration of provision, as well as an individualised and flexible approach was what worked for Tyler.

[bookmark: _Toc208247124]Sub-Theme – Not all Offers are Equal: “We did appeal for him to get in.”
Helen demonstrates throughout her narrative that she is tuned into the different ways that Tyler responds to his environment. She explained that she and her husband knew from the end of primary school that Tyler would struggle with a school that did not offer him certain securities and comforts and for this reason, on the run up to his secondary school transition they spent time looking at different schools in the area and initially sought a small school with a ‘good reputation’ for SEND.

“We applied to three small nurturing secondaries who had great reputation for supporting kids with SEN.” (p.2)

Helen explained that she understood different schools offered different provisions and that they did not all adopt the same approaches. She felt some schools would have suited Tyler better than others.

“The one that we felt would have all his friends going to, they have a laptop scheme where everybody has a laptop … so I was really quite keen for him to go to the school, and we did and appeal for him to get in and we weren't successful.” (p.2)

Although Helen went to great lengths to try and ensure Tyler would have access to a school that she felt would best support him as he progressed through Key Stage 3 and 4, her applications were rejected, and Tyler was admitted to his current secondary school as a default option. She soon discovered that despite initial hesitancy over the size and location of the school, teamed with the fact that Tyler's friends were going elsewhere which had initially deterred her, the school offered a good provision for Tyler with a number of benefits not available from other schools she had researched.

“They have a unit at the school for hard of hearing and we were not quite sure what the official description was, and just as Tyler was joining them in September last year they were also opening a unit which was a satellite unit for a special school, supporting children with learning difficulties.” (p.3)

As time went on, Helen realised the breadth of benefits attached to Tyler attendance at this school.

“It went better than I think we thought it would and the homework seemed less strenuous than other schools.” (p.3)

“So, I have had a lot of confidence in the school in terms of their ‘concerned air’ for their students and that's been a wonderful thing to see.” (p.5)

Helen believes that Tyler is now succeeding in his education, and she attributes this success to a number of factors including his current schools offer of provision and their openness to adapting for students who need flexibility. Helen reflected on Tyler’s experience at this school and compared it with what she has since learnt from others who are attending a different school in the area. She ultimately said she believes that if Tyler had attended one of her initially preferred schools who did not seem to be able to prioritise inclusion in the same way, this may have resulted in full time HE. 

	“In fact, I don't think he'd still be in school if he had gone to that school.” (p 11)

Overall, this theme being present within Helen’s narrative demonstrates that she felt schools do not necessarily offer comparable provision or have the same priorities or attitudes, and that it was not simply school, but the particular qualities of this current school have been instrumental in Tyler’s continued attendance and educational progression. 

“So, I’ve been so grateful, and I've gone from feeling like - we've got the worst option completely for his education, to thinking this probably works out for the best.” (p.6)

[bookmark: _Toc208247125]Sub-Theme – Learning Beyond the Classroom: “He needs his down time to cope with being at school.”
A sub-theme within ‘Finding the Right fit’ was the exploration of different ways for Tyler to spend his time at home that were not necessarily based on traditional lessons, but supported him in his education, nonetheless. On balance, Helen spoke relatively little about what HE looked like for Tyler, and it was clear that there was flexibility within his one and a half days at home and that the priority was his emotional wellbeing.

“In terms of how it's actually working in practice, to us, it's very much - he needs the downtime to cope with being at school the rest of the time, so we're not massively focused on educating him during those times that he's at home.” (p.5)

As well as his down time that helped to keep him regulated, Helen mentioned Tyler’s desire to work autonomously and participate in more structured learning in his own time.

“He does his hour of coding with his online mentor - which he absolutely loves, and he quite often will stay online/stay on the computer after the guys finished and carry on working on whatever it is that he's been doing.” (p.6)

Additionally, Tyler's dad helps him with different skills and exposes him to experiences that do not take place in a contained or structured environment. 

“My husband will often take him out for a walk to get some exercise. I think they've been on bike rides as well and they talk a lot about nature… my husband’s very interested in nature and knows a lot about plants and animals and birds and things and they talk about those sorts of things. They go into the town and do practical things. So, Tyler’s getting exposure to going into shops to buy things and that sort of, life skills.” (p.6)

Overall, there appeared to be several strategies and activities within Tyler's home learning schedule that Helen spoke about, that she felt enabled him to take a break from the school environment long enough for him to re-engage on his days in school. Although some activities were more structured and formally ‘learning’ based than others, this time away from the classroom seemed to support him in his wider educational journey. 

[bookmark: _Toc208247126]Theme 4 – Navigating Tyler’s Strengths and Needs: “He needs to get 100% in everything.”

This theme highlights the complexity of Tyler’s strengths and needs, leading to the decision to flexischool in the first place. Sub-theme one is about Tyler’s particular difficulties with school. Sub-theme two relates to the parts of Helen's narrative where she talks about beginning to understand how Tyler’s particular patterns led her to consider flexischooling as an option that might suit him.

[bookmark: _Toc208247127]Sub-Theme – “Perfectionism” and Emotional Impact: “It is a struggle”.
Helen talks about how Tyler is academically motivated and capable of progressing in school, but he struggles with perfectionism, and this can have an emotional impact and negatively affects his experiences of school.

“We don't see him being delayed in any way educationally.” (p.2)

“He needs to get 100% in everything. It doesn't matter if he’s just one mark off … it’s the end of the world to him, the fact he's got 39 now or 40 is irrelevant. It's this one mark that he got wrong. He finds it unfair and upsetting and they must be wrong.” (p.8)

Helen explained that even with flexischooling in place, Tyler still dislikes attending because of the stress he experiences in the build-up to school. 

“He just kind of says all the time, like a mantra ‘I don't want to go to school’. Even on a Saturday he was saying I don't want to go to school tomorrow, or on Sunday. And I would say, it's Monday, you wouldn't be going anyway. But then it intensifies on Monday evening and Tuesday morning and there's nothing we can do. There's not a day that goes by where he doesn't say I don't want to go to school.” (p.10)

At times, the emotional impact of school on Tyler has intensified. This has an impact not only on him but also on the family. Helen explained how this can be upsetting and difficult for them to manage.

“It is a struggle. We've had Tyler turn around and tell teachers he wants to kill himself.” (p.9)

It is interesting that there seems to be an unquestionable requirement for Tyler to go to school, regardless of the intense emotional responses he has. This is perhaps an important moment to reflect, as it is possible to see from the literature that many parents with an autistic child have similar experiences.

[bookmark: _Toc208247128]Sub-Theme – Recognising Patterns and Adapting: “So, he needs to work from home. And it got me thinking…”

Tyler had shown signs from a young age of finding school difficult and overwhelming at times, but due to the protective factors that had endured throughout primary school, such as strong friendships and relationships with teachers, he had managed to maintain good attendance. Helen said he started to show signs of experiencing more stress in school when things changed in year 6.

“I think the thing that really triggered it was in year 6. He'd been with the same group of children all the way through then for year six, they said we're going to mix up all the classes ahead of secondary to prepare you for the fact that when you get to secondary school, you'll be with lots of different children that you've not been so familiar with - which was a bit of a disaster.” (p.2)

Helen had guessed Tyler would thrive in a smaller environment, and when he started secondary school, he seemed to need more time away from school. This led Helen to recognise that spending more time at home helped him gain more behavioural control and eased his intense emotional responses.

“The school environment is very overwhelming, and it takes a lot out of him every day just to be in school. So, he needs to work from home. And it got me thinking…” (p.4)

The family had noticed that Tyler tended to prefer to avoid certain subjects and when he spent time at home instead of being in school for these, he was calmer.

“We realised that we were keeping Tyler off school every now and then, quite often on a Monday and it coincided with subjects that he's not so keen on or struggles more with, and they tend to be the non-core subjects like art, religious studies, performing arts… Those sorts of subjects. And my husband said, really what we need is, a lot of people since covid work from home one or two days a week. That's what Tyler needs to do.” (p.4)

The conversations held between Helen and her husband seem to be reflected by other parents in the literature exploring COVID 19 school lockdown impacts. The complete change of routine highlighted a different way of approaching education and for some, this was enlightening and led to big changes.

[bookmark: _Toc208247129]Carey and Sam
Carey is Sam’s mother, and they live in England. Sam is 14 years old. Sam has an EHCP and diagnosis of Down Syndrome, which resulted in him being deemed as clinically vulnerable and advised to stay away from school during COVD school lockdowns. Carey explained that during the pandemic she noticed a number of benefits to Sam being at home including better attainment and wellbeing, and she was not keen on him being back into school full time, which is why she opted to flexischool. Carey flexischooled Sam for his last year of mainstream primary school, which was around one year, following the school lockdowns. At that time, they had a flexischooling agreement that meant he spent four afternoons in school for two hours at a time, and then all mornings, as well as one full day was spent at home. Carey was advised by the LA that Sam's needs would be best met in a specialist secondary school. Carey was happy for him to attend a full-time specialist secondary school however following a number of issues where she felt his needs and potential were not being met, Carey opted to electively home educate Sam. Carey expressed that this was in part, because she could not find a school who would facilitate a flexischooling arrangement which she would have preferred over EHE. 

[bookmark: _Toc208247130]Carey and Sam’s Thematic Map
From Carey’s interview I elicited three main themes and five sub-themes. Please see figure 11 for a visual representation of this thematic map.

Figure 11
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Screenshot of the Miro board: A visual representation of Carey’s experiences, as represented by my analysis process


[bookmark: _Toc208247131]Theme 1 – Navigating Exclusion and Inclusion: “He was just sat in the corner doing theme sticker books I’d sent in.”

Themes of inclusion and exclusion permeated Carey’s narrative. Carey’s story wove back and forth between her time spent flexischooling, and other past and present school experiences, unfolding in a less sequential way than narratives of the other mother’s flexischooling experiences. This more fragmented account is perhaps indicative that Carey’ journey remains difficult and that a lack of agreement around the structure and content of Sam’s education continues to interrupt her sense of peace.

[bookmark: _Toc208247132]Sub-Theme – Exclusion: “Nobody had read his EHCP…”
Carey’s perception of much of Sam’s school experience was that he was oftentimes excluded or underestimated due to his SEND, and this led to him not being stretched and challenged to meet his potential. When the pandemic hit and Sam was starting home learning for the first time, she was surprised at the level of work being sent home for him to complete.
     
“I was absolutely horrified when he came out  for the pandemic, as it was very clear from the work that school was sending home - that none of it was right and nobody had any idea. Nobody had read his EHCP and when I was asking basic questions, they weren't giving me the right answers.” (p.11)

Carey explained how this posed a problem for her, because she had trusted that Sam’s primary school at the time had known his needs and would be able to support her to continue his education during a time when he was not able to be in school.

“So, I was basically starting with a blank slate and had to work out how this child who's nonverbal, can't talk to you, can actually do things - and that was really very, very, challenging.” (p.4).

Although there were times throughout mainstream primary school where Carey felt that his contribution was truly valued, she talked about occasions where she felt let down and doubted that they could meet his needs because they underestimated his ability.

“I found out from his lunchtime TA but that he spent most of year 3 cutting out and sticking in the corner of a classroom, or colouring in. He wasn't actually doing much work.” (p.10)

When Sam was offered a place at a specialist secondary school, having made significant progress with his learning through a flexischooling agreement, Carey talked about how she felt that he ended up being let down all over again. She explained that she felt they underestimated his ability and excluded him from participating in a more advanced curriculum. 

“They refused to let him write or read, they told me he couldn't do sums or spell - it took me all the way through complaints to July to finally get them to admit that they hadn't done all the stuff.” (p.6)

Unfortunately, it seemed that the staff at the specialist provision Sam attended were unwilling to make exceptions that she felt would support him with his education, and they would not allow Carey to flexischool again.

“And I think what I said to them was, you put these barriers in the way, you're putting things in the way because you're following the national curriculum in order, but he doesn't work like that.” (p.8)

[bookmark: _Toc208247133]Sub-Theme – Inclusion: “...everybody pulled together…”

Despite difficulties navigating what she believed were numerous exclusionary practices in school related to Sam’s SEND, Carey expressed great satisfaction with parts of Sam’s school experiences, indicating that she felt at times he was very well included in his mainstream primary school. Examples of this can be found in the way Carey talked about Sam’s happiness in school.

“It’s maybe a bit of bleep. But I think going through mainstream school was the best thing for Sam. Although I've had the bumpiest ride through mainstream school, we've had good years.”  (p.13)

Carey also talked about teachers who had been instrumental in his success.

	“Year 2 he had an absolutely outstanding teacher.” (p.7)
	
It seemed that Carey attributed a lot of Sam’s success to a commitment to working together, which was facilitated in part by the flexischooling arrangement having created an opportunity for greater collaboration between her and school staff. 

“We work really well, as I say, between the three of us - me, the tutor and his teacher at school. He made huge progress.” (p.4)

Sam is currently home educated because Carey has not been able to find a school who she feels can do his education justice. Carey summarised her thoughts on inclusion at one point, by comparing her daughter's experience of school with Sam’s. 

“She has been through both her schools, primary and secondary, with no EHCP, because both schools have just put in place what she needed and yeah, I've got Sam at home now with no school who can educate him or want to educate him, and with a very detailed EHCP.” (p.11)

As a result of her experiences, Carey seemed sure that inclusivity in schools does not rely on specific mechanisms, such having an EHCP necessarily, but is it instead more about having the right attitude and motivation.

“So, I'm very, very sceptical at this point as to whether it's actually an EHCP that people need or whether they just want to, if they need the will in school and people that’re prepared to work with him. And I think it's attitude.”  (p.11)

This is a particularly pertinent point that Carey makes as she reflects on her experiences and concludes that for her, schools being empowered, (through access to resources, staff attitudes, systemic flexibility etc…) to support individualised needs has been the difference between her son and daughter succeeding in school. 

[bookmark: _Toc208247134]Theme 2 – Disruption Unlocks New Pathways for Change “...and so it got very convoluted...”

Cary described how the COVID pandemic disrupted the status quo, creating opportunities for alternative schooling and long-term change. Sub-theme – Quiet concessions: “I read between the lines” highlights how school closures allowed unofficial flexischooling.
Sub-theme – Power: “I was very well read up before Sam even hit school” explores Cary’s experiences of power shifts with school professionals, enabling new possibilities.
Sub-theme – Reimagination of self: “the relief was massive” reflects Cary’s changing perspective on education and realising she had more control over Sam’s learning.

[bookmark: _Toc208247135]Sub-Theme – Quiet Concessions “I read between the lines…”
Carey talked about the various structural constraints that proved difficult for school herself, professionals and local authority (LA) representatives to navigate. During COVID lockdowns Sam was allowed to learn at home because he had a doctor’s note which deemed him clinically vulnerable, but when Carey wanted to continue the part time arrangement, professionals were not so keen to agree due to Sam’s SEND and their responsibility to oversee his education. 

“Yeah, I think our experience of flexischooling probably isn’t the traditional flexischooling story where someone makes a decision or argues for it.” (p.4)

Carey explained that she felt the initial flexischooling discussions were managed through a series of unofficial nods and winks.

“So, the SEN Department said we can't be part of this because it's your decision between you and the head, but if you are quite happy then on a three-way sort of discussion… so it was a bit nod-nod wink-wink situation. So, I read between the lines and said, so, if you're saying to me that we need to say that we want to do a flexischool arrangement, that's fine.” (p.2)

Carey talked about the fact that it was important to her to have a contract in place to support Sam’s education and protect their agreement, and she explained that she felt his primary school were unsure about the differences between a flexischool agreement and a part time timetable.

“And so it got very convoluted basically because school believed that they were already doing a part-time timetable. They believed we were flexischooling.” (p.1)

[bookmark: _Toc208247136]Sub-Theme – Power: “I was very well read up before Sam even hit school.”
There were times in Careys narrative where the concept of power became quite central to her experience. For example, although professionals were unsure about her requests to flexischool, Carey felt that she had the power to disrupt the default position, because access to information gave her a position of privilege in relation to knowing what was best for Sam. She explained how it was learned knowledge, or academic credibility that enabled her at times to negotiate with LA and school staff.

“Now, I'm quite well educated. I've got a degree in psychology. I've done early years stuff postgrad, and I was very well read up before Sam even hit school.” (p.9)

Carey’s ability to wield language that conveyed authority and expertise, seemed to support her to challenge some of the things that she found non inclusive about the school system. She explained how she was often entering battles against reductive attitudes or systemic inequalities.

“And one of the things I've done is, I've gone head to head with the head of a local school as part of the appeal where she admitted they put all the children with down syndrome on one particular pathway and she admitted in the appeal from the judge that Sam shouldn't have been on that pathway and I said, but you have no mechanism to change it!” (p.6)

“But I constantly have been up against this attitude.” (p.12)

Many times, however, it was apparent that Carey felt as though she had a lack of power over Sam’s education. She describes how she was asking the head teacher at Sam’s specialist secondary school to consider flexischooling and he was not willing or able to give her an answer. Here the power sat with the headteacher, and this resulted in Carey lacking the control to support Sam in the way she had previously done when he was in mainstream primary school, or through a flexischooling arrangement. 
	
“I started midway through the year, probably even less than that, probably about four months in, to start saying can we please do flexischooling? Can we please consider it? And the Head just kept saying ‘well I’m not anti it’, but he ultimately would not bite, and he would not go ahead with it.” (p.6)

Carey explained that when she realised Sam was not best supported in the specialist setting he had moved to, she had no option to send him to a mainstream and was not allowed to consider flexischooling, she felt powerless against the system and she felt forced to turn to HE in the end.

“But we had no option to put him in flexischooling. He wouldn't have survived in a mainstream secondary school.” (p.6)

“I had to elect to home educate him, which was not what I wanted, because I basically was forced out.” (p.6)

[bookmark: _Toc208247137]Sub-Theme – Reimagination of Self: “…the relief was massive.”

Within Carey’s narrative she periodically revealed her own views of school, which seemed mixed at times. Often she would use language to describe school that suggested a complete relationship breakdown and a lack of confidence.

“...well, school didn't want him in for the SATs. They didn't want the hassle.” (p.3)

“They didn't have a clue. They were absolutely horrific.” (p.11)

On the other hand, Carey’s opinion of school when pitted against the option of elective HE was quite positive.

“I look at my daughter's education and those of friends who are home educated and there's no comparison between what a fantastic education my daughter's got from the school system and what my friends’ children have, who are purely home educated are getting.” (p.5)

Nonetheless, Carey recognised shifts that came about following COVID school lock downs and her experience with flexischooling. These events ultimately impacted her view of school and her own relationship with HE. 

“I mean it’s things, its attitudes, so for example, I think when coming out of the school system and flexischooling, showed me that I could home educate. And it was an important shift for me because I also realised how little time in school is actually spent doing work - you know, on an average day or in a couple of hours, they don’t actually do a lot…” (p.7)

Carey spoke about the benefits she discovered when this shift took place, but she also acknowledged the emotional and practical work of taking on the role of educator.

“The point which I started home educating, the relief was massive.” (p.11)
	
“With hindsight it wasn't the perfect split because I ended up running around a looney.” (p.3)

[bookmark: _Toc208247138]Theme 3 – Clear Rewards: “Sam made massive progress at home. Massive”
Although not everything was plain sailing, Cary’s narrative highlighted the wide-reaching benefits of flexischooling that she experienced following the pandemic. These benefits, although not always immediate, were sometimes directly related to Sam’s progress.

“So, it was a bit of a relief really to be able to take the reins even more, or continues to have the reigns, because Sam made massive progress at home – massive.” (p.4)

“I tried all sorts - stickers, number stamps, and he did work eventually, across time.” (p.9)

Sometimes Carey touched on the benefits to Sam’s wellbeing.

“But as I say, the chewing his finger stopped everybody at home has reported, this year in particular, on how much happier Sam's been, how much better his concentration is, how much he pays attention.” (p.12)

Often Carey referenced the positive impact that the opportunity had made on her as a parent and the wider family.

“So, for me it was lovely to still be part of Sam's life, because at the point when the pandemic started, I felt that I didn't know anything about him.” (p.4)

Carey’s reflections painted a picture of a deeply personal and transformative experience of flexischooling, shaped by the challenges and opportunities that emerged in the wake of the pandemic. While acknowledging that the process was not without its difficulties, her narrative consistently pointed to a range of benefits that unfolded over time. These included Sam’s educational progress, improvements in his wellbeing, and, perhaps most significantly, the renewed sense of connection and involvement that Carey felt as a parent. The flexischooling arrangement appeared to offer space for relational repair, personal growth, and a more attuned understanding of Sam’s needs—experiences that extended beyond academic outcomes and into the heart of family life.
[bookmark: _Toc208247139]Chapter 6: Discussion

[bookmark: _Toc208247140]Introduction
This research explores parents’ experiences of flexischooling without prior EHE. By sharing their narratives, I aim to provide insights for other parents, carers, and professionals. While each story is unique, common themes emerged across all three interviews. This chapter reflects on the findings in response to my research question, incorporating these themes. Although the study does not seek generalisations, my interpretations are shaped by a social constructionist perspective. Another researcher might offer different readings, so I encourage readers to remain open to alternative interpretations of these narratives. I have included personal reflections in Appendix A, titled ‘Personal Reflections: Upon Completion of the Research’, which might be of interest.

In this chapter I will also consider the implications of this research, followed by an evaluation of the strengths and limitations of the research and methodology. Recommendations for further study will be included.

The main research questions my study sought to explore were concerned with experiences of families.

1.What are the experiences of families who have engaged in a flexischooling agreement, who have previously undertaken full time school attendance?

Because of the thematic approach employed in this study, the discussion does not attempt to isolate responses to each sub-question into separate sections. Instead, the themes identified in each of the narratives analysed are explored more broadly, with links drawn to different sub-questions where relevant. This approach aligns with the principles of narrative inquiry, which emphasise the coherence and fluidity of personal stories (Riessman, 2008; Squire, 2013). For reference, the sub questions I explored are as follows:

1. Were any interventions carried out in school before flexischooling was agreed?
2. What are the parents’ thoughts or reflections on the idea of ‘inclusion’ since flexischooling has been implemented?
3. What has been the impact on family and child wellbeing?

[bookmark: _Toc208247141]Key Findings from my Thematic Analysis
I combined themes from each of my interviews to provide one large thematic map, which is a visual representation of the overall findings of my research (please see Figure 8 on page 83 ). Although there is a great deal of interplay between these common themes, I have decided to use categories to organise my discussion as it provides a more helpful way to read my interpretations.

[bookmark: _Toc208247142]A Note on Mothers Featuring as Key Participants
In this study, only mothers appear among participants, simply because they were the sole respondents to the recruitment advertisement. It is likely that this reflects broader societal patterns in which mothers disproportionately shoulder caregiving responsibilities—especially for children with special educational needs (SEN). Research that looked at families who needed to home school during COVID lockdown for example, consistently found that mothers reported taking on more of the caregiving duties (Fitzpatrick, Hastings and Haines; 2024) and experienced high levels of stress, guilt and fatigue when trying to manage work life balance between supporting their children’s education and managing their other work (Kalitsoglou & Topalli, 2024). Acknowledging this imbalance might be one explanation as to why mothers were more likely to volunteer and explains their overrepresentation in flexischooling narratives
[bookmark: _Toc208247143]Organisation of Discussion Through an Experiential Lens
I identified broad experiential themes across the data. Relationships played a key role in all the mothers’ stories, alongside the challenge of navigating cultural norms and educational systems. Each mother described developing a highly individualised approach to supporting their child, even within a structured flexischooling agreement. Lastly, a recurring theme was their evolving personal identities.

[bookmark: _Toc208247144]1.Experiencing Identity Shifts
Within all the mothers’ stories there was emphasis on identity, and through my analysis this was a topic that developed into themes and sub-themes that represented parts of their flexischooling experience. Themes within this category highlight experiences of personal and family identity shifting around a flexischooling journey and in this discussion section I explored the identity of home educator and advocate, which featured throughout all mother’s stories.

[bookmark: _Toc208247145]Home Educators
As discussed in the literature review, there are various assumptions about the identity of flexischoolers. Some view them as home educators seeking partial access to the school system (e.g. DFE, 2024), while media narratives have sometimes pitched them as families with flexible work arrangements prioritising time at home for ideological interests (e.g. Daily Mail, 2024). Paxman (2022) and Lawrence (2017) highlight differences between parents choosing flexischooling due to perceived need versus those with ideological beliefs, suggesting these should not be assumed the same.

Evidence shows overlap between flexischoolers and home educators, leading me to explore whether the mothers I interviewed experienced an identity shift. While these mothers had not been elective home educators, they each referred to themselves as such at times. To explore this shift, I considered Tajfel and Turner's (2004) social identity theory (SIT), which suggests that self-identity is influenced by group membership. SIT also proposes that people view their in-group more positively and compare it to out-groups (Zare, Pathania & Shajaha, 2025).

Each mother in the study experienced an ideological shift upon recognising the benefits of flexischooling, similarly to recent research these benefits included increased wellbeing, attendance, and motivation to learn (Griffin et al., 2024). This shift was positive, as Meighan (1998) and Kunzman and Gaither (2020) suggest, with mothers noting key moments of self-discovery. For example, Helen, initially hesitant about HE, later saw flexischooling with its elements of HE as a solution for her child. Similarly, Carey, who previously viewed home educators as “a bit wacky,” (Carey, p.4) felt she could often do a better job than the school after switching to flexischooling.

Research shows that HE is supported by a community, including larger organisations like Education Otherwise (Atkinson et al., 2006). While SIT suggests that individuals form group identities through socialisation, some studies show that identity in HE is shaped by ongoing interactions with other educators (Chansaengsee, Peungposop, and Junprasert, 2017). However, Helen and Carey did not express involvement in external support groups, with Helen even rejecting advice from a parent forum in favour of her own experiences and perspective.

