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Abstract

Transitions to educational institutions have received growing attention in recent
years, with research directed towards supporting effective transition policies, practices
and programmes. In UK based research, minimal attention has been paid to what a
parent may experience as their child with SEN transitions to school and how parents
cope with these changes and adjustments.

This qualitative study looked at how parents in an outer London borough
experienced their child with SEN’s transition from nursery to school. In this study, the
transition to school process was understood in the context of relational change,
uncertainty, changes in expectations, as well as internal and interpersonal processes. A
psychosocial approach was adopted and Hollway and Jefferson’s (2013) Free
Association Narrative Interview Method was used to interview five parents about their
experience. A thematic analysis was used to gather a rich account of the psychological
and social dimensions of the transition process for each of these parents. Themes were
then considered in conjunction with relevant psychoanalytic concepts. Findings are
presented in relation to analysis, related theory and research. The limitations of this
study and implications for educational psychology practice and the role of
professionals in the transition to school are discussed, including a reflection on how the

conceptualisation of transition may be pertinent to EP practice.
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Chapter 1 Introduction

1.1 Chapter Overview

The aim of this chapter is to present contextual information, setting the scene
for the following research study on parental experience of their child with SEN’s
transition to school. To do this I start by referring to how transition is conceptualised
in the literature and what assumptions are made by using this term. | continue by
describing transition within the context of education and childhood development.
Next, | situate these theoretical concepts within national context and government
policy, moving to the local context. This is followed by an outline of theoretical
underpinnings going forward, situating myself in the debates and issues surrounding
transition. I then argue that although the transition from nursery to school is understood
as a pivotal time for children and their families, little attention has been paid to
understanding parent experiences during this time. The chapter concludes with a
foregrounding of my positioning as a researcher, setting the scene for the importance
of a psychosocial perspective in understanding parental experiences during their child

with SEN’s transition to school.

1.2 Transition Theory

Transition theory has its origins in the study of anthropology, and the belief that
‘rites of passage’ are integral to the human experience and are marked by various socio-
cultural practices and rituals (Van Gennep, 1960). These rituals are said to signify
meaning and social implications of developmental changes throughout the lifespan,
from birth to death (Van Gennep, 1960). From perusal of the literature, how the word
transition is defined and the assumptions surrounding the term vary over time and
across context, however, most sources agree that transition involves change (Kralik,

Visentin & van Loon, 2006). Different types of transition have been identified
12



including; “developmental, situational, health and organisational, and the factors
influencing transition have been found to differ considerably between individuals,
families and organisations” (Kralik et al., 2006 p.322). For instance, people’s sense
of the transition and the meaning they make of the change, their expectations of it, the
availability of new knowledge about it, their capacity to prepare for it, their health and
emotional wellbeing have all been shown to influence transition outcomes
(Schumacher & Meleis, 1994). To transition successfully, it is suggested that feelings
of disturbance or heightened vulnerability that arise at this time need to be replaced by
a sense of coming to terms with and mastery of the change (Schumacher & Meleis

1994; Kralik, et al., 2006).

The earliest perspectives in research on transition theorised that it occurred in
three distinct phases, including an ending, an in-between period, and a beginning (Van
Gennep, 1960). This understanding assumed transition to be a linear trajectory with
distinct starting and finishing points, a conceptualisation shared with the dominant
framework at the time, stage developmental theory. Although a growing body of
research has challenged this, asserting that transition cannot be reduced simply to
unidirectional change, but rather relates to the ongoing adjustment process that people
go through to accommodate the change or new situation into their lives (Kralik et al.,
2006). This literature posits transition as a process that requires a re-construction of
self-identity to internalise changes and adapt to new roles and responsibilities (Bridges,

2004).

For the transition process to occur, it was proposed that people must show
awareness of the changes that are taking place and demonstrate engagement with them,

being able to perceive the change that has happened and how things are different

13



(Meleis, Sawyer, Im, Hilfinger,& Schumacher, 2000). A lack of awareness could
denote that the person may not be prepared for the transition (Meleis et al. 2000). It is
asserted that, it is pivotal for individuals to recognise that an ending has occurred, or
that their current reality is altering, and that this sense of uncertainty needs to happen
as part of the transition process (Bridges, 2004). With this acknowledgment, it is then
possible for people to make meaning of what is occurring, learn to adapt and reconstruct

a new way to live (Selder, 1989; Meleis et al., 2000).

With this in mind I will now consider arguably one of the most significant life

transitions in a child’s development in western culture, the transition to school.

1.3 The Transition to School

From a young age we experience a number of life transitions, each marks a
pivotal point for growth and development, examples include the birth of a sibling,
moving to a new house, parental separation, puberty and one of the most significant,
the transition to school (Griebel & Niesel, 2005). Transitions for children and young
people have been a focus of considerable interest, especially as a successful transition
to school is suggested to have long term effects on a child’s ‘sense of belonging’, their
academic outcomes and their parent’s level of engagement and communication with

school (Gutman, Sameroff & Cole, 2003; Dockett & Perry, 2013).

It is inevitable then that the conceptualisation of transition within the context of
education is underpinned by child developmental theories of Piaget (1935) and Erikson
(1950). Within this framework, “child development is viewed as a series of progressive
stages in children’s physical, mental, cognitive, socio-emotional and moral

competencies ”, with a child’s chronological age acting as a social marker for shaping

14



their life trajectory (Vogler, Crivello & Woodhead, 2008, p.5). The implication of
seeing child development as a series of maturational stages emphasises within-child
factors and a perception of ‘child readiness’, wherein these stages become reference
points when considering optimal timings for transitions, for example, from home to
nursery or nursery to school (Vogler et al, 2008). Readiness for school is therefore a
limited construct, which assumes the acquisition of specific skills so that a child is
equipped or prepared for the transition. For many decades, this rhetoric has influenced
curriculum, educational literature, policy and a societal understanding of children and

their needs (Webb, Knight & Busch, 2017).

A growing body of research and theory has contributed to a move away from
this sole emphasis on a child’s perceived readiness, towards a view of the transition
process as occurring within multiple contexts including social and political, and
involving family, culture, and community (Dockett & Perry, 2004; Webb et al., 2017).
Drawing upon ecological frameworks, this body of literature recognises that children’s
experiences of transition are embedded within a wider context that includes multiple
and inter-related social structures, processes and relationships which impact on the
transition to school both directly and indirectly (Rimm-Kaufman & Pianta, 2000).
Emphasising the importance of establishing links between home and school, in order
to ensure positive transition outcomes for children and their parents. As an approach,
it acknowledges the variation in transition experiences, with children differing in;
educational and family backgrounds, levels of preparation for the new school
experience and the setting attended which can vary considerably in ethos, practice,
curriculum and structure. It acknowledges that at times of transition, children and their

families face changes not only to their physical environment, but also disruption to their
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routine, changes in social support systems, educational and behavioural expectations

(Dockett & Perry, 2004).

Taking this into account, how is the transition to school impacted when the child
in question has a special educational need (SEN)? Does the transition process become
even more complex and challenging for the family and the school? The SEN Code of

Practice (2015) states that:

“A child or young person has a special educational need (SEN) if they have a
learning difficulty or disability which calls for special educational provision to be made

for him or her.”

It is important to note that this definition of SEN and associated legislation
(SEN Code of Practice, 2015) refers to extensive and unrelated categories of special
need with different origins and severities (Carroll, Bradley, Crawford, Hannant,
Johnson, & Thompson, 2017; Youell, 2006). Children with identified special needs
starting school often require additional support or intervention to improve their access
to the curriculum and school environment, and as such, may present challenges to the
transition process (Youell, 2006; Dockett & Perry, 2012; Crosnoe & Cooper, 2010). In
the UK, 13.8 % of nursery age children were identified as having SEN in January 2018
(Department for Education, 2018). It is certainly the case that the transition to school
experience can bring about stress, uncertainty and disturbance for all those involved,
“as parents and children must relinquish some of the security of the familiar and adapt
to the uncertainty of the new” (Kennedy, Cameron & Greene, 2012, p.20). The success
of the transition process for children with SEN has been found to be strongly related to

school support offered to the family to assist in this adjustment period and the ability
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of the school to accommodate a variety of needs (Janus,, Kopechanski, Cameron, &

Hughes, 2008; Kennedy et al., 2012).

So, how has transition theory and research discussed stimulated change in
national and local transition practices and policies. And how are children with SEN

thought about and considered in transition policies and programmes in the UK?

1.4 National and Local Context

Families and parental support have been found to play a pivotal role in both
preparing children to start school (Griebel & Niesel, 2002; Dockett & Perry, 2011) and
in trying to preserve a continuity of experience when changing settings (Pelletier &
Brent, 2002). In line with international changes, there has been a shift in discussion and
policy on transition to school in the UK, to an increasing awareness of the ecological
perspective and the development of policies like the Early Years Foundation Stage
(EYFS) and the SEN Code of Practice (2015), as well as a plethora of government
commissioned reports which situate responsibility for effective learning, development
and transition in the early years with all those involved in the process (Lamb, 2009;

Allen, 2011; Public Health England, 2014).

In 2009, the Lamb inquiry set out a framework for working with parents of
children with SEN, asserting for a radical change to the way parents, schools and local
authorities related to one another, to ensure positive outcomes and future life chances
for children with additional needs. Suggesting that the parent-school relationship has
a critical bearing on a child’s educational outcomes, and with good communication,
information sharing and effective parental engagement, schools can make a real

difference to the lives of children with special needs (Lamb, 2009).
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The EYFS (2012; 2017) brought about significant structural change to how
early years settings and schools work together, to support children to meet early
learning goals through a focus on the environment and providing a statutory framework
to guide practitioner’s relationships with parents in understanding the learning profile
of their child. Prior to this, there were clear differences between the early years and
school sectors in their histories, structures and culture. It was hoped that this
framework would create connection rather than division and a continuity of service

from nursery to Reception.

Both the Children and Families Act (2014) and SEN Code of Practice (2015)
introduced further reforms to the legislation for children and young people with special
educational needs and disabilities (SEND) and their families. Of importance was the
active involvement and inclusion of children, young people and their parents in
conversations and decisions about support arrangements and local provision, putting
forward a family centred system. In conjunction with this, it set out guidance for multi-
agency linkages to meet the education, health and social care needs of children and
young people, as a lack of co-ordinated planning and the discontinuity between services
were often recognised as factors contributing to poor transition outcomes for children
and families (Janus, 2004). At this time, Public Health England (2014) published
guidance on improving transition to school for all children, but particularly those
recognised as at risk, including children with special needs. This document provided
practical advice for local authorities on what a positive transition includes, based on
evidence from those involved in the transition process. This included the need for
personalised support, advice for children and families during the transition process and

opportunities for parties involved to come together to plan and prepare, as it was
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recognised how parents can often feel ill-prepared to support their children through the

process (PHE, 2014).

This shift in thinking has influenced guidance at a local level and transition
programmes can be viewed as opportunities to build and strengthen positive and
responsive relationships which form the foundation for ongoing interactions and future
partnerships between children, families and schools (Rimm-Kaufman & Pianta, 2000).
The benefits of intervening early are apparent, however, these exist alongside a national
culture of cuts to key services. It is arguable that transition programmes will look
different around the country dependent on the population, and it is important to be
aware of at-risk populations at a local level and the subsequent protective factors to
promote positive transitions. According to national data the local authority in which
I’m placed recorded that 2.1% of pupils in state-funded primary schools had an EHCP
and 11.2% were identified as having SEN in January 2018 (Department for Education,
2018). Even at this time of uncertainty, it is recognised in my LA that there remains a
key role for early intervention services and children’s centres to achieve positive
outcomes for vulnerable families and children within the community, including those
with SEN. In line with UNICEF’s School Readiness framework (2012), the authority
has set out guidance for a joined-up approach between stakeholders of children,
families and schools. This includes the importance of making connections prior to the
first day of school through visits, visual supports and sharing of information, transition
planning for children with SEN and review meetings once settled at school. As part of
the transition process, parents are required to decide what type of educational provision
will be most appropriate for their child, dependent on context and the nature of their
child’s special needs. This may involve a long waiting process, as well as working

around challenges related to funding and accessing support (Janus et al., 2008).
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Feedback from parents on the process has indicated that for some this can be a stressful
time, where paperwork is both overwhelming, the process and timeframes can be
confusing and the communication between different professionals can be non-existent.
| am of the opinion that, there is a pivotal role for Educational Psychologists in
supporting early years settings and schools to develop transition programmes and
processes for parents and children with SEN that are more personalised, collaborative,

inclusive and supportive of parents’ views, culture and histories (Kennedy et al., 2012).

Although there is no nationally agreed consensus on conceptualising transition
or indeed school readiness, it is apparent that the way in which learning and
development is referred to in government policy influences the experiences of children
and their parents as they transition at a local level (Webb et al., 2017). This will be
taken into consideration when putting forward my positioning as a researcher and the

definition of transition that I intend to adopt in this study.

1.5 Transition to School Definition

In this study, ‘transition to school” will be defined as a process, which begins
whilst the child is still at nursery, when families are starting to explore and seek out
information about the respective school, and extends until children and families have
settled in the school environment (Dockett & Perry, 2007). Whilst aware of other
conceptualisations of transition, within this study I will understand and make reference
to the transition process using the following theoretical perspectives; the family

developmental transition approach and psychoanalytic theory.

The family developmental transition approach (Griebel & Niesel, 2013)

emphasises the relational changes that occur at a family level, when individual roles
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are being redefined and transformed as a result of the transition process. This model
adopts a systemic perspective and views transition as effecting all parties involved, in
this way complementing the ecological model (Bronfenbrenner & Morris, 1998).
Therefore, a child with SEN’s transition to school places multiple demands on the
family that results in learning and developmental changes for all (Griebel & Niesel,
2013). Consequently, in this view, successful transition would not be isolated to an
individual child’s readiness but instead, a function of communication, interaction and

partnerships of all those involved (Griebel & Niesel, 2003).

From a psychoanalytic perspective, the significance of beginnings and endings
in human life pave the way for understanding individual responses to transition
(Youell, 2006). Separation, loss and change at times of transition are understood to be
difficult but are also deemed essential experiences that are linked with individual
growth, development and internal strength (Youell, 2006). Each transition carries with
it the anxiety of the unknown and stirs up ‘memories in feeling’ (Klein, 1957) about
past experiences which will impact responses in the present and future. This is
applicable to both child and parent. Just as the transition to school is a major life event
for a child, becoming a parent is, for most people, a transformative experience that
involves a major transition in life (Rutter, 1996; Crown, 2009). Finding out that their
child has special needs, or a disability adds further complexity and uncertainty that is
likely to continue throughout their lifespan. As parents adjust to accommodate and
integrate their child's needs into their daily lives, they engage in a process of negotiating
the inevitable changes in the landscape of their family, they too, become transformed
(Crown, 2009). The application of psychoanalytic theory to the transition to school
process therefore provides the opportunity to explore the unconscious, conflicting and

emotional experiences of the transition process for parents of children with SEN.
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1.6 Parent Experience of the Transition to School Process

The transition to school, therefore, involves changes for children as they
become pupils and a corresponding adjustment for parents as they become the parent
of a school aged child (Griebel & Niesel, 2009). Research studies suggest that this
experience involves significant changes and adjustments for parents in their
relationships, roles, and identities before, during and after their child’s move to school
(Dockett & Perry 2012; Webb et al., 2017) and that there is a direct correlation between
a parent’s successful transition and that of their child (Dockett & Perry, 2004). Parents
are reported to experience a wide range of emotions when their child starts school from
feelings of emptiness, worry and a sense of loss, to feelings of excitement and hope for
the future (Dockett & Perry, 2007; Lam, 2014). The various responses are thought to
relate to an individual’s personal histories and their social, cultural and political
contexts (Lam, 2014; Webb et al., 2017). It is likely then that parents will develop
expectations of their child’s educational experience based on theirs, information
provided to them by schools, their support networks and wider societal influences
(Russell, 2003). It is also likely that as a group parents of children with SEN will have
altered experiences because of their child’s difference and may have a limited network

of others who can share and empathise with their experiences (Russell, 2005).

Yet within the UK, there is a paucity of research exploring what a parent may

experience during the transition to school process and how they cope with these

adjustments and changes, particularly when their child has an identified special need.
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1.7 Researcher Positioning

At this point a description of my ontological and epistemological positioning as
researcher seems important, as this influences what I assume about an individual’s
capacity to know, remember and offer about themselves during the research process,
as well as how | have chosen to design this study to generate knowledge on this topic

of interest (Hollway & Jefferson, 2013).

1.7.1 Ontology

Ontology is referred to as the study of the nature of reality or what it is possible
to know about being in the world, including the relationship between different elements
of society (Snape & Spencer, 2003; Hollway, 2015). In this study, my understanding
of parents’ experience of their child with SEN’s transition to school is in the context of
relational change, uncertainty, changes in expectations as well as intrapsychic and
interpersonal processes. For this reason, | have adopted a psychosocial ontology,
drawing on the psychoanalytic paradigm of subjectivity, whilst acknowledging the
social reality in which individual families exist and how these interact (Hollway, 2008).
It is my belief that this interaction of the psychological and social is unique to each

individual and their context.

It is also my assumption that unconscious processes are pivotal in the
construction of our reality and how we view others (Clarke & Hoggett, 2009).
Adopting this position, I must also acknowledge that as a researcher, 1 am an active
participant in this study and as such my interpretations of the collected data are also
unique, providing only a tentative representation of their experience (Clarke &

Hoggett, 2009). Therefore, in this piece of research, | have sought to question my own
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internal reality, social reality, and how the meaning | make from these, have influenced

the research process.

Considering this, my interest in the topic of transition and decision to adopt a
psychosocial approach derived from my experience as a Trainee Educational
Psychologist (TEP) and prior to that as a Care Assistant, working with families who
have young children with SEN and who are transitioning to school. From my
experience, this is a time where emotions are high, due to uncertainty, the prospect of
change and the different meanings this can have for individual families. From training
at the Tavistock, | privilege psychoanalytic theory and the importance of unconscious
processes as an integral part of the work that | do. For example, | am reminded of a
family who | became involved with as they were going through the EHCP process for
their 4-year-old son, who had recently received a diagnosis of Autism. A fundamental
aspect of my work with the family became that of a containing function, whilst helping
them to explore various provisions, adjusting their expectations, growing in their

understanding of their child and mourning the loss of the expected child.

On beginning my research journey, | was aware of how this experience and

others my affect my researcher role.

1.7.2 Epistemology

A psychosocial epistemology is therefore more than just a methodology, it is an
attitude or approach to the participant that adds a depth of understanding to the
everyday encounter, impossible to access without attention to the particularity of each
case (Clarke & Hoggett, 2010). The value of using psychoanalytic concepts to inform
epistemology, it was hoped in this study, would go beyond language and what is

already known and available to researchers about the transition to school process. In
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this way, emphasising the importance of the ‘in-between’ area of experience which
mediates the psychological and the social and includes parent affect and unconscious

communications, dynamics and defences (Hollway & Frogett, 2012; Hollway, 2015).

In the psychoanalytic tradition, knowing and thinking is understood more
affectively and relationally than cognitively (Hollway & Jefferson, 2013). Instead of
viewing emotional expression as an obstacle or biased information, psychosocial
research promotes the use of emotional responses as a resource, to produce ways of
knowing by adopting a psychoanalytic perspective (Clarke & Hoggett, 2009; Hollway
& Jefferson, 2013). The benefit of noticing this information in the data, is that “learning
how respondents typically defend themselves from painful truths may help researchers
to better understand the data that they collect, enriching their research findings”

(Jervis, 2009, p.166).

As researcher, | was also interested in generating an understanding of relational
dynamics, be it between researcher and researched or between participants and their
past, present and anticipated future (Hollway, 2009). | held the assumption that my
relation to the participant in their world would be the means through which meaning
would be created (Hollway, 2015) For this reason, it was important to be aware that
both myself and participants may engage in dialogue to protect against anxiety, affect
and support ideas about identity (Hollway & Jefferson, 2013; Alexandrov, 2009). This
is in contrast with other research approaches, which assume that participants are fully
aware of their actions and decision making, and that the researcher can remain objective

in their data collection, analysis and interpretation (Hollway & Jefferson, 2013).
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1.8 Focus of this Research

The focus of the current study is therefore, to explore how parent’s experience
the transition to school process of their child with SEN using a psychosocial approach.
| argued that the strength of applying a psychosocial approach is what it offers in the
possibilities for conceptualising both the socio-cultural and internal psychological
experiences of participants’, and how they make sense of this major transformative

experience as their child with SEN transitions from nursery to Reception.

It was my assumption in line with Webb and Colleagues (2017) that, parent
experiences were likely to be significantly different based on the variation in: their
personal and family histories, their prior experience of transitions throughout their life,
their child’s SEN and level of need and the wider context in which the transition is
occurring. For this reason, a case study approach was adopted in order to respect the
individuality of experience, where differences were as intrinsically interesting as

commonalities (Guba & Lincoln, 1982).

1.9 Chapter Summary

This chapter has presented the transition to school as a time of changing
relationships, identities, expectations and roles at multiple levels, marking changes in
children’s participation in the family and wider community (Dockett & Perry, 2007),
as well as changes for the individual child and their parents (Griebel & Niesel, 2009).
In line with previous literature, I suggest that the transition to school process becomes
further complicated when the child in question has an identified SEN and may increase
parent feelings of uncertainty, anxiety and frustration. It is noted that minimal attention
in the UK thus far has been paid to this topic and so in the next chapter | endeavour to

firstly present the current research base and then position my study amongst it
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Chapter 2 Literature Review

2.1 Chapter Overview

The aim of this chapter is to systematically explore what insights existing
literature can provide on parent experiences of their child with SEN’s transition from
nursery to school. It starts by referring to the question being asked of the literature,
followed by an outline of search strategy and relevant terms, as well as an articulation
of the type of literature to be included and evidence of the process. The selected studies
are then critically reviewed against relevant appraisal tools, summarising what is
known in this area individually and then collectively. It was felt, in line with my
positioning that the unique contribution of each study was important to understand prior
to considering what was shared amongst them. The chapter concludes by presenting a
rationale for the present study with a positioning of it based on the current research

base.

2.2 Search Strategy

To uncover existing knowledge on the topic in question, the following was
asked of the literature:

What is known about parent experiences of their child with SEN’s transition
from nursery to primary school?

The following databases were selected to identify relevant papers and were
searched between the time period of 05.03.18 and 20.04.19: PsycINFO, PEP archive,
ERIC and Education Source. These databases were chosen as they were thought to
have relevance to the topic of transition to school, both in terms of psychological theory

(Psyclnfo, PEP archive) and its application to practice (Education Source, ERIC).
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2.2.1 Search terms

| referred to a thesaurus initially to find variations/synonyms of key words
representing the main themes of the research question posed (parent, experience,
transition, special needs). As indicated in Table 1 the truncation key (*) was used to
allow for variations of certain words e.g. ‘disab*’, as well as quotation marks (“”’) to

ensure specific phrases could be searched for.

An outline of key terms that were derived from the review question and used to
identify literature relevant to this study are shown in Table 1.

Table 1 Search terms used

Special needs Transition to school | Parent Experience
Disab* “Starting school” Mother Views
Impairment “transition from Father Perspectives
“Special Educational preschool” Carer Narratives
Needs” “transition to Attitudes
“SEN” Reception”

“Developmental
Delay/Disability”
“Additional Educational
Needs”

| began this process by carrying out a pilot search of the relevant terms in
abstracts only, as a result [ decided to add the terms of “transition from pre-school” and
“transition to Reception” to indicate the setting children were coming from and going
to. | then carried out individual searches for each theme by searching all terms listed
in Table 1 using limiters of language (English) and publication date (between 2000-
2018). Search terms were then combined using the Boolean operator of ‘AND’. This
search retrieved a total of 62 articles, after duplicates were removed. The search

process described, provided evidence that there is an absence of research which
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explores parent’s experience of their child with SEN’s transition from nursery to school

from a psychosocial perspective.

2.2.2 Inclusion and exclusion criteria

Inclusion and exclusion criteria in Table 2 were implemented to filter articles
based on their relevance to the research question. | had wondered whether to limit to
UK literature only, however, as much of the research on parental experience of
transition to primary school has been undertaken internationally, it felt important to
include these studies as part of the review. It was felt that the focus of the review
question was primarily on the experience of transition, which | argue transcends
differences in education systems, school start age and existing policies and is best
conceptualised as an interaction of family’s social-cultural and ecological contexts,

parent psychological processes, expectations and goals.

Table 2 Inclusion and Exclusion Criteria
Inclusion Exclusion

Language: Published in English Studies where the focus was on later
transitions (primary to secondary,
secondary to further education, or

transitions to work or college).

Peer-reviewed Use of secondary data sources e.g.

systematic reviews

Empirical Papers Position papers, editorials, book reviews

Research on parental experience of their Studies with a focus on the evaluation of

child with SEN’s transition from an EY intervention programmes

educational setting to school
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Research that included multi-perspective Research with a focus on transition from
of those involved in transition of children a clinic or health setting (rather than EY
with SEN, but emphasised/targeted setting) to school
parent’s involvement/narrative in that
process
Research published before 2000 (SEN
Code of Practice 2001 and changes this
brought regarding SEN and inclusion as
well as working in partnership with
parents)
Research on school readiness or within-
child paradigms
Research on parent’s experience of TD
children’s transition
Research focused on transition from

child’s point of view

Abstracts were then reviewed against the above criteria, those that were not

relevant to the review question are listed in Appendix A with reasons for exclusion.

2.3 Critical Review

Once all inclusion and exclusion criteria were applied 8 articles remained. The
qualitative articles were reviewed individually using Walsh and Downe’s (2006)
appraisal tool and I chose to critique the two mixed method studies using elements of
both this and Holland & Rees’s (2010) framework for critiquing quantitative studies. I
selected these tools, as | felt they could encompass the broad range of methodologies
and positions within qualitative and mixed method research, complementing one
another. Walsh and Downe’s (2006) tool was specifically chosen as it holds in regard
the importance of a reflexive disposition and the influential nature of the researcher’s
personal history, experience of the topic and social graces (Burnham, 2013). This felt

intrinsic to the psychosocial positioning chosen. From the outset, | intended to use the
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tools in a reflective manner, going through each of the criteria identified to understand
how the research was conducted, its theoretical underpinnings, the quality of the study
itself and its relevance to the literature question. An appraisal of each article can be

found in Appendix B.

2.3.1 Starting school: the importance of parent expectations (Russell, 2005)
Russell (2005) conducted a longitudinal study to explore parents’ expectations
as their child with a disability started school. Information was gathered through a series
of three semi-structured interviews with 19 families over a 21-month period. The
families were invited to participate once their children began a statutory assessment of
their SEN. The following interviews were held prior to the transition to school and
three terms in when families were felt to have settled into their new surroundings. At
each point, parents were asked about the content and development of their expectations.
The sample included 11 boys and 8 girls, who at the beginning of the study ranged from
1 year 9 months to 4 years 7 months. The children involved had a range of special needs
and transitioned to different provisions including special schools, mainstream settings
and schools with additional resources to meet their specific needs. Russell (2005)
espoused the emancipatory nature of his research by exploring ways to give parents a
voice at different points and ensuring their active role within the process. This was
done through both data collection and analysis, 19 parents were interviewed and shared
their experience whilst another 6 parents were part of a Parents’ Advisory Group (PAG)
whose role it was to offer support and advice to the researcher, complete parts of

analysis and discuss the findings.

Russell (2005) presents a robust argument for why he adopts an interactionist

perspective, recognising that parents will develop expectations of their child’s
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education through their previous experience, information provided by schools, the
media and informal networks of parents. For this reason, qualitative data analysis
methods suggested by Miles and Huberman (1994) were applied, which included a
profile of each family and findings recorded using Bronfenbrenner’s Ecological Model
(1977) as a framework to understand and provide a summary of content, sources and
outcomes of parents’ expectations at each level. Russell (2005) appears to show a good
use of quotations to reinforce the interpretation of the literature and a clear
demonstration of how interpretations led to conclusions drawn at and between each

level of Bronfenbrenner’s (1977) framework.

Considering the researcher is a parent of a child with a learning disability, it is
not explicit how this experience influenced sampling, research design, analysis or
interpretation. Reflection about parental involvement in the research process would
also have provided insight for future studies to understand how best to do this. Despite
this, the researcher has been able to argue the importance of understanding how parent
expectations are formed, in order to share information, negotiate responsibilities and
consider potential outcomes on transition to school. Perhaps if more parents were given
the opportunity to discuss and develop their ideas as is the case in this study,
particularly at times of change, then they could develop expectations that are likely to
have positive outcomes, and some of the difficulties parents of children with disabilities

encounter could be avoided.

2.3.2 Strategies for supporting transition of young children with special needs and
their families (Rous, Myers & Stricklin, 2007)

Rous, Myers and Stricklin (2007) set out to identify factors that support families
and children in transition from early intervention to preschool (age 3) or preschool to

kindergarten (age 5). A focus group methodology was adopted which involved
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professionals, family members, EY practitioners and teachers. It seems appropriate
that focus groups were used to elicit ideas about successful transition and as a helpful
way to confirm and think about existing research on transition with those who are
actively involved in the process. Forty-three participants (33 professionals and 10
family members with children who have disabilities) attended a total of 10 focus
groups. It should be noted that parents involved attended only two of the focus group
sessions and did not meet with the professional group of participants at any point, which
appears a missed opportunity for collaborative thinking and may impact on the
conclusions that can be drawn. It could also be argued that the voice of the parent was
secondary to the voice of the professional, highlighting power imbalances that are often
spoken to in the interactions of parents of children with SEN and professionals (Russell,

2005; Connolly & Gersch, 2016; Dockett & Perry, 2011).

Themes that emerged from analysis included the importance of inter-agency
variables and supportive systems to be in place, this refers to state and local policies,
as well as good communication, provision of information to families and specific
strategies to guide the transition process. A second overarching theme related to
transition practices and activities. This included intervention at individual child, family
and school level such as; preparation and planning meetings with relevant parties, visits
to school for both the child, family and staff to support understanding and preparation
for changes in activities, expectations and relationships. Although the research did not
acknowledge the researcher(s) influence in data collection and interpretation, or
consider the role of those involved in the focus group, it’s findings can be triangulated
with previous studies on earlier transition that describe the importance of inter- and
intra-agency collaboration and the need for a supportive infrastructure including
guidelines, policy and designated staff responsible for transition planning (Rice &

O'Brien, 1990; Rous, Schuster & Hemmeter, 1999). Although parent voice was not as
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evident in this study, it does point to implications for future research to focus on
outcomes for families and children with SEN following transition and their adjustment

over time.

2.3.3 Experiences of parents whose children with autism spectrum disorder (ASD)
are starting primary school (Connolly & Gersch, 2016)

Connolly and Gersch (2016) used an interpretative phenomenological analysis
(IPA) methodology to explore the experience of transition from the perspective of
parents of children diagnosed with ASD. The rationale for this study is presented based
on the first author’s experience as an EP, asserting that parents identify the transition
to school process as a difficult time and how understanding their perspective could be
beneficial to effect change. The researchers provide a clear justification for the use of
IPA as a research method to access personal accounts of how people make sense of the
phenomenon in question, in this case the transition to school. As well as explaining
this choice of method and its fit with the researcher’s critical realist epistemological

stance, in that it links subjective experience to wider psychological literature.

A systematic approach to the literature review is evidenced, considering what
is known about the general transition to school, the transition process and ASD and
finally parent experiences of their children with ASD starting school. Similarly, to
Russell (2005) the researcher’s conceptualisation of transition to school is underpinned
by Bronfenbrenner’s bioecological theory (Bronfenbrenner & Motris, 2006), however
instead of applying the theory to frame findings as in Russell’s study, here the parent
was placed at the centre of the model and viewed as a developing agent in their own
right situated within a system of relationships. Semi-structured interviews were
conducted with 6 parents (5 female and 1 male), a satisfactory justification for the

inclusion of a father’s perspective is put forward, suggesting this was an essential
35



contribution to the parent experience, although it would reduce the homogeneity of the
group. The authors ensured the interview schedule designed was reviewed prior to data

collection and completed a pilot interview to check the feasibility of the script.

Interviews were analysed using Smith, Flowers and Larkin (2009) and Kvale
and Brinkmann’s (2009) six step procedural guidelines. Given that IPA is idiographic,
each case was analysed in detail before moving on to the next case. The authors point
to efforts to minimise subjectivity by adopting a rigorous approach to reflexivity,
acknowledging their role as researcher in data collection and interpretation. Although
how this was done is not referred to and so an understanding of the researchers

influence in the research process is not fully understood.

The overarching themes to come out of the analysis included the need to be
believed by schools and professionals, the labelling nature of the ASD diagnosis,
timing of it and how it is perceived by others, the preparation needed for school and
fears about the future (Connolly & Gersch, 2016). Adopting a case by case analysis to
explore the experience of transition from the perspective of parents of children with
ASD corroborated findings from previous transition research and provided new
insights into the individual experience. It outlined some of the effects of the transition
process on parents and the need for professionals to be aware of the feelings parents
have about their children starting school, as well as the difficulty and uncertainty
parents face in choosing and finding appropriate school placements for their children.
Connolly & Gersch (2016) suggest that further studies could usefully explore the
experiences of parents of children with other disabilities who are starting school, in
order to build a rich picture of the parental experience of having a child with special

needs transition to school. They provide implications for the role of EPs and other
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professionals within the early year’s context based on reflections as part of the research

process.

2.3.4 The experience of parents as their children with developmental disabilities
transition from early intervention to kindergarten (Villeneuve, Chatenoud,
Hutchinson, Minnes, Perry, Dionne, Frankel, Isaacs, Loh, Versnel, Weiss, 2012)
Villeneuve et al. (2012) sought to understand how parent participation and
professional collaboration contribute to effective transitions and successful inclusion
of children with developmental disabilities (DD). This was part of a wider four-year
multi-method study conducted in three provinces in Canada, each of which is suggested
to have developed different ways of promoting the inclusion of children with special
needs in schools. In this paper, they used a multiple-perspective case study method to
explore the transitions of 3 pre-school children with DD as they entered kindergarten.
This included a range of observations and semi-structured interviews with the relevant
parties, parents, healthcare and educational professionals involved in the transition
process. Like Russell (2005), this study was longitudinal in nature with data collected
over a 14-month period across the EY setting, kindergarten and home environments.
This was appropriate to describe changes over time without having to reduce the
complexity of the experience (DePoy & Gitlin, 1998). It was noted that the number of
observations and interviews conducted per participant varied, no doubt related to the
availability of parents and professionals over the time period (parent interviews ranged
from 6-8, observations 10-11, and professional interviews 3-9). | wondered how this
may have influenced the data gathered and resultant findings for each participant. This

evidently was not considered by the researcher.
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A justification for the use of purposive sampling is outlined suggesting the
importance of a diversity of DD and of family contexts of those taking part, this is not
only present in the method but also referred to throughout the study’s analysis. It is
asserted that a case study methodology enabled the researchers to highlight the
fundamental similarities of parent experiences (cross-case analysis), whilst
acknowledging the unique nature of each experience that likely resulted from the
varying characteristics of the children, their families and professional services involved
(individual case study analysis) (Villeneuve et al., 2012). The process of analysing
interview and observational data using Patton’s (2002) inductive analysis approach is
clearly detailed, and identified the following overarching themes of, parental
perspectives on inclusion and parents’ experience of collaboration with professionals,
including their satisfaction with this experience and the preparation for transition. What
is less clear is how researcher reflexivity was referred to throughout the research

process, despite the asserted qualitative nature of the study itself.

However, from the illustrative cases in this study the following reflections are
worth considering, the importance of information sharing between professionals and
families, the involvement of parents from the beginning and the recognition of

transition as a process for the family, not just the child.

2.3.5 Starting school with special needs: issues for families with complex support
needs as their children start school (Dockett, Perry & Kearney, 2011)

Dockett et al (2011) conducted research on the experiences and expectations of
24 Australian families as their children with special needs started school. In line with
previous research on transition, this paper recognises the transition process as dynamic

and influenced by a range of social and cultural contexts (McTaggart & Sanders, 2003).
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The authors provide detail of both the local and national context, helpfully situating

this study and the relevance of its findings.

Similar to Villeneuve et al. (2012), this study was part of a wider project where
46 families were engaged from 1-24 months. Of the 46 families, 25 had identified
special needs. Consent was given for 24 of the 25 families, this included 23 mothers
and 1 grandfather, who contributed their views within conversational interviews. This
approach was chosen in order to support rapport building between the researcher and
participant, and to provide space for the participant to narrate their experience.
Researchers met 70% of families up to three times so that previous conversations could
be revisited, and rich insight gained into the family’s experience of transition to school
(Dockett et al., 2011). Although, the researchers do not explicitly refer to their
ontological positioning it could be assumed that it is social constructionist as they adopt
both grounded theory (Charmaz, 2008) and case study methods to gather and represent
the data. However, the researcher reflexivity and relativity that would be expected is

not explicitly referred to or reflected on.

The authors approach to analysis is outlined in significant detail and involved a
team of researchers reflecting and revisiting codes, eventually coming to a consensus
on an interpretation of the data based on contextual factors. Several themes were
suggested to emerge from data analysis, including: the importance of choosing the right
school; accessing support; advocating for their children; and the impact of transition
on the family, as well as the child (Dockett et al., 2011). Echoing the findings of
Villeneuve et al. (2012) the unique family experience was suggested to be of interest
and how the interplay of a child’s needs with socio-cultural factors may position

families in a way that can reinforce, rather than reduce, the difficulties they may
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encounter in the transition to school (Dockett et al., 2011). The use of case study
information helped to provide the details of the social, physical and interpersonal
contexts of the data collection. Although the findings from this study provide important
information on parent’s experience of their child with SEN’s transition to school, the
link between these findings and the previous research base has been neglected. As well
as, a reflective account of the limitations of the study and implications for future studies

on transition to school.

2.3.6 In transition: experiences of parents of children with special needs at school
entry (Janus, Kopechanski, Cameron & Hughes, 2008)

The authors contextualise the study by referring to recent developments in
Canadian policy, where many local areas and schools have developed guidance about
transition to school practices for children with SEN. There is further reiteration of the
need for this research following recommendations in literature and previous studies
regarding the crucial role of parents in the transition to school process to ensure positive
outcomes for their child. In light of this, the focus in this study was two-fold 1) to gain
parental perception of the quality of care provided to their child with SEN and of the
impact their child’s disability has on family dynamics at different timepoints (pre or
post transition), and 2) identification of the links in services experienced by parents

during the transition to school process (Janus et al., 2008).

The sample included 40 parents of children with SEN, 20 preschool age and 20
already in kindergarten. The researchers generated a hypothesis suggesting that
kindergarten parents would record a higher rating of the impact of their child’s
disability on the family and a lower positive experience of care services (Janus et al.,

2008). This appeared based on the assumption from the literature that transition to
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school becomes more challenging when a child has special needs that require additional
support. They assert that triangulation of data from different methods provides better
quality results and understanding of the parent experience of the transition to school.
However, it could be argued that there exists an element of subjectivity in all participant
responses whether closed or open-ended, as well as the personal judgment inherent in
the choices we make as a researcher in terms of research area, sampling, method chosen
etc (Symonds & Gorard, 2010). And so, in this instance | wondered about the
justification for use of a mixed methods approach and what this afforded our

understanding of parent experience.

The researchers gathered information on parent perceptions using the
following, Impact on Family (IOF) Scale, Measure of Processes of Care (MPOC),
Vineland Adaptive Behaviour Scales (VABS) and the Severity of Condition (parent
rating). Although detail is provided about each survey measure and its reliability and
validity, there does not appear to be consideration of how these measures relate to one
another or to the transition experience. | wondered whether the use of descriptive
statistics to compare two groups who showed significant differences in the nature of
their children’s difficulties was the most appropriate choice, this was highlighted in the
study’s limitations recognising that this was likely to impact on parent experience of
services and the transition process more generally (Janus et al., 2008). It is likely for
this to have influenced parent survey scores and should be considered when
understanding findings. What is of interest from this study is that despite relevant
policy and guidance at both a national and local level, there appears to be a gap in what
this looks like in practice, with parents in this study suggesting that there is a

discontinuity in the quality of services during the transition from preschool to
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kindergarten that impacts on parent’s experience, perception of and adjustment to the

changes (Janus et al., 2008).

2.3.7 Experiences of parents of children with special needs at school entry: a mixed
method approach (Siddiqua & Janus, 2016)

A similar mixed method approach was taken by Siddiqua and Janus in 2016, in
response to a lack of research evidence on factors contributing to the successful process
of transition to school for Canadian children with special needs. As with Janus’s earlier
study mentioned, the aims of this study were similarly two-fold, 1) to examine parent
perceptions of and satisfaction with services before and after their children with special
needs started school using quantitative survey methods and 2) to examine how
qualitative data may be helpful in gaining a more nuanced understanding of parents’
perceptions of and satisfaction with services during transition (Siddiqua & Janus,

2016).

In response to limitations identified in the previous study, adaptations were
made to the study design. Data was collected as part of a longitudinal study focusing
on the transition to school as a process from prior to school entry until the end of a
child’s first year. The sample included 37 parents of children (age 4-6) who because
of their special needs were considered to need additional support in school (Siddiqua
& Janus, 2016). Semi-structured interviews were conducted with parents prior to
school entry with two survey measures administered at this time point and at the end
of the child’s first year. It is suggested that both the Measure of Processes of Care
(MPOC) and the Client Satisfaction Questionnaire (CSQ) were chosen as they strongly
correlate and gain insight into parent perception and satisfaction with services, although
how the measures relate to the transition experience was unclear. Parents who were

interviewed were asked questions about their child’s diagnosis and wellbeing, about
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service history and experience of the transition to school to add context to the
quantitative findings. In the case of this research, it was felt that inferences about the
transition to school were drawn primarily from the qualitative interviews, as not all
questions asked pertained to the survey measures and so this limited the level of content
convergence achieved (Siddiqua & Janus, 2016). Similar to the previous research by
Janus (2007), I wondered whether the survey methods chosen and the categories within
them were the most appropriate to gain insight into parent experience of their child

with SEN’s transition.

However, in spite of this, the study contributes to the literature on transition by
suggesting some of the common challenges that these parents encountered in relation
to their uncertainty about services, the need for parent advocacy on their child’s behalf
and the lack of communication between service providers and at times to families
(Siddigua & Janus, 2016) . The importance of this study is in the recognition of the
variation of parental experience and how use of the qualitative interview provides a

deeper insight into the differences that exist.

2.3.8 Understanding parent advocacy during the transition to school of children
with developmental disabilities: three Canadian cases (Hutchinson, Pyle,
Villeneuve, Dods, Dalton & Minnes, 2014)

The authors state how this study follows the previous one by Villeneuve et al.
(2012), describing how the following challenges highlighted in preliminary analysis
were felt to be important in developing our understanding of parent experience of
transition including: the nature of parent—professional collaboration (Villeneuve et al.
2012), transition that promotes inclusion, and parents’ advocating for their children.
Hutchinson et al. (2014) therefore sought to understand the meanings parents and

guardians (n=3) held of their role as advocates for their children with developmental
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disabilities during the transition to school process. They did this by considering
whether the model of self-advocacy developed by Test and his colleagues (2005) could
be applied to parents advocating for their child with SEN. This includes the following
components, knowledge of self, knowledge of rights, communication and leadership
(Test, Fowler, Wood, Brewer & Eddy, 2005). The researchers clearly outline the data
analysis process referring to how both etic (from researcher perspective) and emic
(from participant data and observations) codes were generated and agreed upon
(Hutchinson et al., 2014). What came to my mind when reading this was the ethical
implications of potentially re-analysing previously gathered participant data, and
whether they were consulted as part of the process, as this is not discussed by the

researchers.

Hutchinson et al. (2014) assert that the application of Test et al.’s (2005)
Conceptual Framework for Self-Advocacy for Children with Disabilities (CFSA) was
useful to gain an understanding of parent advocacy during transition to school. The
description of personal and social contexts for each case study provides important
information for interpretation of findings from each of the individual family’s

perspective, as it was found that their emphasis in each theme varied.

The authors discuss the findings in relation to the model whilst recognising the
need for alteration and elaboration to include other elements suggested by the data for
example, reason and need to advocate for a child with special needs. All 3 female
participants (2 mothers and 1 female guardian) in this study referred to the importance
of the knowledge they held on their child and their disability, but the meaning made of
it was unique to each, how their insufficient knowledge about their children’s

entitlements in school limited their capacity to advocate, and the difficulties of
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communication with the school, although these similarly varied for each (Hutchinson
et al., 2014). It could be argued that the case study method adopted cannot provide a
generalisable conclusion, however | would suggest that the findings are helpful in
developing an understanding of parent’s reasons and motivations to advocate for their

child with special needs, particularly when they transition to school.

2.4 Synthesis of the Literature

To date, research on parents’ experience of their child with SEN’s transition
into school suggests that, the identification of a child’s special need has a profound
effect, leading to a change in expectations, creating a sense of uncertainty about the
future and how life events will unfold, including transition to school (Russell, 2005;
Dockett et al., 2011; Conolly & Gersch, 2016). As referred to in a number of the
aforementioned studies parent’s experience of the transition to school is influenced by
their experience with EY services, who follow a more family-centred model, this is in
contrast to how schools provide services to parents and so was suggested to influence
their expectations, often contributing to a dissatisfaction on transition to school

(Russell, 2005; Villeneuve et al. 2012; Hutchinson et al., 2014).

Key to parent experience of the transition process was the role of the
professional. In most studies, parents discussed the challenge of communication and
information sharing with professionals involved in the transition process (Rous et al.
2008, Dockett et al., 2011; Villeneuve et al., 2012; Hutchinson et al., 2014; Siddiqua
& Janus, 2016). More than this, the parents in Connolly & Gersch’s (2016) study
suggest that the parent professional relationship can be a challenging one, where often
professionals do not realise the feelings of parents as their child starts school. This

perceived void in communication and lack of understanding parent perspective was
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suggested by some to lead to a feeling of responsibility and need to advocate on behalf
of their child to ensure access to support and inclusion within the school environment
(Hutchinson et al., 2014; Dockett et al., 2011; Connolly & Gersch, 2016). Where inter
and intra agency collaboration and communication was felt to be good, parents were
said to value this and noted its importance to ensure a more positive transition

experience (Rous et al., 2007; Janus et al., 2007; Siddiqua & Janus, 2016).

From the research to date, it is apparent that as part of the transition to school
process parents must make a number of key decisions prior to school start (Russell,
2005; Connolly & Gersch, 2016; Dockett & Perry, 2011). The importance of choosing
an appropriate school placement and accessing additional support were mentioned by
parents as a source of worry and stress. Particularly, as is discussed in some studies,
for most parents this may be their first experience of SEN and so introduces them to

unfamiliar territory (Russell, 2005; Dockett et al. 2011).

Only two of the studies detailed suggest the emotional nature of the transition
to school experience for parents of children with SEN, and how this not only impacts
the child but the family (Dockett et al., 2011; Connolly & Gersch, 2016). Parents in the
study by Dockett and colleagues (2011) suggested a change in their roles,
responsibilities and in their parenting as part of the transition to school. Although little
attention has been afforded to this in other studies, focusing more on the factors that
support a positive experience of transition with pre-determined measures or semi-

structured interviews.

It is apparent that the researcher positioning, and methodology chosen to

understand parent’s experience have an impact on the respective findings and
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contribution to the literature. When contemplating future research, most studies in this
review state the importance for an exploration into the unique and varied experience
and consideration as to how the interplay of personal, social and environmental factors

may influence the transition to school process for parents of children with SEN.

2.5 Rationale for this Study

From a review of the literature, | could not help but wonder how the use of
structured interviews and survey methods up to this point may have ignored the actual
meaning of transition for parents of children with SEN, or may have altered its
conceptualisation by referring to it as an event rather than a process, overlooking the

range of variables that influence its success (Dockett et al. 2011).

Based on this and the limitations identified as part of this review, | felt that
adopting a psychosocial perspective would be supportive of my interest to pay attention
to the emotions, thoughts and motivations of parents of children with SEN during the
transition to school process, not just at a conscious level as in two studies in this review,
but also taking into account the unconscious dynamics, psychological and interpersonal
processes that are at play during this time of change (Hollway & Jefferson, 2013).
What I hoped this approach would also afford would be the opportunity to consider my
own reflexivity as a researcher at each stage of the research process, something that

was noted to be absent from the majority of studies reviewed.

Building on my previous professional experience and review of the literature,

the following research question was formulated: How do parents living in an out of

London borough experience their child with SEN’’s transition from nursery to school?
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2.6 Chapter Summary

To conclude, this review set out to explore what is already known about parent
experiences of their child with SEN’s transition from nursery to primary school? It
was noted that there is a paucity of research adopting a psychosocial approach in this
area. Although the majority of studies included take a qualitative approach to research
design, | have argued that the use of more structured methods of data collection may
overlook the meaning of transition for parents. Thus, in the next chapter | intend to
outline my chosen methodology and set out how it hopes to show how parents living
in an out of London borough experience their child with SEN’s transition from nursery

to school.
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Chapter 3 Methodology

3.1 Chapter Overview

This chapter aims to present the purpose of the research and illustrate the
psychoanalytic concepts that informed my understanding of the research encounters.
Next, | elaborate on the importance of researcher reflexivity as part of a psychosocial
approach and how this was evident at each stage of the process. This chapter concludes
with an assurance of credibility and trustworthiness of the research and details of

considerations made to safeguard participants and support ethical research practice.

3.2 Purpose of the Research

This research is regarded as primarily exploratory, in the sense that a
psychosocial position has not been adopted prior to this to understand parent
experiences of their child with SEN’s transition. In line with current policy
development and the role of parents as active participants in their child’s transition, this
study aims to afford parents a voice, prioritising their narratives and gaining insight
into their unique experience. From a psychosocial perspective, it aims to explore both
the psychological processes and the relational changes that occur for parents as a result
of the transition to school process. It was hoped that providing a reflective space would
be helpful for parents to consider the meaning the make of the transition to school

process for themselves and their family and why this might be so.

This next section introduces a number of psychoanalytic concepts which were
thought to be relevant to ethnographic research and were considered to be supportive
in making sense of the subjectivity expressed consciously and unconsciously in the

interview encounters.
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3.3 Psychoanalytic Theory in Psychosocial Research

It should be noted that psychosocial epistemologies have received a number of
criticisms, questioning the transferability of psychoanalytic concepts from the clinic to
the research encounter, as well as disproving of the suggested ‘top-down’ or theoretical
approach to interpretation of an individual’s experience (Frosh & Baraitser, 2008).
However, | would argue that the application of theory to a practice is common in my
professional experience as an EP to make sense of the complexity of everyday
situations and encounters. What | have endeavoured to do to address this potential
criticism, is to be transparent about what has informed my interpretations and to be
sensitive and reflective about the impact of my role in the process to ensure the
trustworthiness of my conclusions. The psychoanalytic concepts to be considered as
relevant to this research process were those of; ‘defence mechanisms against anxiety’
(Klein, 1946), ‘containment’ (Bion, 1961), ‘transference’ and ‘countertransference’

(Freud, 1915).

The following section provides a theoretical overview for each concept, its
relevance to the research process and the relational dynamic between researcher and

researched.

3.3.1 Defence mechanisms against anxiety

Defences can be described as arising in order to protect the individual from
anxieties provoked by difficult life experiences and the challenge presented in
managing our conscious and unconscious lives (Bibby, 2010). As Hollway and
Jefferson (2000) noted, the research interview may bring about difficult material for
both those being interviewed and those doing the interview, producing both the

‘defended subject’ and the ‘defended researcher’. This repressed unconscious material
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then leaves its mark on an individual’s narrative, affecting their positioning and often
their reliance on or avoidance of certain discourses (Hollway & Jefferson, 2013).
Splitting and projection are viewed as two key defence mechanisms against the

intolerable unconscious feelings often present in interactions (Pelligrini, 2010).

3.3.1.1 Splitting and projection

Klein (1946) asserted that the self is formed out of unconscious defences against
anxiety. Early infant experience is dominated by anxiety associated with the infant’s
complete dependence on others to meet their basic needs, for example hunger (Klein
1952; Youell, 2006). As the infant is unable to anticipate the satisfaction of a feed,
Klein suggested that in order to manage feelings of frustration with its mother when
hungry, the infant engages in ‘splitting” as a mechanism to preserve the mother as
‘good’, from the idea of the absent mother and the feeling when hungry as ‘bad’ (Klein,
1952; Hollway & Jefferson, 2013). Initially the infant sees the ‘good’ and ‘bad” mother
as separate entities, however, over time is able to integrate both aspects of the mother
to a whole object and understand that the mother can be both loved and hated
(Hinshelwood, 1995). This development was referred to by Klein (1946) as the
‘depressive position’ and contrasts with the ‘paranoid-schizoid position’ where

‘splitting” and ‘projection’ dominate.

‘Projection’ is a development of the concept of ‘splitting’, wherein parts of the
self that are feared as bad are split off and located in or identified as belonging to an
external object or person (Klein, 1946). Klein (1946) also highlighted the experience
of ‘projective identification’ wherein the recipient of the projection, through the
processes of ‘introjection’ and ‘identification” experiences the feelings of others as if

they were their own (Pellegrini, 2010). Whilst Klein’s theories originated through
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work with children, they have also been applied to adults and the idea that the
‘depressive’ and ‘paranoid-schizoid’ states are two mindsets and ways of responding
that we move between throughout our life (Pellegrini, 2010). In self-threatening
circumstances the ‘paranoid-schizoid’ position may be adopted by individuals in order
to preserve the representation of ‘the good object’ within themselves and therefore
compromising that individual’s narratives and actions (Hollway & Jefferson, 2013).
This is important to be aware of in interpreting the research encounter and therefore,
for the purpose of this research this idea of the ‘defended subject’ and ‘defended
researcher’ will be held in mind when understanding parent’s experience of their child

with SEN’s transition to school.

3.3.2 Containment

In Bion’s formulation of ‘container-contained’ the infant communicates their
feeling to the mother through projection beyond words and gestures (Bion 1962;
Youell, 2006). For Bion then, ‘containment’ refers to an individual’s capacity to be
emotionally receptive, being open to a feeling in order to think about what it may be
communicating (Bion, 1962). It can also refer to the capacity to contain one’s own
feelings, not just the feelings of others. How emotional receptivity of unconscious
material is shown will vary according to the feeling that is being projected (Hoggett &
Clarke, 2009). For this study, the concept of ‘containment’ was important to help in
understanding what it is in the research encounter and other relationships that helps to
develop trust and growth (Hollway & Jefferson, 2013). As well as, developing an
awareness of how I, as researcher, may defend against emotive topics, for example by
moving onto the next question or trying to frame an experience in a more positive light.
Bearing in mind throughout that my actions, as well as, my words would demonstrate

whether | had the ability to contain the emotional experience of parents and return it in
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amore palatable way, for this to be thought about (Youell, Canham & Tavistock Clinic,

2006).

3.3.3 Transference and countertransference

Freud (1915) was the first theorist to conceptualise ‘transference’ as the idea
that individuals carry emotional histories and past experiences with them, and this
unconscious material can be imposed onto others in interactions. The concept of
‘transference’ in this study was used to think about how past significant relationships
of either the interviewee or researcher could be replicated in the research encounter
(Parker, 2010; Hollway & Jefferson, 2000). Specifically, | was curious to note what
may be attributed to me in the role of Educational Psychologist by parents based on

their previous experiences of professionals.

‘Countertransference’, in contrast, refers to the way an individual recognises
experiences and thinks about projections, using the self as a way of knowing (Hollway
& Jefferson, 2000). In psychosocial research, ‘countertransference’ can be supportive
to cue the researcher in to what may be occurring between them and those who are the
focus of their study (Parker, 2010). | was interested to explore my response to being
positioned in relation to parents in the research interviews, how this evolved from
interview 1 to interview 2 and what unconscious dynamics occurred. Within this study
it was assumed that the ‘transference’ and ‘countertransference’ between participant
and researcher would have an impact on the research relationship and become a means
through which the parent’s internal world could be thought about (Hoggett & Clarke,
2009; Hollway & Jefferson, 2013). Continued self-reflection on decisions made, my
practice with research participants and how this was achieved was integral to this and

will be referred to in more detail in the next section.
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3.4 Importance of Researcher Reflexivity

Reflexivity is a fundamental aspect of psychosocial research, but what it looks
like and how it is done is more ambiguous (Lazard & McEvoy, 2017). Similarly, to
Frosh (2010) it was assumed in this study that both participant and researcher were part
of the production of knowledge. And so, reflexivity involved attention to the affective,
relational dynamics of speech as well as non-speech features including the setting,

context and research process (Hoggett & Clarke, 2009).

The objectives and processes of reflexivity varied at different stages of the
research journey from topic identification all the way to writing and dissemination. In
this study, | approached reflexivity in a number of different ways, including
documenting each research encounter in field notes to engage with subjectivity,
recording ongoing reflections and considerations in a research diary, attending
psychosocial supervision with peers and engaging in discussions with my research

supervisor (Elliot, Ryan & Hollway, 2012).

It was assumed, in line with my ontological and epistemological positioning,
that reflexivity would provide a rich source of data especially with regard to affective,
performative and relational aspects of the research encounter (Butler, 2005; Elliot, et
al., 2012). Although it has been argued that an emphasis on researcher’s subjectivity
can needlessly redirect attention away from the participant who should be the focus of
study and that the researcher’s feelings may be misinterpreted to the detriment of the
study (Jervis, 2009), in this study it was felt that my feelings as a researcher, past
experiences and nature of the task would impact on how I approached parents, listened

to their story and interpreted meaning (Back, 2007). Therefore, | would contend that

54



without understanding ourselves and our responses we run the risk of letting our biases,
assumptions and prejudices dominate the research (Finlay, 2003). Creating an
awareness of myself within the research process was intended to support my ability to
hear parent stories, stay emotionally engaged and create a reflective distance from
which to interpret meaning and further understand parent experiences of their child

with SEN’s transition to school (Elliot et al., 2012).