Kunzman and Gaither (2020) note that HE often evolves from dissatisfaction with school into a belief-driven choice. While Carey’s shift stemmed from school dissatisfaction, she did not mention that she felt affiliated with any particular group, home educators or otherwise, suggesting a more autonomous approach. Jenny, however, seemed to find group membership with support from friends at church and involvement in tutoring other children who were home educated (Jenny, p.6-7), perhaps suggesting more alignment with EHE. 

Flexischoolers continue to share educational responsibility with the school, and they may only be their child’s primary educator for one or two days a week, as Griffin et al., (2024) and the experiences of the mothers in the present research suggests. For this reason, they may not engage with the HE community or identify with it as much as might be assumed. Flexischooling families do seem to retain some trust in schools, and it is important to view them as distinct from home educators, navigating a unique position between both worlds, blending formal schooling and elements of HE.

[bookmark: _Toc208247146]Advocates 
Jenny, Helen, and Carey all shared the responsibility of advocating for their children's education, a role that became integral to their identities and impacted various aspects of their lives. They spoke of the effort required to research flexischooling and to persuade professionals to consider alternative approaches. Though advocacy in flexischooling hasn't been widely discussed, it is somehow implicit in the way it aligns with themes in the literature on SEND and parents’ decisions to flexischool or those seeking more flexibility for their children (e.g., Badman, 2009; Morton, 2008; Paxman, 2022; Lawrence 2017; Griffin et al., 2024). Studies on SEND parents often highlight advocacy, with mothers frequently taking on the role of primary educator when children cannot attend school (Parsons & Lewis, 2010; Reilly, 2007). Runswick-Cole et al., (2024) point out that many parents find themselves in the advocacy role and fighting for their child to be included in a way that works for them. “(M)others describe having to “fight” for resources for their children’s (special) education; this includes conflicts about school placements, but also about the type, nature, and amount of support a child receives.” (p.477)

Each mother used language that reflected the conflict inherent in their advocacy role. Helen described struggles when seeking a good school for her son, feeling rejected during the process. Jenny spoke of being dismissed by school staff when she tried to explain Robert's difficulties, while Carey shared how she regularly clashed with school leadership over issues of the inclusion of Sam.

Although Meighan (1988) found that home-educating families were generally more satisfied once they separated from school, Jenny, Helen, and Carey reported positive outcomes from flexischooling but did seem not feel more aligned with home educators than full-time school parents. I wondered if their advocacy experiences made them identify more with the  SEND community than with home educators. Research exploring the views of parents of children with SEND frequently report that parents develop a critical stance towards normative educational systems and trajectories (Barnes & Sheldon, 2007). I thought that the mother’s experiences revealed that having a child with SEND challenged their views of the education system, sometimes in an emancipatory way. Despite this, the mothers did not fully reject mainstream education. Instead, they made it work through flexischooling, suggesting that flexischooling could act as a protective factor, preventing parents from feeling “outside the system” and encouraging schools to remain engaged with children’s diverse needs. This potential hasn’t yet been explicitly explored in the literature.

[bookmark: _Toc208247147]2. Flexischooling as an Inherently Relational Experience
As described in the literature review of the present study, existing rules around flexischooling in UK dictates that requests for flexischooling must come from the family, and decisions about whether to agree to flexischool sit with the headteacher. In Scotland it is typical for the LA to also have some involvement alongside the school’s decision (Scottish Government, 2021). Nonetheless, the wider research around parents of children with SEND tells us that parents' involvement in educational decisions is often perceived as somewhat marginal (Staub, Brühlmann, & Keller 2021; Hodge & Runswick-Cole, 2008), and some studies point towards a lack of flexibility in schools that might block many flexischooling requests (Badman, 2009; Maxwell et al., 2020; Paxman, 2022). Robust communication and strong relationships between schools and families for successful flexischooling is a theme that resonates in the literature (e.g., Baker et al., 2019; Poultney & Anderson, 2019; Lawrence, 2017). Additionally, from a 2025 systematic review of the flexischooling literature in relation to autistic children,  Richter et al., (2025) comments: “One could argue that flexi-schooling requires flexibility not only in terms of schooling but also on the part of parents and the school” (p.12). These themes were present in this study throughout each of the mothers’ narratives.

[bookmark: _Toc208247148]Communication Challenges 
Communication challenges were identified as a significant issue by all participants in Lawrence's (2017) study of parents who flexischooled their autistic children. Both Jenny and Carey faced communication challenges especially around negotiating with school for their option to flexischool in the first place. Jenny described how her request was only considered once she stopped using physical force to get Robert into school, suggesting her narrative around Robert's emotional and behavioural instability was not initially believed by the school; “It was hard work putting it in place…” (p.11). Carey’s experience of communications with the senior members of school staff who had the power to agree or decline a flexischooling arrangement were also hard  to navigate and she cited difficulties in reaching a mutual understanding of flexischooling. Carey also talked about requesting a flexischooling arrangement in Sam’s specialist secondary school which was turned down, eventually leading her to feel that she had no choice other than to home educate him: “I had to elect to home educate him, which was not what I wanted, because I basically was forced out.” (p.6). Despite Carey’s previous success with flexischooling Sam in primary school, her experiences in particular seem to bear resemblance to many other families within the literature, putting her in the bracket of a ‘last resort’ home educator (e.g. Badman, 2009; Brogger, 2003; Collom, 2005; Halsley, 2010).

[bookmark: _Toc208247149]Professional Partnerships 
Among the mothers interviewed for the current research, Helen was the only one who encountered a headteacher who was open to embrace an initial request for flexischooling, and she was supported to explore the option without being initially turned down or redirected to alternative solutions. In a doctoral study carried out by Hodge (2006) who was exploring experiences of parenting disabled children, parents reported that they valued professionals who kept an open mind and were responsive to parents' input about their child, leading to better collaboration in the future. This seems to be true of Helen's relationship with school, which she described as valuable and effective throughout her story. Despite different starting points, all of the mothers described having a good professional partnership with their school at times, which helped them facilitate flexischooling. A good professional partnership between parents and school is described by Staub et al., (2021) as including communication, trust, identification of the family’s needs and a good framework to facilitate interactions between teachers and families. Griffin et al., (2024) found that just over half of the parents who completed a flexischooling survey reported that a signed and specific contract was in place for their arrangement. Jenny spoke about having a key contact in school which supported good communication and Carey talked about a contract that was drawn up to state the terms of the arrangement, later referencing how Sam benefited from this; “He made huge progress” (Carey, p.4).

[bookmark: _Toc208247150]Collaboration 
Although professional partnerships are known to be effective in providing accountability and consistency (Butler, Rogers, & Modaff., 2019) which is felt to be of particular importance for protecting children and families undertaking flexischooling arrangements, (Robertson and McHardy, 2020), this alone may lack the depth of understanding that more relationally oriented approaches might offer (Davis, Billington, Chilokoa, Whiting 2024). Examples of relational aspects of parent-school partnerships reach beyond structural approaches such as scheduled meetings, contracts and policies and are more focussed on collaboration, shared knowledge/awareness, a welcoming environment and shared responsibility (Sheridan et al., 2012). Building upon this point, I found that collaboration with school professionals was also a key component of all of the mothers' stories. Collaboration is defined as a complex process involving relationship building, shared values and active engagement (Griffiths et al., 2021). In particular I noticed moments of relationally oriented approaches throughout my analysis. 

[bookmark: _Toc208247151]Relationships 
Some of the interactions described by the mothers seemed to resemble something in the realm of allyship. Runswick-Cole et al., (2024) spoke to mothers of children with SEND about their experiences with school staff and one described allyship in the context of ‘micro kindnesses’ being bestowed upon them. I believe micro-kindnesses were described and represented significant and positive experiences for Helen in particular. For instance, when Helen recalled an interaction with the deputy head teacher, she described a moment where her role as a mother and their shared responsibility for Tyler’s care were recognised and appreciated: “... I remember her saying to me, oh that's really nice that you bring him to school, that you're taking care of him as he comes to the school gates, and then we take care of him when he's inside” (p.5). This acknowledgment of Helen’s caregiving role appeared to affirm her competence in supporting Tyler’s education, reinforcing her contribution rather than diminishing her ability to make informed educational decisions. Arora (2006) suggests within a flexischooling arrangement it would be important for the school to help the parents feel empowered; “…that they are valued as educators of their child” (p.63), in order to avoid challenging power differentials arising. Similarly, Carey described moments of collaboration that went beyond formal professional partnerships, highlighting a strong sense of togetherness in supporting Sam’s learning alongside his tutor and teacher: “We went back and had a fantastic last year because everybody pulled together and did it” (p.9). Connor & Cavendish (2018) highlight that for effective collaboration, schools must actively empathise with parents of children with SEND and address power imbalances. Jenny described a shift in perspective that she observed at Robert’s school, marking a turning point when the staff began to accept the “flexiflexi” arrangement she had to carefully manage with him. For instance, there were days when Robert, due to his emotional overwhelm, struggled to arrive on time even within the flexible schedule. Over time, the school started to value her perspective, as she explained: “I pushed to say, the aim is not to get into school. The aim is to get him the education. And I think they've kind of got the hang of that.”(Jenny, p.9). Although none of the mothers initially held ideologies that distinguished them from other parents, and the schools were not enacting broad institutional changes, a cultural shift toward a more flexible, relational, and collaborative approach to education appeared to emerge naturally as a result of the flexibility needed. This kind of cultural transformation was observable in Poultney and Anderson’s 2019 study of a school wide flexischooling model, and also in the CfBT report exploring Hollinsclough school (Gutherson and Mountford-Lees, 2011), but has not been explored in the literature that reports on individual or personalised flexischooling. Richter et al., (2025) did write about conditions for establishing positive flexischooling outcomes in relation to autistic children and did distinguish that establishing flexischooling required cooperative, constructive and respectful relationships between parents and schools and implied that that this reaches beyond usual relationships in parent-school relationships. 

Every Child Matters initiative of 2003 and The Children Act of 2004 both emphasise the significance of fostering collaborative relationships between schools, parents, and children. As well as parent school collaboration and partnership, parent-child and school-child relationships were important features within all the mothers' stories. Engaging in shared activities and strengthening the parent-child bond have been identified as key benefits for families in previous research, including studies by Kidd and Kaczmarek (2010), Lawrence, (2017) and McDonald and Lopes (2014). Jenny talked about trust a lot in her story, with relation to Robert having trust in school "So, he is allowed to leave the classroom at any point and go to a quiet space." (p.4), and also the trust between mother and son; “I don't put pressure on Robert. He will learn at home.” (p.10). Carey talked about the benefits of spending more time with Sam when he was at home; “So, for me it was lovely to still be part of Sam's life, because at the point when the pandemic started I felt that I didn't know anything about him.” (p.4) and Helen described how her husband spends quality time with Tyler when he’s at home; “My husband will often take him out for a walk to get some exercise. I think they've been on bike rides as well and they talk a lot about nature” (p.6). 

The findings suggest that successful flexischooling experiences depend on strong parent-school-child collaboration, emphasising empathy, allyship, trust, and mutual respect. These relational aspects were crucial for the mothers, supporting the ongoing negotiation and flexibility in flexischooling. It would be valuable to explore how school professionals can improve collaboration, as time constraints often limit opportunities (Allen, Riley, & Coats, 2020). Additionally, it appears that flexischooling is not to a standalone intervention but a reflection of a school’s willingness to embrace broader systemic change, aligning with Meighan’s (1988) view that flexischooling represents a cultural shift in parent-school partnerships. I might further suggest that the implementation of flexischooling may influence school culture and how professionals view inclusion and start to see parents as experts in their own children. It would be interesting to see if further research might support this notion, and explore how best to help schools with its implementation.

[bookmark: _Toc208247152]3 .Systemic Limitations and Normalised Constructs of Schooling can Inhibit Experiences of Inclusion
Themes of improved mental health and wellbeing, better inclusion and a desire for flexibility within the current school system all present themselves within the flexischooling literature (e.g. Poultney and Anderson, 2019; Paxman, 2022; Griffin et al., 2024; Sudea, 2023; Lawrence, 2017 & 2019; Baker et al., 2019). Some wider literature exploring parent views during COVID 19 school lockdowns found that for some, it took this enormous shake up of the system to discover that school was not always supporting their children to thrive (Sawyer, 2022; Laczik and Newton, 2023). Jenny and Carey reported that COVID lockdowns had impacted their decisions to flexischool and although it was not necessarily an easy time for any of them, the opportunity to break from the norm revealed important benefits of reduced school attendance which would not have been exposed otherwise. 

In the present study all three mothers reported that improved mental health and wellbeing (described as a decrease in distress brought on by school) were perceivable outcomes from a reduction in school days and/or a change in workloads. All mothers also spoke about either a continued and good level of engagement with school work, or better educational progress as a result of flexischooling. Furthermore, both Jenny and Helen felt that their boys would no longer be in school at all if it hadn't been for the flexischooling arrangement, and at the time of the interview, Carey had felt it necessary to home educate Sam partly due to the fact that flexischooling was not an option at his secondary school. Griffin et al.’s(2024) survey of 31 flexischooling parents found that personalised approaches were important to the parents' and perceived mental health and wellbeing improvements. These narratives around the perceived successes of flexischooling demonstrate that it is possible for some children with SEND to access a more inclusive education with reduced participation in school. “Inclusive education is not about ‘dumping’ pupils into an unchanged system of provision and practice. Rather, it is about how, where and why, and with what consequences, we educate all pupils” (Barton, 1997, p.234).

Despite UK policy having outlined a clear commitment to inclusion in schools aimed to support children with SEND, the subject of inclusivity is complex and there are often competing objectives at play, which involve unequal power relations (Knight et al., 2023). Each mother had a child with identified SEND and yet faced resistance to flexischooling because of normative expectations around school attendance, inflexibility of curriculum demands and future assessment expectations. In contemporary society, it seems that inclusion is inherently contextual—that is, it must occur within the school environment, and is bound by existing constructs, such as the expectation that education takes place over a five-day school week. Before flexischooling was introduced, Jenny and Helen talked about interventions that were implemented to support the boys. However, as dictated by traditional schooling frameworks, these interventions were confined to the school setting, limiting their effectiveness in addressing some of the specific challenges the boys faced with the environmental overwhelm experienced in school. Jenny described strategies such as a visual timetable and a time-out card, though she also noted that Robert spent an excessive amount of time in the pastoral room, seeking a calm space to regulate his emotions. While Carey did not explicitly discuss interventions, she observed that Sam made little educational progress when working one-on-one with teaching assistants in the mainstream classroom. 

This is not necessarily fault that lies at a school level, but a wider issue stemming from top down policies and decisions over resources and priorities that limit the scope of education (Knight et al., 2023). Runswick-Cole et al., (2024) comments on the difficulties experienced by schools when children, often those with the title SEND, fail to ‘fit’ and parents request exceptions for them. Runswick-Cole et al (2024) writes, “in a context where resources are limited, the system must resist demands for “more”.” (p.477). In this instance, all mothers faced systemic barriers because they were asking for more - but rather than material resources, ‘more’ demanded increased communication and collaboration, extra trust and understanding around the families perspectives and additional flexibility within the school week. 

Barriers for schools are understandable, especially for those with no prior experience of implementation of flexischooling. Existing research highlights potential challenges and risks for schools, including increased teacher workload, safeguarding responsibilities, managing attainment data attendance records (Paxman, 2022). Although school perspectives were not sought in the present study, two of the mother’s accounts do seem to indicate that some of the largest problems were encountered because schools were anticipating many of the aforementioned risks and challenges, and this made them reluctant to begin conversations with parents.

[bookmark: _Toc208247153]Attendance
Each mother faced barriers when negotiating reduced school attendance to meet their children's academic and wellbeing needs. While greater school attendance is thought to provide protective benefits (Roe et al., 2021; Rajmil et al., 2021; Charney et al., 2022) and is often linked to positive outcomes (DFE, 2023), prioritising full-time attendance above all else can be problematic, it risks framing children struggling with the demands of five-day schooling as the problem, rather than addressing the need for flexibility. Although the terminology was not used by Jenny and Helen, both Robert and Tyler might be described by education professionals as experiencing EBSA. EBSA is characterised by a child showing significant distress by attending school, which can be for a range of reasons including, but not limited to, difficulty associated directly with the CYP and challenges with the school environment (Thambirajah et al., 2008). Breaks from formal education are known to benefit autistic children by reducing sensory overwhelm and behavioural stressors (Attwood, 2003; Kelly et al., 2008); recent research highlights the strong link between autistic children’s difficult experiences of school which can lead to burn out and result in EBSA (e.g. King, Smith & Roy, 2024; O’Hagan, Hebron and Woods, 2022; Hamilton, 2024). Much research also comments on the likelihood of these stressors leading to school exclusions if not properly supported (Bond & Hebron, 2017; Brede et al., 2017). Within the present study, flexible schooling did seem to lead to an increase in longer term attendance for Robert, and Helen suggested that the availability of flexible attendance was a protective factor in keeping Tyler in school. Both mothers said that if it had not been for flexischooling which had been accepted in their present schools, the boys would now likely be home educated: “In fact, I don't think he'd still be in school if he had gone to that school.” (Helen, p. 11)

Jenny and Helen described how their sons' emotional struggles were underestimated by professionals. Robert was overwhelmed by school, leading to violent outbursts at home, with Jenny resorting to physical force to get him to school. She recalled, “...wouldn't get dressed, who cried over everything, who came back just angry and smashing things” (p.6). Helen recounted Tyler’s distress: “It is a struggle. We've had Tyler turn around and tell teachers he wants to kill himself” (p.9). Their experiences align with research on school overwhelm among autistic children (Bond & Hebron, 2017; Lawrence, 2017). Despite this distress, professionals prioritised Robert’s full-time attendance, making reduced hours a last resort. Helen’s school was more open to flexischooling, though with the condition that Tyler return to full-time attendance by Key Stage 4. Carey, meanwhile, had to navigate unofficial agreements with her local authority for primary school flexischooling and later found discussions blocked at Sam’s secondary specialist school.

The mothers’ need to negotiate, bypass conventional channels, and seek alternative support highlights a rigid and school-centric view of inclusion (McDonald & Lopes, 2014; Barton, 1997). By advocating for non-traditional education, they challenged societal norms and were often perceived as difficult or demanding (Runswick-Cole et al., 2024).

[bookmark: _Toc208247154]4. Traditional Constructs of Schooling and Education may be Limiting 
In recent flexischooling research Griffin et al., (2024) found that on non-school days parents were accessing a range of child-led activities and learning, and also using days for rest and low demands. Lawrence’s (2017) study reported that mothers were often using non-school days to offer respite for their autistic children. Similarly, each mother in this study talked about their experience with the HE elements of flexischooling and their descriptions demonstrated that varied and evolving approaches were used on non-school days in response to differing needs. Accounts of both formal and informal learning as well as structured, semi structured and completely autonomous learning were noted as taking place on non-school days and the diverse approaches were said to support the boys in various ways, including helping them feel motivated, reach or maintain academic potential and increase wellbeing. Although formal learning is often seen as a superior form of learning, especially within the context of traditional constructs of schooling which relies on set curriculum and assessment (Hager, 2012), Dewey (1916) famously proposed that education is also about nurturing the whole person, of which intellect is just one part. 

[bookmark: _Toc208247155]Emotional Development and Family Connectivity 
For Jenny and Helen, a key motivation for flexischooling was to support emotional well-being. Jenny described how Robert’s time at home evolved from unstructured time to more formal learning as his motivation and well-being improved: “It has taken quite a while to teach him the skills to get to that stage” (Jenny, p.8). Tyler, meanwhile, tended to engage more generally in less structured activities to help him decompress from school: “…he needs the downtime to cope with being at school the rest of the time” (Helen, p.6). While flexischooling days helped both boys remain calmer, school attendance still posed challenges and both mother’s talked about managing this by remaining somewhat flexible within the arrangement. 

Spending more time at home also strengthened family relationships. Tyler and his father connected through outdoor activities: “…my husband will often take him out for a walk to get some exercise. I think they've been on bike rides as well and they talk a lot about nature…” (Helen, p.6). Carey observed benefits for the whole family, particularly her daughter: “…it’s benefited me, but also weirdly it’s benefited my daughter… she was happier” (p.12). Reduced stress from school struggles eased family tensions, with Jenny recalling, “the trauma of pulling him in or dragging him in and leaving him was really bad” (p.9).

Being at home may have also helped the boys develop self-awareness and emotional regulation. Jenny noted how Robert began managing his emotions independently: “Sometimes he's burnt out and you'll say, ‘I'm just gonna have some quiet time’” (p.5). Secure attachments with less-stressed caregivers can support emotional development, fostering resilience and self-reflection (Bowlby, 1969; Ainsworth, 1978). Vygotsky (1978) similarly emphasised how social interactions help children regulate emotions and behaviours, suggesting that a calmer home environment created valuable learning opportunities.

In these examples, flexischooling not only provided respite from school-related stress but also strengthened family bonds and reinforced emotional development. The reduction in daily school pressures supported better self-regulation and well-being, while also improving relationships within the family. These findings align with broader research on the benefits of flexible schooling arrangements for children’s emotional and psychological growth (E.g. Richter, 2023; Lawrence, 2017 and 2020).

[bookmark: _Toc208247156]Academic Potential and Motivation to Learn 
Education occurs through both structured and unstructured activities, with child-led learning differing significantly from traditional schooling (Arora, 2003). The mothers used diverse approaches to support their children's academic potential. Carey combined tutors, online programs, and hands-on activities: “I think we've got quite a nice mix of more natural ways of learning… being outdoors with actual formal learning” (p.9). Jenny initially struggled to engage Robert in formal learning but adapted to his needs: “The first year it was just very, very relaxed… trying to encourage him to find his own ways of learning” (p.3).

Self-Determination Theory (SDT) highlights the role of choice and autonomy in fostering motivation (Deci & Ryan, 2017), a theme echoed in the mothers' experiences. Jenny encouraged Robert to advocate for himself in school meetings: “…he’s very much taken ownership… I try to have him in meetings… and to advocate for himself” (p.7). Motivation was high for Sam: “Sam wants to do maths with me. He loves doing the maths” (Carey, p.12). Tyler, too, engaged enthusiastically in structured learning when it aligned with his interests: “He does his hour of coding with his online mentor—which he absolutely loves” (Helen, p.6). Deci & Ryan (2017) suggest that when students' psychological needs (choice, competence, and connection) are met, intrinsic motivation grows and transfers across learning contexts. For Robert, motivation extended beyond home learning: “He is making better choices now in the nurture room about actually getting on with some work” (Jenny, p.6).

Flexibility in teaching topics and methods, rather than more rigid curriculum based learning, did seem to be key to the boy’s perceived success. Carey observed that Sam was often academically underestimated in both mainstream and specialist settings, and flexischooling shifted expectations: “It changed the attitude towards the kind of education Sam could access, and it was a higher level than everybody had been telling me” (p.5).

Flexischooling allowed for adaptable, child-led learning, which increased motivation and engagement. The ability to personalise education, rather than conform to a one-size-fits-all model, fostered both academic success and self-advocacy. These experiences align with SDT, reinforcing the value of autonomy and flexibility in education.

[bookmark: _Toc208247157]Social Development 
Peer to peer relationships were cited by the mothers as important to all children in this study. Research supports the notion that peer groups play a significant role in the social development process (Erikson, 1980). In a recent study into flexischooling children with SEN, Griffin et al., (2024) found that parents most commonly reported no change in quality of friendships groups, but some also reported negative effects which seems to be correlated with less days in school. Out of all the boys, Sam had the fewest days in school during his flexischooling arrangement and Carey did express concern about being unable to provide the peer connections during this time; “I think I do feel that Sam needs some socialisation… He doesn't particularly socialise with anyone else, but I think it's good for him to be around other children. (p.12). Jenny talked about some of the tensions Robert faced, between needing breaks from school and at the same time, not wanting to appear different in front of peers: “One of the big issues we have with flexischooling is that Robert doesn't want anybody to know that he's leaving school early. Or that he's going in late” (Jenny, p.4). 

I think these accounts offer a compelling premise for questioning the overall purpose of education. Overall, these findings suggest that flexischooling can help promote inclusion, emotional wellbeing, and academic progress by providing a more personalised and responsive approach to education

[bookmark: _Toc208247158]Implications

This section considers the theoretical and philosophical contributions this research has made to knowledge and understanding around flexischooling experiences. Firstly I explore the implications for schools and education professionals. Secondly, I consider wider implications which position flexischooling in society and culture.

[bookmark: _Toc208247159]1.Increasing Transparency and Access to Information about Flexischooling
A crucial implication is that more specific and targeted support is needed to help families and schools navigate the systems around flexischooling, which could be achieved through greater transparency around flexischooling processes. Guidance, processes and examples of good practice made freely available and even promoted for parents on L A or government pages for schools and other professionals likely to be involved with families, such as EPs, would support the demystification of flexischooling and reduce the need for parents to have to constantly justify their decisions or view flexischooling as a ‘last resort’. Preliminary research from Scotland (e.g. Baker et al,. 2019) does suggest that when options become more visible such as on LA websites, more parents become interested in the possibility of flexischooling. Although there is some hesitation around making this information more visible (e.g. the slippery slope), this type of transparency would help shift the narrative towards a fairer and more balanced assessment of needs. 

Currently, decisions about flexischooling arrangements are made at the discretion of individual headteachers in England and Wales, and typically with the involvement of LAs in Scotland, leading to inconsistencies in access and implementation. Examples of good practice would contribute to the removal of barriers for schools and would likely go some way towards ensuring that flexischooling is implemented fairly and consistently across schools, in cases where it was deemed an appropriate and supportive intervention. More transparency would ensure that there is less work at the school end, and less work for the parents. An important step would be for the DfE to issue clear and comprehensive guidelines on flexischooling, as well as providing an attendance code appropriate for schools to use in the case of flexischooling days that are taken at home. As Paxman (2022) argues in the review of flexischooling children with SEND, the absence of statutory guidance and lack of appropriate attendance codes contributes to a climate of uncertainty. 

By formally acknowledging flexischooling and integrating guidelines into education policy, the DfE could provide much-needed clarity, ensuring that schools feel confident in offering this option and that families can make informed decisions about their children's education. 