The following outlines the processes used in this study to document and think

about reflexivity and unravel my own feelings from those of the participants.

3.4.1 Research diary

A research diary was kept in order to think about the emotional nature of the
work involved in recruiting participants, building, sustaining and then ending short-
term relationships for the purpose of the research study (Elliot et al., 2012). Any
decisions or thoughts that came to mind during each step of the research process were
also recorded, in the hope that this would support the transparency and trustworthiness

of the study by documenting any assumptions, motivations or biases (Finlay, 2003).

3.4.2 Field notes

Interview records were complemented by reflexive field notes, written soon
after each interview. These described details of the setting, context, relational dynamic
between myself and the participant, aspects of the research interaction that took place
outside the audio record and my subjective response to the encounter (Hollway &
Jefferson, 2013). The use of field notes provided a sense of containment and another
source of support in order to understand dynamics that may be at play in this interaction

and possibly in others.
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3.4.3 Psychosocial supervision

Psychosocial supervision sessions with peers provided a safe and confidential
space to discuss the experience of the interview process and explore both the conscious
and unconscious communications of what was said, how it was said, why it may have
been said in this way at this time and what remained unsaid (Hollway & Jefferson,
2013). These sessions were availed of to support thinking about the various facets of
my own subjectivity brought by other peoples’ perspectives on transference and
countertransference (Elliot, et al., 2012). There were five members of this group, all
of whom were trainees on the Educational Psychology Doctoral course. At times, a
research lecturer would attend to be part of the supervision process. Within each
session, two people would present an individual participant and the data surrounding

them, including presentation of transcripts and fieldnotes in some cases.

3.4.4 Research supervision

Research supervision was another avenue in which to maintain critical
reflection of my involvement and practice within the research process. This was
accomplished by understanding any perceived identifications or dis-identifications and
their contribution at each stage of the research process (Elliot, 2011). Bringing
awareness to my differences, including my value set, beliefs and assumptions as a white
Irish female professional, was a critical aspect to understanding the

countertransference.

3.4.5 Summary
The emotional work involved in psychosocial research requires the researcher

to think about reflexivity through a number of different means which I have presented

56



here. The triangulation of psychic and social data from different sources including,
field notes and supervision, supported my understanding of my own feelings and those
belonging to the participant, to ensure that interpretation and meaning made was

representative of participant narrative.

3.5 Research Method
This next section outlines the method adopted; providing a description of
participant sample, data collection, analysis and interpretation, as well as reflections on

the process.

3.5.1 Research participants

My focus was on parent experience of the transition process of their child with
SEN, which I have accessed through the voice of the main carer(s). This purposive
sampling frame included parents of children who had a child with an identified special
educational need and were in receipt of an Education Health and Care Plan (EHCP)
prior to transitioning to Reception year in September 2018. Having an EHCP was used
as an inclusion factor to indicate that their child had needs that required additional
support, beyond what could be provided by schools within their core offer (SEN Code
of Practice, 2015). I had intended to recruit from the Educational Psychology Service’s
(EPS) data on EHCPs completed for early years children and their families, however,
with the introduction of the Data Protection Act 2018, my recruitment procedure had

to be altered.

Following agreement from senior management within both the EPS and SEN
teams to conduct this research, initial letters were circulated to 55 families who met the

aforementioned criteria. This initial letter provided brief details of the research process

57



and an invitation to respond within a specified timeframe of six weeks, if parents were
happy for their details to be shared and to gain more information. After receiving an
email from the SEN Duty Officer with parents’ consent to make contact, I spoke with
those interested sharing more detail about what participation would entail. Once they
agreed with the expectations of participation, | sent out an information sheet and
consent form (Appendix C and D) and suggested they contact me with any further
questions. The four families recruited, included: Emma, a single parent and her
daughter Poppy who was diagnosed with autism; Lizzie, a single parent and her son
Henry who was reported to have speech and language difficulties, Sonia, a married
female and her daughter Hannah who was also diagnosed with autism, and Mark and
Paul, a same-sex couple and their adopted son Archie whose primary need was
suggested to relate to emotional and behavioural difficulties. When asked how they
would describe their ethnicity, all families identified as White British, except Emma
who was Polish. Elliott, Fischer and Rennie (1999) refer to the importance of situating
a sample of participants using contextual information to support the understanding of
the research findings. This thick description is also helpful to enable transferability
(Lincoln & Guba, 1985) and interpretation of meaning to people or contexts which are
more, or less, similar. For this reason, more detail will be provided on participants in

the analysis section.

Given the depth of analysis required within psychosocial research and based on

the questions being asked in this study, a small sample size was preferred (Hollway,

2004).
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3.5.2 Data collection

In order to capture the conscious and unconscious material within the research
encounter, a number of approaches were used. These included the Free Association
Narrative Interview (FANI) and data sheet used to collect relevant demographic
information. As mentioned previously, these methods were supplemented by the use of
field notes, a research diary and psychosocial supervision with peers and my research
supervisor. This section provides a description of the free association narrative

interview, interview procedure and content.

3.5.2.1 The Free Association Narrative Interview (FANI)

The FANI was developed by Hollway & Jefferson (2013) to research the fear
of crime and is argued to allow interviewees to follow the threads of their emotional
experience steering them away from well-worn stories and commonplace narratives
(Hollway, 2015). In line with the theoretical foundations of this study and its
subsequent questions, the use of the FANI, was to enable parents to provide responses
that reflect their own emotions, thoughts and concerns at this time, even if these were
not yet consciously accessible (Hollway & Jefferson, 2013). In this study, | wanted an
approach that went beyond what other qualitative methodologies may uncover about
parents’ experience of their child with SEN’s transition and chose the FANI method as
it works from the assumption of a ‘defended’, rather than rational subject, which
includes both researcher and researched, who are mobilised to defend against anxiety

and uncomfortable feelings (Clarke & Hoggett, 2009).

Central to this method is the participant's free association of thoughts in the
interview encounter which are suggested to reveal the connections between their

internal and external worlds; connections that may not be uncovered except through
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dialogue with another, in this case, the researcher (Hollway & Jefferson, 2013).
Narrative approaches such as the FANI claim to empower interviewees by being non-
directive, where in the interviewer follows the direction of participant narrative and in
this way are argued to be most effective in capturing affective data (Hollway &

Jefferson, 2013).

Parents were asked to share their story through open questions pertaining to
their experience of their child with SEN’s transition to school. The FANI allowed
parents to make choices, such as which story to tell, how it was told, the level of detail
provided, and what was emphasised or moved away from, which provided information
of unconscious processes and the emotional underpinning of parents’ experiences

(Hollway & Jefferson, 2013).

Specific interview principles have been advocated to facilitate this type of
methodology such as: use of an open question format to elicit participant stories;
enabling each story to be finished uninterrupted; following up using interviewee’s
word-ordering and phrasing; keeping researcher intervention to a minimum; and use of
questions that draw out details of experience rather than intellectualised responses
(Hollway & Jefferson, 2013; Hollway, 2015). My assumption was that having
established a rapport through use of the FANI, parents’ emotional experience would

emerge from their told story.

When selecting the most appropriate method for data collection the
Biographical Narrative Interpretative Method (BNIM) was also considered. The
BNIM and FANI methods are based on similar underlying principles, indeed Hollway

& Jefferson developed the FANI from this method, with both suggesting that within
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the research encounter the significance of participant experiences will be revealed
(Gabb, 2010). Where the methods diverge is in terms of analysis and interpretation,
the BNIM expresses an interest in the life stories of participants and the presentation
and process of storytelling and construction by checking out hypotheses at each stage
(Wengraf, 2001; Gabb, 2010). Whereas in the FANI, the interpretative framework is
underpinned by psychoanalytic concepts and the assumption of the ‘defended subject’
which was in keeping with the positioning of this research and interest in exploring the

affective experience of parents.

3.5.2.2 Interview procedure

Eight interviews were completed in total, two with each participant. All were
recorded using a digital Dictaphone. Participants were given the option to interview
within the local authority offices or their home environment, whichever was most
appropriate for them. | suggested to allow 90 minutes for our first interview, to allow
time to talk through the information sheet and consent form prior to start. It was
interesting to note that second interviews were longer in each case, and | wondered

whether this related to the rapport that had been built during the initial interview.

3.5.2.3 Interview content

The use of more than one interview is standard practice within the FANI method
and each has a different purpose (Hollway & Jefferson, 2013). In the first interview,
open-ended questions are posed to elicit experience-near accounts arranged according
to participants’ free associations about the chosen research topic. Whilst in the second
interview, questioning is guided by the first, and questions are designed based on the

participant narrative. In this way, each interview is unique, with an emphasis on the
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co-creation of meaning and intersubjective dynamics. The content for interviews 1 and

2 of this research is outlined below.

Interview 1 took place in the first week of the school term September 2018
based on parents’ availability. At the beginning of each interview, I revisited both the
information sheet and consent form to ensure informed consent. | then reiterated that
interviews would be recorded, checking whether it was okay for me to take some notes
during the process. Participants were then asked to complete a demographics
information sheet to answer questions regarding their gender, ethnicity, occupation,
family composition, when their child’s EHCP was issued, their child’s SEN, type of
nursery setting and school (Appendix E). The purpose of this was to provide contextual
information, building a more complete picture of the individual, to assist with analysis

and the creation of meaning (Hollway, 2008).

The first interview began with a scene setting/ rapport building question which
asked parents to tell me a bit about their child.

. As I’ve never met ----- , can you tell me a bit about him/her?

This was followed by three open-ended questions designed to elicit narratives
linked to the broader research question and tap into transition as a process accounting
for the time prior to, during and after the move to school. There was flexibility in how
these questions were referred to as most parents mentioned starting school and the first

day experience prior to being asked.

. Tell me about your experience when ----- was at nursery?
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. Tell me about your journey with ------ from the time he/she finished
nursery to starting school?

. Can you tell me a bit about what it was like when ----- started at school?

Throughout the interview process | endeavoured to follow the principles as
referred to by Hollway & Jefferson (2013). Each interview was then transcribed
verbatim and a review of the transcripts, as well as reference to field notes and
reflections written after each interview, informed the subsequent interview with

parents.

Second interviews took place towards the end of half term or just after, six
weeks after the initial interview. It was felt that after the first half-term, children and
their families would be more settled into school life, and it was assumed that the
realisation or meaning of the transition to school for each parent may be coming to
fruition.

Each interview began with the following questions.

. Did anything stand out for you from the last interview?

. Has anything else come to mind since our last discussion?

The supplementary questions for each interview were unique to the participant
and aimed to explore themes that had come up to elicit further narratives and encourage
areas that may have been avoided. In line with guidance from Hollway (2015) these
‘questions were not devised to be read word for word’, but instead represented an area
of interest, giving researcher flexibility in the moment (Hollway, 2015 p.45). This
meant that in comparison to other qualitative methods, each second interview was

dependent on participant free-association and intersubjectivity, rather than the use of a
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standardised framework to guide interview structure (Hollway, 2015). The interview

schedule for each interviewee are provided in Appendix F.

3.5.2.4 Reflections on data collection

The importance of reflexivity was evident at this stage and | was interested to
note how my experience of the first interview was influential in approaching the second
interview. Returning to field notes and reviewing of transcripts enabled me to tune into
the emotional impact of the interview encounter, how | was left feeling after and how
| related to the interviewee at that time (Hollway, 2015). Through engagement with
my own subjectivity, my thinking was supported, and | was able to bring awareness to
any defences and reflect on them in order to create a line of questioning based on each
participant’s narrative. Without this, I would likely have run the risk of my assumptions

and biases dominating the research (Finlay, 2003).

3.6 Data Analysis

Lorelli, Nowell, Norris and White (2017) suggest that when conducting
qualitative data analysis, the researcher becomes the tool and must make decisions
about the type of analysis, coding scheme and themes, and how best to represent the
data. When considering types of analysis, | was aware of other methods that may have
been appropriate for the exploratory purpose of this research, namely Interpretative
Phenomenological Analysis (IPA). In line with my interest in the individuality of
experience, Smith et al. (2009) state that IPA tends to focus on an exploration of the
participants lived experience, their understandings, perceptions and views of this.
However, from perusal of the literature, I felt that interpretations made using IPA are
often based on and restricted by the assumption that participants are able to adequately

articulate their thoughts and experience (Smith et al., 2009). Based on this assumption,
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I chose instead to adopt Braun and Clarke’s (2006) Thematic Analysis, as in
comparison to other methods, it does not lend itself to a particular ontology or
epistemology and therefore can be compatible with a variety of interpretation modes,
in this case psychosocial. This was deemed a more appropriate way to explore my
interest to make sense of the psychological and the social including affect, unconscious
communications, relational dynamics and defences in the data and better aligned with
my ontological and epistemological positioning (Hollway & Frogett, 2012; Hollway,

2015).

The purpose of this section is to describe the approaches taken in analysing the

data captured during the research process.

3.6.1 Thematic analysis as a framework

As suggested Braun and Clarke’s (2006) Thematic Analysis was chosen to
carry out a case by case analysis of participant data. This method was decided upon as
it was felt it could be used to identify patterns within the data and would be appropriate
for organising and describing each parent’s experience in rich detail following a
coherent process (Braun & Clarke, 2006). In this study, | proposed to include both an
inductive approach, derived from the data and an application of psychoanalytic
concepts and researcher subjectivity to make sense of the individual participant
narrative. In this way, addressing one of the disadvantages of the use of thematic
analysis alone, by exploring the continuities, contradictions and the hidden meaning

within individual accounts (Braun & Clarke, 2006).

A criticism of the use of thematic analysis in other research has outlined that

often the detail of an analysis is omitted and therefore impacts on the quality of the
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study (Robson, 2011). In order to overcome this and to maintain transparency, what

will follow is a description of Braun and Clarke’s (2006) six-phase approach used.

3.6.1.1 Phase 1: familiarising yourself with the data

As | collected the data myself, | began this phase with prior knowledge of the
families, my responses to them as interviewer and some initial interests in their
narrative (Braun & Clarke, 2006). This was important to hold onto throughout the
process in the form of reflexive field notes and discussions in supervision. To immerse
myself in the data | began this phase with all interviews being transcribed verbatim. As
well as recording all verbal and nonverbal responses, transcription included notes on
pauses, tone and emphasis on words. In order for the transcription to stay true to its
original nature, a key was developed which included some of Silverman’s (1993)
transcription symbols, this is shown in Table 3. In line with Braun and Clarke’s (2006)
guidance, following transcription, each interview was read in full at least once before
any formal coding occurred. At this initial phase, | made handwritten notes whilst
reading through each transcript to record any initial ideas for coding and items
potentially of interest to be returned to in the next phase of the process. See Appendix

G for example transcript.

Table 3 Transcription Key (Silverman, 1993)
Symbol Explanation

Indicates a pause or elapsed time

= Both interviewer and interviewee speak at the same

time

- Cut off, does not finish sound or word

Underlined word Emphasises a word either by pitch or intonation.
(italics) Non-verbal communication
[square brackets] Information changed to protect interviewee anonymity
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3.6.1.2 Phase 2: generating initial codes

Within this phase, | coded from the data in each transcript, based on the
interviewees’ experiences. Braun and Clarke (2006) suggest that coding data into
meaningful groups can be done by hand or using a software programme, | chose to use
MaxQDA in order to organise, visualise and record codes and themes. Interview
transcripts were transported to MAX-QDA and were read line by line, meaningful

chunks of data were highlighted and given code names.

In line with Braun and Clarke’s (2006) method I coded for as many themes and
patterns as possible, coding different extracts in multiples ways including
inconsistencies to the dominant narrative and included context to ensure the gestalt
(whole picture) was not lost. Coding was completed using a case by case analysis,
coding both interviews for a participant, before moving onto the next. To check the
trustworthiness of the coding at different points throughout the process, sections of
coding were sent to my research supervisor to examine. After the coding of each
interview, codes were reviewed to ensure that items were consistent with code name
assigned or to modify existing codes to include new material where relevant. See

Appendix H for initial coding examples for Lizzie’s transcript.

3.6.1.3 Phase 3: searching for themes

Once all data was coded and collated for a set of participant interviews, codes
were then sorted and combined into potential overarching themes. This was done by
organising codes into colour groups on MAXQDA to support the theming process.
Initially the colour groups related to areas that were repeatedly spoken about or referred

to a specific point in time e.g. prior to diagnosis or early education.
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This phase involved active reviewing of the coded data to identify areas of
similarity and overlap between codes, identifying topics around which codes cluster. It
was important to me that although reducing the volume of data when developing
themes, I maintained the richness of parents’ accounts and the meaning they had made
of the transition process. The process of constructing themes and subthemes, which are
the subcomponents of a theme, involves clustering codes that seem to share some
unifying feature, so that they reflect and describe a meaningful pattern in the data.
Another important element of this phase was to begin to explore the relationship
between themes and how they may fit together to tell the overall story of each parent’s

data. See Appendix | examples of participant themes, sub-themes and categories.

3.6.1.4 Phase 4: reviewing themes

This phase involved a review of developing themes in order to refine them and
judge their quality in relation to the data set. This occurred at two levels, firstly, reading
the data extracts within a theme to check that they related to it. Secondly, re-reading
the entire data set for that participant to check whether themes were relevant and

reflected the research interview as a whole.

3.6.1.5 Phase 5: defining and naming themes

Further refining took place, and a name was chosen to represent each theme,
checking these with others to ensure acceptability and coherency from others
perspective. See Appendix J for example of Mark and Paul’s summary of coded

segments for theme ‘Adapting to a newly formed family system’.
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3.6.1.6 Phase 6: producing the report

The results of the thematic analysis were then written up as case studies and
took the form of the findings chapter.

As this research aimed to both honour participant narrative whilst also
exploring unconscious and emotional material within the research encounter, the
thematic analysis above provided a story of parent experience from their perspective.
The application of psychoanalytic theory described in the next section provided a
framework to look in detail at individual parent accounts of their experience of their

SEN child’s transition.

3.6.2 Application of Psychoanalytic Theory

During each case analysis the application of psychoanalytic theory involved the
exploration of four core questions outlined by Hollway & Jefferson (2013). This
included questioning what | noticed in the data, critically exploring why | may have
noticed what | did, the interpretation | placed on what | noticed and how | understood
my interpretation to be appropriate (Hollway & Jefferson, 2013). For this, |
triangulated information from a range of sources including, my inductive thematic
analysis, reflective notes, research diary, supervision sessions, and close listening of
the audio recordings to develop an account of each parent’s experience of their SEN

child’s transition to school.

3.7 Ensuring Research Credibility and Trustworthiness

In psychological research there is often a pressure to produce findings that are
generalisable and objective, as these are perceived to signify a good quality study.
However, the concepts of reliability and validity which are applicable to quantitative

research to think about quality, cannot be readily applied to judge qualitative research
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and instead other criteria have been developed for the qualitative paradigm. In this
instance, it is about how trustworthy the results are, whether they tell us something
useful and whether they are beneficial to the people concerned (Angen, 2000).
Therefore, in order to establish trustworthiness in the research methodology and
approach, | employed techniques to ensure credibility and transferability articulated by

Lincoln and Guba (1985).

3.7.1 Credibility

Credibility is about how confident people can be about the nature of the
findings, and how congruent they are thought to be with reality (Lincoln & Guba,
1985). To ensure credibility in the following research a number of techniques were

adopted.

3.7.1.1 Multiple Interviews

More than one interview was conducted with parents in an attempt to gain an
adequate understanding of their experience of the transition from nursery to school. It
was hoped that a trusting relationship may be established during this period of relatively
prolonged engagement in comparison to a one-off interview. | felt that the use of
narrative accounts would retain the complexity of transition as a real-life event and
hold on to the emotional meaning associated with it through an established rapport

between interviewer and interviewee (Polkinghorne, 1995).

3.7.1.2 Triangulation
Triangulation of multiple sources of data was also used to inform a greater
understanding of findings and ensure that they did not arise out of ‘wild analysis’ as

suggested by Freud (1909). Triangulation is based on the premise that a conclusion is
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more credible when it is confirmed by more than one source (Denzin, 1978; Patton,
1999). In line with my psychosocial ontological and epistemological positioning |
chose to keep reflexive field notes and attend psychosocial supervision in order to
provide insight into my own subjective experience so that | could know the difference
between myself and the interviewee or situation | was trying to make sense of
(Hollway, 2008). Psychosocial supervision and conversations with colleagues provided
multiple perspectives which helped to uncover any biases or assumptions in the

interpretative process.

3.7.2 Transferability

Transferability relates to whether the research findings are applicable to other
contexts and populations (Guba & Lincoln, 1981). Lincoln and Guba (1985) assert that
this can be achieved by providing a thick description of the data collection and analysis

process.

3.7.2.1 Thick description

In order to increase the credibility and transferability of the findings, |
endeavoured to provide a detailed outline of the decisions made throughout the research
process so that it could be followed by another researcher (Guba & Lincoln, 1981). As
well as this, | have tried to pay close attention to the contextual details of each case
study, accounting for the circumstantiality of the data and illustrating that meanings
depend on the person, timing and the relational encounter (Hollway & Jefferson, 2013).
It was intended that the use of case studies and pen portraits would provide a deeper
understanding of how each parent’s unique context influenced their experience of their
child with SEN’s transition to school. It was acknowledged that although these

accounts may not be transferrable to other parent experiences, they are likely to be
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useful and provide reflections for professionals who are involved in the transition from

nursery to school and beyond.

3.8 Ethics in Psychosocial Research

Ethical approval for this research was granted by the Research Ethics
Committee of the Tavistock and Portman NHS Trust (See Appendix K). As with any
piece of psychological research, ethical issues need to be held in mind throughout the
entire research process, from data production and analysis through to the presentation
of the data (Robson & McCarten, 2016; Hollway & Jefferson, 2013). As suggested by
Robson and McCarten (2016), research has the potential to cause harm, stress, and
anxiety for the participants involved (Robson & McCartan, 2016). Ethical
considerations were therefore crucial in the protection of participants from any adverse

consequences.

The ethical challenge raised in psychosocial research for me as a researcher was
related to the duty of care to the participant. Psychosocial research acknowledges the
existence of the ‘defended subject’ and ‘defended researcher’, suggesting that both
engage in avoidance by mobilising defence mechanisms in the interview encounter
(Hollway & Jefferson, 2013). In light of this, | wondered about the ethical implications
of the interview process, as it may bring awareness to emotional experiences that were
previously unacknowledged or unknown to participants (Hollway & Jefferson, 2000).
It was evident that some parents did recall some painful experiences, some of which
may have been “unprocessed to a lesser or greater extent ” (Gabb, 2010, p.18). It was
hoped, similar to Hollway and Jefferson’s (2000) accounts, that participants would
experience the interview encounter as positive and supportive to talk about anything

that may be upsetting. This reminded me of my role as a TEP, and how often
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consultations undertaken can be sensitive and bring up uncomfortable material for
those involved. In this way, although the role of researcher was unfamiliar to me,
upholding a standard of ethical practice was not. However, this did raise the question
of how to ethically conduct psychosocial research and how one can truly gain informed

consent for this type of research, which required further thought.

The following steps were taken to ensure that the research was carried out in an

ethical way.

3.8.1 Issues regarding informed consent

Informed consent was gained when participants signed a consent form. This
was following a run through of the information sheet clarifying the design and aims of
the study, what participation would entail and how data would be stored. This
introduced the study in an understandable format, as well as an explanation about
how/why participants have been selected. Any unintended harmful
impacts/consequences of the research were discussed at a check in after interview 1
and prior to interview 2. At the end of the interview process, | asked parents about
their interview experience and checked whether signposting to other services may be
supportive. Consent was documented in hard copy form, one to be kept by participant
and one to be stored by researcher in accordance with the Data Protection Act 2018 and
University of Essex guidelines (BPS, 2010). Participants were made aware that they
were free to withdraw from the research at any time and stop the interview if they were
to feel uncomfortable. As is suggested by Hollway and Jefferson (2013) providing the
opportunity for the participant to say ‘no’ in the research process can be a step towards

rectifying power imbalances that exist between them and the researcher.
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3.8.2 Anonymity and confidentiality

Participant information obtained during the research process was regarded as
confidential unless otherwise agreed in advance (BPS, 2010). It was important to state
to participants from the beginning that the duty of confidentiality was not absolute and
may be breached in exceptional circumstances by more compelling duties such as the
duty to protect individuals from harm or in instances of safeguarding where they were
deemed as at risk of causing harm to others. Pseudonyms were used and other
identifying information e.g. teacher and school names altered to further protect the
anonymity of participants and their lives. Data was kept securely at the local authority
offices in line with their data storage arrangements and the Data Protection (2018) and

Freedom of Information Acts (2000).

3.8.3 Power imbalances in the research encounter

When considering potential power imbalances of the research relationship,
parent participation was framed as a collaboration and production rather than an
investigation, so that it was not only the researcher that benefit (Polkinghorne, 1995).
Each interview was held in the home setting and so deemed to be somewhere where
the parents felt more at ease. In each interview I hoped to enable parents to make sense
of what had happened, reflect on the content and meaning of their own narrative and

so promote learning and further understanding of the self (Polkinghorne, 1995).

Through reflexive fieldnotes | was mindful of my perceived position of power
as an educational professional based on parents’ past experiences and felt that reflecting
on and acknowledging this within the research was another way to maintain ethical

practice.
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3.8.4 Adhering to principles of honesty, sympathy and respect

Throughout the research process the following principles outlined by Hollway
and Jefferson (2013) were adopted to further uphold ethical practice. These included,
‘honesty’ which involved approaching the data openly and applying a theoretical
framework that was clear, justifiable and providing interpretation that could be
supported by evidence from various sources (Hollway & Jefferson, 2013). Next,
‘sympathy’ which suggests a commitment by the researcher to understand the
individual, whether you agree with their actions or not. To achieve this, it was
important for me to try to put myself alongside parent experience, in an attempt to
understand their confusions and anxieties (Hollway & Jefferson, 2013). Lastly, to
ensure ‘respect’ for each participant. | was aware that parents had given their time to
participate, so it was important to me that | gave them due attention, carefully observing

their responses and responding appropriately.

3.9 Chapter Summary

The aim of this chapter has been to show how my ontological and
epistemological positioning have had profound consequences for research design and
what a study can uncover about a chosen topic, in this case, parent’s experience of their
child with SEN’s transition (Hollway, 2009). In order to ensure credibility and
trustworthiness of the study, | have provided a detailed outline of the recruitment
procedure, participant sample, data collection and analysis. Concluding with ethical
issues of carrying out psychosocial research and the steps taken in considering
participant duty of care. The next chapter will present the findings of this study through

four individual case studies.
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Chapter 4 Findings

4.1 Chapter Overview

Interviews were analysed case by case using Braun and Clarke’s (2006)
inductive thematic analysis, this, along with reflexive field notes and close listening to
the audio-recordings shaped my representation of each participant’s data. I chose to
provide a narrative account of each parents’ set of interviews, which illustrates the
journey embarked on in terms of the transition to school process and becoming the
parent of a school child. Each analysis begins with a pen portrait to introduce each
parent and their child, setting the context for the research encounters. Each account
aims to create meaning using the participant narrative presented, relevant
psychoanalytic theory and the use of researcher reflexivity. My reflections on the
interview process and analysis of participant data follow, evidencing that these are
important sources of data especially with regard to making sense of affective,
performative and relational aspects of the research encounter (Elliot, et al., 2012). It
should be noted that pseudonyms are used and identifying information altered in this

section to protect the anonymity of those involved.

4.2 *Lizzie and Henry

Lizzie is a single parent, aged 29, who separated from Henry’s father when he
was three months old. Henry had contact with his father for the first two years of his
life, but in more recent years they have not had a relationship and his father now lives
with his family in a neighbouring borough. Lizzie’s mother and friends live locally to
her and she suggests that she has “a good circle around her”. She is of White British
heritage and is living in a two-bedroom house in a diverse area of her local community.
She recalls that Henry’s difficulties began from an early age with his speech and

language development and associated behaviours being an area for concern for both
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professionals and for her as a parent. As a result of these difficulties, Henry was issued
with an Education Health and Care Plan (EHCP) at 3 years old. From that time, he
received 1:1 adult support at nursery and this was noted by Lizzie to be key to a change
in his presentation. Henry turned five in September, the week before his transition to
school. He had been attending his local mainstream nursery and was moving up to the
Reception class within the same school. Lizzie said she was feeling okay about the
change, as she felt there was a strong sense of continuity, in that Ms Scott would be
moving up with him, as well as some other teachers and peers. Although appearing
initially blasé about her son’s transition to Reception, what transpired over the two
interviews was a complex experience characterised by a myriad of emotions in order

to manage, process and adapt to the changes that were occurring.

4.2.1 Experience of parenting
4.2.1.1 Being the ‘good enough’ parent

In our first interview Lizzie discussed how she regularly felt that she could not
be a ‘good enough’ parent to her son, relating this to her inexperience as a first-time
parent, her single parent status, her comparison to others and judgement she placed on
herself. She appeared to have an idealised image of what the parent role would be like
when pregnant, and when the reality did not match her expectation her overwhelming

feeling of not being good enough increased.

She described how transformative the transition to parenthood was for her and

the difficulty she had in adapting to becoming a mother and responding to her son as

he developed, particularly when his speech and language was delayed.
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...at the very beginning it's very hard. You don't know what to do, you don't
know how to deal with things, you're a first-time parent... it's scary and you question

whether you're doin’ things right or wrong. So, you don't know... (Interview 2, line 51).

She provided a description of how she had moved from a state of independence
to being a part of this dyadic relationship and how from this moment, she was aware of
her influence on him and his on her. Through the processes of ‘introjection’ and
‘identification’, Lizzie’s anxieties about herself in role magnified and she became
frustrated towards her son. This was particularly salient when she spoke about Henry’s
time at nursery, where she felt judged by others because of his unsociable behaviours.

[deep inhale] You get looked at, you get deemed a bad parent and it's that then
you start thinking... Oh God! Are they lookin' at me in that way? Am I bein'...am I a

bad parent? And then you start questionin’ yourself (Interview 2, line 43).

4.2.1.2 Parenting her child with SEN

For Lizzie, when Henry was diagnosed with speech and language difficulties,
there was a real sense of an internal struggle, where at one level she saw his difficulties
as not being attributed to her and out of her control, but this existed alongside feelings
of guilt, failure and embarrassment. She described how she found it difficult to cope
with his difference, and how the emotions she was full of impacted on her experience
of parenthood and her capacity to parent.

...1 think talkin' about how he is behind, and you know, different and you've got
to know Henry and learn Henry to know what his triggers are... And | think just over
the years doing that it's taken time and it's harder than what it seems... (Interview 2,

line 59).
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Lizzie explained how stressed and anxious she became about his behaviour and
how this influenced their daily functioning as a family.

...and you re just struggling to do that and it’s like ... the struggle is just unreal
sometimes when you just, you just break...(Interview 1, line 33).

because he would like kick off and.... so we’d be sitting in most of the time.

And... I'd feel anxious about going out (Interview 1, line 78).

4.2.1.3 The nature of the parent-child relationship

She often mentioned a lack of understanding between them and how this
undermined her self-esteem as a parent and made it difficult for her to empathise with
how he was feeling and experiencing the world.

...you're just like oh just go..., like you just can’t cope with them sometimes
because when they don’t understand you but then you don’t understand
them...(Interview 1, line 33).

| noted this feeling of not being good enough in the ‘transference’ during our
initial encounter, and | became anxious about my role as researcher, questioning my
abilities. In response, | was drawn into validating the difficulty of her experience as a
parent, whilst acknowledging her strength and the changes she had been able to make.
And in some ways, tried to gain validation from her that | had done a good enough job

during the interview experience.

4.2.2 Earlier experiences of education
4.2.2.1 Recalling nursery experience

Starting nursery was an important milestone for both Henry and Lizzie. The
prospect of this was difficult considering his communication difficulties, and Lizzie

recalled this earlier experience as a time characterised by difficult interactions with
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staff, a wish for her son to act differently and further internalisations of the feeling that
she alone could not adequately meet his needs.

...when he was very young and all that was happenin' that was awful I'd come
home cryin' every day. It was awful, absolutely awful (Interview 2, line 43).

I would always go to nursery and they would be like “oh Henry’s mum could
you just come in for a minute?” And I'd be like ugh somethings happened
again...(Interview 1, line 33).

Lizzie said that Henry’s behaviour often left him on the periphery as he posed
a challenge to the safe running of the nursery, particularly at special events and
celebrations. Being excluded from these had a real emotional impact on her.

...and it would be 30 hard, and it was quite heart wrenching that he wasn 't even
allowed like he wasn 't even - to go in the school play or like every sports day...nothing

(Interview 1, line 33).

4.2.2.2 Importance of the key adult relationship and relationships to other
professionals

A turning point for both occurred when Henry was issued with an EHCP and
Ms Scott was employed as his 1:1. Although Henry’s developing relationship with Ms
Scott was experienced as painful at times for Lizzie,

... obviously at first it was upsettin' because he was good for her and done this
sort of thing for her... (Interview 2, line 41).
Lizzie began to see a real improvement in his behaviour at nursery, which brought a
sense of relief.

...since he’s had his one to one, he’s come like leaps and bounds, he’s been

amazing! (Interview 1, line 16).
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She also was able to benefit from Ms Scott’s advice and guidance. This support
appeared to provide more of a containing function for Lizzie compared to her
relationships with the other nursery teachers. Ms Scott had fostered a sense of
attachment to her, acting as a maternal figure, holding Lizzie and facilitating her growth
as a parent. Within this relationship, Lizzie was more able to tolerate challenge or seek
help in managing her son’s behaviour.

She was teaching me a lot as well, dya know what | mean? Like how to deal
with it and not tell him off so much about everything... And she'll go, 'right okay well
I've been doing this, why don't you try this at home?’ (Interview 1, line 41).

Based on her previous experiences of educational professionals, Lizzie
appeared to initially attribute the same sense of judgement to me in my researcher role.
However, over time through the use of Rogerian principles of congruency, showing
unconditional positive regard and empathetic understanding, | was able to provide

similar containment which she needed to truly reflect on her experience.

4.2.3 Navigating the change process
4.2.3.1 Transition activities and practices

When thinking about preparing for the transition process, Lizzie described
some of the practices that school staff had completed with Henry, including visiting the
Reception classroom and spending some time there, as well as a staggered start in
September. She provided an image of teachers bringing Henry out of nursery, ...and

going to the big boys and the big girl’s bit. (Interview 1, line 37).

From her narrative, it was apparent that Lizzie was unsure of her role in
preparing for the transition process or how this related to the schools. She suggested

that she had re-introduced the idea of starting school the week before and encouraged
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Henry to try on his new school shoes. She reflected on the difficulty she had found in
knowing how and when to bring up transition with Henry, not wanting to confuse or
unsettle him.

So yeah, it was a bit of a... don't know, danger- not dangerous, but you just feel
like it's a win lose situation. You didn't know when to start it without confusing him as

such... (Interview 2, line 33).

4.2.3.2 Making meaning of change

Lizzie discussed the meaning she had made of this time of transition and its
initial significance to her.

But to me | was just like, oh you know it's the same teachers, he's just goin' into
Reception, like | was just a bit like - | dunno...like parents were making such [clears
throat] not that it's not a big deal, obviously it's a big deal that - but to me | was just
like, oh right just another day kind of thing... but he's goin' into Reception. (Interview
2, line 33).

During our first interview, it was almost as though there was an avoidance on
Lizzie’s part to think about the transition, as this was an event that was daunting, maybe
even risky. | wondered whether discussing it or even thinking about its significance

may bring up feelings that would be threatening or too painful to face.

4.2.3.3 Anticipation of change

Lizzie expressed her anticipation of the changes and her worry about how
Henry would cope. This appeared especially live in our initial interview as it was his
first day of school. Lizzie felt that she may not have fully prepared him for the new

expectations and routines of the school environment.
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Like I haven't really prepared him to be fair, for him to go into nursery and eat
healthy foods (Interview 1, line 22).

Along with a sense that she was not prepared for this either,

...yeah even just like paying for milk and like online stuff and things, going to
get their school uniform... it sounds like little things but it’s just ugh... (Interview 1,
line 114).

It was interesting to note how the meaning of transition evolved within the
interview process from being thought about primarily as a change in context, to
thinking more about how both Henry and Lizzie were transitioning socially,

emotionally and cognitively.

This discussion of endings and new beginnings appeared to stir up Lizzie’s fear
about future endings, particularly starting Year 1 and the possibility that Henry’s key
adult may leave. Lizzie’s concern was heightened as she felt Ms Scott had played a
pivotal part in changing Henry’s behaviour and supporting his progress at nursery. She
was worried about the inevitability of this change and what it could mean for Henry as

he moved through school.

4.2.4 Significance of starting school
4.2.4.1 For her as a parent handing over to school

Lizzie suggested that their separation on Henry’s first day was difficult for her
to bear, as he appeared nervous and confused, even trying to head back to the nursery
classroom initially. She was keen to stay with him until Ms Scott came to make him
feel a bit more at ease (Interview 1, line 44).

Lizzie described a sense of abnormality and how her experience would be

different now that Henry had started school.
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4.2.4.2 Awareness of what starting school might mean for them

This seemed to bring up a range of emotions for Lizzie which she at first
struggled to articulate, and both she and I moved away from. In this moment, the real
sense of loss associated with Henry’s transition to school became apparent for Lizzie.

And I'm thinking am I don’t know... oh did I do enough when I could’ve had
him or when | had him, dya know what | mean? (Interview 1, line 54). Or have | taken
time for granted, now I’ve got to find work and not be around him so much. (Interview
1, line 56).

The absence of her son was felt and the idea that she would not be able to get
this time back with him. She worried whether she had done a ‘good enough’ job,
whether he was ready and how their relationship would evolve as a result of this

change.

4.2.5 Realisation of changes relating to the school transition process
4.2.5.1 Change in parent identity

In our second encounter, | noticed a difference in Lizzie, in her presentation,
her level of organisation and how she spoke about Henry. She reflected on how the
last term had been and how

by two little changes our whole life’s changed basically...By me goin’ work
that, that's it now, there's no baby. (Interview 2, line 7).

Lizzie spoke frequently about the importance of finding work for her and how
this provided a sense of purpose, helping her to cope with the loss of her infant.

So it weren't that long after that | got work, so | wasn't just coming home and...
sometimes not doing anythin’ and yeah, yeah moping about maybe... (Interview 2, line

9).
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It was important for her to reform her sense of identity, as prior to the school

transition process Henry was all she knew.

4.2.5.2 Change in parent-child relationship

Out of the loss and change experienced there had been real opportunity for
growth and development of internal strength. Lizzie showed a real change in her
confidence and an increased capacity to manage positive and negative introjections and
identifications, leading to a much more balanced and self-assured narrative.

So you just gotta learn from others...and you'll never get it right. It's not
something you can get 100 percent. So, once you accept that, once you accept that you
will never - you're not always gonna be right (Interview 2, line 53).

This was especially evident when she mentioned the change in family
functioning and her willingness to regularly take Henry out with her. Rather than
adapting her life to his needs, she was now more able to take up the role of parent.

...and I'm not worried about whether he's going to kick off to be honest, because
if he does kick off I just go 'okay you gonna be like that? We can go in the car then'.
And 9/10 he'll be like 'no no okay' (Interview 2, line 47).

Lizzie was reflective about their earlier relationship, trying to think back and
understand the meaning of his behaviour, moving away from blame to try to empathise
with his experience.

| think that's where it all come from, I didn't understand it. | don't understand
why you're actin' like this. | don't understand why you - why you're hittin' me. | don't
understand why? And he felt, obviously where he was so young, he obviously felt the
same way, he didn't understand things (Interview 2, line 43).

In her reflections, Lizzie was noted to be more able to see Henry as both

developing independence and separation from her, as well as continuing to be
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dependent and connected to her. This more integrated way of viewing their relationship
appeared to enable her attunement and satisfaction with how their relationship is now.
So, | feel like maybe yeah, it's definitely more quality time now, instead of like

worrying about the hours. It's actually turned out to be better... (Interview 2, line 47).

4.3 *Emma and Poppy

Emma is also a single parent, aged 27 and originally from Poland. She moved
to the UK with her parents and siblings over 10 years ago. Emma was working full-
time in an office job until recently, she decided to leave this position to become a stay
at home parent, following her separation from Poppy’s father in June 2018. Emma
describes how Poppy was quiet and withdrawn in her early years, but neither her nor
her partner were aware that she was developing differently to other children. It was the
staff at her mainstream nursery who suggested that “they noticed signs” and
encouraged them to bring her to be “checked out”. Poppy received a diagnosis of
“Severe Autism” from a Paediatrician in February 2018 and was subsequently issued
an EHCP. Following this, she received 1:1 adult support at nursery, this relationship
was pivotal in helping Emma to cope with and make sense of her daughter’s diagnosis.
Our initial interview was on Poppy’s first day at her new school, she had been agreed
a specialist placement for children with ASD and Emma was hopeful that things would
go well. When initially asked to tell me something about her daughter, Emma shared
that Poppy was non-verbal and so her communication was limited, making it difficult
to gauge Poppy’s emotional state. Interestingly, the non-verbal nature of her daughter’s
condition appeared to slip into our encounters, and often the importance in Emma’s
communication of her story was in her unspeakable experience rather than the dialogue

she brought.

86



4.3.1 Early years’ experience
4.3.1.1 Child’s presentation at nursery and parent interactions with nursery

Emma said that because neither her nor Poppy’s father were aware of her
difference, they sent her to a mainstream nursery at 2 years old. As Emma was working
full-time her early interactions with nursery staff were limited. To her knowledge, as
Poppy developed her behaviour became more challenging at nursery. She would often
cry, bite and bang her head when distressed. Emma recalled how her partner would
tell her that staff would say,

...She’s not settling, she’s not happy, come and pick her up... and they kept on
sending her home (Interview 1, line 18).

She was in a mainstream, so | don't think they could've, well | don't think they
were used to... any kind of behaviour like that (Interview 2, line 32).

Although Emma felt that the nursery setting should be prepared for all kinds of
children, she could empathise with the difficulty that her daughter’s behaviour
presented. | had wondered if the nursery experience had reminded Emma of the
unexpected event of having a child with ASD and her own loss of confidence of not
feeling ready. In this way she could ...see the nursery’s point of view (Interview 2, line

32).

4.3.1.2 Role of the father

Emma explained how Poppy’s father played a primary role in raising her whilst
she worked.

... when I was at work during the day he was looking after her when she was
coming back from nursery (Interview 1, line 16)...he was working nights, so he wanted
to have his sleep, but if she's been sent home after two hours of being in nursery, he

obviously wasn't happy (Interview 2, line 32).
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She described how his way to cope was to put Poppy to bed, whilst he tried to
rest before his next shift. Emma noted that at this time, Poppy turned more and more
inward and her progress appeared to come to a halt. This period was characterised as
difficult for Emma and from her narrative there was a real sense of a growing
disconnect from her daughter and her then partner’s experience. This ultimately led to
what Emma felt, ...was a kind of am...the push to the split of the relationship...
(Interview 2, line 32).

This painful experience of separation and sense of rejection was communicated
in the transference, as | felt very disconnected to Emma at this time. It was apparent
that the response evoked in me during our initial interview suggested that she was

keeping me at arm’s length, not wanting to discuss the interpersonal pain she had felt.

4.3.2 Experience of the diagnostic process
4.3.2.1 Noticing difference and the role of the professional

Emma firmly felt that Poppy’s birth and earliest years were unremarkable and
so until nursery staff shared their concerns both parents were somewhat unaware.

...they started telling us that they see some signs. And then obviously they
started pushing us to go and have her checked out (Interview 1, line 61).

Although over the course of the interviews, Emma indicated that she had
worried something was wrong, but felt that maybe it related to a curable health
condition or something that would inevitably pass. This understanding of her
daughter’s presentation changed dramatically once an exploration into the possibility
of her having Autism began.

So, she was just in her own world then obviously they started looking into it and
the Paediatrician that saw her said that she’s got Severe Autism... (Interview 1, line

18).
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The Paediatrician confirmed her diagnosis, providing support to the family in

the form of signposting and medication for Poppy’s sleep difficulties.

4.3.2.2 Developing an understanding of Autism and making sense of your child’s
diagnosis

What followed, was a period of digestion and time for parents to make sense of
and educate themselves on what this diagnosis might mean. Emma suggested that they
needed time to process what had happened and the implications for their daughter.

....then you get like um big news like that and then it just hit you. We didn't
expect her to have it... so it was a shock. We didn't have a clue what, what autism is
about... (Interview 1, line 45 and 50).

She spoke of her and her ex-partner’s different ways of coping at this time.
Emma feeling the need to act, recognising what had happened and wanting to deal with
it. Whereas for her ex-partner the confirmation of the diagnosis was much more
difficult.

am [ think it’s been well... I think it’s been too hard on him, like he doesn’t
know how to deal with it... but the other thing, | took it very hard but just kind of deal
with it because... you have no choice (Interview 2, line 28).

Throughout this process, Emma felt that she did not have the capacity to support
her partner in coming to terms with his sense of grief, and instead Poppy became her
priority.

She spoke of the wider impact of the diagnosis on her relationships to friends
and family, sometimes for the better or worse. Emma explained that it took her family
time to understand because this was their first experience of a developmental disability.
She felt that they had a shared experience that she could no longer be a part of, after

Poppy was diagnosed with Autism.
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Well obviously, they've got a different - because I've got nieces and nephews
and they obviously don't have the same - they're not the same. So, it's a - at first it was
upsetting because obviously they were having ties as they were normal kids. But I think
now everythin's been explained, they see her, they know how she is. So... they're kind
of buildin' up to it (Interview 2, line 91).

This sense of not being understood extended to other relationships and her
perception that her friends, at a different stage in their lives, could not relate to what
she may be going through and because of this she felt she could not seek support from
them.

I'm just 27, so it's a bit more harder for me because I'm still in my 20s, and I've

still got like friends around that they - They don't understand it (Interview 2, line 103).

Through the process of ‘projective identification’ (Klein, 1946) Emma’s sense
of loss in her relationships and in the daughter she once knew was felt. | recall leaving
the interview overwhelmed by sadness to the point of feeling numbed by it. Through
the transcription process and psychosocial supervision, | was able to notice and make
sense of the feelings that were evoked in me, so that in interview two, | could feed this
back sensitively through questioning and paraphrasing. In this way, | had hoped I could

provide a space for Emma to think about her feelings surrounding Poppy’s diagnosis.

4.3.3 Adaptation to child’s diagnosis and action taken
4.3.3.1 Becoming a stay at home mum

Following on from the diagnostic process, Emma suggested that she needed to
adjust and familiarise herself with this new terrain beneath her feet. She felt a
responsibility to take up a mothering role and decided to leave work to become a stay

at home mum. There was a sense that she was pushed into a role that she had potentially
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been trying to escape by working full-time, as she felt there was a sacrifice made on
her part and she was missing out on a ‘normal’ experience. With this new-found
responsibility and a sense of uncertainty of what to do, Emma reached out to those who

may understand at nursery and particularly Poppy’s new one to one.

4.3.3.2 Nursery adjusting to her needs and the importance of her 1:1

In response to her diagnosis, nursery staff employed a trained key adult to
support Poppy. This person shared Emma’s experience as she also had a child with
Autism, this was important for Emma to be able to relate to and learn from her.

It was mainly her that I could actually relate to. Because she's been there, she's
been working with us, so she knows her as well. So, it was easy cause she was working
with her durin' the school hours and if | needed anythin' after school hours she
obviously knows her, she knows how she is she knows what she does (Interview 2, line
95.)

Emma also noted the adaptations that the nursery were able to make to
accommodate Poppy, increasing a feeling of inclusion of children with different needs.
It seemed to me that Emma valued the change in the nursery’s approach and noted how
Poppy began to make progress, interacting more and taking a step out of her own inner
world.

She started bein' aware of kids because | don't think she was aware that they
exist... So, she started like interacting from what I seen from nursery, she’s been

actually acknowledging them, that they re around her (Interview 2, line 70).
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4.3.4 Transformative experience of being a mother to a child with Autism
4.3.4.1 Parent experience of her daughter

In our initial interview Emma spoke to her struggle to understand her daughter’s
needs and their challenge in relating to one another. However, over the course of the
interviews her developing sense of Poppy was evident.

yeah that was a bit...hard... for me to cope with at first because | thought she
was gonna speak eventually very soon.... (Interview 2, line 87) ...but we kind of found
the communication somehow. It's not obviously words but | know what she wants, when
she wants it and noises she makes (Interview 2, line 89).

There was a real feeling of hope and the idea that they were continuing on a

journey to build their relationship.

4.3.4.2 Mourning the loss of the ‘normal’ child

This sense of hope continued to exist alongside a process of mourning the loss
of her ‘normal’ child. It was my experience that this process has been one of loss,
change and growth for Emma. She has been able to give up her omnipotence and accept
her limitations as a mother, not driven to fix the ‘problem’ based on her own needs, but
instead, wanting to work with Poppy and others to support her development. Emma
spoke about her growing awareness of Poppy’s difference to other children her age, in
her communication abilities, level of dependence and play skills, and how she has
sought guidance of best practice to support her to thrive.

...everyone's trying to compare her to a normal kid when she's not a normal
kid. I mean I'm not saying she’s abnormal or anything like that... but obviously she’s
different (Interview 2, line 65 and 87)

And we're not gonna get nowhere if we just puttin® it on the back all the time...

(Interview 2, line 22)
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It appeared that over the course of our interviews Emma had grown in
acceptance of herself and her child and this had been achieved through the
incorporation of change into their lives and a reframing of their future.

1t feels like we’re makin’ progress...and we 're actually gonna get her to that -
obviously not normal but to the stage that she can actually cope more on her own

(Interview 2, line 65).

4.3.5 Needing a different school experience
4.3.5.1 Consideration of provision and preparation to start school

As part of this incorporation of change, it was recognised that Poppy would
require a different school experience. Emma was unclear of the process involved in
choosing a school placement as the nursery had taken that responsibility away from
parents, because they were the people who knew best.

...there's no point puttin' her in a normal school...so they applied for her and
she got apparently one of the best ones (Interview 2, line 61).

She appeared confident in their choice of school based on the feedback from
other education professionals, specifically Poppy’s one to one. Emma felt that she
would have suffered in mainstream school as she is currently unable to verbally
communicate her wants and needs.

Transition activities and practices were also led by Poppy’s new school, Emma
explained that she had attended three open days, two without and one with Poppy. In
these sessions she was provided information on the school day, their ethos, support
structures and guidance in how she could prepare Poppy for the transition to school by
starting a routine, trying on her new uniform and reading through her transition book.
This appeared to be the start of a supportive relationship between school and home, and

Emma expressed her interest and curiosity to see how this would develop over time.
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4.3.5.2 First day experience and school to date

Poppy’s first day of school elicited a realisation for Emma that she would have
less input in her life from now on and that she was handing over to someone else. This
was even more profound for her with Poppy commuting to school in a taxi with a
chaperone. Emma was reassured to get a call from school once she had arrived and
respected the honesty of their feedback in detailing how Poppy was adjusting to her
new surroundings. Emma’s desire to keep involved was apparent and she looked

forward to receiving Poppy’s home/school communication book each day.

4.3.5.3 Awareness of change as part of the transition to school process

In our second interview, Emma was delighted to tell me about all the changes
that had occurred since we last met. There was a real sense of growth and development
for both, with Emma starting to feel more confident in her parenting role and Poppy
growing in skills and abilities, showing more engagement with others and the world
around her. Emma shared that Poppy is exploring new foods, further along in her potty
training and is showing early signs of communication in her babbling behaviour. There
was a sense of pride in what she had been able to achieve by working with Poppy. Of
real importance to Emma was that Poppy was now engaging in more play like
behaviour and she had chosen her first toy, using this as a transitional object between
home and school.

But yeah, she's got a toy she rides with to school, she has to have it in her hand
on the taxi and on the way back (Interview 2, line 18).

For me, this marked an important step in Poppy’s development and evidenced
the growth in their mother daughter bond and emotional awareness of themselves and
one another. This had developed over time through the family’s new routine which at

the heart of it involved relationships and spending time together.
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She comes back, she eats her dinner with us then we go on a swings... And then
she has a bath, has a little cuddle and sits with us on the sofa and then goes to bed
(Interview 2, line 54).

These changes coincided with the absence of Poppy’s father. Emma reflected
on how their difference in parenting styles may have impacted Poppy’s behaviour
previously, and although she suggested that she would never stop him seeing Poppy,
his infrequent and inconsistent presence threatened to ruin the routine she had
established with her new partner.

And if you're just comin' in and ruinin’ that because he wants to see her for a
day and spoil it, it's just not gonna work (Interview 2, line 26).

It appeared to me that to manage the difficulty of the separation with Poppy’s
father and the sense of rejection she had felt, Emma was engaging in the defence
mechanism of “splitting’, focusing on his negative attributes, rather than the experience

Poppy might miss out on if he was absent from her life.

Emma discussed how she thought it would be difficult to adjust to Poppy’s
transition to becoming a school child but felt that she had got back some more time for
her and could think about the prospect of returning to work.

| thought because obviously she's been relying on me a lot. | thought she
wouldn't be able to cope without me there. Which now | think I'm so glad that they
overtake, like overtaken it, because | don't know as much as they do (Interview 2, line
107).

She was no longer worried about being side-lined and instead felt contained by
the supportive relationship of the school, and through this relationship felt that she

could now be more responsive to Poppy’s needs.
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4.4 *Mark, Paul and Archie

Mark and Paul are a White British same-sex couple (ages 41 and 39) who
adopted their son Archie through a national adoption agency when he was 3 years old.
Archie was adopted out of borough and had been in foster placement prior to this from
the age of 2. Archie’s earlier experiences involved neglect, deprivation with frequent
change and disruption to routine. He is reported to have four siblings who are in
different placements around the UK. The couple know little about Archie’s birth
parents, particularly his father, and most information provided has been anecdotal or
documented within paperwork. As part of their adaptation to becoming adoptive
parents, they are eager to learn more about his background and ensure that they create
an environment in which he can explore his identity. Mark and Paul suggest that Archie
is over a year behind his peers developmentally and finds it difficult to manage his
emotions. In response to this, nursery applied for an EHCP prior to starting school,
and he was issued with a plan in July 2018. Archie is now five and in September 2018
transitioned from his local nursery to the feeder primary school. Before the adoption
process, Mark and Paul were working full-time in the financial sector and both continue
to do this. When first meeting the couple, it was apparent that they had not previously
had the space to process and think about their new role as adoptive parents. It was as
if they had been flooded by their son’s unprocessed fears and anxieties and these were
felt in the research encounter whilst they were trying to figure it all out. Adopting a
psychosocial perspective enabled me to make sense of the emotional experience they
had gone and continue to go through prior to and as their adopted son transitions to

school.
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4.4.1 Becoming new parents of an adopted child
4.4.1.1 Experience of the adoptive process

Archie’s foster placement was out of borough and so he travelled between both
family systems for the gradual transition process. Mark and Paul were thoughtful about
how this must have felt for Archie, reflecting on how different he presented early on in
comparison to the present day. They described how his survival response at the time
was almost one of shutdown, either sleeping or being agreeable to everything and how
they had assumed he was coping well with the change.

...he seemed to be fine with it but then is that because he didn't know what was
happening and sort of, he's — because we had no reference point for it. But he was...
well I just can't find the word... well yeah just complied with everything (Interview I,
line 66 and 67).

You think, thinking about it now he was just...probably just too overwhelmed
and quite - it's obviously quite sad.... (Interview 1, line 71)

| was curious that neither parent had mentioned what their experience of this
time was, but it felt as though it were the calm before the storm.
4.4.1.2 Early experience of adoptive child and what was hoped for in new parent

role

There was a sense of newness in the attachment relationship when both parents
spoke about Archie. | was interested in their focus on his needs and behaviour when
describing him, this made me think about how | was positioned as a professional based
on their previous experiences. It was apparent that for them, Archie’s needs were a
focal point of his developing identity and in their understanding of him. But also, the
omnipotence of their son’s behaviour was evident in our encounters and the impact he
has on the family’s dynamic. Archie was described as having social, emotional and

sensory needs and that his behaviour is more visible and amplified compared to that of
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his same age peers. | wondered about the adaptive nature of his omnipotence and what
this may serve for Archie in the parent-child relationship, something that had not yet
been explored by his parents.

Neither Mark nor Paul explicitly mentioned how they had imagined the parent
role to be, but | was curious as to whether the reality had not met their expectations.
They often referred to idealised versions of parenting presented in the media,
suggesting that,

...that's not how real life ever works... [laughs] (Interview 1, line 76).

They engaged in a splitting of the past and present, hoping that they as parents
were doing everything right by their adopted son. In discussion, it seemed that the
couple were optimistic that the life they could provide to Archie would compensate for
his earlier experiences. This was alongside a worry that he would not be able to respond
to the environment they have created. This appeared to impact their confidence and
feeling of competence and | wondered how this influenced their unspoken feelings
about Archie’s behaviour.

Sometimes, when you see a kids' TV program, you say, "Why can't Archie just

do that?" (Interview 2, line 198).