[bookmark: _Toc208247160]2.Strengthening Parent-School Relationships
Another implication that emerged from this research is the need for strong relationships between parents and schools. Considering the centrality of the mother’s advocacy role in supporting their children with SEND and the personal toll this took at times for all, frequently resulting in feelings of disempowerment and loss of wellbeing, it was clear that moments of appreciation, acknowledgement and understanding from school was important. Where the professionals in the stories worked with greater openness, curiosity and trust, some of the burden was lifted and better long-term commitment to communication, collaboration and (and sometimes compromise) resulted. It seemed plausible that as a result of schools enlisting these relational approaches, parents were diverted from choosing EHE and overall, there was a more sustained commitment to working together. Therefore, increased commitment to relational approaches between schools and families seems important for helping parents stay engaged in the system and therefore helps alleviate some of the aforementioned worries including CYP’s absence from school impacting achievement, wellbeing, and wider development (DfE, 2023). Although the premise for flexischooling must not and should not rely wholly on the good will and openness of individuals in school and should absolutely be supported by wider systemic structures, these types of authentic partnerships with parents can ultimately create a more inclusive learning environment for children who may not thrive in traditional full-time schooling. 

As well as future policies emphasising more formalised flexischooling agreements to support transparency, greater emphasis should be placed on whole school relational approaches and enabling schools to prioritise these. Many schools have the desire and knowledge to be working in this way, and EPs have a role in supporting schools to implement relational approaches where these methods are less developed.  Nonetheless, systemic changes are needed to ensure that schools have the time, resources and opportunities to develop and embed relational approaches.

[bookmark: _Toc208247161]3.Rethinking Learning and Inclusion Beyond the Construct of School
A broader implication resulting from this study is the need to reimagine the narrative around inclusivity in education. Inclusive education, “involves complex processes that engage a range of ideas, behaviours, practices and stakeholders” (Knight et al., 2023, p.496). As discussed in the literature review, being inclusive is sometimes equated with ensuring that all children attend school and participate in mainstream classrooms (Nilholm & Göransson, 2017) and there is currently a strong narrative around this in the UK, as a response to declining attendance following the COVID 19 lockdowns. However, stories from the present research demonstrated that the children were thriving by having access to alternative education environments and approaches. It seems likely that this will be true for other children with SEND or those struggling with full-time schooling, and inclusion may be best achieved via a more individualised approach and by enlisting alternative attendance patterns. 

There is a clear need to be cautious with the conversations surrounding part time school attendance, which can be damaging and result in illegal exclusions for children with SEND (e.g. Brede et al., 2017; Towler, 2023). Above implications that refer to transparency and prioritise parent-school relationships highlight that flexischooling is not simply an intervention that can be inserted into any school, rather it is part of a whole school approach, even when actioned for only one student. Prioritising full-time classroom-based school attendance above all else can sometimes mean that professionals who are best placed to support inclusion can overlook those who would benefit from alternative learning environments and approaches. By thinking about inclusion as something that encompasses educational flexibility, policymakers and practitioners can better accommodate the diverse needs of all learners.

Schools, parents and education professionals should be supported to understand the realities of children who need regular breaks from school and learning to feel calm, or might benefit from a different learning environment. The notion of flexischooling could still produce dilemmas for an EP, who must consider responsibilities laid out by the Health and Care Professions Council (HCPC); for example it is stated in the guidance that an EP “must keep within your scope of practice by only practising in the areas you have appropriate knowledge, skills and experience for” (HCPC, 2024). Professionals should be supported to understand the psychological benefits of individualised approaches that do not necessarily take place in the classroom and EPs are potentially well placed to deliver training and support for schools and parents in this area (Arora, 2003).

[bookmark: _Toc208247162]4.Recognising Flexischoolers as Distinct from Home Educators
Another important implication is the recognition that as far as the limited research will allow us to understand, children who are flexischooled are still predominantly school based (e.g. Paxman, 2022; Griffin et al., 2024) and therefore parents do not necessarily feel more aligned with home educators than parents of full-time school attending children or identify strongly as part of that community. Two of the mothers in this study indicated that, because they only home educate for part of the week, they do not fully engage with HE networks or feel a sense of group membership there. Unlike full-time home educators, when relationships with the school are based on trust and mutual support, flexischooling parents may remain connected to and engaged with their child’s school which can potentially alleviate known tensions around full withdrawal from school. There is an indication that both flexischoolers and home educators often seek alternative educational paths as a response to need, and it might be this that links them more intrinsically rather than shared ideologies around education. 

Currently, guidance from the DFE on flexischooling sits with HE policies, which may not be sought out by those seeking regular breaks from school, or accurately reflect the experiences or needs of flexischooling families. More recent Welsh government guidance on improving learner engagement and attendance acknowledges a wider audience for consideration of flexischooling practices, and this is a positive step in the right direction if it is to become a more equitable and positive choice for families and schools. The DfE should consider categorising national guidance for schools and families for flexischooling in its own dedicated place, or incorporate it into SEN policy. This would support flexischooling families to access relevant guidance and support that is more relevant to their particular situation, removing the stigma (often wrongly…) associated with HE.

[bookmark: _Toc208247163]Future Research
The findings of this thesis has further supported the need for additional research in the area of flexischooling to address gaps in knowledge. As the pool of studies available is still exceptionally small, research conducted by UK government, UKRI or other institutional funders, as proposed by Paxman (2022) would help more people access information and begin to demystify some of the views currently held in the field of education. Research with larger groups of participants and more longitudinal research would be beneficial to address gaps in knowledge around the longer-term impact of flexischooling. 

It would be particularly helpful to see how flexischooling is implemented on an individual basis in a more regular e.g. larger, urban primary or secondary school in the UK and not just as a whole school approach in a small, rural school. At present only one small scale Scottish study (Baker et al., 2019) has attempted to capture the perspective or experience of schools adapting and practising curriculum to fit flexischooled children in these environments. Providing a comprehensive case study or range of examples showcasing different implementation approaches and their outcomes would help schools better assess the balance between additional teacher workload and the impact on attendance or assessment results, enabling more informed decision-making.

There is currently no research dedicated to understanding a child or young person’s perspective of flexischooling. Article 12 of the UN Convention on the Rights of the Child (UNCRC), the Children Act (1989) and the Children and Families Act (2014), alongside case law related to SEN in the UK, recognises and protects the right for children's voices to be heard. Involving children in decision making around their education is a way of promoting inclusivity and therefore research that prioritises this would make a valuable contribution to the field of understanding around flexischooling.  

The current research explored parents’ experiences of flexischooling children with recognised and diagnosed SEND. Given the rise in prevalence of EBSA (BPS, 2023), an exploration of flexischooling experiences where it has been implemented as a result of CYP experiencing EBSA, either with or without a recognised label of SEND would be interesting. A focus on flexischooling as an intervention to support EBSA would provide a broader understanding of the benefits and limitations of individualised and more flexible educational choices, perhaps mitigating the need for EHCPs to be initiated to support these children.
[bookmark: _Toc208247164]Policy Takeaways
A key policy takeaway from this research is the need for greater recognition of flexischooling as a legitimate and workable option for families of children with SEN, rather than a last resort arrangement. The narratives presented in this study highlight the ways in which flexischooling can provide children with both access to the social and academic opportunities of school and the flexibility to meet their individual needs at home. Educational policy and guidance could therefore benefit from explicitly acknowledging flexischooling within the wider continuum of inclusive practices, ensuring that schools are equipped to engage constructively with parents who pursue this option. In particular, a specific attendance code should be made available for schools to use when supporting flexischooled children. Additionally, clearer guidance for headteachers and improved local authority support may help ensure that flexischooling arrangements are sustainable and beneficial. For Educational Psychologists, these findings underline the importance of advocating for flexible provision and supporting families and schools to navigate the systemic barriers that currently limit its implementation.

[bookmark: _Toc208247165]Strengths and Limitations

[bookmark: _Toc208247166]Strengths
The qualitative and narrative approach employed within this study is something I consider a strength, as it has allowed for the exploration of unique and personal experiences of parents undertaking flexischooling. Through in depth interviews I was able to broaden the understanding of flexischooling and develop interesting discussion points that have clear links to current research, as well as illuminate gaps for further study. This research also attempts to acknowledge the marginalisation of women’s voices in research by attending to narrative experience.

[bookmark: _Toc208247167]Limitations
There are a number of potential limitations acknowledged within this study. One consideration is the recruitment strategy. From the perspective of the QFT, Roller and Lavrakas (2015) prompt me to consider that there may have been many potential participants that I did not access, as I only reached out to participants currently engaged in social media, which means my research may represent a bias within the population of flexischoolers who do not choose to access Facebook and Instagram. Another consideration is the small number of participants I recruited for interviews. Having only three participants limits the amount of data I had to analyse and while my intention was not to use my data to generalise, a larger sample might have provided more deviating or colliding themes which would have been interesting to explore. A final limitation is the subjective interpretations I formed and applied throughout my analysis.  Despite efforts to remain transparent, I know that it is not possible to fully recognise and be conscious of my influence and subjectivity as a researcher (Doucet & Mauthner, 2008), so it is important to highlight that there are possible biases within my interpretation that will have contributed to the understanding I formed. 

[bookmark: _Toc208247168]Conclusion

This thesis has used a qualitative approach to explore the experiences of families who have flexischooled their children with SEN. Narratives have highlighted that flexischooling somehow sits at the intersection of parental advocacy, inclusion and educational flexibility. As we all adapt to the complexities of post-pandemic schooling, the education system finds many children overwhelmed by traditional schooling, and many more parents at a crossroads, reluctant to force their children into school and wanting different options.  Flexischooling represents an opportunity to reshape inclusive education through co-constructed, responsive, and less binary models of attendance and learning. It appears that this approach, although not yet supported by clear policy frameworks, fits well within a more relational, transparent, and individualised approach to education which would benefit children, families, and schools alike. 
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Epistemological Reflexivity: Philosophical Position 
	When I first began exploring philosophical perspectives, I strongly considered whether a critical realist position was more suited to my thesis than that of social constructionism. Cassel, Grandy and Cunliffe (2016) describe critical realism as: “…consistent and credible alternative to positivism, interactionism, sociaomaterialism and constructivism” (p.18). While there are shared features between the two epistemological positions, such as a rejection of positivism and the understanding that knowledge is contextual (Burr, 2015), critical realism posits that an objective reality does exist (Howell, 2013). Fleetwood (2004) highlights that critical realists believe that even if we cannot see the underlying causal mechanisms in the world, there are observable effects that exist: “God may or may not be real, but the idea of God is as real as Mount Everest, because the idea of God makes a difference to people’s actions” (p.198). I wondered if this emphasis on the effects of underlying mechanisms and social structures would suit my research, as I was exploring a phenomenon that challenged a lot of pre-existing social structures and norms around education and schooling. Moore (2007) points out on the other hand, that for a researcher who adopts a constructionist perspective, “…any attempt to capture the “essence” of the world is inevitably doomed to failure, as the world we capture is always a constructed, contingent and subjective world” (p.106). I found that I was more interested in understanding how participants created meaning and interpreted their experience in their own specific contexts. Social constructionism is a good framework from which to explore and analyse how language and discourse allow certain versions of reality to remain dominant (Fairclough, 1992). I started out with an interest in storytelling and my epistemological research led me to understand that narrative enquiry was a qualitative method that emphasised co-construction of meaning, fitting particularly well with social constructionist perspectives, offering a less structured approach than might be adopted by a critical realist. Although a critical realist perspective does not limit the methods that a researcher can choose, Fletcher (2017) points out that it does lend itself well to methods that attempt to find explanation or cause, helping the researcher analyse social problems and suggest solutions for social change. Overall, I was committed to acknowledging and exploring the contextual and relational nature of my participants' experience of flexischooling, rather than uncovering an objective truth about it. 




Epistemological Reflexivity: NTA and other Considerations for Analysis
	When I was initially contemplating methodology in relation to my philosophical perspective, I understood that there were different research methods compatible with my philosophical position. For example, I considered a phenomenological model and indeed, I still see a lot of crossovers between what I have attempted to capture by using NTA within the context of social constructionism. My research question, ‘What are the experiences of families engaged in a flexischooling agreement who have previously experienced full time school attendance?’ lends itself well to an interpretive phenomenological analysis (IPA), as IPA focuses on the lived experiences of individuals (Howell, 2013). Research projects using IPA often revolve around small data sets, using interviews as a form of data collection (Howell, 2013), which was exactly the approach I was planning on taking with my own research. Additionally, IPA focuses on finding themes within an in-depth exploration of individual cases (Willig, 2013), which I considered also aligned with my own approach. Nonetheless, I found IPA eventually to be less suited to my research aims due to the restrictions it would place upon me, specifically around focussing on the content of the interviews. IPA distinctly leads the researcher to focus on the individual, personal experience of participants (Willig, 2013) and although this was something I intended to capture, I was additionally interested in exploring personal narratives through a broader cultural and social lens. Through my own exploration of different methods, I found that narrative NTA was particularly well suited to data where social or cultural contexts are important (Reissman, 2008), which I considered was a key element to my thesis as I was exploring experiences of flexischooling, which arguably challenges many existing norms and practices in traditional schooling. As Braun and Clarke (2006) write: “…thematic analysis conducted within a constructionist framework cannot and does not seek to focus on motivation or individual psychologies, but instead seeks to theorize the sociocultural contexts, and structural conditions, that enable the individual accounts that are provided” (p.85)

In this sense, NTA was also better aligned with social constructionism, allowing me to consider and explore how narratives reflect broader social and cultural influences (Bamberg, 2012). Ultimately, using an NTA approach instead of an IPA approach, helped me to see beyond individual experience and explore how broader social discourses can shape how flexischooling is experienced.





Personal Reflections: Choosing Narrative
	Through my work in education, I have noticed that there is not always time and opportunity to tell stories, but that families whose children have SEN and are seeking support, are often keen to do so in order for their child's needs to be fully understood. In my experience, there will usually have been a series of events, perhaps a struggle or a relationship breakdown, an illness, a transition or a significant change in circumstances that has preceded educational psychology input. Based on my experience, which was fortified by further reading, I initially felt confident that asking my participants to talk about their experiences would result in richly detailed stories that could be empowering for them, as well as provide insight that would address gaps in knowledge around flexischooling. Lawrence’s (2017) thesis exploring personal experiences of shared education, although not strictly a narrative study, was an inspiring example of the valuable insights that can emerge from speaking with mothers about their experiences. When I was researching different types of narrative approaches, I was initially drawn to the Listening Guide (LG) as a flexible and interpretive method that could have suited my research question well, and I was attracted to the possibility of capturing multiple voices of the participants (Gilligan, Spencer, Weinberg & Bertsch, 2003). In the end however, I considered that this method may have been more time consuming for both myself as a researcher and for the participants, as the LG can involve participant re-engagement in order to refine interpretations (Brown and Gilligan, 1992). Considering the home educating role of my potential participants, I wanted to offer less commitment to ensure it was not a reason to drive away interest.



Personal Reflections: Pilot Study
	When I listened back to my pilot study interview, I felt that I was taking on too much of an active role in guiding the participants' story, which I thought was closer to a consultative approach rather than a narrative one. For example, I found that when there was a natural pause, I tended to jump in relatively quickly with a question to extract more explicit insights by asking them to expand or clarify something that might support my research aims. This felt like an important reflection, and I like the way Gubrium & Holstein (2001) write about allowing the participant to guide their own narrative throughout the interview process: “We must leave our research efforts open to respondents’ stories if we are to          understand respondents’ experiences in, and on, their own terms, leading to less formal control in the interview process” (p.16)

Following my pilot study, I took less of an active role in prompting the participant to say more on any particular topic and allowed them instead to talk freely for longer periods and take natural pauses without the assumption that I needed to fill the gaps. Reissman (2008) advises that narrative accounts usually require space and time to share experience, and the researcher has a prerogative to provide this. For future participants, I let them know that they would be allowed time to talk freely and not be interrupted, but that I might reflect and enquire after anything that stood out to me, once I felt they had come to a more natural end in speaking. The outcome was that a more chronological narrative seemed to emerge from participants, where they were reflecting and explaining their own meaning-making process as their narratives unravelled. I gained feedback from participants confirming that it was a comfortable experience for them. 



Personal Reflections: Upon Completion of the Research
	Before starting this research, I had an interest in flexischooling, and I was mindful that I might have a bias towards finding the positives in my participants experiences. Finlay and Gough (2003) remind us that personal interests, political positioning and social identity can influence our thoughts and findings as researcher’s and as well as keeping this in mind in the selection of methodological tools and epistemological choices, interpretations of the research might be impacted.

As a trainee EP and a professional who has worked in education for many years, I have a mixed opinion of the ability for schools to meet the diverse needs of children and I would like to see change, including more flexibility in the system. This is an example of my personal and political positioning which I remained mindful of as I worked through my findings and implications. While my own educational background of HE provided me with highly a constructive and very often enjoyable experiences, throughout my career I have also witnessed schools having a tremendously positive impact on children and in particular, I have developed a lot of faith in many of the individuals who work within schools. I have heard over and over from parents and school professionals for example, that it is often a person or people being willing to go the extra mile, bend the rules, put additional time in or flex the system to accommodate an individual child’s needs, that has made the difference between a child being happy and supported, or unhappy and disengaged at school. Within my own research, I learnt that for my participants, flexischooling was an inherently relational experience that relied on the personal openness and flexibility of education professionals - without whom it is unlikely that the arrangements would have been accommodated. I was apprehensive about making too strong a point around the reliance on relational approaches within this thesis, as I considered that this somehow makes systemic changes less accountable, and I feel these should be taking place in order to provide a more equitable education for all. The narratives around parents of children with SEND spending their lives advocating and fighting to get their child an inclusive education are not uncommon. I reflected throughout my analysis particularly, that perhaps I have become somewhat weary of working within a system that seems to inhibit flexibility and rely on the kindness and bravery of individuals.

With regards to the introduction of flexibility in school attendance, there is frequently rhetoric around the protective factors of schools and this is often touted as being a reason why we, as those who work within education, should conclusively mistrust anything less structured as it inhibits our ability to safeguard children. I did not wish to negate the ground upon which many professionals make these assumptions. For some children, school is the place where they receive steady meals and the most consistent caregiving and nurture. For children who have unsafe living circumstances, school is often the front line responder and the place where they are safeguarded and monitored. Emotional Health and Wellbeing Ambassador and Educationalist Nina Jackson is an example of someone who has written and contributed to many important books and resources that promote inclusivity and supportive learning environments for CYP across the world – I appreciate her work. Jackson (2015) has reflected on how her own school provided the structure, sense of belonging and support that she attributes to her success and resilience as an adult. I can also think of many examples in my own work where I have seen the significant protective role that schools play in many children’s lives. None the less, the reliance on schools somehow seems to draw attention away from the necessity of multi-agency collaboration and communities/community organisations who have a part in supporting the health and wellbeing of all CYP. Schools do clearly play a pivotal role in supporting all children, especially those from more disadvantaged backgrounds, and research cited in this thesis demonstrates that schooling can help level the playing field and provide fairer outcomes for all. The focus on traditional schools and schooling being the sole contributors of this support however, I think tends to overshadow the important ways that the system is failing many children with diverse needs and skew the focus towards rigid curriculum and rigours rules, and push the narrative unquestionably towards 100% attendance for all (e.g. the proposed Children’s Wellbeing and Schools Bill, 2025). I reflected on this a great deal throughout this piece of research and tried to present a broad and balanced exploration of this terrain.

During my research for this thesis I was also interested to reflect on ideas that proposed it is fear of ideologies outside of public interest or scepticism around parental ability to educate their children that creates apprehension around alternatives to full time schooling. (e.g. Nelson 2018; Apple, 2000, Reich, 2002). I was intrigued by Apple (2000) who wrote from an American perspective about the cultural politics of home schooling, and was particularly critical due to the impact it could have on the restructuring of society. This concern with individualism in Apples’ 2000 article manifested as a worry that people who want to find alternatives to traditional schooling are in pursuit of freedom and choice, which could have a negative impact on society in general. Apple (2000) broadly refers to home schooling as an ‘anti school’ movement, highlighting mainly issues with home educators who remove their children from school for religious reasons, citing ultra conservatism, and outdated biblical understandings of the family and gender relations as problematic. I could not help but nod along to parts of this article, and I realised I too possess apprehensions towards removal from school in context of extreme conservatism, especially when that does not align with my own world view and threatens more democratic values. Although this research from Apple (2000) did not make it into the body of my thesis, it awakened my interest and prompted me to reflect a lot on the idea of identity, values and inclusion in society in the broader sense. This perhaps led me towards being particularly sensitive to presentation of these themes within the mother’s interviews. 

None the less, Apples’ (2000)  perspective is of course one based on fear and a demonstration of the fact that it is very easy to get carried along with polarised views of the kind of people that want to challenge the status quo when it comes to education – often thought of as disruptors who threaten social cohesion. From the UK, headlines about flexischooling quote Chief Inspector of Ofsted, Sir Martyn Oliver as he warns of worries around “unorthodox schooling” (Grierson, 2024), demonstrating how the use of language can subtly imply that something is not simply different, it is deviant. As explored within this thesis, flexischoolers currently have a strong association with home educators when it comes to media portrayals and professionals assumptions, and seem to face similar push back, which is somewhat tinged with scepticism and fear. Within this thesis only one of the mothers interviewed had her concerns about her son’s difficulty with school legitimised straight away, and was encouraged to explore flexible schooling without fear from school staff. This school was considered exceptional however, and according to Helen was the first secondary school in the country to receive a Gold Award for mental health support (Helen, p.3). It seems that although not married to each other, home education and flexischooling remain firm bedfellows, tied to the same post that often means their choice is a last resort one rather than a legitimised and supported one. It occurred to me while I worked through the various stages of this thesis, that rarely is the focus of media attention or government propaganda oriented towards the advantages of being out of the classroom and learning different things in a different way.  I really enjoyed hearing about the various ways that the mothers in these interviews described how their boys’ learned, and I was especially excited to hear about the positive outcomes which seemed to include, but also dared to reach beyond academic achievement.

In conclusion, I do think that my world view and philosophy impacted the way I interpreted the interviews and the conclusions I have drawn from this research, however I did question my orientation throughout, challenging myself to look again and again at the data and I do feel that I presented a balanced interpretation of three mothers’ experiences.
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Participant Information Sheet

Projecttitle: The best of both worlds? Experiences of parents and carers who are accessing part time.
school and part time home education, as part of aflexischooling agreement.

You are being invited to take part in a research project. Before you decide whether or not to
participate, it s important for you to understand why the research s being done and what it wil
involve. Please take time to read the following information carefully and discuss it with others if you
wish. Please note, if you decide to take part n this study, you will need to sign a consent form. Do
contact the researcher (1sobel Pryor-Nitsch) if there is anything that is not clear, or if you would like
more information. Contact details re at the bottom of this information sheet. Thank you for reading
this.

This project has been ethically approved via the University of Sheffield’s Ethics Review Procedure, as
‘administered by the School of Education.

What i the project’s purpose?
The research s being undertaken as part of a thesis project and has been designed by a Trainee
Educational Psychologist (TEP) at Sheffield University. The research s being completed as part of a
Doctor of Education and Child Psychology (DEACPsy).

Itis hoped that this project will give parents and carers the space to share their story and
‘experiences of lexischooling. | am particularly interested in hearing from those whose children and
Young people (CYP) have special educational needs (SEN), as outlined in the SEN code of practice
(2015) e.g. communication and interaction, social emotional and mental health (SEMH), cognition
and learning and physical and sensory needs, and those who had no prior experience of home
education before flexischooling.

Itis hoped that the research willfeed into the wider literature around flexischooling, and support
understanding of flexischooling for other parents and carers, as wellas a broad range of education
professionals such as school staff and educational psychologists (EPs).

What will happen to me if | take part? What do | have to do?
Participating in the project willinvolve an online or telephone interview with the researcher (isobel
Pryor-Nitsch), which willlast for approximately 1 hou (this may be more, depending on the amount
of time you wish to talk). The interview will explore your experiences of flexischooling, using a semi
structured interview style. This means that there will be some inital, more structured questions
asked, and then one main open question, where participants will be able to speak freely about their
‘experiences and will have the opportunity to speak in more depth i their answer.

Examples of some intial, orienting questions include ‘how long have you been flexischooling?, and
‘what s the age of your child/children?”. The main, open-ended question will be; ‘can you tell me
about your experience of flexischooling? It is up to you if you choose to tell me your story from the
beginning or select some experiences that are relevant/important to you'. Once the participant has
had a chance to speak about their experiences, the researcher may wish to ask some follow up
questions. Some possible questions that could be explored once the participant has had the
‘opportunity to tel their story include ‘can you tell me more about...’, or ‘you mentioned.... Can you
tell me more?.
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Interviews wil be audio recorded and transcribed. If online, cameras will be turned off throughout
the interview. Once the interviews have been transcribed, they will be anonymised (allidentifying
information removed or given a pseudonym). Once anonymised, transcripts of the interviews will be
sent to the participant, so they can confirm they are happy with it before the next stage of analysis
begins. The aimis to draw out themes from the discussion, and in the final report, sections of the
interview may be used to demonstrate where the themes have come from.

What are my rights if | decide to take part?
Participants have been chosen because they are currently flexischooling and have the following
characteristis:

1. Participants are the parents or carers of children or young people (CYP) who have a special
educational need (SEN), as outlined in the SEN code of practice (2015).

2. Participants have not home educated their CYP prior to flexischooling agreement.

3. Participants are based in the UK e.g. England, Ireland, Scotland, and Wales.

1f you do decide to take part you will be asked to sign a consent form (hich will be emailed to you
and can be signed online), and you can still withdraw at any time leading up to, during and after the
interview. At al times you have ‘ongoing consent’ - that is the right to withdraw without any negative
consequences, even if you sign and date the consent form. You do not have to give a reason. You are
also able to withdraw once the interview is complete - you can request that your interview data is
not used or included in the research. This would need to be requested no longer than 2 weeks after
the interview has taken place, due to the analysis and report writing process being underway after
this point. If you wish to withdraw from the research at any time, you can do so by telling the
researcher via email.