4.4.2 Adapting to a newly formed family system
4.4.2.1 Being a ‘good enough’ parent and awareness of others’ perceptions

During the adjustment period, the couple had referred to research, explored
Archie’s past and attended peer support groups in order to understand their
circumstance. In an attempt to unpick what may be going on for him, it seemed that
they were engaging in a process of locating the problem in their son’s genetic make-

up, repressing the thought that their approach may not be enough at this time.
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Now I've been reading about PDA, it's gone off down another tangent.
(Interview 2, line 54). Like Mark was saying, it's almost sometimes just on a daily basis
you're seeing different things, and it’s constantly evolving (Interview 2, line 56).

This uncertainty was clearly communicated in the ‘transference’ via their
dysregulated response and their search for my contribution which was a struggle to
ignore.

1t’s just difficult to know what to do...(Interview 1, line 100).

The couple also spoke about the difference in Archie’s emotional reactions
compared to other children and their concern of how others may perceive his behaviour,
having little understanding of him or his situation. They worried about Archie being
constructed as the child who causes trouble.

| think his behaviour is somewhat more extreme than other kids when things go
wrong (Interview 2, line 101).

In that moment, you can't say anything, because that is what they've seen, and
you can't go into a whole 10-minute spiel of, "He's not a naughty kid" [laughs]
(Interview 2, line 106).

Attending adoption support groups appeared to lessen parent’s feeling of being
misunderstood and provided a space where they could identify with others’
experiences.

Knowing there's other people out there that have gone through the same thing
and the same thing happens to them gives comfort - but it's difficult... (Interview 2, line
195).
4.4.2.2 Recognising their child’s early history

The couple shared a curiosity and interest to explore Archie’s family
background and history in order to make sense of his experience and get to know him

for who he is, but also to share this with him one day. However, being confronted to
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think about his earlier experiences was overwhelming for both. Their narrative
included lots of pauses and an explicit expression of sadness whenever they gave an
insight into Archie’s earlier history.

| think a lot of the time they found - social services, he would just be in this
really sort of dirty am, dirty am...sort of you know those baby bouncers, he'd just be
left in that.... Apparently, it was really grubby, and he'd just be put in front of the TV
and just left... So... (Interview 1, line 24).

They described how Archie and his family regularly moved around and he was
known to have attended several nurseries before he was placed in foster care.

For Archie, getting the idea there's just one thing changing, because his
previous experience when he changed nursery setting, he was possibly changing carer
as well. Suddenly he's in a new house, new room, new family, new breakfast routine.
At one point he was with his birth family and then overnight he's no longer with them.
(Interview 2, line 112).

This supported parent’s reflection of Archie’s response to change now.

4.4.3 Managing subsequent transitions
4.4.3.1 Early education

Archie started nursery again a few months after his adoption, Paul said initially
getting him there in the mornings was difficult, but over time he settled reasonably
well. It was felt that having an identified key worker provided the emotional
containment that Archie needed. The couple mentioned that there was a noticeable
change in his behaviour as the ending of nursery drew closer. Both considered what
this ending may have meant to him and it prompted them to think about his experience
of previous transitions, the loss of peer and adult relationships and the uncertainty of

what was to come.
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It's just as Mark was saying, it's just that transition, that jump again... into the

unknown (Interview, line 110).

4.4.3.2 Preparing to start school

The couple described how his new school had arranged a picnic for the new
families to provide an opportunity for introductions and to begin to build relationships.
His teacher had prepared a pack for parents to go through with Archie to familiarise
him with the school and staff, although with limited feedback from him they were
unsure how engaged he was with this. They questioned how much Archie understood
about the transition until it happened because of his level of emotional and cognitive
awareness.

You know we've been talking to him about it, but that's fine that we can
conceptualise what it means and understand and forward think and - but for him, you're

just saying random words (Interview 1, line 29).

4.4.3.3 First day experience and subsequent separation and loss

Mark suggested that the first day went better than expected, reflecting that this
may relate to Archie’s coping mechanism of potentially shutting down.

But I think he was just a bit - it's obviously a shock isn't it, to the system. So
again, like - he'd gotten a bit numb when we first had him. I think he might, might've -
he got too overwhelmed (Interview 1, line 93).

Since then, they found separation in the mornings had become more difficult,
with Archie often clinging to either dad, wanting them to stay with him. Although the
couple were aware of why Archie may need this reassurance, it was evident that that

they found it a challenge to comprehend the unconscious memories that may be stirred
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up based on his earlier experiences of separation and not having that initial caring
relationship.

Mark explained that because both him and Paul are working full-time, Archie
attends a childminder three days per week and has a variable routine of who is dropping
him off and picking him up. They seemed surprised by his insecurity with the smaller
changes of his new routine and explained that he will question each day about what is
going to happen.

So he'll keep asking what day is it and who's picking me up. Yeah that kind of
thing. So, he's still...clearly he's not comfortable (Interview 1, line 65).

In our initial interview, the couple were worried how best to cope with
separation in the mornings and how the experience was emotionally difficult for them.
They wondered how he managed for the rest of the school day and explained that they

had little communication with school at this point, so were unsure.

4.4.4 The school experience
4.4.4.1 Archie’s experience of school and adjusting to new school routines

In our second encounter, both parents were pleased that Archie was starting to
develop a relationship to a male class teacher who supports outdoor learning. They
shared that the separation in the mornings had also improved as Archie appears to have
adjusted to the new routine and so knows whose collecting him.

| think if he knows one of us, one of us three is going to be there for him, then
that's enough for him to be calm and that (Interview 2, line 114).

They described their shock at the frequency of change in the school
environment compared to preschool, for example in staff, in weekly events, activities
and in the expectations of the children. Paul provided an example of an upcoming

change to the morning drop-off, but their plan will be that the parents basically wait at
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the, like an outer gate and the kids then get taken in by a member staff (Interview 1,
line 60).

This image appeared too much for both parents to bear and they seemed relieved
that these changes would be managed in a different way for Archie considering his

needs.

4.4.4.2 The school system and the importance of feedback

The couple discussed their awareness of how the school system is designed for
a certain type of child and that Archie requires a different approach to accommodate
his needs. Their experience of school to date is that staff have been getting to know
Archie and have shown flexibility to meet his needs. In our second interview, they
discussed how his entry to school is now less stressful for him, as they have considered
his sensitivity to noise and crowds.

...50 now they're quite open to if Archie wants to go into, like there's some
double doors in the middle, go into that area instead and then sit down with the other
kids and then just pass his bag to the teacher, and they'll put them away (Interview 2,
line 70).

An absence of feedback characterised the relationship between school and
home. I wondered about how it is experienced when someone doesn’t have time for
you and hoped that their experience of me within the interview process was different
to this. Paul provided an example of the enforced separation and lack of
communication between parents and school.

It's like they see you way across the playground. [laughs] It's not like you can
shout across it to them (Interview 2, line 65).

As Mark is a governor for another school within the academy trust, he had

insight into the school’s current context and recent changes. He explained that in the
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autumn term there had been a sudden change in Head Teacher, and so the school itself
was going through a transitionary period in its leadership. It was interesting to see how
being a part of the organisation potentially influenced his sense of agency. He felt that
he could empathise with the difficult position the school is currently in and did not want
to be viewed as a “pushy parent”. This void in communication, however, did not
alleviate their concerns about how their son was being supported.

There's a gap. | don't know what's happening or not happening at school and
only finding out by chance that his LSA has changed... Because he's got an EHCP, he
clearly needs support. He doesn't have it (Interview 2, line 66).

It seemed that the changing nature of the school system meant that its structures
could not provide emotional containment for parents and so this likely influenced the
overwhelming nature of their feelings of uncertainty and confusion, as they had not yet

been provided the space to process these.

4.4.5 Thinking ahead to the future
4.4.5.1 Evolving understanding of Archie’s needs

In an effort to figure things out and find an explanation for Archie’s behaviour,
the couple told me that they were exploring a potential diagnosis. During our time
together they mentioned that they had researched Autism, Attention Deficit
Hyperactivity Disorder (ADHD) and Pathological Demand Avoidance (PDA). There
seemed to be confusion about his needs and the role his background played in how he
presented.

I’'m now thinking, "How much is that your background now? How much of it is
just... something else that's there that's causing this?" (Interview 2, line 157).

| was aware of my own discomfort during this conversation and | was eager to

discuss the impact of Archie’s early attachment relationships and how it relates to the

104



multiple and often contradictory ways in which he presents. At the same time, I could
understand how his parents in order to manage the messiness of his experiences would
seek to compartmentalise it within a category, perhaps providing some form of

containment for them.

4.4.5.2 Fragility of his mainstream placement

Mark and Paul spoke in-depth about their concern of where Archie fits within
society? They felt his placement at mainstream school is fragile and were unsure
whether the environment was set up to intervene for his specific needs and behaviour.

At the moment, his behaviour is fine at school. We're just very, very conscious
that at any particular point, it could start deteriorating. That's the scary thing. It's just
not knowing (Interview 2, line 146).

They speculated how Archie may present at school in the future, whether he
will withdraw or exhibit the challenging behaviour that they see at home. There was an
expectation that parents will put up with this but would not expect school to.

It's not a failure on them. It's because Archie's needs are this. You're not set to
deal with this... You're just not compatible (Interview 2, line 50).

This made me think about the disturbance that Archie may have caused to their
past life and whether at times they felt his adoption placement was delicate and how

they may not have been supported enough to cope with him.

4.4.5.3 Reflections on preparation for school
The couple believed that they had done an “okay job” in preparing Archie for
the transition to school and felt that regardless he was likely to have found it difficult.

They continued to be confused about what his needs were and how they could have
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supported these better. To improve this, they wondered about school’s providing a

parent checklist of what could be done in preparation.

4.4.5.4 Changing nature of professional involvement

Both parents spoke of their previous experience of professionals and how this
had influenced their perception of the professional role and their desire to seek help.
For them, it is important for those advising them going forward to understand and have
a shared experience.

It's tricky, because you've got your professionals saying one thing who don't
have that experience who are generally trying to help out and say, "You should try this.
You should do these things." It just doesn't work. That's what a lot of research and
people I've been reading say, "You need help from professionals that have had the
background, the experience in whatever your child has got or may have got. If they
don't have that, they're not seeing things in the same way." (Interview 2, line 195).

Mark spoke of the importance of the information he had received from adoption
support groups and what to be aware of as your child develops and progresses through

school.

4.4.5.5 Parent perspective

During the course of the interview process, Mark and Paul discussed the
extensive nature of their worries about Archie and his future outcomes. They worry
about the impact of his early history on how he will present in the future wondering
whether he may replicate the behaviour of his family members. They have researched
future outcomes for adopted children which has heightened their anxieties about
Archie’s academic ability and the current gap between him and his peers. They have

also been preoccupied about how to speak to Archie about being adopted when he’s

106



older, among a host of other concerns. Mark suggested that there is always something
for them to worry about.

| think that things shift. There are things you focus on now and then something
will shift. You'll start worrying about something else and you have to go and find out
how to solve problem B and then C and then D (Interview 2, line 200).

This made me consider the process of adoption and how its meaning is likely
to evolve and be reworked throughout the family’s lifespan. It seemed unsurprising
then that the transition to school process resurfaced unconscious anxieties that needed

space to be thought about by Mark and Paul.

4.5 *Sonia and Hannah

Sonia (41), a stay at home mum who previously was a teacher, is married to
Brian who works in Design. The family have four children, three boys aged 13, 11 and
10 and Hannah their youngest who is 4. Sonia spoke about noticing Hannah’s
difference early on, comparing her behaviour to her brothers which led her to raise
concerns with relevant professionals before her 27-month check-up. Although there
was a delay in assessment, Hannah was diagnosed with Autism in February 2018 and
she received an ECHP later that June. In comparison to the other parents interviewed
Sonia had received support from a number of early intervention services. It appears
that these services were pivotal in supporting the family to cope on the emotional
journey to confirming a diagnosis and the ongoing adjustment afterwards. When we
first met, Sonia apologised for “the mess” of the house, saying she’d tried to clean it
all away before my arrival. This left me wondering whether this could be an analogy
for how Sonia had coped with the emotional experiences she had been through in her
role as a parent. During our initial interview her narrative provided a chronology of

events that had led to the present date of Hannah starting school. It took the second
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interview to really delve into her emotional experience and how her daughter’s

diagnosis was felt by the family at first, and now as she transitions to school.

4.5.1 Early education experience
4,5.1.1 Starting nursery

The family were initially offered a place at a specialist nursery after a referral
from an early intervention service was made. This was described as a blow to Sonia as
it confirmed the severity of Hannah’s need, something the family were not expecting
as she had not yet been diagnosed. Sonia decided to turn the placement down based on
the distance and her feeling that the nursery did not share her priorities for Hannah
when she was just 3 years old.

I wanted somebody who would look after her. I didn't care too much about the
needs in the nursery year.  wanted to know she was safe and happy. That's all I needed.
1 didn't necessarily need them to be trying to teach her or change her or, any of those
things (Interview 2, line 52).

Sonia was clear that she wanted somewhere that would nurture Hannah and for
this reason she spoke to her local nursery, brought Hannah along and they supported
her to think about the type of provision her daughter would need to attend a mainstream

setting.

4.5.1.2 Hannah’s behaviour and level of inclusion

In order to cope with Hannah’s needs the village nursery provided 1:1 support
and started her on a reduced timetable, gradually building her hours up to the full 15
by the summer term. Sonia felt that this different schedule to her peers played into a

separation that characterised her mainstream experience.
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We always came through a different door to everybody else... And most of the
time 1 would find if I turned up, she would be in a separate room. The other kids would
be on the carpet (Interview 1, line 11).

Hannah was suggested to generally be happy at nursery. However, any changes
to her routine would cause her to panic, so both parents and nursery staff opted for her
to sit these out. Sonia rationalised that it was because of the disturbance Hannah would
cause and for her safety that she was often separate from the group, but the impact of
this feeling of exclusion could be felt in the ‘transference’. In our later conversation it
was evident that this segregation extended to Sonia’s interactions with other nursery

parents and contributed to a change in her perception of her identity.

4.5.1.3 Parent experience

Sonia outlined the treatment she experienced from the other parents and
childminders, except for two who had visible differences, in this case physical
disabilities. She described how having a child with a disability changed her identity
and made her part of an out-group. Based on her daughter’s difference she felt as
though she did not belong and was prejudiced against, even if it was unintentional.

But having a disabled child, it meant that that | suddenly was more aware of
inclusivity, and how having a disabled child made me on the outskirts too, which I
hadn't expected (Interview 2, line 61).

Despite this difficult experience, Sonia noted some real change in Hannah’s
presentation at nursery. Towards the end of summer term, she had demonstrated her
first play experiences.

They sent me pictures to say she's partner working with this little boy. I could
see she was happy in the pictures. | could see he was happy to sit there with her

(Interview 1, line 32).
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Sonia felt generally supported by the nursery and although they took a long time
to build up Hannah’s hours, they assisted her with the EHCP process and completed
their evidence in record time. They liaised with other professionals and Sonia saw
them as instrumental in getting her early intervention support and helping her cope in

those early years of Hannah'’s life.

4.5.2 Journey to diagnosis
4.5.2.1 Noticing difference

Sonia described how she had noticed Hannah’s difference at an early age. An
example she gave was when she would point and Hannah would not imitate or follow
her, which her brothers did at that age. Another difference was her demeanour in
comparison to her brothers.

We started calling her feral because she was just wild, completely wild. Looking
back on it, we should have realised. (Interview 1, line 5).

Sonia would hear from others, including her husband “not to worry”, or they
would find ways to explain Hannah’s difference. This left her feeling unheard,
knowing that something was wrong, but others would not acknowledge it. This
uncertainty was difficult, and she needed confirmation, so that the family would know
what they were dealing with in order to find support. Although she did not realise
what it may mean for her or their family going forward.

| could see it coming. It was my own research that told me. Then | went to the
authorities. It was me that said, "There's an issue here." And I pushed for it cause |

didn't want to pretend it wasn't happening (Interview 2, line 42).
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4.5.2.2 Role of professionals

Sonia spoke about her dissatisfaction with the diagnostic process and how she
felt she was not listened to by health professionals when she expressed concern.

| didn't even get a chance to say what my real concern was. | just got brushed
off (Interview 1, line 5).

She explained that there was a delay in getting Hannah’s multi-disciplinary
assessment but that the family were provided support in the interim, set up by the
nursery. Sonia also spoke about the impersonal nature of the diagnostic process which
seemed contradictory to what she had expected. For the family, the most important
role of professional involvement was in providing assistance with signposting and

referring on to early intervention services, helping with procedures and paperwork.

4.5.3 Adaptation and moving forward
4.5.3.1 Adjusting to her needs

Sonia discussed how difficult it had been to go out with Hannah, particularly as
she got older. Her and her husband appeared to manage this by keeping her at a safe
distance from the world.

Now she's bigger, she wants to get out of the buggy. Before, when | could keep
her in and restrain her, things weren't too bad. 7 tend to stay at home because it's easy
I know it sounds bad, but it's easier at home (Interview 1, line 36).

It was felt that, at home Hannah is more able to be herself, this often involves
going around the house nude. | wondered if as parents they wanted to protect her
innocence from the influences of society, rather than think about how she could fit

within it.
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4.5.3.2 Mourning the loss of something you never had

Hannah’s confirmation of diagnosis had significance for the family dynamic.
Sonia described the excitement her boys felt when they knew they were having a sister,
but how everything promised to them didn’t materialise. It was apparent that this was
a loss experienced by every member of the family.

We were saying things like, "Can you imagine when she'll be talking to us, and
she'll be bossing us around, and she'll be saying all these things?" Then that didn't
come. That didn't happen. Then I'd be like, "You can be playing with her." Again, that
didn't happen. All those things we promised them didn't... (Interview 2, line 46).

Sonia expressed the conflicting feelings which often arose from her
comparisons to others’ situations, feeling that Hannah had been hard done by. The
child, relationship and future she thought she would have, was gone and her annoyance
made her feel selfish and guilty.

You feel like, "Oh, you're younger and you can do all these things and your
life's going to be normal. And yet, she's not." It's weird. It's a weird feeling. You
wouldn't take it from anybody else, at the same time, you feel the loss yourself. That's
difficult, the comparison of she should be at the school doing reception, painting,
reading, all those things, speaking, saying, "Hello, Mummy." All those things that you
don't get, that's the difficulty, I'd say. (Interview 2, line 50).

| had visions of me and her going on spa days, and shopping trips, and her dad
walking her down the aisle, and all that sort of thing (Interview 2, line 48).

Sonia thought of this as a grieving process, as this is not what she would have

wished for her child or her family, although “they love her no less”.
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4.5.3.3 Role of early intervention services

Without the support of early intervention services, Sonia would not have had
time to process the implications of Hannah’s diagnosis. She spoke of the importance
of her relationship with Melanie from the early autism service who worked with the
family for a year. This relationship enabled her to gather her strength to embark on this
long and emotional journey. Every “little victory” in Hannah’s communication,
speech, and behaviour inspired hope and excitement within the family from Sonia and
Brian to her brothers.

The fact that all of that stress is taken away, the fact that the early intervention
service was able to come in and try to just get her to follow a simple something or other
meant that "OK, put your cup down.", "Put your cup down," and then with the early
autism service, the talking - every little victory, they go, "Wow," so just being able to
have that extra bit of help (Interview 2, line 77).

It made a huge difference. I could see other parents writing on the forum going,
"I cannot do this any longer." "The child's gonna have to go into care.”" "Literally, |
cannot. I'm at the point me and my husband are about to divorce,” whereas I'm
thinking, "Oh, we've been very blessed.” I haven't had any of that to deal with. I think

that would really have broken me (Interview 2, line 84).

4.5.4 Needing a different school experience
4.5.4.1 Support from the local authority

Sonia described how as a parent of a child with SEN you often stumble across
information, “it’s almost by luck that things happen”. She explained that she knew
nothing about the school application process, how to apply for transportation and had

never met her SEN caseworker, a key member of support within the LA.
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The only thing I would say... is that her caseworker has nothing to do with us.
If I have tried to contact her, | don't get anything back. Hannah's never even seen her.
I've never met the lady. That feels weird. This lady's fighting for our corner but we have
no interaction with her (Interview 2, line 122).

Because you just have dropped into no man's land, and you don't know unless
someone comes and holds your hands and said, "Here, I've got this bit of advice."”
(Interview 2, line 137).

It seemed that this process of facing and making decisions is an overwhelming
one when you are in unchartered territory and having support and guidance from
professionals can enable parents to develop a different relationship with their child’s
diagnosis, becoming an advocate for them. Sonia suggested that taking in information
at this time can be difficult and so having an SEN guide that could be referred to when
needed, or a relationship with their SEN caseworker would make the journey and task

of starting school an easier experience for parents.

4.5.4.2 Preparing to start school and parent hopes and fears

As part of the transition process, Sonia visited the school on two occasions,
once on her own and a second time with Hannah. The parent day included a tour of the
classrooms and completion of relevant paperwork in advance of September. The
following visit with Hannah was to introduce her to the new setting and staff. Sonia
compared this transition process to that of her boys, suggesting that it was in some ways
just as easy because the school supported her through it.

It's down to the way they are that they've made it as easy as another child
transitioning in a normal environment in a normal school (Interview 2, line 117).

Sonia shared that she had worried considerably about Hannah starting in a new

school and how the separation would go. | wondered what this separation to school
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signified for Sonia on her daughter’s first day. Sonia had been Hannah’s primary carer
since her birth and her transition to school signified a change in their relationship, a
loss in her role and an uncertainty for the future.

What reassured Sonia was her developing trust in the school, based on her
observations of how staff were able to manage separation in a sensitive way.

The teacher was great. The teacher came through. Hannah was going, "Nah,
nah, nah, nah.” [laughs] Then, the teacher got her two little toys that she bought
yesterday. She took her with those, and so she never looked back. She never looked
back at all (Interview 1, line 40).

Sonia explained how gentle and nurturing the teacher had been with her
daughter and although there was a touch of sadness in how she spoke, | also felt a sense
of hope and a readiness for someone else to take over in supporting her daughter.

I don't know how much further I can push her along, if you know what I mean...
(Interview 1, line 75).

...1 don't know how they're going to do that, but all these things that they're

going to bring to the table are what we need (Interview 1, line 77).

4.5.4.3 Adjusting to new routines and parent school relationship

It was clear that it was not just Hannah who had to adjust to the new routines
and expectations of the school environment, but Sonia too. She mentioned that the
school have a no buggy policy when out, which was a change for her. They also
advised parents to encourage Hannah to wear clothes at home, thinking to the future
and the impact this could have on family dynamic.

The initial thought is they're at home, but then the Head Teacher's like, "Yeah,

but when she gets to be a 15-year-old girl, and her brothers are in their 20s and they're
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bringing their friends around you can't have her naked. It doesn't work.” (Interview 1,
line 13).

Sonia also spoke about some of the parent workshops, she had been able to
attend and the different staff members she had met, describing these activities as being

different to her experience of mainstream provision previously.

When discussing Hannah’s settling in, Sonia said that she had been tearful for
the first few days, but now was coping well and seemed to be enjoying all the different
experiences. She was thrilled that Hannah is aware of her new routine and she had not
experienced the issues and battles she had anticipated. Sonia felt that the adjustment
period had been improved by her developing relationship with school. This was based
on communication, transparency and the building of trust. The use of a daily home-
school communication book means that the family can see how Hannah is spending her
day, providing confirmation that she is happy, safe and settled.  This has been
important for Brian especially.

So, | think he likes it because | can either say what she's done, or he can see it
every day (Interview 2, line 95).

A home visit by the class teacher to discuss how Hannah is doing and think
about what the family would like for her going forward was appreciated by Sonia, and
it was felt that they are very much in partnership in trying to get the best outcomes for
Hannah. Although it was relatively early in their relationship, Sonia felt their nurturing
approach could keep her daughter safe.

| was thinking whilst | was tidying up how | do completely trust them. It's silly.
It's weird because I've only just met them, and I've met them very briefly at the

beginning and the end of the day. But they take her out into the world, I guess crossing
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roads, into minibuses. So, um I'm thinking that is quite a big thing to trust them to do

that without knowing them (Interview 2, line 86).

4.5.4.4 Change as part of the transition process

In our second interview, Sonia recounted her amazement in the changes noticed
at home during the settling in period. She made reference to two family outings of
significance. One to the swimming pool over half term, where Hannah was able to
swim with the family for the first time, as she willingly wore a swimming nappy,
something they had encouraged at school. As well as a recent trip to Specsavers, where
Hannah was not in a buggy and responded to Sonia’s instructions.

I had the whole appointment with her not in a buggy I used to strap her in for
everything so she can't touch anything or touch anyone or do anything naughty, but
she coped really well. I'd say, "Hannah come back." She'd go, "Come back. Come
back." (Interview 2, line 28).

Another poignant example of a change for the family was in how Hannah was
truly accepted in this new setting. Sonia showed me her school photographs, amazed
at how the photographer had managed to capture her just as she is.

That's just a like little detail of how the new school is different and how they
are taking the children's quirks and working with it. It's just brilliant. You've got all the
specialists that you need there. Nothing's ever too much, which is great... (Interview 2,
line 110).

It was evident as our interview drew to a close that Sonia had also experienced
a change as part of the transition to school process. She informed me of a recent course
she had completed to become a Civil Celebrant and how she was looking forward to
this new opportunity. This made me think about the necessity of this transformation

for Sonia at this time of transition, in order to cope and adapt to the changes being
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experienced. This along with the support of key services meant that Sonia was enabled
to come to terms with her daughter’s diagnosis, creating new meanings and a way

forward, becoming an advocate and integral support for her daughter and for others.

4.6 Researcher Reflections

Undertaking the interview process prompted a transition for myself as a
researcher, from a place of heightened vulnerability in the beginning, to a growth in
confidence and adapting what | had learned through the process to my practice as a
Trainee EP. My interest in this topic was borne out of previous experience supporting
families of children with SEN as they transitioned to school and recognising that this
is an emotional time for all, due to the level of uncertainty and the prospect of the
changes ahead. My recent involvement with a family whose 4-year-old son had
received a diagnosis of autism, furthered my interest as my role involved providing
containment, whilst helping parents to explore an appropriate school placement, adjust

their expectations, and grow in an understanding of their child.

Since starting my training at the Tavistock, | have been interested in how a
psychoanalytic perspective can support an understanding of self in role and the
emotional experience of the children, families and school systems we encounter within
our work as EPs. Throughout my training | have endeavoured to include this
perspective within my practice, which naturally triggered my interest to adopt a
psychosocial ontological position and epistemology to explore parent experience, as
well as maintain a sensitivity to my own feelings as a researcher in this encounter
(Pelligrini, 2010). Creating an awareness of myself within the research process was
intended to support my ability to hear parent stories, stay emotionally engaged and

create a reflective distance from which to interpret meaning and further understand
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parent experiences of their child with SEN’s transition to school (Elliot et al., 2012).
This was especially evident in the interviews with Emma, Mark and Paul, who said
little but communicated a great deal in the ‘transference’ and ‘countertransference’. In
meeting Mark and Paul, | recall the sense of anxiety and uncertainty during the
interviews was difficult to bear and | found myself slipping into a consultative role and

wanting to be helpful, evident in the following extract from my reflexive notes,

I found myself overwhelmed by the couple’s narrative, there was a
dysregulation in how they spoke about Archie and a sense of confusion and
anticipation about the future. Their need for someone to support them was
unconsciously communicated and | found it difficult to hold these feelings as a
researcher. (20.11.18)

Figure 1 Reflexive Note Example: Mark and Paul

I wondered what might have happened if | had adopted a more cognitive
analytic approach to the methodology and what may have been lost in understanding

the couple’s narrative and presentation (Hollway, 2015).

During the research process | was often preoccupied by my own anxiety as a
psychosocial researcher, having to think about what was being brought both
consciously and unconsciously at this time for parents. | found myself worrying about
the success of data collection and was aware how this likely influenced my questioning
at times. This was evidenced during my strained interview with Emma, where | found
it difficult not to compare to Lizzie who | had met earlier that day and whose narrative
was freer flowing. | was aware of my excessive talking and questioning, moving away
from the F.A.N.I. method, unable to bear the silence in our encounter. Reflecting in
the moment, | felt that I was unable to ask the right questions to support Emma to open-
up about her experience. It was helpful to reflect and notice this using audio recordings,

reflexive notes and within psychosocial supervision, to develop an understanding of
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my defence against the emotions evoked in our encounter and in this way gain an
understanding of Emma’s experience. I had found myself operating from a ‘paranoid-
schizoid position’ (Klein, 1946) engaged in a “splitting’ of the good and bad participant
during our interview, idealising my experience with Lizzie to manage the difficulty
present in my interview with Emma (Hollway & Jefferson, 2013). As we concluded
interview 1, Emma asked me if she did okay and hoped that she was helpful. |
wondered if she had identified with my projection and sense of judgement both of

myself and of her.

In the analysis of data and production of findings, in line with Hollway &
Jefferson (2013), | wanted to stay near to the individual parent experience, so as not to
sacrifice the unique nature of their stories. For this reason, case studies were chosen
so that the individual elements of each account could be understood within the whole
context of their narrative. Adopting a psychosocial perspective supported my analysis
of each parent’s narrative in the context of their family structure, gender and setting, as
well as reflecting on the relational dynamics within the research encounter (Hollway,
2015). The rich nature of each case study meant that | had ample data, and so had to
choose what was written up based on three reference points, in this case an inductive
thematic analysis based on parent narratives, a psychosocial interpretation of the
research encounter and reference to researcher reflexivity. This presented a challenge
and although reflexive notes about the research encounter and setting provided details
that were pivotal in making sense of each narrative, with the constraints of the word
count it was not possible to detail them in full for each parent. However, this
descriptive data was important in the process of interpretation and making sense of the
research encounters as evidenced in the following extract from reflexive field notes

following my first interview with Lizzie.
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I became flustered when | realised Lizzie had forgotten our visit and worried
about her level of interest and investment in the research process. Lizzie's son
Henry’s presence and importance was felt with his toys strewn all over the floor and
his photos dominating the room. Outside of the recording, Lizzie explained that it
had been his birthday at the weekend, and “she hadn’t managed to tidy up just yet”.
Lizzie’s lack of preparation and engagement with the transition process led me to
make an initial assumption that she maybe did not care. However, through the
interview the significance of her son’s transition came to life as Lizzie was provided
with a space to make sense of the change and the thought that her child was making
the transition from an infant to a school child. (10.09.18)

Figure 2 Reflexive Note Example: Lizzie

Adopting a psychosocial perspective provided the opportunity as researcher to
take up as Britton (2004) refers to it, a ‘third position’, giving me the reflective distance
to think about parents’ experiences and the ‘in-between’ area which mediates the
psychological and the social and includes affect and unconscious communications,
relational dynamics and defences adopted, even when the affect communicated was
overwhelming (Hollway & Frogett, 2012; Hollway, 2015). My initial interview with

Sonia comes to mind,

I noted feeling more relaxed approaching Sonia’s house, as this was my third
interview and | had begun to settle into the role of researcher. As Sonia showed me
into the living room, I recall her excusing the mess of the house and saying how “she
had tried to clean it all away”. Sonia’s narrative was factual and outlined a
chronology of events, with little reference to her perspective or how she felt. She
repeatedly used the phrase “so that was fine”, but how this was experienced in the
transference often did not match with what was being described. | left my encounter
with Sonia feeling overwhelmed by the experiences she had gone through as a parent
and the sense that she had to hold it all together for the family, keeping the messiness
of her emotions in (12.09.18).

Figure 3 Reflexive Note Example: Sonia
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To end the interview process, | asked each parent to reflect on their experience
of the interview process. | had wondered if use of the F.A.N.I method, which initially
had filled me with anxiety because of its open-ended nature, had provided parents with
more authority and ownership of the narrative they brought. For Sonia, she described
the interview as “easy and laidback”, saying that it reminded her how grateful she was
and how fortunate her family had been to have the support they had experienced in
comparison to others. Emma also shared that she had found the experience “good”
and how being able to talk to someone about her experience of her daughter had “taken
a weight off her shoulders”. Mark and Paul suggested the interviews had been
therapeutic for them, having the “opportunity to talk and reflect” was positive. Mark
said that it had made him consider their current situation and although they are coping,
he wondered whether they needed more support from professional services going
forward. For Lizzie, speaking about her experience brought it to her awareness and
she was surprised at how much she had learned during the interview process. She
suggested that “it takes someone to ask the question, that you haven't thought of

yourself” for you to be able to think and reflect.

What is evident from these responses is the importance for each parent to have
the space to reflect on previous transitions and often painful experiences, in order to
make sense of this transformative experience as their child with SEN transitions from
nursery to Reception. Providing parents with a space such as this, could be helpful to
enable their understanding and ability to take up their role as the parent of a school

child with greater confidence.

Through this process, | noted my own transformative experience as adopting a

psychosocial methodology encouraged self-reflection on my journey as a researcher,
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learning about myself through the interview process. Through this, 1 became more
aware of my own internal processes, anxieties, and defences, how these influence and

are influenced by my practice as a TEP.

4.7 Chapter Summary

In this chapter | have provided a case study analysis of the data obtained from
five parents of children with SEN, as their child transitioned to school. Demonstrating
that parents support their child’s transition, and as a result, they themselves experience
a transition in becoming the parent of a school child. In line with my positioning as a
researcher, | have also included my reflections on the process and provided reflexive
extracts used to support my interpretation of the data and understanding of the research
encounters. In the final chapter of this thesis, I discuss the findings from this process
situating them amongst current research and theory, as well as considering implications

for future research and EP practice.
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Chapter 5 Discussion

5.1 Chapter Overview

This closing chapter, begins with a discussion of the findings and how they
relate to relevant psychological theory and literature, referring to what was pertinent to
the individual, as well as where commonalities lie in the transition experience. The
limitations of the current study will then be considered, as well as avenues for future
research, this study’s contribution to theory and implications of its findings for EP
practice. An explanation of how feedback of the research will be provided to parents
and stakeholders is outlined before concluding with what adopting a psychosocial

methodology afforded the researcher.

5.2 Discussion of Findings

The aim of this study was to gain insight into the unique experience of the
transition to school process for parents of children with SEN. It is felt that the findings
capture the inherent nature of beginnings and endings to the transition experience and
how each family’s ability to cope with these represents the transition process for them,
rather than the event itself (Griebel & Niesel, 2009). The emphasis in this study has
been to explore both the psychological processes and the relational changes that occur
as a result of the transition to school experience, in line with the theoretical
underpinnings of the family developmental transition approach and psychoanalytic
theory. The following section illustrates parent’s experience of living their lives within
a social context, making sense of the narratives they offered both to themselves and to
others regarding their transition to becoming the parent of a school child (Griebel &

Niesel, 2013).
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5.2.1 Managing earlier transitions
5.2.1.1 Becoming a parent

Having children is identified as a life-changing event for most, as with any
transition experience this is a time where vulnerabilities and uncertainties can arise, but
also when successful adaptation and positive changes can occur (Crown, 2009; Youell,
2006). It is evident from research that the social context in which this happens varies
dependent on a family’s structure, ethnicity, circumstances, age and socio-economic
status to name a few (Perry-Jenkins & Schoppe-Sullivan, 2019). Over time there has
been a noticeable shift in the landscape in western societies, with more individuals
becoming a parent outside of marriage, mothers returning to full-time employment after
the birth of their infants, as well as a comparative increase in same-sex couples having
children (Perry-Jenkins & Schoppe-Sullivan, 2019). These changes in societal context,

will inevitably alter the experience of becoming a parent.

For three parents interviewed, there was a sense that the transition to parenthood
brought significant change, in a unique way for each family. Emma described the
impact on her sense of identity which had previously been aligned with her role in full-
time work. Emma recalled her time at work as a period where she felt more in control
of her life, and how it was all so different now. As a young mother, being a parent
meant having responsibility of another life, something she felt her peers could not
understand, as they were engaged in activities more typical of their age and stage in

life.

For Lizzie, the parent role was not how she imagined it to be, describing how
in reality it was more difficult and demanding than expected. Becoming a parent for

her coincided with a change in her relationship with her partner and within three months

125



this had broken down (Salzberger &Wittenberg, 2013). It was apparent for Lizzie that
this was a challenging time and it is likely that this influenced her ability to be able to
provide what Winnicott (1960) referred to as a ‘holding’ environment for her
developing son. This experience of ‘holding’ ensures that the infant’s anxieties and
distresses are safely contained (Bion, 1962). Lizzie’s narrative suggested that the
transition to become a parent was stressful for her and this continued until she was
provided with adequate support and containment that she could then pass onto her son

(Stern, 1995).

Mark and Paul shared a similar experience in their anxiety of becoming ‘good
enough’ parents when they adopted their son Archie. Although the couple did not
explicitly talk about the pre-adoption assessment process, they did speak about how the
support received from the adoption agency was inadequate, both during and after the
adoption process. So much so, that they showed a reluctance to reconnect with the
agency, even though they sought further information about Archie’s early history.
Ludlam (2008) details how the pre-selection process for adoption may be exposing for
parents, leaving them feeling vulnerable. This level of scrutiny may have acted as a
deterrent, preventing the couple from contacting services for support in the period
following the adoption as they worried about how they may be perceived (Ludlam,

2008).

In contrast to other parent narratives, Sonia whose daughter was her fourth
child, did not refer to the time of becoming a parent. Youell (2006) suggests that when
a child is not the first born, their parents may feel more confident and | wondered
whether this was a contributing factor to Sonia’s differing narrative. What was present

for Sonia, was when she started to notice the difference in her daughter’s presentation
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in comparison to her sons. She described how her fantasies about the daughter she
hoped to have were lost and this started a new transition process for her on the journey

to a diagnosis.

In this study, it was felt that becoming a parent, involves change and disturbance
to a family’s dynamic, impacting on parent identity, relationships, roles and confidence
(Youell, 2006; Salzberger &Wittenberg, 2013). Having a newfound sense of
responsibility for another life but not being prepared for this was difficult for some
parents rather than hopeful (Wadell, 2002). The transition to parenthood therefore
brings about both a sense of loss alongside an opportunity for growth over time
(Salzberger & Wittenberg, 2013). Becoming a parent is even more complex when your

child is later identified as having an SEN as was referred to by each parent in interview.

5.2.1.2 Parenting a child with SEN

For each family, as their child matured it became apparent that they were
developing in a different way to their peers. Crown (2009) speaks of her own personal
experience of this realisation being ‘disorganising, shattering and devastating’, when
her daughter was diagnosed with autism (Crown, 2009, p.70). She posits that there are
phases that parents go through from ‘dread and uncertainty’ prior to clarification of
their child’s difficulties, to ‘adaptation and recovery’ and finding a way to move
forward with this new knowledge (Crown, 2009, p.71). Psychoanalytic literature
emphasises that fantasies about the prospective child are present for all parents and
although these may be unconscious, they are likely to impact how they take up the
parent role and expectations of their developing child (Hugger, 2009; Crown 2009;

Stern, 1997).
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Lizzie spoke about how she had struggled to understand her son’s externalising
behaviours because he could not express his wants and needs. She was often filled
with dread and embarrassment when called to nursery to support him. Lizzie’s
uncertainty about how best to intervene added to her lack of confidence as a parent and
feelings of possible failure (Hugger, 2009). Once he was diagnosed with speech and
language difficulties and provided support for these, Lizzie began the process of

adapting her parenting to his needs with the support of his key adult.

In his study Russell (2005) describes what happens when parents learn that their
child has a disability and how their expectations change, needing time to readjust to
this new terrain of special needs. This sense of change and adaptation needed in the
parenting role is strengthened by Connolly & Gersch (2016), in their study of parents
who find out their child has a diagnosis of autism wondering what their future will look
like. This was especially evident in Emma and Sonia’s narrative as parents of children
with autism. Emma suggested that both her and her then partner, were in the dark about
her daughter’s difficulties, but as she matured her behaviour became more of a concern.
Emma described the diagnosis of her daughter as an unexpected blow for the family.
She recalled how it had been a lot to bear and eventually led to the breakdown of her

relationship with her partner, as they coped with the adjustment in different ways.

Sonia similarly talked about the impact of a diagnosis on her entire family unit
and mourning the loss of the normal child she had hoped for. Like Crown (2009),
Sonia described a grieving process and although the love for her daughter was still
present, she needed to express her loss in order to make meaning of what had occurred

for herself, her child and her family.
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This brought to mind Mark and Paul’s experience, they showed a preoccupation
with what their adopted son’s needs were and how they could be categorised, as his
often confusing and overwhelming behaviour impacted the family dynamic. Similar
to a case example provided by Ludlam (2008), | felt, until they as adoptive parents had
realised and expressed their feelings of loss that had occurred about the hoped-for child,

they would be unable to let go of these and grow in confidence to support him.

It was clear that having a child with an identified SEN impacted how parents
saw themselves and their child, changing their experience and introducing them to a
world that was unfamiliar (Crown, 2009; Hugger, 2009; Stern, 1997, Russell, 2005).
In this study, there was evidence that in response to this some parents took up an
advocacy role for their children, but their ability to do so was influenced by their
confidence, family context, professional support and attitudes afforded to them
(Dockett et al., 2011). In the case of Mark and Paul, it felt that both their confidence
and position within the school system made it difficult for them to advocate on behalf
of their son, not wanting to be viewed as unable to cope or “pushy parents”. Similarly,
as first-time parents both Lizzie and Emma lacked belief in themselves as having
expertise in their child. This changed for Emma over time with the support of her
daughter’s 1:1. It seemed that this containing relationship was able to facilitate her
advocacy role as a parent. Sonia described how once she was aware of her daughter’s
difference, she “battled” on her behalf to ensure she got what was needed, starting from

a diagnosis.

Meleis et al. (2000) suggest the importance of preparation and knowledge as
facilitators of the transition process, knowing what to expect and how best to cope with

it.  For the parents in this study, having a child with SEN was an unexpected event
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which brought about a sudden change in expectations of the parent role, had an impact
on parent self-concept and brought into light anticipation about the future for their child
and family. Similar to Hugger’s (2009) findings on mothers coming to terms with their
child’s special needs, the emphasis in this study was on the importance of the
psychological processes that parents go through in coping with this change and the
implications of this going forward, particularly as children transition from the home to
school culture and beyond. Perhaps what was evident in this study in line with others,
was that parent’s ability to come to terms with their new situation was contingent on a

process of mourning and subsequent adaptation (Crown 2009; Hugger, 2009).

5.2.1.3 Transition from home to nursery

Wittenberg (2001) talks about the hope present when a child transitions to
nursery, however she suggests that this may be tainted by previous experiences if these
have not been managed successfully. For the families in this study the move from home
to nursery was characterised as initially stressful where their child’s sense of difference
to others became apparent and they did not develop and change in line with their peers
(Mills & Puckering, 1995). For most, starting nursery was their child’s first
socialisation experience outside of the family unit and their first encounter with the
education system, shaping their experience and expectations of education professionals
(Amerijckx & Humblet, 2015).

Lizzie spoke about her son’s experience of exclusion because of his behaviour
and how he was often not involved in nursery events, as it was felt he could not cope
with these. She suggested that in the beginning, she often felt judged in her interactions
with nursery staff and | wondered if the adults supporting her son felt that they had
failed in their primary task and so projected this unwanted feeling onto Lizzie as his

parent (Hayley, 1976). This was similar to both Emma and Sonia’s experience, where
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their children were also excluded from events or they were called to pick them up when

staff were finding it difficult to cope.

In line with this, Connolly & Gersch (2016) found that parents of children with
ASD worry about the stigma attached to their child’s difference and others’
misconceptions of both them and their child. This was true for all parents who spoke
about how both they and their child were perceived by others at nursery. Sonia recalled
how she was ignored by other nursery parents as having a child with a disability made
her part of an out-group (Tajfel, 1979). Mark and Paul suggested that others often
misinterpreted their son’s behaviour, not recognising his earlier history and why he
may respond as he does. For Emma and Lizzie, they felt their parenting capacity was

called into question by nursery staff because of their child’s difference in behaviour.

Mark and Paul found that starting nursery was a challenge for their son, Archie.
They described how prior to adoption he had experienced many changes in his life and
wondered how his memory of these impacted any subsequent change. This prompted
me to think about Klein’s (1957) concept of ‘memories in feeling’ asserting that our
experiences leave memory traces that can resurface in similar situations. For Archie
starting at nursery symbolised not only a setting change, but a change in key adults,
peers and foster placement and the fear that comes with that, that his parents may not
want him (Wittenberg, 2001). They felt that over time he had been able to settle

because of his key worker who provided the emotional containment he required.

Despite their children having a different experience to that of their peers,
parents in this study described how over time the nursery became a place where their

children felt looked after and cared for, where they began to develop relationships with
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adults and in some cases peers (Wittenberg, 2001). From this study it was clear that
the nature of relationships between children, their parents and nursery staff influenced
the organisation’s ability to carry out its primary task, in this case providing both a
nurturing and supportive learning environment (Salzberger-Wittenberg, Henry, &
Osbourne, 1983). Parents themselves were able to impart trust in nursery staff who
supported them in applying for an EHCP and thinking about future implications of their
child’s difference. How parents described their later interactions with nursery staff
reminded me of Bion’s (1961) ‘Container-Contained” model, the process by which
nursery staff would hold and manage parent anxieties about their child’s needs, make
sense of them and feed them back gradually in a more palatable form (Bion, 1961). In
this way the ending at nursery required preparing for as it meant parting with a sense

of trust, partnership and established attachments (Wittenberg, 2001).

The findings from this research confirm what was found by Janus et al. (2008)
asserting that those parents in the pre-transition group recorded more positive
perceptions of the care they received in comparison to the post-transition group,
although it should be noted that these scores did not reach statistical significance.
Although a departure from the positioning of this research, this was felt to be in line
with the experience of parents who spoke about feeling known and held. With parents
suggesting that nursery staff always did their best to support their children, there was a
worry that with the transition to school this may not be maintained. This is illustrative
of Villeneuve et al.’s (2012) finding that families become accustomed to the family-
centred model of service delivery provided within the early years and so find it difficult

to adjust to this change in contact and involvement on transition to school.
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5.2.2 Navigating the change process

When thinking about preparing for the transition to school, each parent spoke
about their anticipation of the change in different ways, how they made sense of it, their
participation in it and the role of professionals, as well as the transition activities and
practices carried out by receiving schools. All parents in this study noted the
importance of receiving an EHCP prior to transition to ensure that the appropriate
provision arrangements could be put in place to support positive outcomes for their

child.

5.2.2.1 Choosing an appropriate provision

It is noted that during this time parents will need to consider the right school for
their child, which is variable and dependent on factors such as a child’s level of need,
school’s reputation, locality, options available due to limited provision and whether an
assessment is required to be entitled to specialist support (Dockett et al., 2011;
Connolly & Gersch, 2016). Connolly & Gersch (2016) supplement this further
suggesting that the timing of a diagnosis can impact on educational trajectory and

associated outcomes for children.

As part of the adjustment to their daughters’ diagnosis, both Emma and Sonia
recognised that they would require a different type of school experience. Similar to
Dockett et al.’s (2011) findings it appeared as though for Emma her input as a parent
had been minimal during the EHCP assessment and school application process,
implying that nursery staff had taken the lead in this. Trusted professionals, in this case
her daughter’s 1:1 support, told Emma that this specialist provision was one of the best,
which influenced her acceptance of the offer and her confidence that they would be

able to support her daughter and keep her safe. Sonia also reflected on her experience
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of choosing an appropriate provision saying that she had known little about the process
and how it had occurred through stumbling across information or conversations with
professionals from the early intervention service and other parents of children with
SEN. For her, choosing an appropriate specialist provision involved incurring a travel
cost, something to be supported by the local authority but similarly the process of

application was unclear.

Choosing the right school was a different experience for Lizzie, Mark and Paul
whose children attended mainstream provision. Lizzie appeared to choose based on
location and maintaining a sense of continuity for her son, transitioning from the school
nursery to Reception with his 1:1. Maintaining this attachment to both his 1:1, some
of his teachers and peers was felt to be important to facilitate his successful transition.
Similarly, a sense of continuity was sought after for Mark and Paul’s adopted son
Archie. They chose his primary school based on its location and because some of his
friends from nursery would also be going there. The need to maintain connections was
felt to be crucial for Archie in creating a more positive experience of change for him,
that he would be able to internalise and take forward to subsequent transitions
(Wittenberg, 2001; Meleis et al., 2000). At the same time, Mark and Paul were unsure
if they had made the right decision in choosing a mainstream provision as they worried

about Archie’s safety and the safety of others.

I was reminded of Hutchinson et al. (2014) and Siddiqua et al (2016) findings
where they described how parents often found they did not have the knowledge of
procedures, processes and opportunities as this was their first child with an SEN. This
may explain the reliance on professional support at this time identified by all parents

in this study. Some of the most valued support at this critical point was often found to
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come from those who had shared a similar experience to themselves, in most cases

parents of children with SEN (Dockett et al., 2011).

The families in this research suggested that at the time of interview, they were
pleased with their child’s placement, despite confusion for some initially about the
most appropriate school. Choosing a school placement creates uncertainty for parents
of children with SEN. For some parents, finding the appropriate provision was bound
up with feelings about how their child would cope in the present as well as later life.
Without adequate information and support from professionals, or consideration of
parental expertise and knowledge of their child, parent’s understanding of this process

may be compromised, and they can feel powerless to change it (Dockett et al. 2011).

5.2.2.2 Role of the professional

Each parent described a variable experience of professional involvement,
namely health and education professionals. Whilst some parents felt they had been
well supported, they also felt that they had to battle to be heard and achieve desired
outcomes for their child. These initial relationships are thought to provide a basis for
expectations of professionals and school going forward and so are pivotal to the parent
experience of the transition to school process (Russell, 2005). For Emma, it was
nursery staff who initially noticed her daughter’s difference and raised parent
awareness encouraging Emma to have her checked out. | had felt that this experience
had influenced Emma’s positioning of others as experts of her child, maintaining the
power differential and internalisations that she alone could not adequately meet her

daughter’s needs.
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Russell (2005) posits that parents of children with SEN will often have
unconscious expectations of professional support but will only become aware of these
if they are not met. Mark, Paul and Sonia spoke about a feeling of being let down by
professionals and not receiving the support that was required at the time. Sonia referred
to her experience of a lack of empathy from health professionals when she shared
concerns about her daughter’s difficulties and recalled how she had not felt listened to.
This sense of needing to fight for their children’s rights and to get support was
reinforced by parents of children with ASD in Connolly and Gersch’s study (2016).
For Mark and Paul, their expectation of therapy services, including that of OT were not
met. They suggested that resources were stretched, and it often felt like a “tick box
exercise ” with the family being closed by the service earlier than expected because of

capacity.

Staff expertise, nature of experience and professional attitudes have been found
to be indicators influencing positive transition outcomes for children and families
(Russell, 2005). This appears evident in the case of all parents in this study. Both
Lizzie and Emma discussed the importance of their child’s key adult and how their
knowledge and guidance provided containment, not just for their child but for them as
a parent. For Sonia, collaboration with support workers from early intervention
services, particularly the ASD specialist service ensured positive outcomes for her
whole family, increasing their understanding of and confidence in supporting her
daughter’s needs. Conversely, Mark and Paul suggested that professionals do not often
have experience of adoption themselves and as a result can suggest strategies that are
felt to be unsuccessful. They recalled the most important support provided to them has
been from adoption support groups, who have a shared experience and can advise based

on this.
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This study showed that the psychoanalytic concepts of ‘splitting’ and
‘projection’ are often at play when considering professional involvement, which can
lead as Pelligrini (2010) suggests to the ‘demonisation’ of some individuals.
Professionals can become the recipient of parent’s ‘splitting’ behaviour when anxiety
about their child’s needs not being met is apparent or when they are coming to terms
with what these difficulties might mean for them and their families. It was evident that
it was often early years educational professionals and early intervention services who
provided a containing function or were part of the meaning making for parents, rather
than health professionals. | wondered then, if this contributed to parents more positive
views of the involvement and care provided in their child’s early years setting. It was
evident that transitioning to school parents carried with them high expectations of
educational professionals based on these earlier experiences (Russell, 2005;

Hutchinson et al., 2014).

5.2.2.3 Preparing for starting school

Wittenberg (2001) suggests that often the pain of leaving nursery for the
parents, child and staff can make it difficult to think about and prepare for the transition
to school. She asserts the importance of bridge building so that children and families
feel held in mind by both the nursery and the new school (Wittenberg, 2001).
Promoting connection between the familiar and unfamiliar has been shown to be crucial
to ensure successful transition, alongside information sharing between settings and
transition practices to support ability to cope with the changes ahead (Janus et al., 2007,
Rous et al., 2007; Dockett et al., 2011; Villeneuve et al., 2012, Siddiqua et al. 2016). It
was interesting to note that for the parents in this study, the various participants in

transition often did not come together and the move from nursery felt more akin to a
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linear model rather than a social model where relationships are felt to be central (Huser,

Dockett & Perry, 2015).

In line with this, Rous et al. (2007, p.9) discuss the importance of providing a
“supportive infrastructure”’ between those involved in the transition process, namely
parents, preschool, receiver school and any other relevant professionals from health or
the LA. This is further reiterated by Villeneuve et al. (2012) where parents found that
the most successful outcomes arose from collaboration between home, professionals
and educators during the transition process. In the case of all four families, it was
apparent that the support around them varied, those who suggested they had more
support, information and collaboration with professionals and school staff appeared to
find the transition process to be more positive. Even with this support, Sonia, Mark and
Paul proposed the need for clearer guidance about the transition to school process for
children with SEN, as roles and responsibilities for those involved are not always clear.
This is in line with findings from Villeneuve et al. (2012) who argue for the importance
of support for parents in preparation for transition alongside preparation for the child

specifically.

It was apparent that parents in this study, like others, held expectations in
relation to school structure and how their child would be supported on transition to
school (Russell, 2005). A difference was noted between parental accounts, with those
transitioning to a specialist setting having more information about support their child
would receive within the school day compared to those at mainstream. As part of the
transition process, both Emma and Sonia had attended information sessions held by the
receiving school. In these sessions, parents were provided with information on the

school day, support structures and guidance to prepare their children for transition. This
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information sharing continued in the first term with both Sonia and Emma sharing that
they had open communication with the school in the form of a home-school book,
phone calls, workshops and home visits. Both parents felt that they were working in

partnership with school staff to achieve certain outcomes for their children.

In comparison, Lizzie, Mark and Paul spoke about a difficulty in knowing what
was best to do, as well as how and when to talk about transition so as not to confuse or
unsettle their child. Neither appeared to have a clear understanding of how their child
would be supported prior to starting school or how they could work with school towards
suggested outcomes. Villeneuve et al. (2012) found similarly that parents were unsure
of how to support their children effectively, when teacher expectations had not been
shared, especially as their children could not adequately communicate this. For Lizzie,
this uncertainty changed over time as her regular communication with Henry’s key
adult provided her with details of what his support looked like and how he was being

included in the setting, something she very much appreciated.

Unlike the other parents, Mark and Paul had found communicating with school
difficult and in the first term had received little feedback from staff, this raised their
concerns about how Archie was being supported. Russell (2005) posits from his
research that parental expectations for school were often not realised because parents
did not have the relevant knowledge, understanding or the opportunity to discuss this
with their child’s school prior to starting. It was clear for Mark and Paul that this sense
of ambiguity about support and inclusion in school increased their anxiety about

whether Archie was settling in, progressing through the curriculum and making friends.
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A commonality to emerge from the research interviews was that each child had
participated in transition activities and practices organised by the school in order to
promote their readiness. These included visits to the Reception class, meeting with
prospective teachers where possible and a staggered start in September to ease the
transition to longer days. All families were also provided with a transition pack to go
through with their children during the summer holidays in preparation for September.
Mark and Paul described how Archie’s school had arranged a picnic for the new
families joining the school community, although on the day Archie found the
experience overwhelming and chose to sit away from the group. Most parents
questioned how much their child understood from the packs provided by schools or in
fact about the transition more generally, because of their level of emotional and
cognitive awareness. Salzberger & Wittenberg (2013) suggest that most schools offer
introductory visits and information packs, but as there is so much to take in, this can

often leave children confused and uncertain in their new setting for some time.

5.2.3 Significance of starting school

The emotional experience of starting school for all of those involved has been
well documented within the literature (Dockett et al., 2011; Griebel & Niesel, 2013;
Youell, 2017; Villeneuve et al., 2012). Psychoanalytic thinking highlights the
importance of beginnings and endings and endeavours to understand the anxiety
evoked in both children and parents on the first day of school (Youell, 2017). For the
families in this research the experience of starting school was thought to be complicated
further by their child’s SEN. It is little wonder then, that most parents spoke about their
anticipation of the first day and expressed concern about how their child would cope
with the initial separation, as well as their experience of unfamiliar staff and the

adjustment to new routines and expectations. The first day also brought with it a
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realisation that the parent role would be changed forever, with parents handing over to
someone else to share responsibility in the development of their child (Dockett et al.,

2011; Youell, 2006).

For Lizzie, it seemed that the first day experience revealed her reluctance to
face the transition and her worry about whether she had done a good enough job in her
son’s ecarlier years, whilst he was at home with her. Although, in the same breath she
shared how she looked forward to the idea that someone else would be responsible for
caring for and educating her child. Emma and Sonia too shared this perspective as
they felt they had been able to bring their child so far but would benefit from the support

of school staff to help them reach their full potential.

The first day experience forced Mark and Paul to reflect on Archie’s earlier
transitions and how he had coped with them. Although aware that he was likely to find
starting school difficult, comprehending his potential feelings of loss and abandonment
was a challenge for them (Salzberger & Wittenberg, 2013). This appeared to heighten
their anxiety about the fragility of his presentation and the sense that at any moment he

could fall apart.