Please note that by choosing to participate in this research, this will not create a legally binding
‘agreement, nor s it ntended to create an employment relationship between you and the University
of Sheffield.
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You have the right to find out more information and ask questions before and after the study. You
have the right to remain anonymous as well as have any information related to you kept securely. You
also have the right to anonymity & confidentiality (please see the data section below for further
information).

What are the possible disadvantages and risks of taking part?

Semi structured and open-ended interview questions have been designed to support participants
speaking about their experiences of lexischooling, and whilst this aims to give the participant control
over what and how much they share, experiences might be personal or sensitive at times.  respect
that everyone is different and remembering some personal events can be discomforting and bring
unwanted thoughts and feelings that can last longer than your hour-long involvement in the study.

‘The charity Mind offers mental health services in communities across the UK.

i

Anyone can get in touch — you don't need to have a GP referral. Please follow this link for more
information: https://www.mind.org.uk/about-us/local-minds/

What are the possible benefits of taking part?

The research aims to collect the stories and experiences of parents and carers who are flexischooling,
and whilst there are no immediate benefits for those peaple participating in the project, itis hoped
that the findings from this research wil inform the wider literature and support educational
professionals, including teachers, educational psychologists (EPs),local authorities (LAs) and wider
governmental bodies to understand more about flexischooling. The research report (thesis)
constructed from the data collected will be shared with the participants.

Will my taking part in this project be kept confidential?

Confidentialty i this interview will extend to people who may not be present. | hope to discuss your
‘experiences of flexischooling. You do not need to recall or tell me specific names of schools, peaple,
or events. In participating, you may recall names or other identifiable information because it is part
of your story or experiences, and any identifiable information will be removed or anonymised during
the transcription process, as it is not the purpose of the interview to capture these details. The focus
is very much on your experience as a parent/carer.

Al the information that | collect during the course of the research will be kept strictly confidential,
stored on the University of Sheffield's secure drive and will only be accessible to members of the
research team (the researcher and their supervisor]. As soon as the interviews are transcribed by the
researcher, all identifiable information (such as school or family member names), will be removed or
‘anonymised. There will be no intermediary people who have access to any identifiable information.
You will not be able to be identified in any reports or publications, as personal data is only being
collected in order to facilitate the interviews (e.g. email address, name). Any personal information
You share during interviews (such as names of people or schools) is anonymised or removed. If you
agree to us sharing the information you provide with other researchers (e.g. by making it available in
a data archive) then your personal details wil not be available unless you explicitly request this.
Please note that data will be kept until December 2025 in case of any delays in completing the
research report, which is expected to be in summer 2025.
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What will happen to the data collected, and the results of the research project?

 The only personal information that will be required is your consent form which will contain your
name and signature and chosen email address. The audio from the interview will b recorded
and transcribed via GoogleMeet, or via a dictaphone. As soon as the interview is over, audio
recordings and transcriptions will be stored securely by the University of Sheffield and then
anonymised right away. Only the researcher and their supervisor will have access to this data.

© You have the right for your data to be stored safely and for it o remain confidential. This will be
safely stored on the University of Sheffield U Drive which only the researcher and the research
supervisor will have access. Allthe information relevant to you will only be avalable to the
researcher and allof it will be deleted after the project. (Planned deletion September 2025). All
information, including email communication, will be stored in this folder securely throughout the
project.

 According to data protection legislation, we are required to inform you that the legal basis we are
applying to process your personal data is that ‘processing is necessary for the performance of a
task carried out in the public nterest (Article 6(1)(e)). Further information can be found in the
University's Privacy Notice
‘httos://www sheffield.ac.uk/govern/data-protection/privacy/general!

 The University of Sheffield will act s the Data Controller for this study. This means that the
University s responsible for looking after your information and using it properly.
If you have any concerns that your data is not being maintained appropriately, please contact me
(see below).

Ater the project, there is a possibility that this research will be published, withts data and
analysis being reported by other researchers. It may draw interest to other researchers who wish
10 look at the ‘data” but at this point, any information personal to you will be completely
anonymous.

« Iwillsenda copy of the final research report to participants, which is expected to be around
September 2025,

 Furthermore, due to the nature of this research, other researchers may likely find the data
collected to be usefulin answering future research questions. | will ask for your explicit consent
for your data to be shared in this way.

What to do f | have a question or want more information?
If at any point during your participation in this research project, you have a question or would like to
request more information then please don't hesitate to get in contact with the researcher.

Researcher: Isobel Pryor-Nitsch llorvor-nitsch1 @sheffield.ac.uk

What if something goes wrong and | wish to complain about the research?
1f you are dissatisfied with any aspect of the research and wish to make a complaint, please contact
my project supervisor, Scott Johnson, at ed4six@sheffield.ac.uk in the fist instance. If you feel your
‘complaint has not been handied satisfactorily, you can also contact the directors of my course, Sahaja
Davis at 1.5.dayis@sheffeld.ac.uk and Penny Fogg at p.foge@sheffield.ac.uk or The Head of School,
Professor Rebecca Lawthom at ¢lawthom@shefileld.ac.uk. If the complaint relates to how your
personal data has been handled, you can find information about how to raise a complaint in the.
Universitys Privacy Notice: https://www sheffield ac.uk/govern/data-protection/privacy/general.

This may be related to how:

a. Youthink your data, and other people’s data were handled,
a. Ifyouhave any worries about the study and/or conduct of the researcher,
a. Ifyou think you or other people were exploited at any point,

a. Ifyouhave concerns about how the findings will be used,
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. Ifyou believe the study, you participated in was different from what was described
throughout this information form.

Thank you for taking the time to read the above information. If you choose to participate in this
study, please complete the participant consent form ~ thank you in advance.
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Participant Consent Form: The best of both worlds? Experiences of parents and carers who are

accessing part time school and part time home education, as part of a flexischooling agreement.|

Consent Form (please delete responses 'YES' or ‘NO’)

Thave read and understood this consent form dated 23/04/2025 OR, on request, the project has been fully Yes/No
explained to me. If No’ please do not proceed with the rest of this form)
Tagree to take partin this project. This will include: Ves/No
« Email contact & correspondence.
« L-hour interview (online or telephone individual interview).
«  The opportunity to see transcripts of interviews before they are analysed.
«  Recording of the interview (capturing sound only)

Tunderstand and agree that my personal information can be saved and used. This includes: Ves/No
« Email address & email correspondence.
«  The recording of the interview (Google Meet audio or dictaphone]
This will be saved and stored electronically on the password-protected University of Sheffeld U Drive.
Access will e limited to only the researcher and my research supervisor. It will be deleted in

September 2026.
Thave had the opportunity to ask further questions about this project by using the emoilinformation below Yes/No
Tagree for the audio of the interview to be transcribed and stored safely on the secure, password-protected Ves/No

drive (above). This transcription will be anonymised and may be used for future learning and research
Tunderstand that my taking partis voluntary and that I can withdraw from the study by up to two weeks after | Yes/No
the interview. | do not have to give any reasons for why I no longer want to take part and there will be no
adverse consequences if | choose to withdraw

Tunderstand that if withdraw or participate fully in this project, I can stil request that my data and information | Yes/No
be removed from the study and not used in analysis up until 2 weeks after the interview.
Tagree to be represented by an assigned letter during the transcription and analysis. Yes/No

Tunderstand that by choosing to participate as a volunteer in this research, this does not create a legally binding | Yes/No
‘agreement nor is it intended to create an employment relationship with the University of Sheffield

Tunderstand my personal details such as name, phone number, address and email address etc. will not be Ves/No
revealed to people outside the project.
Tunderstand and agree that my words may be quoted in publications, reports, web pages, and other research | Yes/No

output. | understand that | wll not be named in these outputs unless | specifically request this.
Tunderstand and agree that other authorised researchers may use my data in publications, reports, web pages, | Yes/No
‘and other research outputs, only f they agree to preserve the confidentiality of the information as requested in
this form

Tunderstand and agree that other authorised researchers will have access to this data only i they agree to Yes/No
preserve the confidentialityof the information as requested in this form
Igive permission for the online meeting to be recorded, transcribed and its files to be saved onto the University | Yes/No
of Sheffield U drive, with access limited to the researcher and my supervisor (before being deleted when the
study is complete, September 2026)

Tagree to assign the copyright I hold in any materials generated s part of this project to The University of Yes/No
Seffield

(see further information on the next page)
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‘Name of Participant (Please Print): Signature

‘Name of Researcher: Signature Date:

On return of your consent form, you willreceive  copy that has been signed by the researcher, this will be for you to keep
for your own records. A copy of this will also be saved and stored electronically on the password protected University of
Sheffild U Drive.

Contact Informati
You can also contact the directors of my course, Sahaja

Researcher: Isobel Pryor-Nitsch isobel.pryor- "Davis at t.5.davis @sheffield.ac.uk and Penny Fogg at

nitsch@sheffield.ac.uk .foaa@sheffield.ac.uk and the Head of School, Professor
Rebecca Lawthom at r.Jowthom @sheffield.oc.uk.

If you have any questions or concerns about this research,  University Address: Sheffield 510 2TN

You can also contact the researcher supervisor at any time.

Supervisor: Scott Johnson eddsjx@sheffield.ac.uk

Further Project Information:

The Template of this consent form has been approved by the University of Sheffield Research Ethics Committee and is
available to view here: https://www.sheffield.ac.uk/research-services/ethics-integrity/policy/further-gu
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Semi structured interview questions 
 
Initial, orienting questions: 
 



1. What is the age of your child/young person? 
2. Does your child or young person have a special educational need that you would like 



to make me aware of? 
3. How long have you been flexischooling/when did the agreement start? 
4. What is the split of school/home education that you currently have? 



 
Main, open-ended question. 
 



1. Can you tell me about your experience of flexischooling? It is up to you if you tell me 
your story from the beginning or select some experiences that are 
relevant/important to you. 



 
If a participant struggles to find threads, consider asking the following questions to support 
the interview. 



 
• What might be a typical flexischooling day for you and has this changed over time? 



 
Research sub-questions to keep in mind and reflect on with the participant, if they emerge 
naturally from the interviews: 
 
1) Were any interventions tried in school before flexischooling was agreed? 
2) What are some thoughts or reflections on ‘inclusion’ since flexischooling has started? 
3) Has there been an impact on family and child wellbeing? 



 
Prompts for the interviewer: 



● Can you tell me more about..? 
● I wonder if you could tell me more about XXXX? 
● How did that feel? 
● Is there anything you think you have missed or would like to speak more about? 
● You mentioned XXXX, did this prompt you to think about XXXX at all? 
● You mentioned XXXX, I wonder what the impact was for you or your family at this 



time compared to now? 
 
 










Semi structured interview questions 

 

Initial, orienting questions: 

 

1. What is the age of your child/young person? 

2. Does your child or young person have a special educational need that you would like 

to make me aware of? 

3. How long have you been flexischooling/when did the agreement start? 

4. What is the split of school/home education that you currently have? 

 

Main, open-ended question. 

 

1. Can you tell me about your experience of flexischooling? It is up to you if you tell me 

your story from the beginning or select some experiences that are 

relevant/important to you. 
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Research sub-questions to keep in mind and reflect on with the participant, if they emerge 
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1) Were any interventions tried in school before flexischooling was agreed? 

2) What are some thoughts or reflections on ‘inclusion’ since flexischooling has started? 

3) Has there been an impact on family and child wellbeing? 

 

Prompts for the interviewer: 

●  Can you tell me more about..? 

●  I wonder if you could tell me more about XXXX? 

●  How did that feel? 

●  Is there anything you think you have missed or would like to speak more about? 

●  You mentioned XXXX, did this prompt you to think about XXXX at all? 

●  You mentioned XXXX, I wonder what the impact was for you or your family at this 

time compared to now? 
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Interview for flexischool project - transcript

Attendees

Isobel, Jenny

Isobel: So, a formal question i, are you stillhappy to consent to be part of this interview?
Jenny: Yes, yeah.

Isobel: Thank you. And all my inital questions are things like, what is the age of your child your young
person? And do you want o give thei name o refer to them by name throughout the interview?

Jenny: So, the child that's flexischool is called Robert and he is 11 almost 12, but he's still just
finishing primary school at the moment because the dates are slightly diferent, in Scotiand.

Isobel: Fantastic and Robert you said, yes Robert, does he have any special educational need that
youd like to make me aware of?

Jenny: Yes, so Robert autistic with a PDA profile which is pathological demand avoidance, which is
not always well understood or recognized but it fits him down to a T. But his diagnosis is autism. He
wasn't diagnosed when we started flexischooling though. That's more recent.

Isobel: Thank you. And my next question is how long have you been flexischooling or when did that
flexischooling agreement begin?

Jenny: So, we started at the end of the second lockdown 50 now you're asking... that really slow
winter in 2020, Or was it the first lockdown in 2021 with the winter lockdown beginning of 217 So, it
would be the middle of 21

Isobel: Okay. Okay. Briliant,

Jenny: But we were doing something similar over covid as well. But we started it properly after the
summer in 2021. Yeah that point. Yes.

Isobel: and okay and my last kind of structured question really s, what s the split of home education
and school education that you currently have?

Jenny: That's a pretty difficult one, often two aftemoons of home education but he is what Im calling
“flexiflext, and it entirely depends on what's happening and basically if he wants to do home
education. | would say sometimes he goes in at half 9. Sometirmes he goes in at half 10. So, we have
Soft start mornings. And we have two flexi aftermoons.

So, it a mixture of things that we do. Offically we are too aftemoons of flexischooling and our
armangement with high school next year is officially around that. Il explain a bit more later. But its
about that much and so officially about 80% in school. And this varies a lot week to week.

Isobel: Yeah, | totally understand that and | ind of expected that to be the case for lots of people. And
S0 that kind of gives us a general sense of where you'e at and they are really my main structured
questions. So, the next bit is over to you. And so what | wanted you to do is just tell me about your
‘experience of flexischooling and it's completely up to you if you tell me your story from the beginning
and you wantto do it in the linear way or if you want to just select moments or experiences that are
relevant and important - and f there's anything | want clarty on 1l probably ask you at the end or if
there's a natural pause, 5o just go for it and don't worry if fm just very silent i the background! Just
talk however youike.

Jenny: Okay, and Il probably do it n order then just as it's probably easiest so.
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Robort has always been different but not classically autstc and so we didi realse that, bt he eally
stuggled with Nursery School. He struggled o access I He was only n half days and though school
and e realy struggled o access nursery and Strugale o et o, but once he was thee, he was ine
the ypicalfne n school once he's there. I prmary 1 he did really well. This is a Scottsh system so
In primary 1 e startd a five,but the cutoff age i differet (bu that doesn' matter anyway) and so
he's struggied ot in Nursery, buthe coped really well with primary 1, but by primary 2 things were.
Stating 0 go downhil and 50| guess that. What year would he have been when covid i, number 37

Wellanyway, he was struggling more and more to g into school, but he was absolutely fne when he
was there. 5o it looked like separation anxiety bu then he would come home and smash things and
then i on th floor and cy. To be honest, | diin® have the energy to deal with much ese at the time.
because  had a 25-weaker I the hospital -my thrd chid was very premature. And 50, we had quite a
Iot going on. S0, 1t was ust a case o drag i into school as best we can and hand him over t the
staff

Vou could say anyway that he was absolutelyfine once he's in, but once we had covid lockdowns, we.
realised he was much, much happier at ome. He ddn't cope with onlinelearing, but a ot f his
behaviour improved, and we'd realsed by that point that he was probably autstic with his PDA
proie.

S0, we changed our parenting stye at ome and once we had covid lockdowns, we realised he was
much, much happier at home. Ho didn cope with online learning, but a ot of his behaviour improved,
and we'd realsed by that point that he was probably autstc with hs PDA profie.

He was a ot less violen,But school was definitely causing signiicant ssues because when you start
0.0 back 1o school after the irst lockdown you realise ths.Fve got Frends n Edinburgh and West
Lothian councis. Both of those are very pro-fex| scholing areas and one of my frends n West
Lothian had a chid who was homeschooled for a while and then managed to go back nto schoolas a.
fiexichoaling pupl 1 18 mostly all s with additonal needs. So yes, | decided 1o 3k the school
about flexischaoling.

The school are not known for their addilonalneeds - ot at least weren' known at the time and under
that Head for addiional stff. We had asked fo a few things and put them In place, ke access t the
snug.which s theif nurture room. So niow fm tyingto emember how  approached i wasn't on the
{Rexischooling] Facebook page atthe time. S0 I did't have access 1o alhe lovly resources, and s
a bit iffrent In Scotlan. | think | cid mentin the schaol ist and they e very unsure. 1t was al
over the phone because of coud 50 | went o the councl, and | spoke o the home education lady who
were very Pro for flexischooling, and my aim was o getthing n place for him sa that he didn' hit
bumout

I knew already then. 1 know many fm chidren who had basicaly crashed and bured and been
completel unable to o to school. And so,my argument was | can' keep dragaing him n. | can' keep.
carying him into school crying and handing him over cying. We need to work out  way that makes
m happy o go1to school and we've orked out at home what he needs. We need to work out
something forschool 5o that as he gts bigger and as he approaches teenage years he's happy 10 g0
Into school Ifhe wants to, and able to access school

S0, went 10 the counciand spoke to tislady at the counci, and she was very helpful. And when |
told her which school she sld,yes, | wouldn'tapproach the head Id approach the depuy head
teacher- 50 she knew the situation and so she asked the Deputy Head (who's now the Head) and
explained the ituation and explained what flexischooling was and then | had a check with the Head
Teacher and they were keen (o keep going with i in the mornings. And so, we agreed. | would have
Ideally gone for hree afteroons,but we seted on wo afternoons. Also, by that tme o kind of push
my polnt, | had stopped forcing hm in. So that sumimer, if h said | ca' goto school today, | dont
Want 10 go t school, | cantdo I, instead of pushing and rying 1o get him n | would just say “well
you tay in bed for the next coupl of hours and then we'l see how you eel ater”. And d phone
Schaol o emai and say “Robert unable o come to school atthe moment. Wee doing some home
education send through any materials you've got - theres anything you want us 10 cover and
ctherwise, 1 try and get him in later” S0 already by that time his attendance was starting o drop
quite signficantly because | refuse o cartyhim. S0, the school could sea that there was a problem.
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Because previously the problem was ustat home, and It was Just, very easy 1o bame being a home.
problem’. And once you g i n here, h's.fne. S, once | stopped forcing him in and they could see
that he was struggling to gt in and it was affectng thel atendance figures and not that it matters o
Scotland, but t was definitely affecting his attendance. And then they were happler to putin
flexischooling. o, we putn a whole host o things over the years

obet:

jean.

Jenny: 8ut flxischooling, when i started, e was picked up ust afte one Glock.So, | wanted that
because t was mportant fo i (0 be n at beak for his socalskils. | also wanted tofind out, kind
of what was happening at break time and pick him up afte tht so that he couldtry and
communicate o me how he was feling. Because quite often there would be some or stress some
Upset over break and then he would come back and would have to go back nto class, and he wouldrt
Have the skills 10 be able to tellme about o tell anyone else there about 1. And b the time t g 0
3pm, he was ust worked up and beside himselt. S, hink also the school basically they wanted me.
0 pick up aterone oclock because he couid be marked as present on the register and-not sure f
thatstre or ot  ut f h's actually there at the moment the regsters taken then tdoesrit make any
difference t thelr numbers and s thought yeah, we've got something agreed. m Just gonna go
with this. So that's how it stated offwith these two aftermoons of home education.

twas Wadnesday and Frday afternoon they do fun learing at school. So,all he sort of stuff they
were often discos or extra clubs and activites andlos of moving around things and loud things that
Robert really ust doesn't enjoy, and so we found that 1t wasnit actually missing out o anything
qeneraly n that frt year. He wotld come home and mostly he ustread a book. We have a srict ule
thatfat home during schol hours he s not gaming. He's supposed to e doing something
educational which can be very broad, but he's not allowed his Xbox time untl after 3pm the same as
s brother who goes to school and His lite sister as well.So, we have a strict rul that 9t 3 s
education time. Although o be honest moimings are varible asto wha he actually does. Sothat frst
year our home was very relaxed, he would often ust come home and kick a football o do some PE
and e talked to me about how his days went - e worked on those sorts of skl and we read books.

Ieobel:Right

Jenny: 8y the tme we got Into the second year,we'd managed to tartdoing a bit more. Home
Learing of his own pojects. S, he would sometimes make a PowerPoint about something. He did a.
whole thing where he developed his own energy dink brand caled Grime to go alongside crme, and
e made the botties and he prited the labels and he measured out the ingredients and worked out
the nutiional content and he worked out his unique selling pont which was tht t was released one
e flavour and hen one disqusting flavour - 50 here was Ime I coconut and then there was gaing
tobebrussels sprouts or something.

sobet:

reat! That sounds ke loads offun.

Jenny: Were gonna do unique sellng points and he was working at the marketing and alhe res o
So,we had great fun doing that and we tlked about the bottes and althe rest o . His passion now
Is aeroplanes. So,we'l spend a ot of time on fight radar ooking at planes tlling me about planes.

sobel: Yeah,

‘And actually - seing as were saying something on tis, 1 el you ind of what we do for homeschool
atthe moment and 1 go back to mornings n a bi.So yeah th firt year It was Justvery very relaxed
alot about tying 1o encourage him o ind is onn ways o leaming but also his own ways of
regulating and working through what he needed - ke physical things and quiet tme, and by the
second year we were putting i some projects.

By primary 6 50 that would have been lastyear. Was that stl the second year o? | dorit know
anyway, and By P& we had the Issue that he wouldnt o n the mornings because they did maths in
the mormings. And he was reallystrugoling with the way that they taught maths. Because they made it
fun.Hed be much better ina Victorian schooll They made t funny al around the classroom and you
hadito move between the different stations. Robertcan' focus when there's nise and peogle moving
around theclassroom. He ust cant do . So, he wouldn' go untl 10:30 at allthat on those days, but
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e was sl very veryresitant o doing anything resembling schoolwork, but we were fnding tht he
was enjoying schooltha he was keen t0 go and that he was coming out happy. S0, tock a couple
of years Before that happened. AL he star we had a system that we put n place where he had 1o give
mea number on scale,one o five, about how he felt about school because he couldn' put tnto
words and 50 if hed come ou fiv -t was super angry and we could say yeah, | won' speak 1o you.
Well just 9o home and play football. And then cam yoursef down. And then he'd be able o explain o
me what was upsetting or what had gone on but gradually as we got more and more things n place to
elp im at school, we found that b was much much happier

He was doing his own projects at home, but he was st very very esistant to any sotof, anythng
thatlooked Iike radtonal education at home. And | know thas quite common, but 1 was concerned,
a¢ he hadn done any maths for that year and that he might be dropping behind now. Robert s vry
acadermi. s not a struggle for him 10 6o things. Actualy, on of the bg problems he has with his
demand avoldance i that he hates being o t st down and do.a sheef of 72 dentical questons.
when he can do them al- what' the pont? So once the teacher sent through some work home with
im0 ty It out and e ust ripe it up, absolutely id and not gonna do that,not doing that ot
doing that et et

But we found as he got happier at school and as he got happy at home, as he bult up good
relationships with th teachers and as he got control - mean so much of t or Robert was about
having controlof his education. o, he is allowed to leave the classroom at any point and go o a quet
space. The schoolhad a quiet space - ut wasn' quite space. It was the nurture room. It had
everybody with additional needs which meant they were kids hammering and kids bashing thei heads:
on the wall and things 5o they found a diferent space fo hirm so that he could go and be qulet and
they inally earned to trust him that he would ustsit. They have IPads In the schools here and 5o he.
had an Pad from PG,

Janny: 6 you can ook at, t was lastyear and age 10 1o 1. Okay, the Scottsh was so confusing
because youve got iffeent, you can choose which year you'e inio some extent and the cutoff s
based on how old you are o the firs of March? Not even though,you start AugusL So, you start
school six months older between four and 2 halfand ive and  ha. Except that you'e got flexblty
10 choose to hold back fyou'e within a couple of morths as well.So, ' confusing. Okay, il
haven' got my head around i - 5 s months diferent n terms of age oroups and f Robertwas I
England he'd b in hgh school now. Oh 1o actualy,he's a September brthday. He would st be in
primary. You're ightHe would st be the same year.

Veah.But yes, 5o would say his attendance was probably down to about maybe even 50% i terms of
class attendance n P6, but he was getting the hang of doing home learning i terms of his own
projects. Ho was alo staring at tha! pont 10 take a bit o control over things. For example, he'd ay,
Shere' this project that we started Inclas. 1 finsh offat home". And hed be tartng t Say things.
ke "Tm ot home on Wednesday afteroon because we'e got this rehearsal.| need o go nfor ,but
Tl o Thursday instead". And so, we were starting o get things n place. The big thng that made a
ifference tis st year that we realsed is having the tmetable sent through n advance although
that's been a batle it the schoo  get it done. I ust o dffcul. | think the teacher ust makes 1t
Up on the morning depending on the weather which i fair enough in Scatland. But Robert needs to
Kpow what's happening n the day. And so, what happens at the moment,and | think we'e fnaly
cracked L with 50 P7 s the top end of primary scho. I halfway between year ix and year seven i
terms of age and he's really nlled it at the moment, o, he gets the tmetable ent through finallyfor
the whole week now: He gets he tmetable sent through he decides what he's going o g0 nfor and
what he's not going 0 go i fo,and which parts he's going 1o 1 out i the quiet oom. And s If there
arefor example assembly rehearsals at the moment for the end o term school play and he doesn't
Want 1 do .1 to0 loud for him. So, he goes to halfof therm and falf the e h sits ou. He decides.
wihat he's going o it out for and what he's gonna stay Infor and he decides what work he wants to
do.
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Jenny: So, e st not managing nine aclock,but we are managing half nine quite regularly. fthey
ot send a new tmetable, s halfpast 10. One o the bigissues we have with lexschooling i that
Robert doesn want anybody to know that h'sleaving school early. O that he's going nlate. S0, we.
haveto smuggle him n, and we have to smuggle i back out again. So,we'v done very subly, and
e can't go inor out during break time because everyone says “hllo Robert Why are you coming n
Tate?” and things, and he has a seat next o the door 5o we can very easly get ut it draving
attention o himsalf and he doesn't have o ask th teacher he ust goes. S, they know the system.
They've been afew upsets when we've had stand n teachers and he's not been able 1o get out
Supply teachers who've not known - he's been ready o go and then thyl say “why are youleaving? It
doesnt say you can go home sit down again”. And then of course,he doessit say anything because he
doesntwant to draw attention o himself,and | have o get someone from theoffce 10 0o andfind
.

sobel: Rght.