All parents worried whether their child would find it difficult to manage without
them there and whether sharing responsibility with school staff would be a challenge.
For Sonia and Emma, their child’s under-developed communication seemed to increase
their concern as they would not be able to let them know if they were not okay. It was
apparent that separation signified the move from one phase of life to the next and so

was emotionally difficult for all parents.
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Separation and change, although painful are fundamental experiences that are
associated with growth, development and rebirth (Youell, 2006). Over the life course,
an individual will undergo many beginnings and endings in order to develop the
capacity to cope with later losses and transitions (Youell, 2017). From this study it is
evident that the task for schools, early years practitioners and professionals is to
manage the feelings that often arise through the transition to school process, building

on these earlier experiences (Youell, 2006).

5.2.4 Awareness of changes as part of transition process

Griebel and Niesel (2004) suggest that transition is associated with life changes
that are often characterised by a period of enhanced and accelerated learning. This was
spoken to by all parents in negotiating new relationships with their child’s receiving
school, learning about the school system, adapting to a changed parental role and loss

of their infant to a school aged child.

Janus et al. (2008) posit that the transition to school of a child with SEN can
reduce parent stress, allowing parents to take some time for themselves to reconnect or
become involved in other opportunities. For three of the parents involved in this study
the transition to school process signified a redevelopment of their identity with the
prospect of starting work. Lizzie spoke explicitly about how finding employment
provided a sense of purpose after losing her “baby” to school. This was suggested to
be of significance to her as prior to this, her life had revolved around her only child.
Emma talked about gaining time for herself, the prospect of returning to work but also
having time enjoy her own interests. Similarly, Sonia chose to undertake a course and
follow a different career path that complemented her moving forward following her

daughter’s diagnosis of ASD and transition to school. This echoes the findings of
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Dockett et al. (2011) who suggest that parents seem content to be supported in their

child’s development and having someone else to take up responsibility in caring.

Transition to school forces the family and their child with SEN to adapt. Coping
with discontinuities can be transformative for some, however for others it may lead to
them becoming stuck (Griebel & Niesel, 2009). Lizzie was seen to show an outwardly
change in her level of confidence as a parent and capacity to manage introjections and
identifications from her son and others. She described how she felt more able to take
her son Henry out with her and enjoy the time they spent together. Emma was delighted
to share the change observed in her daughter’s engagement with others and her wider
world. She mentioned how Poppy had progressed in her self-care, communication and
play skills, all of which were important to Emma in signifying developmental growth.
Emma showed more of a belief in herself as a mother and what she, her partner and the

school had been able to achieve in supporting her daughter’s progress.

Sonia referred to significant changes she had noted in her daughter’s behaviour
at home, and how this influenced their family dynamic. Like Lizzie, she described how
they as a family had been able to participate more in their local community. Sonia also
spoke to another transformational outcome for her as an advocate for both her daughter
and other parents of children with SEN, following involvement with the early

intervention services.

Mark and Paul shared that for them the frequency of change in school life was
difficult to adjust to and | was aware of their sense of relief that their son’s needs meant
that these changes would be reduced and supported in an appropriate way. The

transition to school appeared to be more of an unsettling process for the couple
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compared to the other families. | wondered about the lack of feedback and emotional
containment from school and how this may have contributed to a sense of feeling lost
and uncertain. This study is illustrative of the findings from Griebel & Niesel (2009)
that parent expectations adapt in line with a child’s development in school, and so
understandably those parents who noted key progress in their child’s behaviour and

skills were evidently feeling more positive about the transition.

It is clear that, endings and beginnings are naturally connected and certain in
our progression through life. Endings force us to adjust to some sort of loss and
beginnings spur us to move on from a previous phase of life to begin anew (Salzberger
& Wittenberg, 2013). As Youell (2006) posits, transitions throughout the lifespan build
on earlier ones, in this way the resurfacing of previous experiences will influence later
outcomes. For parents of children with SEN uncertainty about their child’s future is an
inherently unsettling position to be in. This is important to hold in mind when
considering parent’s experience of the transition to school process of their child with
SEN and the crucial role of timely and adequate professional support and information
to help parents make meaning of what is occurring, learn to adapt and reconstruct a

new way to live (Selder, 1989; Meleis et al., 2000).

5.3 Theoretical Contribution

When considering how this study has contributed to a theoretical understanding
of the transition to school, I will return to the theoretical perspectives introduced earlier,
asserting that this research has been able to provide a rich insight into theory based on
the methodology chosen. Firstly, the findings from this study support Kralik et al.’s
(2006) conceptualisation of transition as a process involving three elements including;

movement between two time points, a transformation and internalisation of these
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changes to reform identity. Applying this insight to the transition to school process
contributes an alternative interpretation of how this time of change may be understood
and managed. It brings awareness to the ongoing nature of the emotional, social and
cognitive adjustment for parents as their child transitions to school rather than focusing
solely on the practicalities of the change event itself. As well as recognising that the
adjustment to the transition to school process is influenced by factors such as a family’s
social context, relational dynamics, personal resources and wider societal factors.

In line with the family developmental transition approach, parents spoke to the
relational changes that occurred as part of the transition process, suggesting that the
transition experiences of becoming a parent and parenting a child with SEN impacted
differently on each family member, which influenced parent’s ability to cope and
subsequently the success of the transition process. The parents in this study confirmed
how the success of transition was dependent on communication, collaboration and
interaction of those involved (Griebel & Niesel, 2013). Application of this theoretical
understanding to practice would have implications for how the transition is supported
by education systems and professionals.

The parents in this study also spoke to the significance of beginnings and
endings and reflected on how the management of these earlier experiences influenced
later transitions. How becoming a parent and finding out your child has an SEN, as
well as transition to nursery influenced parents’ perception of their child’s transition to
school, how they approached it, thought about it and adjusted to the change. In this
study, having the space to think about what and how things were changing and what
this may mean for parents and their family, increased their level of engagement with
the transition process and related to more positive outcomes. In line with
psychoanalytic theory on transition, normalising the inherent nature of anxiety at times

of change and uncertainty was important for parents and bringing an awareness to this

145



was supportive in developing a more integrated position enabling their mastery of the
adjustment process, so that they could support both themselves and their child through
the changes occurring.

Applying the findings from this study to theories on transition, expands on
existing ideas and conceptualisations which in turn contributes to our knowledge on

the topic of transition and will have implications for professional practice.

5.4 Implications for EP Practice

The research highlights the significance of becoming a parent of a school child
and how this experience is altered for a parent of a child with an SEN. It is evident that
the findings from this research could be used to develop the work of EPs at different
levels in the transition process, namely universal and targeted support (Kennedy et al.

2012).

The current role for EPs nationally during the transition to school often involves
consideration of outcomes and provision arrangements for children with SEN within
the statutory process (Kennedy et al. 2012). Echoing previous findings, the parents in
this study often had little understanding or active involvement in this process and
instead were reliant on EY practitioners and professional views. More recent
government legislation relating to children with SEN and their families suggests that
parents should be viewed as experts in their child and so key informants whose
contribution should be valued. Therefore, it is important to have involvement of parents
at all levels of the transition process, so that they understand and feel prepared as this

has been shown to influence outcomes (Rous et al., 2007, Siddiqua et al., 2016).
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In this study, it is asserted that transition policies at both a national and local
level should be informed by what is known from relevant psychological theory and
literature. Conceptualising transition as a process which begins before children start
school, involves multiple parties and is dependent on the communication and
partnership of all those involved (Griebel & Niesel, 2003). Given that EPs are required
to provide psychological advice as part of service delivery and organisational change,
they would appear to have an important role in collaborating with others involved in
transition process to develop relevant policy and guidance with a focus on relationships
and multiple transitions over different contexts (Griebel & Niesel, 2009). International
research on transition has recommended the role of a key facilitator to support the
family’s navigation of the transition process (Villeneuve et al., 2012; Hutchinson et al.,
2014). Perhaps in the UK, it would be beneficial for EPs to take up this role providing
support for those children with SEN and their families transitioning to school, or
through the process of training and supervision, EPs could facilitate a member of the

school community to assume this responsibility.

Within the current local authority in which | am placed, the EPS have been
developing their service offer to settings, with a focus on early intervention and
preventative ways of working. It may be as part of this, consideration could be made
regarding the psychological approaches adopted by the service and the role of the EP
within the transition to school process. The potential role here could be in the provision
of training to support EY and school practitioners to develop awareness of the

importance of transition and their role within it.

Previous research asserts for the importance of the professional role to support

parents to make sense of their child’s SEN and implications of this for the future,
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including their prospective school experience (Crown, 2009). EPs are well situated
within the community context to take up this role at an individual or group level,
dependent on capacity and resources. The potential role for EPs in supporting the
transition to school process poses the question of how confident and well equipped they
may feel in responding to a family’s emotions and vulnerabilities at this time of change
and adjustment. From the findings in this research, this may include experiences such
as; the loss of attachment to key people, peers and setting, a sense of uncertainty in
parental role and identity, change in expectations and responsibilities, entering into a
new school system, anticipation about the future and emotions aroused from previous
beginnings and endings. EPs may find themselves unprepared in this instance for what
may arise in the context of this work, and so there is a need for supervision for the EP
as well as for others involved in the transition, in order to make sense of the emotional
journey embarked on during the transition to school process. This is especially crucial
for adoptive parents like Mark and Paul where the long-term impact of trauma and loss
needs to be made sense of and understood in order to intervene and prepare for the

transition experience in a supportive way.

All families in this study, referred to a feeling of exclusion and being on the
periphery of the mainstream environment. The importance for parents to meet others
who experience similar challenges was evident. This made me consider the role of the
school community in the lives of parents of children with SEN and how it could provide
a sense of connection and a reflective space for parents who may feel isolated because
of their child’s perceived difference or their own. The school’s link EP would be well-
placed to develop school’s capacity to support these parents through information
evenings, support groups or coffee mornings to be held prior to and beyond the initial

school start to assist the settling in process.
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5.5 Dissemination

At the conclusion of the data collection phase, all parents interviewed expressed
an interest in having the outcomes of the study shared with them. After discussing this
with each parent, it was felt that this would be best in a written summary form. Parents
expressed their interest in understanding what others’ experiences from the same local
authority would be like and whether they would be congruent to theirs. This feedback
will be provided at a later date, once the final copy of the thesis has been approved. It
is intended that this will focus on summarising each parent’s experience of the
transition to school process of their child with SEN, and what their reflections might
tell us about what could be helpful to support positive outcomes for children and their

families starting school.

Given the relevance of this research to the EP role, | intend to present it to my
EPS team and other LA professionals as part of a continued professional development
day. This presentation will include opportunity for both reflection and peer discussion
for people to consider their prior experience of this topic, as well as their psychological
approaches to and beliefs about the transition to school process and how these influence

practice.

| also plan to submit this study for publication in relevant academic journals

and hope that other professionals can benefit from and reflect on their practice based

on the insight gained.
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5.6 Limitations of the Research

From the outset, the aim of this study was to provide a voice to parents of
children with SEN as they went through the transition to school process to understand
their experience of this change. 1 felt that the use of individual case studies could
provide a rich understanding that went beyond the measurable aspects of human
behaviour and gave insight into each unique parent experience. | was aware of the use
of case studies to bring about change in policy and practice at a local and national level,
and so felt this was an appropriate way to think about change in the way we understand
the transition to school process for parents of children with SEN. However, considering
the small sample size, a limitation of this study could be that the findings could be
argued to not be representative of other parents of children with SEN, as it cannot be
assumed that their experiences can be understood based on those expressed by the
participants in this study. Although I would suggest that despite this, there are likely
to be some reflections that EPs and other professionals could consider and apply to

their practice.

Another limitation could be related to the methodology chosen, | had
considered in line with other psychosocial research on identity transformation, what
psychoanalytically informed observational data may have added to the parent narrative,
providing further contextual information that was not dependent on the parent account.
In line with Hollway’s (2008) study of the transition to motherhood, I wondered in a
similar way, if this type of data would complement what was understood from the
research interview, particularly the relational and unconscious processes that exist as
part of the transition to school process. Unfortunately, because of capacity and time

constraints it was not possible to obtain observational data for the purpose of this study,
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but further studies could explore this within the methodology as the family negotiate

the ‘rite of passage’ from home to school culture (Van Gennep, 1960).

5.7 Future Research

This study contributes to a limited body of research on the transition to school
experience for parents of children with SEN in the UK. Given the paucity of research
on this topic coupled with the limitations of this study, future research is needed to
develop a more in-depth understanding of the experience of the transition to school
process for those involved, namely EY practitioners, teachers, parents, children and
professionals. It is interesting to note that the focus of transition policy and guidance
in the UK to date seems to emphasise a ‘child’s readiness’, what they can demonstrate
and what their needs are on arrival to their new school. With further study, the inclusion
of observations and interviews with other participants in the transition process could
be explored, presenting an alternative view of the transition process as social and
contextualised involving family, culture, and community in line with transition theory

and global research (Dockett & Perry, 2004; Webb et al., 2017).

The experience of Mark and Paul, a same-sex couple with an adopted son also
prompts consideration for further research, as it was found in this study that the
adoption process and the newness of the attachment relationship can resurface
unconscious anxieties for both parents and their child. Future research focusing on
adoptive parent’s experience of their child’s transition to school from a psychosocial
positioning, could endeavour to deepen understanding of the emotional experience at

this time and how best to support those involved.
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In line with psychoanalytic theory, this study found that earlier transitions
impact later ones, in this way the resurfacing of previous experiences is likely to
influence later outcomes for children and their families (Youell, 2006). Thus,
longitudinal studies could provide insight into the way in which parent’s experience of
their child with SEN’s transition to school may evolve over time, from home to nursery,

nursery to school and beyond.

In this study I have asserted that parent’s personal experiences will influence
their narrative of the transition to school process of their child with SEN. Further
research could explore a range of personal, social and cultural histories, including
parents from lower income backgrounds, non-English speaking parents and different
ethnicities to enrich transition research and understand the unique experience of those

who may be ‘hard to reach’ or more difficult to engage.

5.8 Concluding Thoughts

This study used a psychosocial methodology to give voice to the transition
experience of parents of children with SEN as their child started school, as although
educational practice has grown in its awareness of the need to prepare for changes, it
was felt that there is less understanding of the unique parent experience and meaning
of transition for them. This insight provides implications for the role of EPs, at a both
a national and local level redefining our perception of transition and our involvement
in it, not limited to a statutory role but instead supporting key members of the transition
process to make sense of earlier experiences, of becoming a parent of a child with SEN
and what this may mean for a family going forward as they progress through the

education system and beyond. Adopting a psychosocial perspective enabled me to

152



explore both the psychological processes and the relational changes that occur for
parents of SEN children as a result of the transition to school process. Use of the FANI,
as suggested by parents provided a space for them to discuss their child’s transition in
a way that had not been asked before. In undertaking this study, I held my psychosocial
epistemology at the forefront of my mind, as it was felt that an awareness of and
reflection on this throughout has implications for practice. It is hoped that for those
reading this research, this may prompt self-reflection on how they too conceptualise

transition and how this could inform their practice going forward.
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disability:
Insights from a
UK context.
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intervention
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choices for their
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disabilities.
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students with Cumming & | Journal of primary to

intellectual Danker Special secondary rather
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school: Some school and
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the experience relation to the

of starting primary task.
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The Starting Kaplun, Australian 2017 Focus

School Study: Dockett & Journal of specifically on

Mothers’ Perry Early children from

perspectives of Childhood disadvantaged
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Transition From | Thorsen, Bg, | European Early | 2006 Focus on
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Kind of Journal questionnaire
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Parents, and
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the Two Parties
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Transitions for | Forest, Journal of 2004 Development of

Young Children | Horner, Positive survey

with Autism Lewis- Behaviour instrument to

From Preschool | Palmer, Todd | Interventions include 25

to Kindergarten elements
important for
transition
identified from
previous
literature. Tool
for key people
to assess their
transition
process.

‘School doesn't | Shields Early Years— | 2009 Focusison TD

feel as much of An population

a partnership’: International rather than

parents' Research parents of

perceptions of Journal. children with

their children's SEN.
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nursery school
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class

You never Nguyen, Child: Care, 2016 Transition

transition alone! | Henderson, Health and within health

Exploring the Stewart, Development care system and

experiences of Hlyva, self-

youth with Punthakee, & management.

chronic health Gorter.

conditions,
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healthcare
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self-
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The transition to | Walker, Australian 2012 Evaluation of

school of Dunbar, Journal of parent and

children with Meldrum, Early teacher

developmental Childhoood experience of a
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views of parents programme.
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The lived Hetherington | Focus on 2010 Focus on high

experiences of , Durant- Autism and school students

adolescents with | Jones, other

disabilities and | Johnson developmental

their parents in disabilities
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Mothers’ Ankeny, Teaching 2009 Focus on
experiences of | Wilkins & Exceptional transition
transition Spain Children planning from
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their children world.
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Parent and Chambers, Developmental | 2004 Transition of
sibling Hughes, & Disabilities family members
perspectives on | Carter with cognitive
the transition to disabilities to
adulthood adulthood

*1t should be noted that 12 theses both UK and international were also omitted based

on the exclusion criteria of unpublished material.
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Appendix B. Critique of papers included in the literature review

Starting school: the importance of parents’ expectations. Russell (2005).

Present / Comments

Absent /

Scope and Purpose - Aim of research study stated - to explore
the content, origins and development of parents’
expectations when their disabled child transitions
to school and the extent to which parents
perceived that their expectations were met after
their child’s first year in education.

- Situating the importance of why
expectations should be discussed to understand
responsibilities and outcomes can be considered.
- Explicit link between research study and
existing knowledge on parent expectations and

government legislation on parent voice.

Design - Rationale provided for use of Parents’
Participatory Research Approach and why an
emancipatory research paradigm was most
appropriate to give parents a voice and more
control over the research process.

- Use of a Parent Advisory Group (PAG)
offered support to researcher, carried out
analysis and discussed findings.

- Use of three semi-structured interviews
carried out over a period of 21 months (starting
from statutory assessment process up to half way
through first year in school).

- Categorisation of expectations by

parents each interview.

Sampling Strategy - Families invited to take part when their
child had begun a statutory assessment of their

SEN.
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- Sample included 11 boys and 8 girls
(from lyear 9 months to 4 years 7 months). The
children had a range of disabilities and moved on
to different settings.

- No details of how this was decided upon

or justification for decision process around this.

Analysis - Use of Miles and Huberman (1994)
qualitative data analysis approach stated.

- Profile of each family built up over time
and findings recorded using Bronfenbrenner’s
ecological model to provide a summary of
content, sources and outcomes of parents’
expectations.

- PAG involvement in the analysis and

how this fit with empowering parent voice.

Interpretation - Use of quotes to reinforce the
interpretation of the literature.

- Clear demonstration of how
interpretations led to conclusions drawn at and
between each level.

- More information could have been
included on the process of interpretation and
how data was teased out, so that others could

replicate.

Reflexivity - Awareness that researcher is a parent of
a child with a disability.

- However, little reference made to
researcher influence on the process or
demonstration of insight into the impact of self

in role.

Ethical Dimensions - No reference to ethical approval.

Relevance and - Limitations of research not explored.
Transferability - Implications of findings detailed and
discussion of how best to support family’s
expectations for their children with SEN on

transition to school.
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- Provides insight and understanding into
parental expectations and the role of
professionals in EY transition plan to use with

families who have children with SEN.

Experiences of parents of children with special needs at school entry: a mixed method
approach. Siddiqua & Janus (2016)

Present / Comments
Absent /

Scope and Purpose - Importance of successful transition and

(focus, background its impact on child outcomes stated.

established and - How transition can be challenging for

clear aims) those who require additional support for SEN
needs.

- Statistics to identify the percentage of
children with SEN entering kindergarten in
Canada each year and how support services are
often inadequate — identifying need for research.
- Lack of research evidence on factors
contributing to a successful process of transition
to school for Canadian children with special
needs.

- Obijectives clearly stated: (i) to
quantitatively examine parents’ perceptions of
and satisfaction with their child’s services
before and after their children with special needs
are enrolled in school and (ii) to examine how
qualitative data help us gain a more nuanced
understanding of parents’ perceptions of and
satisfaction with services during transition.

- Although a systematic review of
literature was not carried out. There is a use of
literature to contextualise the study’s scope and

purpose.

Design - Convergent approach adopted and

/Methodology justified based on the parallel objectives of the

apparent and
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consistent with
researcher intent/
information on data
collection tools
provide and
justified

Sampling Strategy —
selection criteria
detailed, clear
description and
justification, any
sample bias

evident?

study (quantitative and qualitative data
collection).

- Mixed method suggested to provide a
more robust answer to the research question
about factors that contribute to a successful
transition process.

- Information provided on survey
measures used prior to school entry and at the
end of the child’s first year. The Measure of
Processes of Care (MPOC) assessing the
perception of service offered and Client
Satisfaction Questionnaire (CSQ), evaluating
satisfaction with services provided. Justification
for their use and reference to their established
use. Correlation between measures and
reference made to internal consistency of CSQ
and test-re-test reliability. Both measures
previously piloted.

- Qual phase: Semi-structured interviews
-perceptions of and satisfaction with service
provision as their children with special needs
entered school — triangulated with survey data
gathered.

- Justification of sample chosen 37
children, specific age groups (4-6) with range of
needs and their families, because of additional
SEN considered to need placement in a special
education programme.

- Exclusion criteria included — those
parents who did not speak English or had a
cognitive impairment.

- Outline of recruitment strategy through
a number of channels and justification provided.
- For qual phase — use of extreme case
sampling where 10 parents were chosen to
interview at the end of the first year based on
decline in their satisfaction. Use of this not

179



justified and could be argued to lead to sample
bias.

- Demographic characteristics provided to
add context — mainly Caucasian, educated
beyond secondary school with varied family

income and a range of special needs.

Analysis

- Paired t-tests were conducted to
compare the parents” MPOC and CSQ responses
in the two time points (pre and post transition).
- Qualitative analysis of the interview
data was conducted by using NVIVO 10
software. Principles of conventional content
analysis (Hsieh & Shannon 2005) guided the
coding and analysis. Coding steps outlined and
appropriate reflective process followed.

- Openness to new insights arising from
the data.

- Description of mixed method analysis
and how data was triangulated — adopted a

merged analysis display approach.

Main Findings -

what was found in
relation to the aim
and interpretation

- Triangulation of data found that while
some areas of the MPOC were suggested to be
working well and parents were satisfied, others
required improvement.

- Outline of effect sizes and whether
scores reached significance or not, tables
adequately explained (including mean and p-
values).

- Five themes outlined and illustrative
quotes presented to reinforce. These provide a

more robust understanding of survey responses.

Reflexivity

- Researcher reflexivity not
demonstrated.

Ethical Dimensions

- Recruitment of participants was
respectful - families were requested to contact
the research team in response to information and
flyers, to assure families who were interested in

participating contacted the researcher.
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- Ethics approval for this study was
obtained from the Hamilton Integrated Research
Ethics Board.

Relevance and - Findings relate to other literature.

Transferability - Limitations outlined — in relation to

(limitations sample size and increased risk of committing

outlined, Type 2 error in quantitative study and level of

: eneralisability from the qualitative.
recommendations 9 Yy q

for future research - Themes arising from the qualitative
interviews did not include information
pertaining to every component of family-centred
services considered in the MPOC. This limited
the level of content convergence achieved in the
mixed method analysis. Research needed to
collect data on the same content to improve on
methodology.

- Future research to gain an
understanding of parent expectations of services
as this is suggested to influence their level of

satisfaction.

In Transition: Experiences of Parents of Children with Special Needs at School Entry.

Janus, Kopechanski, Cameron & Hughes (2007).

Present / | Comments
Absent /

Scope and Purpose - Importance of transition from preschool
to kindergarten and parent involvement in the
process stated.

- Evidence and to suggest that lack of
joined up working between agencies can impact
on transition success.

- Recent policy developments locally in
Canada to guide successful transition.

- Research focus on impact of disability on
family and assessment of quality of services prior

to and after transition.
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Design

- Exploratory nature of the research
mentioned with hypothesis that those in school
would record higher impact of disability on
family and lower positive experience of care

services.

Sampling Strategy

- Mixed method (quantitative and
qualitative data collection).

- Justification provided in the outline of the
factors that have been evidenced to impact
transition successfulness.

- Information provided on survey measures
used. Impact on Family (IOF) Scale, Measure of
Processes of Care (MPOC), Vineland Adaptive
Behaviour Scales (VABS), Severity of Condition
(parent rating).

- Interviews to collect information on
transition to school.

- Query about mixed methods, how
measures relate to each other and to the transition

to school process.

Analysis

- Specific age groups (4-6), year groups
(preschool and kindergarten) and definition
provided for participant population.

- Detailed recruitment strategy to enable
replication. Supplementary  recruitment
procedure outlined and justified.

- 40 families (20 kindergarten and 20
preschool age)

- Demographic characteristics provided to

add context.

- Descriptive stats and mean comparisons
were calculated for each survey measure.

- Two separate semi-structured interviews
were carried out with pre-transition and post-
transition families. Questions included.

- Details provided for data that was

removed.
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Interpretation

Reflexivity

Ethical Dimensions

Relevance and

Transferability

- Two researchers coded all 38 interviews,
one of them doing it twice for test-retest
reliability. Percent agreement was calculated to

reflect the major coding and minor coding.

- Demographic outlined to provide brief
context.

- Evidence contrary to expectations and
initial hypothesis explored.

- Mean and effect size tables provided to
evidence data gathered from surveys and how it

fits with data gathered through interviews.

- Researcher reflexivity not demonstrated.

- Recruitment  of  participants  was
respectful and informed consent was assured as
families who were interested in participating
contacted the researcher.

- Flexibility in where interviews were held

and based on the wishes of the participant.

- Limitations outlined — two groups were
not homogenous in the developmental severity of
need and so may have influenced difference in
scores on MPOC.

- Transition as an in-between process and
so argue further research to explore the
effectiveness and quality of links and support
between pre and port transition services and
parents.

- Significance for existing policy in how it
is being executed in practice.

Understanding parent advocacy during the transition to school of children with
developmental disabilities: three Canadian cases. Hutchinson, Pyle, Villeneuve, Dods,

Dalton, Minnes. (2014)

Present /
Absent /

Scope and Purpose

Comments

- Importance of collaborative transition

which includes a role for parents.
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Design

- Confusion around how parent advocacy
is conceptualised, and the role parents have had
in making meaning of this.

- Understand how parent experience of
advocacy fits with or diverges from Test et al’s
(2005) framework of self-advocacy for students
with disabilities.

- Breakdown of Test et al’s model and
evidence provided to assert why it may be

applied to parent advocacy of children with DD.

- Little discussion regarding rationale for
use of a multi-perspective case study
methodology.

- Data collection period outlined and
appropriate in line with description of transition
as a process.

- 6-8 interviews with parents/guardians,
relevant professionals from healthcare and
education and observations ensured that the

experience of parent advocacy was captured.

Sampling Strategy

Analysis

- Recruitment through agencies involved
with families and transitioning to mainstream
kindergarten that year.

- Reference to father’s refusal to
participate and so only mothers of children with
DD were involved.

- More detail of how sampling was

undertaken, and justification required.

- Use of Patton (2002) qualitative method.
Steps taken by research team clearly outlined.

- Reference to research being part of
wider analysis and focus on parent interview
data rather than professional interviews or
observations.

- Adopted constant comparison method to
generate themes in each individual case then
moved to cross-case analysis.

- Use of both emic and etic perspectives
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Interpretation - Description of personal and social
contexts provides important information for
interpretation of findings from each individual
family.

- Clear structure provided for themes and
how interpretation led to conclusions regarding

parent advocacy.

Reflexivity - No reference to influence of the
researcher(s) at different stages or their
relationship to participants during the process.

Ethical Dimensions - Little reference to sensitivity towards

ethical concerns — reanalysis

- However, thoughtful and respectful in
how data was reported. Use of context to
support interpretations and meaning made.

- Issue of consent raised and father’s

choice not to participate.

Relevance and - Use of existing theories and literature to

Transferability assert relevance of the study.

- Discussion provided how findings relate
to Tess et al’s (2005) model but also extend
beyond that to include a number of other
elements.

- The importance of findings to inform
parent advocacy interventions and understand
parents’ reasons and motivations to advocate.

- Reference to limitations of current study

based on locality and gender of participants.

The Experience of Parents as Their Children with Developmental Disabilities
Transition from Early Intervention to Kindergarten. Villeneuve, Chatenoud,
Hutchinson, Minnes, Perry, Dionne, Frankel, Isaacs, Loh, Versnel, Weiss. (2012)

Present / Comments
Absent /

Scope and Purpose - Previous research related to child
adjustment and parental perspective on quality of

service.
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Design

- Rationale for this research as part of
wider HELPs Inc agenda to advance
understanding of how parental participation and
interprofessional collaboration contribute to
effective transitions and successful inclusion of
children with DD.

- Link between research and existing
knowledge/policy on inclusive education and
transition referred to throughout.