Jenny:He's gradually taken more and more ownership. And this last year, h's been saying to me.
things ke “all the rest of the group have moved up and | haven't moved up i maths”_Or “they ve bean
doing long dvision, and | don' know how t0 do long division with a thee-digit number. Can you show
me at home?” Or I did understand tisthing that they taught us”.Its quiteoften maths. Because he
doesnt process verbally very wellSo, f they give a ot o Instructons and he's not going 1o sck hs
and up and._ Because he's uit gited at maths,they don' notice. And h's got astrategles n lace
for copying other people and tying to work out how o do I, bt they often dorit notce that there's
one thing he cat do 5o he came out really high i the maths test score but t urned out he was
getting T00% In most things and then there were two things he had' gota clue how 1 do 5o he
nissed out entrly. He just hadn understood t and therefore h couldit do them. So-he's actually
come back and said to me I can' do this mum. Can we do this i our home learning?” And so, we've
started doing that. S0 he takes control he's happy to do things

So, what happens now s he gets the timetable sent through he's always home Wednesday and Frday
aftemoons, unles there's something major happening. He wil go i n the morring at the e that he
chooses. We have inthe past managed 1o do quite a it of Home Learning n the morring Wefe not
at the moment because we'e tying to ge n earler because of preparing forhigh schodlbut I the
past what we've done is maybe once [ve got the others Into schoo by ine gclock, I come back and
maybe at halfpast nine wel it and do some maths - f he's calm enough, becauss he gets very
anious inthe morming abou school and abou going in - o has been i the past. He's ot always
anymore and 50 would sit and maybe do some maths or do some reading, or he would just tell me
about aeroplanes or would we tlk thiough things.

sobel: Rght.

Jenny: We often do things verbaly, so nstead of iting down and witing because he doesni ke
that We might talk hrough how do you tructure a story just telling me an anecdote about planes and
1 5aid,okay it was a good anecdote, but how can you make It better? How can you bulld up 1o it and
how dan you buld down here? S, ' a ot o stuff o his special interests.

‘Sometimes hes burnt out and you'lsay m ust gonna have some quie tme. And sometimes hell do
things ke cooking his lunch because he doesn' eat a o at school. So, he'l do: bt of cocking, or
hell go outside and take a footbal fo a it And sometimes he il do some Home Learning. | was at
the moment things have wound down because s the end of term. So, we'e Just ying o keep things
calm towards the end of term, but this year has been realy successful I terms of hm wanting o pick
up learning.

sobel: Yeah,

Jenny: Because they have the [Pads, he s increasingly getting work on the IPads. The teachers
aven' quite ot the hang ofthem yet but | know at igh school (because fve got an older one at the
Tigh schoo), some of the teachers have realy gt the hang o . All the work s put on the IPads o
you can ook upfyou missed a lesson and you can look at wha you've missed. Othe teachers are
Sl very much paper based, but the Pads are fantastc i terms o secondary ranstion.
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Ao, Ive had to requestal oftis tuff. So we dorit have EHCPs - whatever you call them up hee,
and the Scottsh equivalent i onl for much mare severe needs. 0,1 don't know how much you know
about the Scotish system, buts very.. there doesn't seem o be anything written. You car get any.
legal things, and the council have more say I lexschooling and some councils have lexschooling
polcies The councils have mare say than the schoals,  think. You should have to agree with the head
teacher, butyou can get the counci 1o put pressure on them. And some are very Pro,and some.
council are very anti But we found the council we'e good

tsobel: Okay,yeah.

Jenny: fve had o kind of fight the scho fo pretty much everything. But unfortunatey, | know people
who've been through th system ot fo fexschooling but being fighting a school or various things.
before.Ive got a good network around me. Lots of my folk. That'smy rlends a church who have
been though this. So, there' no standard system across Scotland and we have a thing called GFC.
which stands fo gettng i rght forevery il which says that you shouldi need a diagnoss to
access support You should beloaking a tis chld and working out what this chid needs. And it
shouldn'be a blanket approach. So, it shouldi be oh we don offer flexschooling. We doritdo.
hi” 1t should be “what does this chid need?” And | think a5 wellbecause fve got an older chid who
went through the school - agan highy acaderic and was aways kind of ever leading everything and
fixing the computers for them and things and <0 yeah, they can e they couldi' do 100 much of the.
parent blaming whichreal. But | dic’ realise unti a few years I that we shouid be having an oficial
team around the chid meetings wit offical documentation. So, asked fo that and aske for
educational psychology and what not 10 see fthey ire any help. But Educaional Psychology was all
about trying o get ack o school, which | think 5 wha the school had been pushing with them,
Tha' e the am isn 1o get back into schoo, | keep saying 1t for hm to have a fulltime.
education and f tha's not i schoo, tha's okay if tha's part time i school and part time at home.
That's much bette fo him, because they get hm nto school and then he would ustbe siting I the
nurture oom ot doing anything because they haven': go the staf to each him. And the staff are all
dealng with the other Kids with addtional needs. Because he's highly academic and he's ot fallng
befind anything and they've got kids who are dyslexi and dyspraxia and ks who are strugaling with
behaviour and all he ret of i, and he's just quiet and he ust sits quity. 5o, they e not ging you
workoday. Theye not doing anything with h.

S, my view s he may a5 wellbe at home then because | can gve him something educationa o do
andiwe can work on  together. He can choose something to do. He s making betterchoices now In
the nurure room about actually gettng on with some work, but there snt a ot of work on i 1Pad to
o st s Tm eally hopeful that at secondary schoo, they willrovide more workfor im0 that he
can keep with the class. And that's a problem with flexischooing, hat you do miss.out on things. I on
Wednesday aftemoon,theye finshing off a presentation 1o resent f on Thursday then he wants to
Know what's happening 5o that he's ready or 1. O if on Monday morning they ve covered a particular
concept in maths and in Robert case theyve covered It every morning and he's ot been there every
moming. e needs to know tha, 5o he knows that concep. 1t wasri 5o much of an ssue when he-
was younger. But I he knows that they'e going o be presenting on Thursday morming the group work.
thatthey finished on Wednesday afternoon, and he's not been there for his group then that'sthe
problem. HeTl efther change his fle tme or e willmake sure that he sent he group his notes in
‘advance or something ke that.So, it not a problem mos of the time so that he's ot faling behind
L 1ts not raising is anety.

But yeah, 5o thatcan be an ssue with Fex.| mean, It has boen absolutely transformational for
Robert. He's gone ffom a chid who hated school, who would' gt dessed,who cried over
everything, who came back just angry and smashing things. | mean some of s been changing
parenting athome t low demand parenting and thngslike that, and the chanaing that attude of the
school, but the flex has been a eally major part o that. | hink f he had't been fexischooled, he
wouldrit be a school now. And he would be fulltime home educated and he would have probably
bumt ou.

m n touch with a parent support group now with a ot o parents who are insimilr sitvatons.
Including quit a ot that have only hit when they've got nto secondary school, and hey ve realised
thatthel child has been asking all these years and thef child suddenly crashed. e got riends with
chidren out of school entirly and e got another frend who's kind of doing somethng similar to
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lexischooling at secondary and I helping utor her child a bit, but there'sJust so much of it around
and my view was If we can get things n place now so that he takes ownership of his educaton so he.
Knows hovto work at home, and what he needs to do and what he doesritneed o do.

S0, the ther thing we'e worked on ot s kind o, lfe goals. What do you want to do with your fe?
And he wants 1o b a pilt at the moment, and hes met wih someane wha's doing engineering and
plo studie at nversty and so that wouldbe the sotof thing he'd iketo do. And so.what
qualficatons do you need? That's why you need o 6o your education,thats the pint of doing your
maths. So, what h reaised s the point of doing things and that's made a big diffrence to him.

sobel: That's amazing.

Jenny: And 50 locking nto flexischaoling at secondary, | was advised by a fiend on the nside not to
cal t lexischooling But to ask about a‘personal education lan’, because they won't have heard of
fexischooling.

obel:Okay:

Jenny: But s s something tha cther chiken do a partof  personal education plan,but | don't
know how many people have asked for  personal education plan where they actualy study at home.
Which - €5 not qute the same as a reduced imetable of course, whereas most chidren | know wil
be on a reduced timetable. But | basically went o the meeting, and we said thi s what Robert
curtenty has a primary and these are his needs. This s what he has at primary, and ths s what we'd
ke t ook at secondary - and we've designed around the tmetable. So,taked to Robert about this,
and we went n with a speciic idea and we got old o thetimetable beforehand, and we already knew
that we wanted o do maths as home education because the maths department put everything online
because he learns maths diferenly and that reduces the classroom time. The other one we've gone
for s languages because again, he's quite gifted at languages and at home we'e leaming languages
25 Spanish. They do French and then they do Spanish at school. S, he aiis that he misses French
for the st year. If he wants to then he can pic 1t up when they stat Spanish and you can pick Up.
Spanish and Jus do the firstlanguage, but at the moment that will ive him less time I school and
we'e gone thiough the timetable and If he does Languages and maths athome and then has o
more peiods thathe misses. Then agaln, s the same as this one. He gets Wednesday aftermoon and
Fiday afteroon at home. el miss two perods. | think one of modern studies and one of Englh
possily. Then that wil ive him two days that he canleave at unch time. He willaso have another
o days where hell finsh one hour early. So that shortened his day. | hink there's ony one day
where hell o in one hour ate.

So that will be the plan and then the aim wil be that on the days that he hs those two afternoons at
home. We willcover maths, and wellr and cover fanguages now. He has not had any success at
doing languages at ome a the moment. He's been very very resistat o it and that’s part of his
autsm.But f he canfind a way to do ft an the good thing s hfl ick it up n time. Andif be knows
everyone else s doing languages. He won' sit and do Duolingo - he's been through phases where he's
done It but ight now, he wor do It ust depends what state s - how anious h i, but he willdo
maths at home, and we've manage 1o get the hang of that one. o, m pretty confidet that he wil
eventually get the hang of doing anguages at home.

So thats what were looking 1o do at secondary school,and it icky because les saytying o get
ths dea that you can lear at home and thatyou can do school style work at home as well as doing
the kind of unstructured home educatlon or chitied home education, which s what was mostly
done. S0, we'te moving from tht o doing something a e bt more schook-styi, but | think we noed
t0have that fwe'e taling about academic sublects, and he wants o get those gualiications, which
e does, then he needs to cover some of that work

Now as 1 ay, when he was younger it was miich more a case of wel justdo unstructured home
education,and wellfind the things he's passionate about. Things hes nerested in and work It around
that but a5 he's gtting older s more a case of If we'e gonna do maths and you'e not gomna be n
schoolfor math this lastyear, he has been a school for some of the maths and f there areas of
maths that youire behind i, youneed t cover that and n order 1o gt where you want 1o be then et
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They've been a few upsets when we've had ‘stand in' teachers
and he's not been able to get out. Supply teachers who've not

known - he's been ready to go and then they ll say “why are you
Jeaving? It doesn't say you can go home sit down again”.(p.5)

5o, | asked for that and asked for educational psychology
and what not to see if they were any help. But Educational
psychology was all about trying to get back into school,
which | think is what the school had been pushing with them.
That's like the aim isn'tit, to get back into school. |

But because they alllearn in interactive styles and things,
they haven't just got a worksheet. They don't work through it,
50 we have actually got the workbook at home. But the book
doesn't really seem to correspond very much to what they're
actually learning but at least it's supposedly the right level,
And he's about that level so he's just kind of bored looking at
the book, but we do (p.8)
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see f we can do that Whether s using worksheets o ust stting down and chatting through t. Quite
alotof the time t s ust siting down and chatting about things. He earns much bettr verbally.

1 asked him this morming about flexischooling and what's the best thing and he said s 100 much
being stuck nthe cassroom with 30 chidren all day. He can learn n that envronment and so s
much better o lean at home and you can lea much bettr and quicker at home. So that was his
thoughts about .

He' very much taken ownership of things. S, try and have him n meetings now, especialy with the
Tigh school. And ry and ge him t talk as much as possible and to advocat for himself and to say
wihat subjects he wants to do, wh subjects he doesn' want to o 3nd | mean, we've got 10 the
ituation at ou high school where he wants 0 do everything. He wants tbe n school and he warts.
10 be learning everthing,but he knows, and | know that he wil burn out and he can actuallydo that.
So, the question s what can he do? He doesn' want to mis playtime and lunchiime because he can
Tang out with his frends. Then he wants to take on leadership at school. He wans to be in clubs and
actvities sothere are 5o many things he wants to do. But he's not abl to because of the sensory.
overload. So i we can reduce his time i the classraom ' bettr or hm.  hink by taking maths and
languages that takes out about seven o sigh perods a week,for SO-minute perlods It takes up qute
a significant chunk of time I the classroom. And the high school has two bases: they have a kind of
louder base fo those who need that and then they have a quiet study base. The hope s that people
willgo o the quiet study base.

The primary school has Just inroduced that. So,theyve got  new room. I use 1o be they have o put
everyone inthe same room and that was  real sruggle or Robert which was one of te reasons t
was Just bette fo hi to come home, because the provision that they ve go s very very poor and
they'e having massive budget cuts and tha area, 50 there's going o be even more cuts and they just
haven' gt the resources.

1 don't know. Basically f you gave him a bunch of maths worksheets, he would st down and do them.
11y0u just sat down with the maths, but they havert even got the resources to gve him the stuff that
e needs. Shame because | do fee thatfa teacher could sit down and say look here hee's the
maths. But because they all lear n nteractive styles and things they haven' Just got a worksheet
They don't work through 1, 50 we have actually go the workbook at home. Bu the book doesn' really
seem o correspond very much to what they'e actualy leaning but atleas 1 supposedly the right
level. And he's about hat leve 5o h'sjust kind of boed Iooking a the book, but we o Lets say the
ood ting s now hell come n.Helltll me what hes missing out on where his areas of weakness.
are,and we can work on those at home. It has taken quite a while to each him the skils 0 get to that
stage. Thats where flexi has ust been wonderful because youre ot going o go sraight o that age
seven o elght My oldest one probably would have done actually but Robert defintely coudn', 5o the
factthat we had a few years o get nto it and make flexi work and now we can see the benefits.

Isobe

s amazing. | wish | had a whole day with you to ask you things.
Jenny: Ves.

Isobel:but think theresa few things that 1d ke t ask more about, and something that feels realy
apparent s tha, a5 you were Just sor of finishing off by saying there, s been a real journey. I not
Justnecessarly, and cortect e i I wiong,but 1 not ke, you had ths idea and started
flexischooling as an intervention and sudderly everything was rght 1 flt ke a eal sortoffourney,
and you were constantl having o take 2 temperature check,and you were constanty having to
negotate and wonder around what's onna work, whats not going to work,and s taken a long time
£0.getto his point, but now I feel ke, tht he's really advocating for himself? He'sstartng to
actually have a bit more ownership and autonomy over what he's doing and n that sense,
Flexischooling has worked wel fo him.

Jenny: Yeh thats al compltely right

Isobel: | suppose one thing you toiched on and was ntrested in knowing a bit more about - and |
appreciate you taked about ths n when you explained hs initial diffcultes with school - was




image32.png
anything that was put inplace by school t supporthim beforeyou decided that flexschooling was
worth ary? Like any speciic ntervetions or ideas. ?

Jenny: There were afow intervertions put n before we flexischooled. S0, we alieady had access 1o
the snug which s the nurture room, and he would go thre for the beginning of the day and the end of
the day because we were struggling t get him n and then he was coming outvry very angy. S0
athough they didi't see that, as sruggling o get him home safely, so safety school had put that n
plac,but they hade't seen anything e, and they only wanted o know what else 1o do- they did
balleve me that his behaviour was very very icky. | mean they could see how diffcut e was fnding
110 getnto school and we were turning up later and ate and I often be phoning and saying he's
un away or iding n the park behind a tre. | was making 2 big effot to make sure that they knew
what was going on and how dffcuttwas for him, The thing is,we putn ot of things at the same.
time, | think because it was after COVID so s difiult 0 separate out the different thgs. S, at the
same time we started flexischooling, also just stopped forcing him. In fact, | stopped forcing hm i
st and then when there wasrit any physical Force used twas aking a long,long time and vie were
oftenjust saying at hoe. And it was only atthat point tha they realsed, and we discussed
fexschooling.

We justhad a il at first 1o e f 1 as working and see It wolid work and then tjust Kind of kept
oing and 1t was Kind o a it under the radar | ust kept t going because it was clearly working from
my poln of view, and | diditwant o have 10 0o back 0 the headteacher. And s0,we Just ke 1t going
with the SENCO.

Ihave akey person n school now but there was a time when e would email a ot and we ended up.
with system whereby because | was reporting back on ou flexischooling and all he time, e were
ot quite sure how t0 do things. S, i the end | would emall once on  Friday, and | would gve them a
eview of how the week had gone and | gave them an Update on what we'v done n fiexischaoling.
And also, how Robert mentalhealth was and ay It things that had upset him, because qufe often
there' o of It things oing on bu ' not always bg enaugh o contact the school for and | ddnt
feel ke | anted to botherther again with ths iy thing.

Isobel:Yeah That was not one of the things | was curous about. Do you have a key person, or 40 you
end up speaking to lots o dfferen people each week or month to rganise Robert’s timetable?

Jenny:So, what | ended up dolng was emaling very Friday. This s what we've done for Home
Learning and o gave them an overview of whal was happening. I there were things n there that
eaded o be highlighted, then they could get back to me. And 50, | found that useful ust o keep them
nthe Loop and to show them that | was doing my bit. | do have o ask for meatings every time | want
10 meet, but there was one key contact, and Robert has a brilant relationship with hm. | uess the
ead of upper school, | guess Is what he'd been now.

It difcult because he's often standing Inas a teacher and doing cover casses and things, but e's
9ot greatrelationship with Robert and Robert wil go o him and chat about things and he's chated 3
ot about what Robert wants. | mean there was a time when ther 3im was ust to gt him nto school
more s  say, and | pushed to cay the am s ot to gt Into schoal. The aim i to gt hm the
education. And | think hey ve kind o got the hang of that.

sobel: Yeah,

Jenny: twas mostly about mornings. And of course, marnings arert realy offca flexischooling
time, but we ended up especially  year 2g0 doing quie a ot of Fex inthe morning. S, Kind of
called i flexi lexischooling and that's whenever Robertcouldn't cope with school. We would do
homeschool,and | would ahways give him the cholce because for demand avoidance autstc chidren
choice s so mportant I you fes nder pressure, he won' do I. I 5ay you have 00 10 school "o
ot doing I fm not going o school. Fm not gonna go 1o school. | only asked you about breakfast
‘andithen | might say, how about we'd read a book of how about we can play seroplanes and 1l it
ext o him and Il ook at some aeroplanes and 1 ask hm which ones your favourite and should we
make a spreadsheet and draw diferent aeroplanes n  and things, and then eventually hel calm
down enough and hell say  okay, think I'm going to school now. We'lust say | want to go school
ow, but first yeah, and | would ust et him take contro,
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Basicaly, the rauma of pullng himin or dragging hm in an leaving hm was relly bad, and so we
ada system where | would sit outside the quit o0 and we could see thiough the window so he
could see whore he was going, and | would just st thre quietly with i, and he would go i when e
was ready. And 1 remember th irst time we ied I ook him more than two hours 1o get n. He wold
come have a hug and | wouldn say anything apart from “when you'e ready, you come over and hug
me?. He would ook though the window and he'd knock on the windo 10 say he was ready 10 4o in
andithe teacher would come and open the door and then he would un away and kick something eally
hard or smash a ree or something - because 1 was 100 much for him. And hen hed come back, and
e'd cam down again and then you'd try again, and he ried over and over and over. Ho would
Sometimes hide becatse he didn' want other kids to see him doing this and he would r and try and
tryand eventually manage 1o get i and get over that fear himself. We let him have as long as he
needed o do that, and  Jus sa there with hm. And so, | st utside the wall It was always rainy.

S0, ot of t was ind of undoing that school trauma. t was duing COVID, and Ive been reading up a
Iot about things and talking to frends about things and | though - this s ot gonna work ong term.
Whatare the goas fo i 25 a teenager? | wante him to be able o access education and | was.
talking o a iend who was going through something similar with thelr chid who was mostly home.
educated but was going nto school ust for o lessons and tho subjects and they were rying to
Increase tThey’e rying 10 o to special school. They red al sorts of thngs, and they evertually
found thatJustgoing in for a couple of sublects was working and it was helping, and this childs now
Justoraduated with Sraight A's and everything and gone of 1o univershy. They found the right route
‘and I ealised that | gave Robertcholce over his educaton,chalce over accessing school,he might
wantto go'n

And o, she said it was a long, long journy, but it was aways about keeping those fnal goals n mind
25 a teenager. | want him to be abe 1o know what he wants t lear and learn t. And ot it that kind
of burout where and | mean, we haven' ht teenage years yet We may sl it it and Fm very aware
that 1t may be that when puberty hits He wiljust turn around and not go o schoo. But think weve
9ot as much s [possibi in laces o help him 10 get through that And to continue going to school at
least some of the time and If he does decide to not o 0 school. We'e also got n place the idea that
e can lea at home. And the ailty when at home, which | know for a ot of autsti chidren can be.
very diffcult because school 1 school, and home is home. But we've come overcome that now and
we'e got thi dea that actuall you can st at home, and you can learn diffrent ways and you can do
PE by jumping on the trampoline repeatedly or by nverting.f you do your cooking then you've donie
Some maths there, but you can also st down and do worksheets and audio Duslingo, whatever It
happens to e you can find ways tolearat home. | don put pressure on Robert.He will lean at
home.

il b Journeying ith a bunch of other people - this one famil n paticular the child s i irst year of
secondary school and she got down to almost no attendance by Jus afer Chistmas basicaly hit rock
bottom She's very diferent to Rabert, but she's going n now fo two subjects. o, shels not
flexischooling offcially. Agan,she's o a kind o a reduced timetable, ut hr parents are keen for her
to basicalydo work at home. Wel be talking about it and a good frend of mine says hey, when she's
ot n school can she work at ome? She s gifted at maths, and she came out with the top score in
maths for her year, but she cant go o maths essans. But she rought her maths i, and she sit with
me, and we si onthe swing seat,get the chalk outand we chalk on the patio. And she goes through
ers in about 10 minutes and then we get out some Maths for kids fo elght years older than her that
she's ot fom older brother,and we do tha as well and tha's all hs ntresting stff and she's eally
excited about . Just fat week she went nforher maths test.She said | tink | wil take the maths
test,and I 6o It because Ive done al therevision now, 5o she went n,and she sat her maths test
The'am s that f she can ke her skils igh enoughthen she might e able 0 go back and access
education n school I she wanis to i the future,

Veah, 5o s been but nowhere near a ticky It was before he was flexischooling
What happened 1o me s that | wasn't abl t return 0 paid work. When he was bor | wasn't n pald

work, but id ty 10 get back Into various things and then couldrit but then | had with 25 weeker and
50 there was lots going on but yeah but basically with Robert Behaviou, ve never been able 1 be in

pald work because fve never been sble o be sure that e would go to school any paticular day. So
flexischooling intha respect.fm actuallyat the stage now where | could b i gaid work for the firt

0
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time because he has a pretty regular imetabl. s nota question of he's screaming o the floor
today, he's not going 10 5chool.Or | cait get i in, and | have to gethim . I a question f he's
happy he knows what h's doing. We have a prety good schedle.

So,f | wante 0 be n paid work right now, | robalbly could. The two reasons are tha firsty m fully
expecting that things wil go downflla some point nthe nex! couple of years, but mainy because
T bunt out myself That wasn' caused by flexischooling. I fact, it was the opposite | would say
once we realsed what was going on with Robert and we got flexischooling n place and his behaviour
calmed down. | mean he used 1o have two of hree 40-minute tanrums  day. He would smash
things. He would destroythings. The level of violence nthis house during lockdown was huge.
Flexischooling has - and the othe nterventions - but particularyflexischooling, has completely
transformed him.

But s taken years. And what  found s tha he has gotten bettr. e got worse because Ive
collapsed. Justeverythng together fo such a ong timo and we had plan Justbefore we were._ She
‘actually did amazingly but the fact was 25 weeks and all the suff thatwas going on with hr and me, |
mean appendic burst 5o we both really il and neary did' make It -we'd had quie alot going on and
then with Robert and theleve of iolence and my husband works away - we had actually looked at
getting a fiend from church over 0 au pair. She Was going 1 statIn March 2020 - tha was the plan

S0, the plan was | would get some help and assistance. We would work out what Robert needed, and |
would get some support and that didn' happen. Instead, we went no lockdown and the one good
thing about lockdown was that e learned that Rabert couldbe bettr f we put things n the ight way
and we gave him a choice - and he had a ot of cholce over the home education that they did online,
because they can force you to do things. e would go i for the calstha they had, thelrtwo-hour
calls with he teacher and hed o fr , but he wouldn't actually put his camera on, and he wouldnt
Interact, but he would type things In the cormer. And he wouldn' often do the work hat they set but
often h finds his own way 10 6o work and things nstead. And s0,we reaised that this was.
Something that was going to work fo him.

twas hard work putting i in pace. t was hard work advacating forhim dealing with the school ying
0 work out what he needed, dealing with the meetings and realising hat | wasn' getting what |
eeded and ust constantly having 10 push or things il the time. | mean a millon tmes. I's lways
that battle. No one suggests. why don' you ry this? And would this work for you or ths wrk for you?
The few things tha they did come up with which awful and the worst thing was actually when he was
finalydiagnosed autistic, which took along time because of covi.. We were put i before covid and
then we were down the bottom of the s fair enough because of happering and ot of people with
serious mental health problems after covered. S0, when we fnaly got the dlagnosis, which was when
e was 10, school went - ah 5o he's autistc. So,Ive been tllng them that he was nuro dvergent and
s a ot of utistic behaviours because obuiously you doritwant 10 selfdiagnose as a parent and a
Iot of behaviours that match ths PDA profie But CAMSS weren' having any of it with PDA. S0
anyway,schools firstof the suggestion as, should we put a isual timetable on his desk? With the
break tme and then a ite sunshine next ot 5o he Knows what time break is? The Senco was
looking at me ust and he gothalfway throush and then he ust went - tis st gonna work s t. They
clarly had al the stuff down for what you do for autstc chidren, but it wasit for Robert at al

hink Secondary School have been much bettr about that because they see a ot of chidren who.
are lte diagnosed autisic who were In mainstream to secondary school The school doesnt have an
Autism base, but it has ot of chidren who are late diagnosed n maintieam and been fing under
the radar and masking for such a long time. | dont think they r used to seeing Kids crash out,
especialy our primary school because I the middie-cass primary school and il the kids with
addional needs have 10 0o 1o the one down the r0ad. S0, they e partularly bad a .

But yeah,Fm having to advocate foreverything and figh fo everyting and talk t 50 mary people
and say, How do you this?” so many Facebook groups thatIm on, ying 1o get advice from people. |
feal ke Ive got It sorted now, t has aken a massive ol on my mental and my physical health and |
Tt bumout and am st exhausted. 11 be honest about our fexischooling times. I've not been abl to
educate him al the time because it been enough ust geting the other kids n school for Sam and
gettig Him o schoolat 10 oclack by the time he's caim. So sometimes I going back 1o bed again

"
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andithen picking him up again at one 'lock. And then qult often Just resting with i, but 'l read
abook

But he's hiting is Targets. So sometimes our flexischaoling s depending on my health, which has
ot aways looked particulary good, and Ive nat dore what 14 ke o do, but s met his emotonal
eeds at that tme. I given hm a it bt of conrol. To say "what do you want to do?” So
sometimes  say; look love, | need o go back to bed.Im really sory but what are you gonna do? And
el cra aeroplanes on his Padal th time. 11l do some drawing. Hel say, and | might do some.
Duolingo. And $0 yeah,you'e going 1o et him diect himself and ifs been very hands off. Other times,
Tve been very hands-on and done lots of educatlon with hir, but there've been times that due 1o my
own physical and mental healt.fve ust had torest, knowing that ve got another one 1o pick up at
three oclock. He'sfull on and got additonal leads as well but that actually hasn' mattered because
we've gota fow round rules n as | say, h's notallowed 10 do his gaming he knows, and he sets s
goals and says before three oclock Il ry and dothis. And quit often he needed me 1o st next o him.
whie he did .| don't have o nteract with him | can jut rest, and he needs my physical presence.
there and just keeping calm, but hell it n the bed, and Il have a doze n the bed,and hel it next to
me, and hel read his book. Hell maybe do some drawing - s histime 1 take control

So, 1m reading this corecty when  think of inclusion, | think of making sure that Kids with additonal
neads are in mainstream it And that's been kind of the push up here. AL least so the autism uits are
on theside of the mai high schools. Robert won' be I an Autism unt. | hasn' been so that you can
dipn and out a3 needs be and fo some Kids that can be really tricky because s st a high school
environment It not for Robert | think It absolutely the rght way to 0o I that he's able to be n he
mainstream for most o the tme.

Theyre never oing to b able to reate an education that works foreverybady. I tis one size fits
al Robert would have been bettr off back n Victoran times. You'd have hated t,butyou st your
sk you put you head down, and you waork qutly. And there’s o people moving around nobody's
asking you 1o give a presentation o o ump up and down for your mahs. S0 anyting ke tha. It
doesntwork for Robert,but I works for ot of Kids. And | have an older one wh It works for
beautfuly, | can see. think and | know flexischooling doesn't work forevery famly, but | tink when
you have addtional needs and School st working s a eal shame that ' ether home education or
at school and that st the ight soluton for most Kds.  thnk fyou can dip i and ot and make.
those cholces and i you'e encouraged to make those choices 1 say what would work for ou to
personalise this-and  understand there sn the budget theres no way we't going to ind a school
that works for Robert without going privately. His perfect school would have eight chidren perclass,
but plenty of other kids atlunch time and bréak tme 5o that he could socialise with the large group of
people, but £ have eight chiren per class. t woukd be highly academic i his school, but very low
sensory stuff. Youre notgoing t get that fo a chidike Robert. He doesri have the needs for tha. |
mean to get that rato youd have t0 go pivate. There's 10 iy that the tate can provide that. |
understand that there's no way they can provide what he needs. But f they can find  way 1o provide
S0me of what he needs and 10 let me provide therestof . And i an ideal worl,there will e a ot
more flexibily

1mean, | guess there’s no way to make a secondary schoo! tmetable work around these things. And |
Know ihen you hear about the schools that do flexischooling where everyone can have Thursday and
Fday off o homeschool. And al of the core curculum is done Tuesday and Wednesday. That
everyone has the choice of that sort of system. It the same thing with uniforms. And It nota
fiexble thing. But Robert doesn have to wear the school unform a high school f he can cope with
It but then he looks diferent. And yes t st reallydifferet. S0, h's gonna wear the school unifom,
wihich s Qoing to be tcky, and we've started six manths ago wrking on shoes and formal rousers
rather than joggers, but Primary School have ust gone after COVID - 0ok, you dont have to wear the
formal stuff and the shir anymore and th shit and te. Nobody has 1. Just wear your PE kit every
day. Justa polo shirt and joggers s fine. And you can wea the formal Sufforthe non-formal stuff
buti's ot ust kids with additonal needs, I everybody that has thatchoice. And fyou give
everybody the choice then It doesn'Just ingle out those with additonal needs as being diffrent

teobel: Yes, tha's areally nteresting thought fs' it
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Jenny: | had the eneray d ke to fex my other chid sometimes Because the school did a greatjob

with hm, bt h s ot being sretched enough in school. And yes,the plus side of the fact s he's ot
lots of energy when he comes home 5o  can do L at horme, bu he's not bing strelched enough n

school, but they are very good. | mean h's notgoing to any lessons today because he's unning
science clubs for younger Kics, and he spends a ot ofhis tme out of lessons running stuff nstead.
He dd atprimary school.

Isobel: Wel. OK, 5o T eally aware of time and | want o say really thank you or everything you've
talked about and shared with me,and | know It really complex and | bet we couid revisit ot of
ifferen things. | eel ke probably and we'e coming towards the end now. 5 there anything you want
t0'2dd orrevsit at all?

Jenny: Um, no | tink v covered ust about everyting. Just fyou have any questions that you want
0 come back to me on and thats absolutely ine.

tsobel: Thark you. il top the recoraing and put my camera back on for a minute

1
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Interview for flexischool project - Transcript
Attendees:

Isobel, Helen
Isobel: Perfect. So,and my first question s, what is the age of your young person o chld?
He

Isobel: And does your son and have any special educational need that you'd like to make me
aware of?

S0,my sonis 12

He

:Yes, he has a diagnosis of ADHD and ASD.

tsobel: Ok tharks. So, how long have you been flexischooling o sortof roughiy when did the
agreement start?

Helen: The agreement started in January of this year. S0, January 2024.

tsobel: And in my last kind of practical question s and can youtell me what the spit of home
education and school educationis that you currently have?

Helen: So,its started as one day a week at home, but when we initially discussed it with the
school because some subjects that he would be missing on a Monday were also on Friday
aftemoons. They suggested he finished early on a Friday aftemoon but for a number of reasons,
we didr't want that. But then we went back to the school and said, actuallycan we do that? So,
since sort of after Easte, s been sort of, one and a haf days from home and three and a half
days in school

Isobel: Yeah,that makes sense - it been a it bit of negotiation as you kind of got setted
into t and worked out what works best?

Helen: Yes, one of the subjects that he was happy to go to on a Friday aftemoon was performing
arts and then they do a otation. So, when the otation changed, he wasn' so keen to go and he.
‘wanted 1o stay atr school on a Frday for Coding Club, but then he decided he didrt wart t0.go
to Coding Club anymre. So, e was going to theirInclusion Centre every Fiday afternoon, and |
think it was just a bit too much for hm. So, | approached the school and said..you'd orginally
suggested this, can we now implement t? And they said yes. So thats what e do, but s only
an hour and a halfone lesson at the end of a Frday that he misses.

Isobel: Okay, that gives me a ice picture. Thank you. And so, my main sort of oper-ended
question i -can you'tellme about your experiences of flexischooling? its completely up 0 you,
ifyou want o tell your story from the beginning or i you'd rather just tel me some experiences
that are relevant or important, and dorit worry about going back on yourself or if you decide to
tellthe story and jump back and fort, s completely natural.So,i's ort o over to you now |
probably won't talk to0 much. But I feel ike you'e coming to an natural end | might or ask you
‘couple of bits and pieces if thats okay.

Helen: Yes, and so from my perspective. | wil use his name because I slp into . So, Tyler

Isobel: Yes

Helen: With flexischooling,we wouldn't entertain it f it hadn' been for Tyle’s SEN. He has a twin
sister and an older sister both of whom have very good school attendance. I fact, the older
sisters never missed a day since reception and finishing year 10.




image38.png
In primary, getting Tyler o school wasn' so diffcut because his sister was going and he started
atthe primary school campus from the age of two and a haf,by attending the preschool with his
twin sister, 5o he did two years there and then seven years from reception Up to year six. S0, it
Was a very familar setting o him. It was quite a large primary. It was three form entry and very
popular. o, it was always full- but e had a ot of safety nts there and t was a fantastic school
in terms of understanding special educaional needs and supporting them.

Isobel: Yeah ok great

Helen: | irst ook Tyler to see a paediatrician as | suspected he was autistc when he was 18
months oid and basically that's quite eary and we didrt see any concerning developmental
delays. Then at preschool there were a few issues, and the preschool had an educational
psychologist come and assess him. We took him back to the paediatrician and they said autistic
‘Spectrum -so the key word s disorder. We don' see him being delayed in any way educaionally
0 carry on s you are. So,he did have a sortof supported transiton to primary school and then
itwasn' il we sortof got 1o abou year three that the teacher then stated {0 talk to me about
his behaviours n class and said | think ts time you go back to see the doctor and wrote a
referralletter. And hen we went nto lockdown.

S0, wasnitin school at all,but eventually we 9ot a etter through from a pivate firm who were
doing ASD diagnosis assessments on behalf of the NHS, and he was diagnosed when he was in
‘end of year four, think. Then inyear fie he had a great teacher who was a more mature woman
who had done her teacher training a bi ater i ife. So, she had this reat combination of
experience

I think the thing tha realytriggered it was inyear 6. He'd been wit the same group of children
all the way through then for year six, they said we're going to mix up althe classes ahead of
‘secondary to prepare you for the fact that when you get o secondary school, you'l be with lots
of different children that you'e not been so familar with- which was a bit of adisaster. He.
wanted o be with a set of friends that he knew well and who knew him and so year sx was quite
tough for him and we realised as parents that he was going 1o siruggle with secondary. Really
ideally, he would need smalle cass sizes and perhaps a cohort who were quite motivated to
learn, and we feltthat a private school would probably offr that more than the state sector. And
my older daughteris at actually at an algis state school, and Tyler's twin sister was keen {0 o
tothe same school. s our cosest school - they can walk. It perfect.t gets great results. Why
‘Wouldrityou want o go there? But obviously ts not a school that Tyler could go 10, and we also.
fet that with he would need a different setting, so we applied o three small nurturing
‘secondaries who had great reputaion for supporting kids vith SEN, and althee tumed him
‘down, which was a realdisappointment and st quite a bitterness there for my perspecive.

Isobel: Okay, yes | see that

Helen: And s, we were lft with the state system, and we'd done an appiication because we.
Knew we had to do one. Just place down schools n order of location to us. And he was allocated
our fourth preference. And all his friends were allocated our firstpreference. So, then we're i ths
situation where not only was he going to an eight-form entry secondary school, but e was going
t0 one where nobody else from his primary was going and further away from us. So, s going to
be a car journey and it s a it bt concerning and worrying forus. But we had also heard
‘some good things about the SEN Department thee. So, we suddeniy had really o really change
tack and start looking more nto alof the local state schools that we'd apply t0,and | actually
took him off the wait st for one. There was ane school that was calling 1o us. We would never
getin. It was a Catholc school,and we weren' Catholc.

“The one that we felt would have all his friends going to, they have a laptop scheme where
‘everybody has a aptop and thought that would be great for him because they do collaborative:
Work using the PC and | thought for 2 boy with communication diffcultes who i fantastic on a
‘computer, hat' great because we'e leveling the playing field. He can actually, communicate
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with his peers on a more even basis and so | was really quite keen for himto go to the scho,
‘and we did and appeal for im to get n and we weren' successil.

1 have missed out the fact that we applied for any EHCP back in year six. But we were tumed
‘down by the County Council

Isobel: Okay right.

Helen: Our local Authority, they eject most applications | think initially and at that stage | chose.
ot 10 appeal the EHCP because all of my energies were going nto the school appeal and Ijust
didnt have the emotional o physical energy to do both 5o, 5o the EHCP just went by the wayside
and the appeals unsuccessul. So, we started tuming our attention o the school he was
allocated, and e had an inital meeting with the SENCO - and the head of year oined, which
wasnit expecting but | was very impressed with! And thefrs thing they sald to us Was, we're so
excited to have Tyler join us n September. And | could have cried. It was 5o -after al from all
these schools where | thought, surel you just pay money and you could go, which wasnt the
case for us. And the school appeal where they were really quit nasty. Why do you think your son
‘should have a place at this school? And | thought | had some very strong educational reasons
‘which blasted any argument they had abou extra numbers inthe school out o the water. But
they were very closed to those questions and actually sortof shut me down. When |tried o ask
questions saying why | fet they were relevant, and | gave a good explanation | felt a5 to why they
were relevant. But thats all n the past.

So, we set o on our joumey with this new school and straightaway | could see they were a lot
more elaxed than some other secondary schools that | hear about. People are allowed their
phones during the school day. The feelof the school was much more relaxed. And | thik the
demographic of the kids at the school i diferent to some of our local schoos. | think there's a
lot more, sort of,kids that qualfy for free school meals and that sort of thing. I the first
‘secondary school n the county to have achieved a Gold Award for mental health support of
people and they talk a ot about theifinclusion centre. They have a unit a the school for hard of
hearing and we were not quite sure what the offcial description was, and ust as Tyler was
joning them in September astyear,they were also opening a uit which was a satelte nit for a
‘special school, supporting children with learing diffculties. And so,they were n the process of
‘expanding their inclusion centre, but they were very clear that the nclusion centre was for al, and
ot just those attached to one of the units and that cildren were free o go ito the nclusion
centre and get support f and when they needed. And that's when | went {0 the parents' induction
meeting and the head teacher vry much said, we aretrying to ead the way i terms of nclusive
‘Schools. And they were doing a 0t of bullding work and were putting the nclusion cente right at
the heartof our school because thats where we believe it should be s not something tucked
‘away in a comer, s very much integral to our school offering.

50,1 was very encouraged by that, and so Tyler tarted at the school. It as a bitof a struggle to
motivate him to get i there. He was very nervous about the fact that all his friends were in
‘another school, and he didt know anybody. My husband's found i uite diffcul. He doesnt
work.So, he takes Tyler t0o from school and he can sometimes have prejudices, and | hink he.
fet that the location ofthe school was in an area he'd prefer ot to vsit So,he found out, which
probably sort o rubbed off on Tyler a e bit, we were going and then Im tying to remermber
quite exacly what happened in that firs term, but t wasn't 100 bad. t went better than | think we.
thought it would and the homework seemed less strenuous than other schools. S0, it was all
‘seeming to be quite good. The teachers seemed 1o be very approachable and understanding and
actually something | did at the start of e year was | sent an ndividual email. So,every single
subject teacher that knew Tyler had it the schoof' great n that they have an email st o al of
the staff which i on the website. So s the timetable. So,looked at al the names of the
teachers. | ook Tyle's one page profile from his primary as they had one attached to his plan - |
forget what the plan is caled now - and | just updated it with a new picture and adding some
xtra information i that | was relevant, and | sent 1o very single one of hs subject teachers
Justto say, thisis Tler. These are his kil and his talens, and he may need 10 use a laptop for
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certain subjects, and fthere's any issues then please contact me <o that we can resolve them
before they escalate. 50,1 go really encouraging replies from teachers saying hank you for
lettng me know this, 1 keep an eye out for him' sort o thing. And  hink that actually was a
really good start 0 school because rather than just a child who potentially isn' concentrating in
class or is having a meltdown about something, they understood there was a reason behind this,
‘and they actually supported him rather than purished him - which wasni always the case. We
did have a couple o incidences. One where he was, put nto isoation for an hour and told o copy.
text outof atextbook which | was rather disappointed with and did ask some questions about
that never got an answer, but i never happened again, and a new behaviour policy came out that
‘was just before half term of the irt term. And when we started back aftr half term a new
behaviour polcy came out and t said things - because Tyler had actually swor in cass and that
was the reason for the isolation. He'd sworn n class because another child had been goading
i and he'd gone o the teacher to say this boy's teasing me. He worit hand my book to me and
keeps snatching it away from me. So,the teacher came over o resolve the issue but got
distracted momentarily and during tht time the boy goaded Tyler again, and 0 Tylerthen swore.
quite offensively a the boy which then led o isolation. But they changed their poliy so that it
said swearing was a stage 2 form of behaviour o incident, but notust you would go to isolation
But also, you might go t the inclusion centre o see what support you needed. And | thought
that' great, because that was al | was asking for as a child who's obviously so dysregulated that
they e using that type of behaviour in class that they know surely, they need some help to get
back on track rather than being as Tyler saw t further punishment and isolation. And he's
probably quite scared that they e treated him ke that. So, | wasn' happy about allof that, and |
never got an explanation, but s not happened since. And that improved behaviour policy
impressed me.

S0, 1ve sortofleft that thre, but e realsed that we were keeping Tyler off school every now
‘and then, quie often on a Monday and i coincided with subjects that he's not 5o keen on or
struggles more with, and they tend to be the non-core subjects ke at relgious studies,
performing arts.. Those sorts of subjects. And my husband said eally what we need i, a ot of
people since covid work from home one o two days a week. Thats what Tylr needs to do. The.
‘school environment s very overwhelming,and it takes ot ut ofhim every day justto be in
‘School.So, he needs to work from home. And it got me thinking._[m sure Ive read something
because | was in a Facebook oroup called Not Fine in School and Id read something about
flxischooling. o, thought Im gonna google this, and it led me to a paper that was done on
flexischooling | hink, an then 1 found the Facebook group and within a week d gone from never
really having heard of t, because whilst Fd read the term flexischooling, it hadit really sun in
because | never thought of myself s a home educator, | was very keen on schoo. | loved school
myself and wanted my chidren there was very proud of the fact that my oldest had never missed
 day - to suddenly being more relaxed about Tyler having days at home and then actually
actively looking into flexischooling.

1 suddenly realsed, ths really seems fike the solution forhim and there was areally obvious day
because s a fortnghtly timetable. He doesn' have the same subjects on sl the time on
Mondays, but Mondays were very much all the sorts of subjects that he wasrit 5o keen on

So,1then pulled together a equest to the school and emalled the school straight to the Head
teacher - didrit copy anybody else in-and luckly the head teacher’s one of those people on the.
lst of emails that the school has on their website, which | ind fantastic, I like - here we are,
please come speak to us. And that morning | dropped him at school.t was a Monday. | had sent
itsort of 7:30 in the morning. And then I taken him to school and about 8:30am I was stood
outside the school and the head teachers quie often on the gates in the morning. So, |
‘approached him, and 1 aid,hello, ' Helen m Tylers mum. And he said,you sent me an email
this morning, havent you? fve had a quick look,but Ive not read i fully. I sounds really
interesting. Yes. Im very open to the dea and you get lots o kids who are, say very good athietes
‘and et say yeah, this complicated, hey spend a ot ofthei time training and fit schooling
around it Why shouldn' that b the same for Tyler? And | had sold t quite a bt o the fact that
Tyl does oniine coding session with a group called Game Changers, and he does that once
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Positive interactions
with professionals
"So, | went to the
council and spoke to
this lady at the council
and she was very
helpful”

Fine in school, not fine at home
"Well anyway, he was struggling more
and more to get into school, but he was
absolutely fine when he was there"

"So sometimes our flexischooling is
depending on my health, which has not
always looked particularly good and I've
not done what Id like to do, but it's met

his emotional needs at that time."
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week for an hour a week and he used to do f after school on Tuesdays, and | have explained that
e was struggling with that because he was so tred from the day at schol, o then do that on
10p...he wasnit etting as much out of .. and my proposal was that we would move hs session
tothe daytime on a Monday and he would do that then, when he had more eneray. So yeah, 1 was.
very encouraged by the Heads intialdiscussion with me and he said he would tal to is Local
Authority contact. He also said perhaps it something we could offer to other parents. Yeah, | did
say you might want to ust check the Local Authority guidance, which | had found._Which it was
very difficult o find...t was this study that Id read abou flexschooling. At the very end it
referenced quite a number of Local Authorites' uidance on . And there was a lnk to Surtey
‘County councis one and | think it a document they probably prepared many years ago - and
m ot sure how familar anyone working there now s with this document, but tis ik st
worked.

0,1 found it and there was no date on it which s quite unusual because | work i local
‘government myself (diferent Authority), and we have to date everything, and we have to state
when we're gonna update the guidance and that sort of thing. S0, I though this was probably
quite an old document but within ,tdid say schools are not to promate flexischooling to
parents. They can accept a request i they feel ' n the best nterests o the child, but theyre not
to promote . So, I did say, you might want to check that out. So,a few days late, | was back on
the school gates, and | saw the Head and sort of smile that him, and he said, Tve Spoken to my
Local Authorty contact and they've sald there's an issue over attendance, and hel have 1o go
down as C' (or was it 871 caritremember) but yeah. Yeah, he said although it will be an
unauthorised absence. He will be classed as being absent from school which will obyiously
impact on stats and things."And | said,yeah, | accept that, and | can understand why you would
be reluctant about that. But | willsay in response to that, you migh find his absence gets even
worse f he continues being forced into five days of schooling a week. So, you've got t thnk
‘about that aspect of it and his other concern was safeguarding. And | said that we are looking
after Tyler all the restof the time that he's not i school which s the majorty of thetime and so,

1 can't see how safeguarding could be an issue. Bt also, | explained that my husband doesnt
‘work, and he would be at home with Tyer the whole ime, so he wouldn't be by himself. We would
be taking, equal if not more care of him during that time that he would otherwise have been in
chool. And so, I think that probably helped to allay some of his concerns. So,then the folowing
week, we got a letter from the school saying - further 1o the request,couid we come in and meet
with one of his Deputy Heads 1o discuss how it would work. So, we were encouraged by that, and
my husband and | went n to meet the Deputy Head teacher, who was an absolutely lovely lady.

1d actually spoken to her on the school gates one day when I been there and 1 just talked to her
‘about my concerns about Tyler and hadn realised who she was at the time, but | remerber her
saying to me, oh that's reall nice that you bring himto school that you'e taking care of him as
e comes to the school gates and then we take care of him when he's inside and she was putting
et arms outin @ way that she was almos?, hugging

0,1 have had a ot of confidence inthe school in terms of their‘concerned air for their students
‘and that' been a wonderfl thing to see. And so, | met with her we talked through the
practicaltes. They said they would Iike o do  home vist to check the environment he would be
in, and whilst my belief is that should not necessariy be required, we were very happy 1o, and we.
were quite pleased to welcome them into our home and talk t them more about Tyler when he
was at home. S0, we did that,and we signed the form, and they said it was for a risk assessment
of what would be happening,and we totally understood and we were very happy to do that So,
we did that, and we taked about how it would work i practice n terms of when. We feft
Mondays would be the best day because there was the least core subjects on these days. And
then yeah, that was how we ot nto the agreement and the agreement started. They sald et's
starttfrom January onwiards, so we did.

In terms of how s actuall working n practice, o us, it very much-he needs the downtime to
‘Cope with being at school the rest of the time, 50 were not massively focused Educating him
during those times that he's at home. He does his hour of coding with his online Mentor - which
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e absolutely loves, and he quite often willstay online/stay on the computer ater the quys.
finished and carry on working on whatever i that he's been doing. My husband will often take
i out fo a walk to get some exercise. | think they ve been on bike rides as well and they talk a
Iot about nature.. my husbands very inerested i nature and knows a ot about plants and
‘animals and birds and things and they talk about those sorts of things. They go nto the town and
do practical things. So, Tyler's etting exposure to going nto shops to buy things and that sort o,
ife skl

Educationally he s very right. He does miss one Engiish per fotnight, and one language lesson,
but everything else that he misses s sort of norv-ore. School have been oreat. They do say <o
religous studies s meant to be a subject that children learn at school even if they re not going to
Study for GOSE but Tylr's school does actually have RS GCSE as a compulsory subject. So, |
didnt think they would be that keen on him not going o those lessons, but they said ifs
absolutely fne for him not o go fo. o that was another thing that impressed me and so he goes
tomostly allof the core lessons and he's doing very wellin them.

Isobel: Sounds amazing that some of the things that you're describing, and it sounds like kind of
‘communication and relationship builing between yourself and school has been really crucial to
this working and the fact that they ve been 50 open. | suppose it allowed you to then go nto it as
You said,you didn't see yourself as Home Educators. It wasn' really that you started of,tinking
“we'd ke to do this for those reasons. So, f sounds ke they've kind o really got along for the
Journey with you which feels really supportive and is really ovely to hear that lie a great
school,

Helen: Yes. He's had some end of school exams the lat couple of weeks. | was a bit concerned
‘about how he did but I think got 66 out of 68, and 1007 percent i biology and on his chemistry,
Sohe's realy yeah, think his education is where he needs o be. They did a reading test at the
Startof the year, think. they want to benchmark the kids and look at which chilren needed
additional support and his reading age came out at 17 plus | think so, educationally/academically
e doesn' need as much support as some children will Its more about the emotional side of
things that he needs the support. e needs people to be mindful of the sensary triggers that
‘cause issues. And | think his school reallyis opento that and understanding, and the teachers
have realy backed off in terms of punishments, which s-for Tyler, | don't tink he's had any
negatives this year. The teachers are very mindiul o how they dish those out and how
‘counterproductive they are. My daughters receiving it would be - oh my goodness, | can't ever do
thatthing again. | must be sure not 1o get them! They e very conscious of their behaviou. For
“Tylr, its Just,well,| may not come to school then f that's what you do to me, | feel with hm ifs
ailabout making positive experiences at school and you can stop the negative experiences.
That's how Im gonna keep him at school

o0, the flexischooling allows us to lmit those negative experiences. Because he's not attending
the lessons that he struggles with, which he docsn't need to actually be in because he's not going
tobe sitting those exams, but we'r lessoning the overwhelming sensory input that e gets by
him ot physicaly being there a often - and he also knows that the school are working ith him
‘and supporting him. Thats reallyimportant thing | think for Tyler, 0 see that hes not just
‘expected to do something because everybody else does it

1fa chid ina wheelchair comes to the school,theyl put in @ ramp. And they  do everything they.
can to accommodate that chid so that they can be inclusive i that school. Tyler comes along
with no obvious physical disabilty,but there is something that s really potentially stopping him
attending that school

S0,'ve been 5o grateful, and Ive gone from feeling like - we've got the worst option completely
for is education, o thinking this probably works ot forthe best and 1 just hope i continues. My
‘Approach was very much, wee in partnership fo the benefit of Tyler's education, and that s my
number one priorty, and | would hope it would be the schools as well. And therefore, et's work
together to support Tylr so that he gets the education he deserves, and f that means he can't
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actuall physically be in school 100%time, it might not seem ke theright thing,but t s actually
the ight thing for his ecucation. And they ve compltely embraced that and gona along with it

Ttwill e interesting next Monday. | have a meeting with the school o discuss what year 8 will
Took ke - they should have his timetable. 'm hoping the discussion is going to be - where will
flexischool it,which day will be best? | don' know yet because they we haven' discussed i, so
they might be saying, we think now he shold stay one way or another. | dontknow, but we will
trust that they remain really open.

1 have said in factin my appiication request for flei schooling. | said | didn't necessarly see this
s something he would need throughou the whole of his secondary career. And when in the
Head did say to me, he was quie relaxed about t at key stage three, but when it came o key
Stage 4, he would not be so

‘And 1 did say that | would hope that we would work towards him being back a hundred percent in
School at key stage four, because by then he Iive had three years at school to be more familiar
With the campus, withthe students and with the teachers and also, he will have dropped a ot of
S0that we he disikes. And he will have maturiy, 5o he won' be the smallet n the school. So,
Tm hoping he maybe doesnit go for certain lessons, but perhaps he studies those at home. But
thats il two years off yet. | also wanted them to know that | am fiexible and open-minded and
‘open to working withthe school for Tyler's benefit. | dort have set ideas. | just want the best
education for my son that's my angle and approach and 5o yeah, 've thanked ther a ot for their
‘support.ve always sort of talked about where they ve done things tha e been impressed with
and realy oateful for,notjust because | want to thank the, also because | want them to keep.
oing the things that I think theyre doing.

So,1 dont think primary would have actually thought is aftendance was too much of an fssue
because he was well n inthe 90% | think for his attendance. Mainly because his twin ister and
older sister was going 1o the same primary and his twin sister abviously had always gone. So, we
‘were going anyway way, and it was probably harder for im0 come up with why he couldrt go.
50, yeah,we would never have left him by himself at home, o he had to come with us whether
e Was going to school or not. S0, and also it was supportive having his frends around hir,
‘which was an important thing. AIS0 | think with primary it was the fact that he had the same-
teacher and tha really helped. And he didn't have many interventions. | think he did do Forest
‘school aitle bi. Yeah,just once a week.

1 was keen to get him some support, and my dad knew a woman who was a play therapist and he
said that | should investigate that She was faily local was happy to come to the school to spend
time with Tyier once a week, and school very happy o accommodate her on site. S0 they would
find a room for her. So it was a sort of private arTangement between me and the play therapis,
but school checked around and then accommodated her on site and communicated with her
‘about the visits and things. S0 that was a help for Tler and | remerber n year five, they put him
in the top math group. The maths teacher had thought,well althe best maths people there, s0,
youjust get on with the work. But Tyler would have ltle meltdowns. He would p bits and pieces.
of paper up and things lke tis, and she would ger very cross in the classroom and send hi9m off
- itwas quite honific actually. | was highly disappointed when |found out tha this teacher was.
going to be s year six teacher...

But luckly the year ive teacher did a fantastic hand over to her. She was a lovely teacher for
“Tylr for all of year six. | hink when she understood more about Tyler,and that's the thing. | tink.
‘when peple get Tylr, they can appreciate his qualtes and his abiltes, and they really enjoy.
time with him. He's great one on one with adults. So | think his teacher ealised he did have this
Sirength in maths and the side that she'd seen was where he struggles to requlate himself f he
gets upset about something. He needs t0 get 100% in everything. It doesn' mater i he's just one
mark off . ' the end of the world to him, the fact he's got 39 now or 40 is irelevant.Its this one
marthat he got wrong. He find it unfai and upsetting and they must be wrong,
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0,1 think when she discovered thatthey did put him inthe middie set for maths and they would
have a TA inthe ro0m who would spend quite a bitof time with i, and they realy were able to
understand. They helped him to understand that f he came across a question, he wasn't sure
about to move on o the next one and 1oty o just eave that. When he sat his SATs, he was ina
room with ust two other pupis and there were three teachers in here including the school dog
was there. It was fantastic because when he got dysregulated at one poit, he Just got up and
went and sat next to school dog for a cuddle, and the dog lcked his ear which made him laugh
‘and ust completely made him happy to go back and sit down and carry on with the test again.

Itwas those sorts of bits of generosity that kept him more stable at primary.

Isobel: Yeah, that must make my big diffeence having someone that has ot some sortof lived
experience

Helen: 1 would say._ o with a lexischooling agreement it means starting off in a positon of 80%,
‘and when he's not very good, if he's under the weather.. So, his siste, she willgo nto school
regardles of any alment she might have but with Tyle we think,no, | think s best that he stays
ome because we know that he's less tolerant when he's l and fhere's mre scope for him
geting cross and picking up on bad things that happen then he ends up gettng punishments -
‘which again, it becomes a really ort of,a downward spiral for him. So, we tend o keep him at
home if he's under the weather 5o that he can recuperate. And we donit want that negatvity
‘associated with school where we can avoid i

‘And so, 1 would emal school and et them know that he wasn't coming n. | noticed t was going.
‘down as un-authorized and | was quite shocked and contacted them o say, Ive told you, and
they said we've got this poicy that anything your attendance is under 90% a doctor's note for any.
sick days - and we havent got doctors note...fm not going 1o get a doctor's note, they don' want
me taking him into the surgery. S So,tdid make me think | probably need to make more of an
effort even when he's perhaps not feeling 100%. And there are days where say, come on,you
have to,and the school is accommodating you by leting you b at home Mondays, so you nesd
oo your bit and go n today. But then over half the last fime he ended up at home with
‘appendicits and he had <o missed out on his haf term which he was very upset about. So we
felt that he needs to get is haf term week back. But we did have a discharge ltter from
hospita, 501 thnk that was okay.

But then the folowing week we went back in on the Tuesday. But then they were going on the
Schooltip on the Tuesday, and 1 was a bit worried that they would want hm in for that when he's
Just had time off - but they were vry keen to have him along. And then he went in on Wednesday
‘and Thursday, but Thursday aftemoon he came home with a really uny nose and | was thinking
-1 need to eallytry and to get him i on the Friday,partcularly because -1 kept saying ou'e only
there for half a day' But he ust did kept sneezing and inthe end, | Justsaid, let’s get back into
bed. o, | contacted the school and said, he's not well | think s aso a hangover from the
operation. So, he has a keyworker. So that's one of the thing | think, the key worker was put in
place rafer the fleischooling agreement. | think secondary wanted 1o take a it of time 1o sort of
‘assess him before they put anything much n place. They did give him an intervention teracy
session when e fist started at the school. But very quickly | asked the to remove him from it
because it was quite clear. that the level they were approaching on thi teracy was fa 100 low
for Tylr. He said d rather just be back in one class with the teacher. But | think that was the frst
few weeks of school. They didn't know him that welland they though - oh, communication
needs right?

‘And at secondary he does 5o he has hs key worker now and | it to her explaining why he
‘Wasrit going o be in and she wrote back and said - o, completely understandable. We know
that he would be n i hereally could. | tought -you don't know him that way because he would
be athome i he could possibly get out of t.

But interestingly his key worker has a son who went {0 the school he was a refuser and she spent
five years desperately rying to get him to school. She and the school worked very closely
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together trying to support her son. So, she gets i, she really knows where we'r coming from.
“They also gave him a card, wha they call the Tyl card - this is what they cal thei nclusion
centre. So, he was given this card and tod that If you showed t o the teacher, they contact
‘Someone at the Tyler to come and check he's okay and possibly ger taken o the Tyler. But of
Course, that is not geatest tool when you are new and secondary school, and you dorit want to
stand out. S0, Tyler had the card, but he was ot that keen to use t though. | think he's overcome
that now and I think he's more willing o, but 0 be honest the teachers know the problem and
they'e just contact the Tyler straight away rather than Tyler having t0 proactively say, 'l want to
90" s usually now the teacher to say do you want to go to the Tyler? And he might say yes.

Yeahits so interesting because | was on a webinar, think t was a local famiy voice one, and a
‘woman whose son was in preschool with Tyler i the localcontact for them. And her son has
simiar diagnoses. He docs now have an EHCP and hes interestingly qone to the school I took
Tylr offthe wait it for, because | dd' think It would sut Tyler a all. I fact, | don't hink he'd
stillbe n school if he had gone to that school. But she was on this cali and i was about
transiton to secondary and a woman who's witien a book called supporting your neurodiverse
teem at secondary -or something like that.She's writen talongside a teacher that she worked
with when she was a parent of achild who was struggling at secondary

They were on tis calltlking about supporting your child at secondary and then I talked a tte
bit about my situation and | thin, this was possibly before we have the flex agreed. And she said
tome I think you need to take a step back on the school. | tink you it the teachers advocate for
your child. And  hink you need 1o teach your child 1o advocate for themselves. And | think that's
Wwhat you need to do. And | was really quite surprised because that wasn' my gut feeling. But |
said | thank you for your advice. I'm going to cany on with what fm doing.

So,every email the school send me finishes with this. Please et me know f you have any more.
things you want 1o talk about, et us know. And | think thats probably their standard way of
signing off. But it eels genuine to me.

Isobel: Yeah, it i interesting advice and | can see how it could actualy quite beneficialfor some
parens o have that advice,but | suppose it just really depends on your experiences, your
position and your indvidual chid. U, m really aware of time. Its 10 past your time and |
‘Suppose that the ast thing that | was reall curious about f you've got time, and please just do
say if we need to fnish up, and it sortof on that point and | was wondering around the impact ts.
had on yourself and your husband or your family in general,and i terms of being, 3 youve
talked you reference at different pointsthroughout this iterview about your wellbeing, and how
its taken ita ot of work and an emational tol 1 ifferent times on yourself to have this
‘amangement set up, and | was wondering i you ust had any comment on the impact that
‘schooling versus flexschooling has had on your family n termes of welFbeing?

Helen:  have to say | hink ts had a positive impact for a of us, us getting the lexischooling. |
think since supporting Tyler weve come to the conclusion that my husband himself is
neurodiverse and it explains why he has struggled with various things. Because | worked ful
time. Although | done, quite a ot of school drop-offs and things, it generallyfalsto my husband.
toget Tylr to School

It hard. 1 mean | used o go running two or thres time a week with my neighbour before work.
But then | had 1o be i the house motivating Tylr to gt to school. And It not going to happen
unless Fm there. | mean, t takes me about 10 minutes every morming o get him out o bed, so
didrntget out and so ifs just such a rlie on Mondays in the house to not have to go thiough
that, So that's great for me because it fels ke one less pressure. And s great for my husband
‘and s one less trp or o less tips he has to do over to the school with Tyler, which helps him
s wellbecause its more about removing negative things from ou ives.

Ithasn't been easy | suppose. Maybe | make it sound like it been wonderfulsince we got the
flex agreed and nothing's great. i a struggle. We've had Tyler turn around and tell eachers he
wants to kil himself which led to school calling my husband and ask f he'l come and get him
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‘and take him to ASE, which led to me then caling the GP surgery asking - can you see him today?
‘School wants us to take him to ARE but we don'tthink any is appropriat. fis ough, but | hink
it kind of really positve impact on Tyler's Mental Health. He just kind of says all the time, ie a
mantra | don't want to go o school . Even on a Saturday he was saying | don' want o go o
‘school tomorrow, or on Sunday. And | would say, s Monday, you wouldrit b going anyway. But
then it intensifies on Monday evening and Tuesday morning and there' nothing we can do.
‘There's not a day that goes by where he doesn' say | don' wantto go to school

But, knowing that it st five days a week just realy does help - and then we say ‘well pick you up
early on Fiday, Tyler You won' be there al day | thnk i does just help al of us. But there was a
point where | did think | even suggested to my husband, perhaps he needs to go back to work.
‘and I need to give up work and be at home with Tylr allhe time, f that is what it takes. | 4o
pretty much 100% of the homework and things with Tyler because Ive perhaps got a bt more
patience and a bit more understanding of the subjects ~and the motivation. My husband hated
‘school.He didrt really get many qualfications when he left and | think he has a more
pessimistic view of lfe to me, and quite often hel said | didn' do wellat school, Tyler doesn't
really need all this and he might do well ater on inIfe. Whereas | tink he can actually have
Successfulcareer, provided he's got the right support around him. But | think mental health has.
very much improved. My husband gets a bt fed up sometimes. He says, m stuck afound the
ouse with Tyler and | think, f Tyler wasn't there he would be fed up that he was by himself. So,
e could find the negative n alsituations. But yeah, | think there's probably less stess really. It
really notceable, th reie in the house keeping him home from school on that Monday. It realy
does feel ke It just easier for everybody.

Isobel: Yeah, it makes complete sense. And | think s something that' even often echoed by
families that transiton, but with the acknowledgment tht s Just because things might be
easierin some respects as you've ust said i doesn' necessarlly mean the siuation is always
easy. Itis 17 minutes past now. S0 unless something that you'd ke to add, 'm happy to stop it
here fthat's okay-p and Il turh my camera on again once the recarding has stopped.

He

Yes that's ine.

10
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Interview for flexischooling - transcript

Attendees
Isobel, Carey

Isobel: So, Ive got a couple of inital, sort of, orientating questions and there's just sort of four
questions and that's just about you, your general circumstances and then I1l go with the main
‘open question. So, the frst question is, whatis the age of your child/young person?

Carey: Sam's just 14,

Isobel: Okay. And is it Sam did you say? Yeah, so | will of course anonymise all names
throughout the interview...

Carey: Yeah. Yeah

Isobel
of.

\nd does Sam have a special educational need that you would like to make me aware

Carey: Yes, and he's got an EHCP. He's got down syndrome.
Isobel: Okay, Thank you. And then my next question is how long have you been flexischooling?
Carey: Okay, we were flexischooling, but we're not any longer. I a bit complicated and..

Isobel: Ok.

Carey: We flexischooled off the back of the pandemic. Basicall, Sam was clinically extremely
Vulnerable.

Isobel: Hmm.

Carey: | didn't want him back in school and at the same time school were trying to get id of
him. So, it worked to both our benefits to not have Sam in school. So, 1 was obviously trying to.
find a way to get round education welfare officers while as | say, school were trying to find a
Way 10 have it where they were not having in him school. So, they kept making excuses about
how they couldn't manage. They didn't have space etc whilst | was also saying | didn' want him
to be in school anyway, so | suggest it o the school...and so it got very convoluted basically
because school believed that they were already doing a parttime timetable. They belleved we
were flexischooling.

it came to the annual review in August, and | formally requested flexischooling. And the SEN
department said, but you already are flexischooling and | said no we're not. There's been no
agreement, there's been nothing. And they said that school said you are, and | said no, there's
been nothing put in place  've been talking to them and kind of ik, in the end the SEN
department got involved. Now, you probably know that under an EHCP, there's no such thing as
flexischooling and also in SEND law. Yet the option is still there for a parent to agree with a
headteacher and basically slide it past the SEN department. So, the SEN Department said we
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canit be part of this because t's your decision between you and the head, but f you are quite
happy then on a three-way sortof discussion...and | knew this staff pretty well at the SEN
department and so it was a bit nod-nod wink-wink situation. So, 1 read between the lines and
said, 50, f you'e saying to me that we need 1o say that we want to a flexischool arrangement,
that's fine. And the head teacher said the same and the SEN Department then said, we will help
you and give you a template for the flexischooling arrangement. And so they gave school that to
illin and they kind of helped us over finish line. Does that make sense?

Isobel: Yeah, yeah, absolutely.

Carey: But they weren't allowed to make us present it - because obviously i reality what we had,
and  realised that after, | didn't realise at the time, but in the end we had part time EOTAS.
‘That's what Flexischooling i for a child with an EHCP. That's why it doesnit appear in SEND law
because f a child has an EHCP, then part-time attendance is part-time EOTAS. So, s a it of a
nuance in SEND law that actually, there's no such thing as flexischooling but at the same time If
a parent and he Head agree, they can't do anything about i. If that makes sense,

Isobel: Mmmm. Hmmm,

Carey: | mean you probably know about that. And then s a result | had managedto get a
personal budget. But | think it was because we kind of saved the LA a job by saying its
flexischooling. But at the same time, the LA were responsible So... it was all a bit weird the way it
happened because it wasn't the traditional way of ust ‘asking..

Isobel: that i's interesting to hear that. So, what you're saying is the school kind of considered
essentiall that you were flexischooling already but the plan and process hadnt been put into
place.

Carey: eah, because school didit understand that was the cifference because | kept saying to
school,can we lexischool? Because | was worred about the educational welfare offcers on our
back post COVID trying to get children back n school, especially with children with EHCP's. And
50 my concern was tha,obviously we covered our backs withthat and it seemed o be the
perfect solution o say, et'sdo flexischooling. But the head teacher had no dea what
flexischooling was and she thought it was part time ~ thats why she thought we were doing it
alteady and why | had to say no, we've never agreed ft an there’s no contract n plc. So i the
endthey had o back down. And agree and then they put the contract in place.

Isobel: And what period would you say you were, sort of, what you would consider or what was
eventually considered officiall flexi schooling?

Carey: Officially then from September 22. Where are we now? | don't know - September 21 it
would be. No, ok itd be to September 22 to July 22.

Isobel: Okay, and then was it from the 2020 lockdowns in March unti then that you were sort of,
ona bit of an alterative or part time timetable, that wasn't officialy flexischooling. So maybe
‘Sam wasn'tin school fulltime?

Carey: no, no, because what happened was Sam got signed off basically by his doctor - and this
is why he ended up essentially EOTAS - because the only way we could do it as well was
because he had a sign off from the doctor to say he was too vuinerable to attend school. So, |
‘considered that the period before that in my opinion was under the medical notes. There were
o requirements for the children to formally be back in school realy untilthe September - they
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were on and off but because he was vulnerable and al the rest of t... So, he only had one year
left at school. It was clear he was better at home, and it was kind of a way it of sort o going —
wel, school didn't want him in for the SATs. They didrit want the hassle. Because we knew that
he wouldn' understand - Sam had no understanding of the pandemic. He didn't know what had
happened. He knew he'd been at home, but he didnt have a clue why or what, so we feared that
when you went back to school that he would try and do some of the things he used to. Partly
things like - he used to wonder down to the nursery and play with the sand and water and
obviously he couldn' do that anymore with the COVID. So, it was quite a lot of to do with him
notunderstanding the differences, he would have to behave different. Umim, we knew he will
manage it

And also the other part of it was, you'l probably laugh at this - he was actually basically outside
for the year. So, his poor teachers and 1-2-1 ended up outside all through winter -
snow/rain/hail..And they sat outside. Now there were times they did sitinside justin the
corridor by an open door, but it was very,very carefully managed as well. Yeah, the interesting
bit was Sam’s school only wanted him there for one afternoon a week which was not alot.

Isobel: Okay

Carey: Now, | wanted him thee, kind of, half and half. Then | managed to push it up to two
afternoons a week.

Isobel: that was my last question actually around the split. So, this was during the official
flexischooling period so he was home for...?

Carey: So, we agreed on two afternoons and school was telling me all sorts of excuses. They
didn't have anywhere to go blah biah,

Isobel: Hmm.

Carey: But obviously | realised fairly quickly that they did have a place in this corridor for him to.
9o when it was wet

Isobel: Okay.

Carey: and | pushed it up to four. It ended up being four afternoons in school, two hours a time.
So, itwasn't long at all and then | had him at home mormings and all-day Friday.

Carey: Yeah.

Carey: With hindsight it wasn't the perfect split because | ended up running around a looney. We.
had a tutor in the morning here. Then we had to rush for lunch at 11:00. Then we're the taxi pick
Sam up and take him to school and he did two hours at school - by the time | ured around and
blinked he was back again, and | couldn' get anything done. | was just lterally run ragged, pilar
1o post, lterall trying to get his tutor done, out the way, lunch done, in uniform, over to school
et If T had a choice, it would be an all-day split, you know, a two or three day split But at the
time | didnt have a choice and | was a bit desperate. | just wanted to keep Sam at home and to.
maintain what we're doing. So, | kind of accepted what we could to start with, then realised as |
say, that school had lied to me, So, | pushed it for four aftermoons - we couldn't do the fifth day
because the teacher didn't work Fidays - now she happens to be a friend of mine as wel. So,
sort of respect to that as well. | didn't push anymore.
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Isobel: Thank you for that info that gives me a good idea, | mean, | appreciate its complex, but it
gives me kind of a good idea of what that arrangement was. And so really the next question is
an open-ended question, and my question is, can you tell me about your experience of
flexischooling? And i's completely up to you f you want to tell me your story form the beginning
or select some experiences that feel important to you. Its really up o you - tell me whatever you
wanttotell me. And as | said before, if feel like you're sort of coming to a natural close, or f
feel that its something I really ike to follow up on, | might just ask a couple of general
questions or prompt you further, if that's alright with you?

Carey: Veah, I hink our experience of flexischooling probably it the raditional flexischooling
story where someone makes a decision or argues for It We got forced nto it because of the
pandemic because Sam is vinerable, but also, we had seen how much better Sam got on
through the pandemic at home. | mean the pandemic opened my eyes to what was not
happening i school basically, so| realised his EHCP wasn' being met. Even simple things that |
was getting work from school that was inred feltip pen. He was meant to have black 5o it's a
good contrast. And font sizes were too small. So, i had been a non-Stop battle with school to
get them to provide work through the pandemic. So, t was a bit of arelef really to be able to
take the eins even more, or continues to have the relgns, because Sam made massive progress
athome - massive. Like, huge progress in that year of pandemic. What was it about nine:
‘months? So, hed come on oads. | managed to smash down lots of barrers that school were
Stuck with. | found ays to get Sam to show what he could do Etc.

So, 1 was going back to school in quite a strong position saying, look | want to carry this on and
assald, at the same time | found a brillant tutor on the estate Who helped me every morning
and she did two hours every morning and so for me it was lovely to stil be part of Sam's life,
because at the point when the pandemic started | felt that | didn't know anything about him. |
didn't know where he was academically. School didn't seem to produce records. They had
nothing that could hand over and show me. So, | was basically starting with blank siate and had
towork out how this child who's nonverbal,can't talk to you, can actually do things - and that
was really very, very, challenging. He couldn't understand you - if you asked him to write a letter
he didn't know, and yeah there were loads of challenges with him and so for me to carry that on
was brilliant because | got to see what he could do.

We work really well, as say, between the three of us ~ me, the tutor and his teacher at school.
He made huge progress. Yeah, | mean he had a one-to-one all the time, which, he had always
had another one-to-one up untilthat point. But only one-to-one TA, who had been a bit rubbish.
‘She was an 18-year-old and didn't know what she's doing. Where niow, he suddenly had two.
qualified teachers and me - my background is in Early Years.

Now | think because of both Sam's disabillty, but also his sister's got disabiltes, | haven't ever
considered properly homeschooling ther. One of my friends did and | think at the time of
course, it was almost a bit wacky, as in this is a bit strange, we shouldn't be doing it | look at my
daughter's education and those of friends who are home educated and there's no comparison
between what a fantastic education my daughter's got from the school system and what my
friends’ children have, who are purely home educated are getting. | mean one of them - and this
s not judgment - but one who was about aged nine cannot read yet but at the age of nine, mine.
s writing science experiments and stuff. | know children catch up and | know that's the whole
ethos with home education, is you take it siowly and we do it later whatever, but | dorit think |
would have homeschooled if we hadnit been forced nto it by pandemic and it had worked for
sam.
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Carey: So let me think about... you said about flexischool, 5o | can't remember what you said or
what your question was now!

Isobel: So, i’ just really up to you 1o tell me any experiences that you want - which you'e
already doing so | wonder if you have anything else that stands ot for you at all? So it could be.
the story from beginning to finish or you might want to focus on the specific feelings or events
or yeah, or areas of progress or things that were tricky. Just anything really that stands out to
You about your experiences of flexischooling.

Carey: Yeah. | think for me, | mean the overall arching things are that Sam made massive
progress. In the time of pandenic, but also then the year after he finished year six on an
absolute high. I've gone from a school that didn' want him there to be able to prove that
actually he was capable and whatever, and in someways it would have been interesting to have
had him there longer to have either cartied on or to have gone back into fulltime primary school,
but obviously we were In year six and that was the end of it al.

We wrote in the contract with Sam, that he had to take partin any activities in school, as in
sports day or plays, Christmas events etc. That sort of stuff and also in the contract we also
wrote In he had to attend a guitar lesson every week, and also once a week the school did a
Makaton song. So, From Singing Hands online, we chose a pop song, and his class learned it at
their end and Sam learned it at this end and then we got together once a week and we all sank
together, which was absolutely amazing. Those sorts of times are just, engraved in my memory
forever, they were lovely. We also had time built in where he would talk to hs friends s well
Now | can't remember how much that had continued when we flexischooling, as n the friend's
bit,because obviously he was back i school with hs friends. But | remember at one point, you
e obviously the whole point was he was back to see his friends again and interact with them,
we had done some work on Vikings and school had sent some work home and | don't really
remember properly but | think it fell over July or hatever, but | remember him going back to
school and it was about Vikings, and it was about, they' made masks and stuff, and the teacher
was absolutely amazing and he got the whole class out and they had a boat outside and the
whole class reenacted Vikings Just so that Sam's piece of work came to life for him. So, there
were lots of really lovely lttie moments like. A ot of hinged on the change of SENCO. So, the
guy who had been his class teacher in year five became the SENCO. His previous SENCO had
been absolutely rubbish. So that change of SENCO was quite marked in the changing in asking
tours. But also, Sam's teacher also is related - | think it’s his uncle - of George Webster who does
CBeebies, he's got down syndrome. So, he also is quite invested.

So, | think flexischooling changed attitudes. It changed the atttude towards the kind of
education Sam could access and it was a higher level then everybody had been telling me and it
just was a really, really good year. And | hope it's changed attitudes with the Head - | mean,
went head-to-head with the Head for years, even over delayed entry for summer borns, and Sam
was one of the first children who was delayed entry because of that. | wish e we'd flexischooled
earlier.

o carry on the story a bit, Sam then went to special school, and | went to appeal to get the
special school because the schools here are rubbish, and picked what | thought was an
‘academic school, for children with additional needs obviously. They did GCSE's 5o, I thought,
well they/re gonna educate him and they're gonna be interested. But then it was a disaster.
When we left Primary School,all of us wrote very careful records about where Sam was and
whathe is able to do, because we knew school wouldn't believe us. Al hs teachers.. we did
charts...we did some brillian records basically, but the school never read them, and it took me,
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well, by hafway through the year | was absolutely atloggerheads with them. They refused o let
him wite of ad, they told me he couldn't o sums or spell - it took e al the way through
complaints t0 July to finaly get them to admit that they hadn' done all the suff - that he was
ableto spell that he was able to read and so on. But | started midway through the year, probably
even ess than that, probably about four months in,to start saying can we please do
flexischooling? Can we please consider it? And the Head just kept saying ‘el Im not ani I, but
he ultimately would nt bite, and he would not go ahead with it

1 actually think, If we'd gone ahead with that, | would have been a lot happier as a result, So, then
as a result of that, they refused to say they couldn't meet Sam's needs. | had to elect a home
educate him, which was not what | wanted, because | basically was forced out. Umm, they
neglected him, they eft him choking they left him wet and soiled every day - there’s a whole
history stuff that they should have done.

So, then we got a place another very expensive school and it wasn't going to be right at all. And |
think about that point | realised that nobody was going to educate Sam -this is going to sound
m snobby — but o my satisfaction isn' what | want to say because t's notlike that, but |
realised that people didn' believe what Sam was capable of. They all have preconceived Ideas
‘about what a child with down syndrome can and can't do. They al like the previous school,
thought that he couldn'tdo this and couldn't do that. And one of the things I've done is, I've gone.
head to head with the Head of a local school as part of the appeal where she admitted they put
allthe children with down syndrome on one particular pathway and she admitted in the appeal
from the judge that Sam shouldn't have been on that pathway and | said, but you have no
mechanism to change itt And that's kind of what | was up against was that although Sam has
some strengths, particularly maths, they wouldn' change which class they put him in because
he had the label Down syndrome.

So, for me flexischooling really, If | had the option to it again, | would. What I kind of doing
now s I'm kind of building up. Ive asked in the annual review to go for an alternative provision
for one day a week, and Im Iooking at Forest school for half a day, and I've also got teachers
backin. so Im kind of recreating flexi school because its exceptionally hard trying to educate a
child who's got really severe needs not just because It hard but because I'm Mom. I'm not a
teacher and although Sam has that whole ethos of -mum has taught me in the past,the
experience it hs last school completely rined it for him. He didn’t want to settle. It took a
‘month before he was even normal again. So, | kind of lost the traction that | gained all through
the year e flexischooled. The school has ruined it completely and we're back to square one
again. So basicall, | was back at the start of the pandemic again, starting with a child who
‘couldn' count again couldn'tread again, and allthe things that they had not done with him. |
mean he got beter faily quickly, but he has picked up really bad habits in school and | really
regret him going now 10 that school. | had no idea. | met the Head Teacher, who was lovely.
What | didn' realise was the Head Teacher would change. But we had not option to put him as
flexischooling. He wouldn't have survived in a mainstream secondary school. But f you said to
‘me, ight you've ot the option to flexischool again, um, and | have banded it around with the LA,
1 absolutely would. And | think the way ' gonna have to do it is to do alternative provisions and
find things.

Isobel: Hmm. It sounds like there's just been so much that you've gone through, and | can really
feel that youive really, sort of, had to advocate for Sam quite a lot - one word you've used a lot
i ‘battle’, 10 get people to understand what he's capable of .
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Carey: Yeah. | mean it's things, s atttudes, so for example,  think when coming out of the
school system and flexischooling, showed me that | could home educate. And it was an
important shift for me because | also realised how litie time in school s actually spent doing
work- you know, on an average day o n a couple of hours, they don't actually do a ot, For
‘example, my tutor came on the very first morning, did the few hours and came out absolutely
exhausted and said I've just gone through the entire weeks work that | would have done in
‘school with my year 6 group, next time Il have to plan more! So, s ust meant Sams been able
1o have a proper bespoke curriculum that he needs - because there's so many modifications
that actually, | don't know how school kind of managed, in a lot of ways

Isobel: Hmmm, so, that leads me to wonder, what was it that school were doing to try to support
‘Sam before you made that decision o try and get access to a flexischooling agreement, Were:
there any specific interventions or - perhaps that's a difficult thing to separate due to his.
medical needs and vulnerabilty during the pandemic.

Carey: | think about you need a bit history. So, Sam started school and he did the Down
Syndrome programs called See and Learn and LI (reading language Intervention), which are
brilliant for chidren and as an EP | hope you you'l remember that later, because every child with
down syndrome should be doing them. And yeah, so he did those and by the age of four he was.
starting to read, by the age of five he was reading quite fluently and by the age of six we were
making personalised books, and he was reading normal Bif and Chip - and he sort of used his
‘own words sometimes. So, he used the words he knew and modified books. He was also — he
was counting to 20 - he was doing really,really well. What  found at the start of the pandernic
was there were bartiers put n the way.

Year 2 he had an absolutely outstanding teacher. Year 1 he had a rubbish teacher who didrit
want o know, did't want to educate him. But he had had this amazing mature TA all the way
through from Nursery right the way through to about year one. She sustained a shoulder injury
and couldn' carry on, but we didn' know what was gonna happen. So, we had almost a year
where we didn't know whether she was coming back or whatever. They then replaced with a
very young 18-year-old ~ who was a relation of one of the other TA's and who believe wasn't
trained. And they put her with the mst severely disabled child in the school and she didrit have
a clue. So, year two we had a very, very nclusive teacher who absolutely differentiated
everything for Sam and included hi in everything. You know, he played Joseph in the school
play. | used o see work like photos of work on their Facebook page where It shows the top-
levelchildren, the middle level children and Sam's work and everything was included. She was
justincredible teacher

But then he went to year three - and | can't remember If the pandemic started at year 4 1 tink,
but year 3 was just head to head with school allthe time. It was the bad SENCO had come
along. Now, what had happened was, the old SENCO had left. She was asked o go be Head
teacher somewhere else and they gave the SENCO role to the teacher they thought had done
really wellin Year 2. But the year 2 teacher was a job share and again, It wrong person. So, the
person who wasnit good as it ended up with the SENCO role, because they thought as she was.
older, she would be a good leader. But it was the new teacher who was leading it ll, So she.
ended up being the SENCO. She didn't have a clue. She didn' know what Sam needed. It clearly
wasn't the right level and one of the really teling things she said to me at the start of pandemic,
um. Sam doesn't understand one less and one more, so he can' possibly move on until he
understands those concepts. So, | turn around to say, but he can do addition and subtraction,
and she said, he can't do, because he doesn't know one less and one more. And | said but he
can do the sum! And | showed them he knew because he used a number ine to do the
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‘mechanics. Whether he fully understood at the time or not, | doubt it but f'm smashing down
walls and going, but he can do this!

“This other teacher - the good teacher - actually helped him pandemics and did some work for
him on fractions, and she couldn' believe he could do fractions and he could do reflections
really easily. They'e giving him year five and year six science and he was grasping the Ideas of
how it all worked.

Isobel: Hmmm

Carey: And I think what | said to them was you put these barriers in the way, youre putting
things in the way because you'e following the national curriculum in order, but he doesn't work
like that. And what was actually key was the program called IXL and IXL is a maths and English
program, um, an app, and it is extremely visual. It makes a child practice and practice till we get
itright, S0 they have to pass It 100%. But every fime we get one question wrong, t takes them
backwards quite a lot and they then have to practice getting back to the 100% and f theyre
getting it wrong it shows them visually how it's wrong. Sam, through IXL, | managed to leam so
‘much about what he was capable of doing, because he could visually use something to show
‘me how he could estimate, how he can manipulate numbers, how he understood Ven diagrams,
how he understands tables, how he understands fractions. Al the things that there's no way
anybody would ever say he was ever capable of, because he can' speak. But he showed up.

Isobel: Hm. And is this something — this IXL - something that you discovered at home, not
‘Something that school had put in place? | bet your early years background was kind of
supportive n that sense because you had a bit of an idea like, okay, we can try lots of different
approaches to try and support him,

Carey: No, no, so lintroduce IXL myself and it's the best thing I've ever done. Sam this week, he
ot a certificate for 50,000 IXL questions for maths. And he's a passed all the English in
lockdown, and to be fair, English has got bt beyond his capabilities now because of his speech,
but his maths, he's still flying through it, and it keeps extending it gives some new options. So, If
he's passed one stage, it offers them something a bit more challenging and he can go through
and pick what he wants to do. So, it keeps them moving on and he's maths now is s incredibly
fluent because of IXL. And nobody could have ever done that with him in class. And then there
arelots of things that we use, so we use Clicker, we use Widget Go. Widget Go isn' a standard
in school, but allows you to use squares to manipulate so you can use spellings, you can write
sentences, you do matching games like telling the time, digital and analogue... And told me he
couldn' tellthe time in school, and he could.

And. You know, money. We use money to learn. So, Widget Go is a really good cheap option and
Clicker. You probably know abou al this, but Cicker is fantastic for a child who can' write and
again, | managed to geta Clicker license out the LA But other things ke using a big bump ruler
1 mean you know like a child's height chart that is big letters. | got that and used that as a ruler
for him. | had to source so many things like to start with as Sam has a disconnect between his
shortterm memory, so hell count a number and if you show him a number line, he's got a slight
disconnect. That means he doesn' write the right number down, but he does actually have the
right answer. | tried all sorts - stickers, number stamps, and he did work eventually, across time.
But you know, that was really difficult. Because he's speaking numbers weren' clear either. That
was the other problem. | wasn't sure that what he was actually saying was right because he
‘couldn' say properly. We used sum blocks as well, which If you've never seen they are
absolutely briliant because the height of each number is in units so a number one is the
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‘smallest amount of number, and ten is tallest. So, we use some blocks. We tried Numicon
though. Sam doesn' really respond to Numicon. Just loads of Stuff. | spent an absolute fortune
because we didn' have the basics at home. | didn' have 3D shapes. | didn't have a weighing
scales. Allthe things at schools have | didn' have. Now, that was one of the advantages of the
flexischooling agreement was | could actually ask for equipment to send home and they did
send bits and pieces home. But most time it's ust a ot easler just to buy it in the end. I got
personal budget from the LA for equipment, but it wasn't enough and eventuall | got the money
back from the LGO. As well, so it was alla bit convoluted, but essentially did he did pay for tself
inthe end.

Yeah, and | was trained to teach the children up to the age of eight. | think the problem for me.
and st is | don't really have enough time because Im stil trying to work, and | had to make
lunch for Sam in the middle of the day. | have to go to do a school run at three o'clock. So
actually, my time in the day | get to do work - formal work - is not  lot, and the trouble is unlike
probably a lot of people, we're not coming from a Home Ed background. So, Sam's used to
having a worksheet n front of him and he's used to working like that. And that for him, is how he
works. | mean at the minute he's sat out and he's playing with the water tray thing that he ot for
his birthday. And | mean, he's obviously exploring the water and moving all around and
practicing and he's learning out there which is what is general learning.

What I find a bit with the Home Ed, sort of people, ey talk a lot about children learning
naturally, but they forget that children who go to school also learn naturally. And so,  think we've
ot quite nice mix of more natural ways of leaning e.g. games and crafts and as | Say, being
outdoors with actual formal learning. One of the things | find with him from a throwback from
flexischool days is he works really well when somebody walks in, 5o i his speech and language
person walks n, he's straight at the table ready to work,or if a tutor walks i, he's straigh there.
And one of the things that F've had to do is get a tutor n to do reading with him on a Friday
because, | find Sam wants to do maths me. He loves doing the maths, but he hates doing
anything English or reading. So, | can manage to do sentences and spelling and stuff with him.
But reading was always the bottom of the pile, and It was getting forgotten. So, Ive got her in
and she just comes and just does 45 minutes reading with him every week.

Isobel: Yeah, thanks for that, sounds like you've really sourced a lot of creative things to try with
‘Sam at home. It's interesting and it leads me to wonder more about some of the things you've.
said - 5o for example, one of the things | think has been a bt of a theme throughout your story,
and | wonder if| could ask you to say more about, was you said things like, the school have
been ‘rubbish" at times, and you referenced some staff members that were briliant and some
that weren' - and although they tried things in school, actually you found that when he was
home with you were finding he was capable of so much more. Do you have any reflections on
that, in terms of Sam's inclusion in his education before and after flexischooling?

Carey: Yeah. | think one of the things is I've always battled with, with school, is actually
inclusion. Now, ' quite well educated. Ive got a degree in psychology. Ive done early years
stuff postgrad, and | was very well read up before Sam even hit school. So, I need to do See and
Learn and | knew to do allthese things and one of the things | realised fairy early on was
discriminate against Sam. So, the first school disco came along they didnt want him to go
because they claimed they had nobody to look after him - and | pointed out that my daughter
also has a one-to-one and she was being allowed to go and the Head Teacher said, we've got
four hours to prove tin. So, | went off and did a crash course in the Equality Act and proved itto
her, and he was allowed to go to the school disco. Now she forgot that, and a few years later
tried the same trick on me. Well, | said, I let rip in that case. And she also tried to stop him
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going on the school residential, even though we had talked about the schools residential al the
way through school. She last minute again tried to stop him going, and so there were lots of
times where | went head-to-head about equality. Because they kept trying to tell me - and this.
this was her way getting rd of him - was that Sam was out of class the 90% of the time and |
spoke to a very wise Ed Psych who | knew, a head Ed Psych, who tumed around me said look, as
long as you are happy with Sam being in school, even f s time in the corrdor all day long, if
you are happy, they can't make you remove him. And | thought about that and the reason |
wanted Sam in school was because he was actually happy. He was happy. | had this non-stop
battle where | kept taking school on, but the children were actually happy and while the children
were happy being educated at a decent level which saying worth most time, I thought Il take
the battles on so.

Isobel: Can | just ask, why he was outside of the class 90% of the time?

Carey: Because | think i's attitude. | think the teachers didn't want to teach him. He can be
noisy. But he can also be quiet. The good, positive sides of mainstream school are he learnt all
the social norms and behaviours. He can go to the theatre or posh restaurants - anything. He'll
sitand he'l be good as gold. But he can be very noisy. He has a drone noise at times. There
were lots of signs of him being stressed in school. So, for example, when he was at home,
suddenly, he stopped biting his fingers. He used to have literally,finger marks and he was.
getting calluses down his fingers where he was chewing them. He constantly had a red face
from chewing his fingers that all stopped overnight iterally, o there were lots of signs he was
stressed in school and that all vanished, which was another reason to have him home more, but
I think when | pointed out - so we had a bit of constructed situation where school tried to get rid
of us and it really complicated and | don't really want to go there, but | basically got
blackmaled into - If | don' move him then, the worst will sort of happen kind of thing. and |just
putup arguments because | had fake reports and | argued back against them. | had videos of
Sam in school, which | knew what was tellng me wasn't true, and in the end, they turned it round
and the next year they told me he was in class for 90% of the time. So,  think they constructively
set it all up to make it look bad. And | know they did, to try and get rid of him because they didn't
wantto carry on after year 2. And that's why the pandemic probably was quite useful at the

time. | found out from his lunchtime TA but that he spent most of year 3cutting out and sticking
inthe corner of a classroom, or colouring in. He wasn't actually doing much work.

Bizarrely, they'd asked me to provide some sticker books on themes around Egyptians or
whatever, and Id done that, thinking he was sat in class doing topic work, but apparently, he was
just sat in the comer doing these sticker books that d sent n 5o, the whole thing was awful. |
was absolutely horrified when he came out the pandernic, as it was very clear from a work that
school was sending home - that none of t was right and nobody had any idea. Nobody hed read
his EHCP and when | was asking basic questions, they werent iving me the right answers. So,
I'm actually a very relieved that happened and very relieved that we got the opportunity to
flexischool. And it therefore given me the basis now, as a say, to home educate. | know that
what | am doing is way better than he got in either of his schools, whether its the end of primary
school,like your three and four or five or whether it was in the Specialist school who everyone
have been telling me for years and years and years was a place where Sam needed to be
educated, and who have the speciast staff and who would know him best. They didn't have a
clue. They were absolutely horrific. They refused to read, they refused to teach him anything.
They even set up his timetables so that he was doing opposite things of the other chidren n the
class. And so when they were doing maths, he was in English and vice versa.

10
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And I think one thing Il say even though s a bit of an aside. My daughter has autism and
ADHD intype one diabetes, and she was only diagnosed with autism late in primary school. So
that was about age nine or ten and ADHD, she didn't get diagnosed until last year, but she has
been through both her schools, primary and secondary, with no EHCP, because both schools.
have just put n place what she needed and yeah, 've got Sam at horme now with no school who
can educate him or want to educate him, and with a very detailed EHCP. So, I'm very, very
sceptical at this point as to whether t's actually an EHCP that people need or whether they just
wantto if they need the wilin school and people that're prepared to work with him. And | think
it's attitude. Il be honest. | work as an SEN adviser now and | see EHCPs every week. So0,a
number of them and | pull apart and, itis attitude, because the EHCP's worth nothing unless the
school implement .

Isobel: One thing that I'm curious about and you talked about when he was at home, you used
words like you were saying it was  elief and then you talked about him being, there were signs
of him, even though he was happy to be in school and he seemed to be enjoying school, that
there were signs that he was actually stressed, because you noticed that stopped when he
‘came home...Is there anything that you've kind of reflected in terms of the impact on his well-
being or your family's wellbeing, in either direction since or during that period where he was
flexischooled

Carey: Probably not for flexischooling, but the point which | started home educating, the relief
was massive. And think one of the reasons when we were offered another place at Christmas to
9o backinto school and | sat back and | just reflected on, certainly the previous few months,
from July ending with the horrible special school and to where we were around about November
time, and | just thought - It the system. | just hated the system. | hated the meetings. | hated
the phone calls. | knew that every time the phone went it was a problem and it was a problem
that probably wasn't even anything to do with me and | didn‘t need to know abou t, school just
needed to deal with i. | mean, | got to one point ust before the pandemic where I'd gone
‘swimming and Sam was having toleting problems and they keep trying to tell me how he had
diarhoes, and he didn'. It was just he had problems with his tolleting, and they just keep kept
going it not normal! And I'm like, but it's still normal for him. And | got to the point where | was
that fed up of going into school.

‘They phoned me up one day and they said you've got to pick him up this isn't normal. And | said
butits. So | went home and | grabbed a thermorneter and grabbed the bottle of Calpol. |
rabbed his iPad and | headed to school. When | arrived they told me he was actually sieeping
on the tollet because he's at poorly blah blah biah, 50 | went in to see him and he was boiling up,
it was the middle of summer and he was absolutely burning. The TA was sat n there with him.
No toys, no books. Nothing. Just in a changing room where he had fallen asleep on the tollet
with his head on the bar on the wall, and | went in and stripped him off, just stripped in head toe
and | said right, cool him down. | got the thermometer out and | took his temperature and then
shouted to everyone very loudly he's perfectly normal! Its 35 point whatever and then | gave him
two spoons of Calpol for luck. And I handed him his iPad at which point he was wide awake,
ool and happy. Within five minutes he'd run back into class and when me and the TA went for
metoleave, | said, look, he's back in class and he's all fine. | went back into the office where |
had a waiting committee waiing to usher us all out for the day and they all looked at the TA in
shock, because obviously I'd appeared without Sam, and they said where is he?  said he's back
in class and he's fine. But | constantly have been up against this attitude.
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But you asked about sort o, reflections on Sam and so that was a massive relief was not have
those battles over him week on week, Sam himself, as | say, it took at least four weeks after he
fiished our school to settle and on week five day one, he suddenly sat down and opened a
cupboard and got something out to play and after him running around the house for four weeks,
that was a big relief at home. One of the things | didn't realise, | mean we knew Sam big sensory
needs, but nobody ever property identified what they were. He was meant to have a sensory diet
and a program, but none ever appeared and when | asked school,they didn't know about it. And
I realised we have a swing in the house and that has been crucial to Sam to regulate himself. |
don' think he doesnit have sensory needs per se as in my daughter's always sensitive to sound
and stuff. Sam's the opposite. He likes to be over stimulated if that makes sense. But as | say,
the chewing his finger stopped everybody at home has reported, this year in particular, on how
‘much happier Sam's been how much better hs concentration is, how much he pays attention.
One of the things old school did was they stopped him wearing his hearing aids, they fought him
and he won' wear them now. But yeah, at home, it in quieter so his speech has just come on.
He's able to talk which he wasn't i a quiet classroom. So, in every respect being at home as
benefited Sam massively, but its benefited me, but also weirdly its benefited my daughter
because | think the amount of stress coming off from me writing leters, writing complaints,
constantly chasing... t was obvious she was happier. School mentioned to me about it And |
realised she was happier. So, | think yes, and | think if somebody would give me the option to
flexischool school again, | would defiitely consider it because | think it would give us the best
of both worlds and | am firm advocate it will give us the best for both of us

I think | do feel that Sam needs some socialisation. Although Sam doesn't need it per se if that
makes sense. He doesn't particularly socialise with anyone else, but | think it's good for him to
be around other children

Isobel: So he doesnit seek it out, but it's something that you recognise as his parentis
something that benefits him.

Carey: He actually needs adults for his speech weirdly at this point of time. But yeah, | have to
talk about the fine line because he doesn' geta lot of socialisations now because IVe got needs
of my own. Im waiting for a wheelchar accessible vehicle and when that happens, we can get
out more, 50 Ive had to be very careful. We've had peaple here and 5o on, so we've not done a
ot outside the house, but | feel that he's had enough people In the house that challenges his
speech -adults challenge speech. Children don't. So, children don't expect children totally to
speak. They either just play alongside, or they compensated or whatever, but they didn'
particularly make him speak. Whereas an adult will always challenge and get him to speak or try
10 get him to speak by asking questions and then try to get the answers.

12




image59.png
So, I've noticed that the presence of lots of adults around, in particularly those who don't know
him, is good. The tutors are good. Theyre allchallenging him, and | think is the adult
interaction here that's actually helped his speech. So, | think this whole socialisation for him is
probably not an argument sending us back to school, but | think for me | feel a bit like he should
be with other children.

It's maybe a bit of bleep. But  think going through mainstream school was the best thing for
‘Sam. Although Ive had the bumpiest ride through mainstream school, we've had good years.
We've had bad years and | say the pandemic for me was just a lifesaver. It came at the right
time to learn what was happening, but | was still an advocate, we went back in we had a
fantastic ast year because everybody pulled together and did it and | think that's really key i if
everybody really is Invested in a child who has additional needs and doesnt write them off. Then
i Sam could even be stil there now in primary, we'd be streets ahead probably, but he's just had
this really fragmented time of good one year, bad year one year, good, etc etc and as a result,
he's not where | think he should be.

I think the key message as well s that special schools aren' all they're cracked p to be. Special
schools certainly here are not designed to educate children and they are ust babysitting
senvices and that'sincredibly sad when a child like Sam has had a fantastic ride through primary
school, and we suddenly just reached a brick wall where there's nothing else. There are no other
options. They don't really want flexischooling and there's no part-time, and | wish particularly for
our additional needs there was a parttime flexi option.

Isobel: Hmmmm. It really interesting story and I'm so glad to have the opportunity to speak
with you. | am aware that we have gone over time though, so If youre happy that you have
nothing additional to add, | will stop the transcript and turh my camera back on now.

Carey: Yeah, thats fine.
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