- Literature contextualises the role and
importance of parental involvement and

interagency collaboration in transition.

Sampling Strategy

- Multiple-perspective case study
approach to explore the transitions of 3 pre-
schoolers with DD as they enter kindergarten.

- Use of observation and interviews with
relevant adults. Transition viewed as a process
with data collected over a 14-month period
across ECE, kindergarten and home settings.

- Cross-case analysis in order to
understand the similarities and differences

between families.

- Purposive sampling — participants
selected in order to ensure range of need and
diverse family contexts.

- Education and healthcare professionals
who worked with each child and family invited
to participate.

Analysis

- X3 Research Assistants completed data
collection under the guidance of x3 investigators
to ensure consistency of approach across case
studies. De-briefing bi-weekly.

- Timeline and total number of
observations, interviews and who they were with
detailed and numbers are noted to vary.

- Data analysis in 2 stages using Nvivo

software; 1 within case and 2 cross-case
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Interpretation

analysis. Codes developed through clustering
and re-clustering (Patton, 2002).
- More justification needed regarding

method of analysis chosen.

Reflexivity

- Parent perspectives on inclusion —
context provided, as well as quotations to create
a clear understanding of how parental
perspective can change and develop overtime.

- Cross-case analysis on experience of
interagency collaboration demonstrates the
similarities and differences in individual’s
experiences.

- Sufficient evidence is not included in
order for decisions regarding interpretation to be

replicated.

Ethical Dimensions

- No reference or insight into researchers’
relationships with individual participants on the
study or acknowledgement of their potential
influence.

- Reference to adjustment in data
collection method as requested by participant but
no further exploration of this or any other
complications that were met during the research
process.

Relevance and
Transferability

- Commitment to integrity of the research
and respect for participants in how narratives
have been portrayed.

- No reference to how autonomy, consent
and confidentiality were managed or discussed
with participants.

- Analysis interwoven with existing
theory on transition and potential challenges
including the difference in service delivery
models in ECE and kindergarten settings.

- A number of limitations and weaknesses
are referred to, as well as directions for future

research. This includes understanding
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contextual, child and setting factors that interact
and impact on transition.

- Significance set of how this research
provides foundation when thinking about
promoting inclusion of children and their parents

during the transition to school.

Strategies for Supporting Transitions of Young Children with Special Needs and
Their Families. Rous, Myers and Stricklin (2007).

Present / Comments
Absent /

Scope and Purpose - Research question clearly stated — to
identify factors that support families and children
in transition from early intervention to preschool
(age 3) or preschool to kindergarten (age 5).

- Background information provided on
previous studies on transition to set context,
linking EY research with existing knowledge and

practice.

Design - Justification of use of focus groups in
study 3 to elicit transition strategies based on
previous experiences and perspectives of
different individuals involved (professional,
school and home).

- 9 focus groups completed and 1
individual interview (this individual data
reported to not be included in analyses).

- Representation of each focus group
outlined and number of attendees at each time
recorded.

- Each focus group facilitated by research
member using same approach to introduce, run

and conclude the group.

Sampling Strategy - Use of a purposive sample to select
participants based on study objective to have
representation of relevant parties involved in EY

transition.
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- Recruited though list of registrants at
national and regional early childhood
conferences. All had experienced /supported a
transition either at age 3 or age 5.

- Total number of participants (n=43) 33
professionals and 10 family members. From 18
different states and represented a number of

different settings.

Analysis

Interpretation

- Systematic data analysis discussed in
detail - included transcriptions, field notes, and
responses to an end-of-session questionnaire.

- Thematic analysis with transcriptions
coded using QSR NVivo.

- Two authors involved in data analysis
and coding framework — importance of
intercoder agreement

- Use of observer in each focus group to
record dynamics and themes that arose —
trustworthiness of codes.

- Third coder brought in and final codes
compared to conceptual framework on transition
to ensure consistency.

- Content analysis for each theme coded.

Reflexivity

- Reference to content analysis and parts
of data that were excluded as they did not
include a strategy.

- Enough detail into decisions made in
relation to data.

- Use of direct quotations in findings and

clear discussion of this led to conclusions.

Ethical Dimensions

- Mention of researcher roles in the wider
NECTC organisation.
- However, no reference to researcher

reflexivity shown.

- No reference to ethical approval.

- No acknowledgement of power

differential between focus group participants.
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- No reference as to how consent and
confidentiality were managed.

Relevance and
Transferability

- Analysis interwoven with previous EY
literature and reference to other branches of
study.

- Limitations of the study outlined and
suggestions for future research on EY transition
made. Representative nature of the participant
population called into question.

- Findings provide implications for
individual preparation for transition, policy

development and implementation.

Experiences of parents whose children with autism spectrum disorder (ASD) are
starting primary school. Connolly and Gersch (2016)

Present / Comments
Absent /

Scope and Purpose - Rationale for research clearly outlined

- Link with service development and
previous research on transition to primary school
and gaps in the literature of parental experience.
- Clear evidence of systematic approach to
literature review move from general transition to

transition and ASD to parent experiences.

Design - Clear justification for use of IPA as a
research method to capture how people make
sense of different life experiences.

- Explanation of ontological and
epistemological stance — Phenomenology and
critical realist.

- Semi — structured interview with 6

parents (5 female, 1 male).

Sampling Strategy - Clear description and justification of
purposive sampling from MDT support services
in two different localities.

- Planned sample of 6 appropriate for IPA
- Clear description for inclusion of one

male perspective
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Analysis

Interpretation

- Interview script reviewed by peers and
pilot interview conducted.

- Participant scripts transcribed verbatim.

- Steps adopted during analysis of data
clearly outlined.

- No acknowledgement of other researcher

involvement when developing themes.

Reflexivity

- Interpretation of the data reinforced
through participant quotes and evolution of
codes referred to.

- Clear links between interpretation and

conclusions drawn

Ethical Dimensions

- Although the researcher’s role was not
explicitly discussed the importance of reflexivity
was mentioned with regards to data analysis and

interpretation.

Relevance and
Transferability

- Ethical approval sought and granted by
relevant professional bodies

- Written consent sought from participants
- Pseudonyms used for anonymity

- More detail required in this section — re
transparency, ethical dilemmas with regards to
already established relationship with families
from the MDT service and participation.

- Findings linked with other literature and
studies on transition and importance of parental
involvement in this.

- Contribution to wider professional
network involved in transition and specifically
the EP role.

- Some limitations of study outlined with
regards to generalisability but could be more
detailed.

- Increased insight and understanding in

particular for the role of the professional in

school transition practices.
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Appendix C. Information Sheet

The Tavistock and Portman [T2R]

Infomation Sheet

Besinnings and Endings: A Psycho-Social Research Sudy Exploring the Fmotional
Experience of Transition for Parents of Children with SEN.

My name iz Kafe Fipsz — Lonerean. 1 am a Traines Educational Psychologist at the Tavistod:
and Portman WHS Trmst. As part of my Doctoral studies T am conducting a ressarch project
and would liks to invite vou to taks part.

Bafioge vou dacida whethar or mot vou would liks to take part in thiz stody, it iz important that
vou understand why the ressarch iz being done and what it will involve, zo pleasa tsks the
tims to read this infoemation shest.

What & the study chow ?

Az 3 zocisty we have becoms mors sware and ssnsitive to the importancs of transitions for
children and their familiss, =ven more =0 for children with additionsl neads. It iz generslly
understoed that children nesd to be prepared for these transition: and bow early transition
exparisnce: such a: fiom purssry to school, have an impact on later transitions. However, we
still dom't Imow much about what iz happening for parents of children with an idemtifiad
spacial educationsl nesd (REMN) at the sardly stames of their joumey throush the aducation
system.  Understanding moge sbout parents’ experisnces of this transition will halp we as
professionsls to clanify our ol at this tims and davelop better programmes of support.

Why howe you been oppreached?
Five families will be asked to take part in this study. You have beon asked to participate as

wouf child ha: besn identified a= having a special sducationsl mead that reguires additionsal
suppodt and is transitioning to school in Saptember 2018

What will hoppenifi choose to toke part ?

Participation iz voluntsry. You will be able to withdtsw fiom the fesesich at any point,
without providing 3 reason for this.  If you decide to tske part and fill in a consent form
{afttached), vou will be asked to take part in two infosrmal intervisw: with ma (Ausust-
{Owctober tima pericd). Each intarvisw will ba of 40-50 minute: duration and will ba amanmad
at a tima and date of your choosing.

Wil my taking part be kept conjfidential®

Yoz, All the information collacted about you during the resesrch will ba kapt in confidanca.
Thiz mesn:s that sll identifishle information will be removed in any publications of reports.
Your information will be zaved wsing prendonyms instead of r=sl neme: and place’sstting
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The Tawistock and Portman [N151

Information Sheet

nams: will not be included. The only time I would r=vesl anything to am appropriats
authority, would be if the infosmation mads me concemed about your or others safaty.

Faor how long will my doto be stored for?

Intarviews: will ba recoedad and then tramecribed for spalysziz puposas. The andic-recondings
will be dalated on complstion of the sessarch (July 201%9). The transoripts will ba hald
confidantislly on a password protectad encryptad USE stick for 3 yaears. Only the researchar
will have access to the transcripts. Hardoopies of transcripts will be lodkad in a filing cabinst
at the Tavizted: and Portman MWHS Trost with complsted consent forms and in accordance
with guidalines will be kapt sacurely for 3 years. The resescher will give vou the option to
check the transcripts to z23 if you are happy with what has besn recordad.

What ore possible bengfit= of taking part?

Ev patticipating, vou will ba helping ws to r=flact and devalop upon sxizting tran=ition
peactices fiom purzery to primary school. Thiz kmowledee could suppodt ws to provides mode
affactive suppodt to parents at thiz tims of change and uncartsinty.

Are there potential nisks in oking part?

I don't anticipate that there will be any rizks in taking part. However, in cass the intervisw
W 10 CalEs upsst of unsaa I will be able to provids appoopriats support whate squestad
and zignpost to local support sarvicas.

What i there & o problern?
If vou have any comcems shout the conduct of the ressarcher or any other aspact of this

research paoject, wou cam comtact Simon Camington, Head of Academic Govemsnce amd

Ceality Assurance {acadsmicguality

Whaot will hoppen to the results of the research project?

The study will be submitted as 3 Dioctogsl Thesiz to The Tavistod:k and Portman MNHS Trost.
The people who might read this in an official capacity are my project supervizor and extemal
examiner:. Additionslly, my thesiz (or summary) may be submitted for publishing in an
intenal report of jowmsl. However, all identifying personal information will have besn
removed and vou will not be identifisbls in any way. The findings of the rezsarch study will
e shated with parents on reguest.
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The Tavistock and Portman [1E]

Information Sheet

Who he= ethicaly eviewed the project ?
The research ha: meceived eothical approval via the Tavistodk snd Postmsn Trost Ethics

Committes.

Contact for further informaiion:

Foesesrcher: Eate Fos: — Lonerean, email:

Thank vou for taking the time to consider your patticipation in thiz ressarch paoject. If vou
would liks to tska part, pleass complete and sign the consant form.

195



Appendix D. Consent form

T
The Tavitodk and Portman [L_‘_Lj

Consent Form

Title of Research: Beginnings and Endings: A Psycho-5Social Research Study Exploring
the Emotional Experience of Transition for Parents of Children with SEM.

Name of researcher: Kate Ross - Lonergan

Participant ldentification Number:

1. | confirm that | have read the project information shest above, dated (21.08.18), and
understand what is expected of me a5 a participant.

2. | understand that participation is completely voluntary, and | can withdraw from the study
at any time, without giving a reason.

3. | confirm that | have been given the opportunity to ask guestions regarding the study, and
if asked, that gquestions were answerad to my full satisfaction.

4. | agree to interview(s) being recorded.

o0 0

5. | understand that responses will be anonymised prior to analysis and anonymised guotes
will be used in publications.

&. | also understand that at the end of the study | will be provided with additional infarmation
and fesdback sbout the purpose of the study.

]

7. | am happy for the research findings to be disseminated in a service report and other
publications.

I (Name of Parent{s)/Carer{s)) consent to my

participation in the study conducted by Kate Ross — Lonengan.
ParentiCarans) Sigmatiine: . o e e e e e

Date: e
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Appendix E. Demographic questions

Demozraphic Questions

1. Apg={s) of participant{s):
2. Gender:
3. Ethnicity:

4. Pyeviouns cumrent gcompation

5. Family compasition:

§. When EHCP was issusd

7. Child's 3EN:

B. What type of EY sattingdid child arend and whattype of school are they movingta:
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Appendix F.

Interview 2 schedules for participants

MAlark and Paul Interview 2 Schedule Date: 15.11.15

.11 was wondering if there was anything that stood out fiom our last interview?

{0 if there was anything vou went sway thinking shout™)

{).2 Last tima wa zpoka, vou said bow Archis was finding it difficult godng to achool. How
have things besm zince we last spoke?

(). 3 You zaid that Archia reacts differsntly to other children when upsst. Can vou tall a bit
mogaT

(). 4 Towands the end of nursery vou described how Aschie’s behaviowr besan to changa.
What was wour undarstanding of thiz?

. 5 You wondarad whether thers was moge that could'va baon done to help Aschia with
tranzition. Can you =3y a bit mos=s shout this?

(). & How would vou describa wour relationship with Archia’s new school?

Q. 7 You weare thinking abit sbout Aschie’s earlier hiztory and how thiz may impact hiz
bshaviow now. How have you baan shla to think with school sbout thiz?

(). § You told ma Aschis neads timea to budld trust with adultz. From vour parspactive how
havea zchool besn sble to do this?

Q. 9 Last tima, vou gave soms axamplas of support you had rsesived. Can wou tell me abit
maore shout the balp vou've received fom others?

.10 You spoke sbout your concemes about whether Aschie will be adoguataly supported at
mainstream school? Can vou zay a bit mogs?

Ending (uestions
How hava you found the intervisw prooass?

Iz thate anything that ha: come that you would liks to discuss mode with zomeonsT

Would vou liks information about the outcomes of the research and how would vou liks this
pzzantad?

Aga thers any other comments you would liks to maka?
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Emma Interview Schedule 2 Date: 22.10.18

J.1 I'was wondenng if there was anyinme thatstood omf Irom ow [ast inEniew

{0 if thers was anything yon wentaway thinkins abont™)

{2 Last time we spoks, 1t was Poppy s first &y af school how have yonfound her first
manth?

{You said yon were nenvons can you &]1 me 3 bitmare abont that™)

(3.3 You told m= shont fi= time when Poppy was beinz sent home from noss =y becanss al b
behavions. Can von tellme a bit more about that?

{J. ¥ Yon mentionad that Foppy chan==d once she 20t 2 on= o one. Howwas thet for vou

{J. 5 You said you had no choice butta deal with Poppy's dizenasis Can you s2y a bitmage
about this?

(. T Y on mentionad that Poppy was in 2 mainstresm nursery. Can you tell me what made yon
chogse 3 specialistschool for het?

.5 Y on mentioned that yon wounld have less inputnow that Poppy 1510 schoal [was
wondering if you conld saya bit moge?

.9 Y on sadd the schoal send home a bookeach day sayme what Pappy has besndome. W hat
is that experiencs like= for you

). 10 Y on mentioned there were paople wha helpad vou when yondidn thknaw what to do
an you tell me 3 bit moge sbout the people who helped?

Ending {jnestians
How hava youn found the imendiew process?

Is there anything that has come that yvon would like to disonss mare with semeonsT

Would you like information abontthe outcomes of the research and how would you like this
presented?

Age thers any other comments yon waounldlike to maksT
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Lizzie Interview 2 Schedule : 16.10.158

.1 I'was wondering if there was anyihms thatstood out from owr lastinerview

{0 if there was anything yon wentaway thinkins abant™)

(32 Last time we spoke, it was Henry's Hirst day afschoal, how have yon fomnd his st
manth at schaal?

(). 3 You mentionsd that Henny didn ttzks part I event at mesery. Cam vou tellme 2 Bit
mage abont haw youn feltabout that™

). ¥ Youn sadd that yvon $2t o vouwr ownmanasing Hengy s b=haviowr, can voun saya bit moe
zhout this?

35 Yon mentionad that von felt Henry wasn tpsepared for stantinz schoo] andhowhe
sesmed confused and nervons onhis firstday, can yonsay a bit mose about this?

Py schaal?

(3. & Youn sadd that Henry g=ts an well withhis ons toone and can act differendy wAth others
What does that fael 1ice for you®

). T Yon mentionad that yon wer= sad that once Henry sfarts school thinss w1l change and
yon will be spendinzless time together How has that been for won?

Ending (juestions

How have yon tound the im=naew process

15 there anything that has come np thet has upsst you that yon wounld [1ke to disonss this wil
someona’

Would vou Jike infematim abmithe outcomes of the resezrch andhow would you e this
presented?

Aga ther= any other comments yon would Tike to make
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Sonia Imterview Schedule Date: 291018

(J.1 Twas wondering if there was anyihme thatstood ouf Irom ow Jastinerview

{0y if thers was anything vou wentaway thinkinz sbaut™)

32 Last time we spoke, 1t was Hannsh s first davat schooland you said you were anxious to
hear how she zot on. How hawe you fomd the first fow wealksT

(). 3 Tou told me the ways vwou noticed Hanmh was differentfrom other children. Tan vountell
a bit mase shout how feltzhont that®

(). % Ton mentioned that you fumed down a place at 2 specizlist nursery can you say 2 b moe
abont how yon came to that deciion?

(J.5 Y ou said that imesratim to the mainsiresm nurssry tooka lone time and Fennah was naot
always included I wondered haw that was for you?

(3.6 Yon mentionad that yon have been Inchy o be ivobred with 2 number of early
intervention services. What was that experience like for your family?

(3. T You said that yon have complete mstin Hamah's new schoal andso Te=l mare
comfartzble zhout her atending.  Can you tellme 2 bit more shontthat

(3.8 You said that Hanmh s mave ta schoal was different from your other children. Zan yon
53y a bit moge?

Ending {Juestims
How have you found the imeniew procsss?

Is thers anything that has come that von would like to discuss mare with semeonsT

Would you like information aboutthe outcomes of the ressanch and how would you like this
presented?

Age there any other comments yon wouldlike to make?
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Appendix G. Example Transcript

Lirmie*
F.ANI Imterview 1 (10.09.18)

Researcher: ...z0 if we could start with vou telling me a bit showt Henry*, I kmow you had
mantionsd 2oma things bafiore the ecording startad but iz there anything alza that i= halpfil
for me to kmow sbout Hanry?

Lirzie: What about how he iz, like hiz porsonality kind of thing.
Eesearcher: Yash sheolutsly, amything liks that.

Lirzie: Am.. he's very caring be's slways beon very caring aven through the tantroms. He's
alwayz lika if zomseona f5ll over, “oh are vou okay?™ O ha'll tall zomapns if zomapna’s hurt
Of S0MM20ne’s O¥ine..... like he's very caring.

Eesearcher: mmmm yash

Lirzie: And he's slways bean like that but am when he waz 2 and he first went to pur=ary, ha
was very frustrated through the languams zida. There'd ba a lot of headbutting, spitting and
lashing out.. most of the time ma leaving the purssry orving.

Eesearcher: yash?

Lixzie: wesh —but then I think wm but then it was the first yesr and when be was 3. when he
tumed 3 ha startad to calm down a lot.

Eesearcher: mmhmm

Lirzie: Am he was gefting better but hiz speech was still liks.. I think he was liks 2 vears
behind avanyhody alza.

Eesearcher: Okay
Lirzie: 50 be was leaming still but later, he was =till 1eally guite behind.
Eesearcher: hmm

Lirzie: Am and I think he found that guite frustrating and he didn't reslly wanna do somes of
the things that psopls were liks telling him to do, like teachers (Researcher: mmm) and
gtuff But zincs be's had hiz on= to ona, he's come like leaps and bounds ha's basn amaring.
He's talking a lot mor=, am zharing a lot mors and just being a bit mors understanding and
ayan lika zitting on carpst time — lika he navar uzad to do zitting on capst tima, like ha uead
tojust o off and do hiz own thing. They u=ad to just 1ot him (Researcher: mmm) becansa. .

becausa if ha camied on.. if you kept zaying no vou have to do this, yvou have to do that ha
would just be even worze (Researcher: mmm). 5S¢ they just let him do what he wanted to
do, aventually be just would coms and join. Like ha'd zsa that no ons was giving him
att=ntion (Researcher: mmm) dva Imow what I mean and o ones doing anything with him
becausa sveryone’s doing that owver there (Researcher: yash) Hs would then go and join
them as if he was mizzing out ....but throush the § wesks holidays it's just been a bit (long
pauss) manic with him. He's guite chopsy, he's guite liks, I'm just like he'z liks...oh you
can’t theeaten him with anything vou can't “like alright ifvou don't do that you'se going hava
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to zo bad with nothing” (Researcher: mmm) ba'd quite kappily of “if vou do that ']l have to
taks your toy away” he's guite happy for vou to do whatever. . .it's a nightmars. 5o like this
momming ha was liks “I want to take my car” and [ =aid you can’t take vour car and he =aid
“fina then [ just won't go to Dursery™.  And be goes to me fine then, “vou're not f&ir you'ss
not sharing!™ And “you’rs not my bast fisnd anymors”™ to everybody! [Llanghs]

Eesearcher: [chucklss badk]

Lirzmie: 5o, it's a bit of a lik=. . ha doasn’t really care. [Dwesp zigh] But yash it's a kit of
hitting a=s well, a bit of hitting owver the § wesks holidsy =0 apart fom that. .. he was slright.

Fesearcher: vaah

I do stmegla with hiz eating he's very patticulsr with hiz esting (Researcher: mmm) but
lika.. vou know he'll only eat a chooplate sandwich, peanut butter sandwich, pancakas very
lika... carb like dry foods dya know what I mean?

Eesearcher: mmm mmmm

Lirzie: vm be would aat, ha's got a very swest tooth but he'll eat crizsps and that but this iz
the zoft of thing, liks things I can't tske to pursary.  Like I haven't really preparsd him to be
fair (Researcher: mmm) for him t0 go into purssry and eat healthy fioods but where he was
20 fussy whatsver he ate I just st kim eaf bacanss it was like wall at least ha's eating.

Eesearcher: vash

Lizzie: dya Imow what I mean like and the hedlth advizor would ba liks if he dossn't eat it
doasn’t matter. . like if he dossnt eat he dosmn't eat but he will get bunery and he will
ovantuslly eat. Canss [ usad to just be 20 womried (yash) like ha's not eating liks I would put
lika loads of dinners out for him and he'd refizs them. Am what slzs does he 2at? Ha eats
lika wastos careal  cooo pops, everything that's got a little bit of like chooplate in it, isn't it?

Eesearcher: yzzh

Lizzie: He liks: pomides um chips and cestard and stuff like vosburts 20 there a= zoms
thingzs I could put in but I don’t think he’s going to be abls to have a sandwich at =chool.
Unlesz I can pack pancakss.. I don't kmow.. bacausa chocolate spread and the puts allerey
and the peanut butter.

Eesearcher: yzah

I'va tried him with jam he refiizss to =at it. Ha'z got a thing with t=xture: a2 well {mmm) =0
it’s just a kit like he'll touch something and go ueh [mesture] 20 it's just a bit like.._it"s very
difficult at the moment to aven try.... He looksd a bit confiized oing into nursary today
becauza it's like a differsmt class.. (vesh) but when he reslizad that hiz one to one teacher
who he sheolutaly loves he just like .. like I saw her the other day in Asda and I cams badk
into the car and I was like I've just 22sn your teacher W= Scott* and he was like “oh that's not
fair™ liks really upsst liks “T wanted to 222 her”™ and wall you should™ve coms in with ma.

Eut um wesh mow ha's [stumble over words].. when I woke him up this moming and I 2=id
vou gonna go a2 Wz Scott he was liks well awcited {aw). H2 was just liks aw he loves
her. . uwm 20 whan I think when I zaw bat coming in I was liks “oh thank god™. (mmm) But
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he zat down all 3 bit like sugh but {(stemble over words) but it"s gond bacausa ha's got 2oma
of hiz classmates from last yesr that are ponna be in the same class. {mmmm bmm) if that
wamn't the casa [ think he would be a bit.....but yash and no bacansa ha's a bit liks “vou
wanna be my friend and are you my fiend?™ of “we can be bost fiends™ ha's straight away
lik= when he goa: to the park he's liks mum thez= are &ll my fisnds {aw) and he's navar avan
meat them before. Diva kmow what [ mean?

Eesearcher: yzsh

Lizzie: 5o be iz guite the social butterfly. (Jmmm bmm) but I don’t know when I put him in
thiz moming ha just lookad a bit nervous blass him {zigh) but it was just quite hard but
averything apart fiom that he zeemed fine. Dva Imow what I mean?

Eesearcher: yash, vwou zaid he lookad a bit nervou: and [ was just thinking what was vour
exparience of him at nurzery, was it similsr when he started there? You were zaving vou usad
to lamve oying and I was wondering if vou could tsll ma a bit mog= shout that.

Yeosh becanza ha, when he well he didn't really have much speach. He would like, I would
dlwayz go to nu=ary and thay would ba liks “oh Henry's mum could vou just comea in fora
minuta?" And I'd be like ugh something: happened asasin like he'd have either hit a kid or
thrown a toy {mmm) or like an accident had happensd and ha'd banged hiz head =0 hard
cansa that's why they refemed him to sposch therspy in the first place (okay) was bocanss hiz
headbanring wa: =0 axtrema {mmm) that they were reslly concemad he was going to burt
himzalf 5o I just lika.. . he would go in and [ would try and calm him down and ['d have to
lika hold him closs to m= and be like just cilm down and then he would like kick off and go
headbutting and he would like head butt me in the face or the bead {(mmm}) liks just kidking
off and I would just be liks 20 upsat liks cansa all the teachers would just =it there and ba liks
ueh liks it's just vou kmow it's just it's ot embarrassing like but liks it iz smbamassing
becauza wou just think why can’t you just not, like why can’t vou just come into pursery and
b= happy but than it was fes. . like it was zad I f5lt 2ad bacansa I thought thiz must ba.. liks
thiz iz I'm bringing him up {mmm) whate am I going wrone? Dva know what I mesn? 50 1
was lika. . _thiz must ba my famlt.. but I don’t know, I don't Jnow what alz= to do. (yash) Liks
it’s my first time mum {mmm) and I just don't know what to do and you think vou'se doing
alright and then days liks that happens (vash) and times whers vou have to camy them homea
kicking and screaming &)l the way home and you'ss just strugeling to do that and it's like ..
the struggla iz just unreal sometimes when vou just you just beeak (mmm) and people just 222
¥ou Oying in the streat and you'se just like ob just g0 and somatimses you're just like just go
liks you just can't cope with them somstimes bocanse when they don't understand you {mmm
bmm) bwt then vou don’t undarstand them and you don't lmow what to do {yesh) it's
frustrating (mmmm kmmm) are vou're just like what do you want me to do? And I just uead
to =0 to Dursery averyday praving like oh pleas= don't call me in, pleass have basn a good
boy today. (yesh) Like and most of the time it would have boon them like calling me in
{mmm) and like and things liks not joining in on like mother’s day play: oven the Chrizstmas
playz lika I think ons yesr they ware like “we’re not gonna put Henry in the Chriztmas play
{mmm) and I was just liks m=ally upsst and I was like ugh ... 30 it"s just getting liks zinglad
out canss bha's not gatting zinglad out it's just that ... they lnew what be was like {(mmm
hmm) he wouldn't zattle, he wouldn't probably even go in the hallway to do the play dva
Imow what I maan? (yash wash) of oven just to zit and watch it be would kick off sbout
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leaving the clas: =0 it's the most tinisst things but he would kick off abowt it {yash) and it
would be 20 hard and it was guite hesrt wienching that he wasn't aven allowed like he wasn't
@pan - to g0 in the school play of avery PE, like avary spofts day ... nothing (mmm). Can=a
hejust wouldn't join in liks and it's liks and thay'd be liks you know what just leave him liks
he'd just want to kick the ball in the nat like the goal {vesh) but not move around (mm bmm)
to the different things (mmmm) and it"s just like oh like and then I was just liks, eventually I
was just liks just stopped gatting upsst shout it and just thought dya kmow what he's a kid at
theand of the day and if he wants to just stand thers and play foothsall and ha's happy lat him
be. Why why drar him around and make him unhappy, I know he nesds to leam ... but
avantually be won't want to be thiz odd one out doing the zams thing. But [ don't know it iz
herd fior me with Henry becausa of the speach and all that ... bt it"s just like, sometimes vou
just think wehh I wizh vou'd just wana do

Researcher: mmmm

.... ba's mot, he's, hecan be quite difficult to deal with. And vou've got to go cartsin differsnt
ways around things with him

Eesearcher: yzah

Drvalmow what [ mean, 20 like vou would know to ba liks, vou almost do kind of like reverza
pevcholosy with him dya lmow what I mean? You have to liks compromize with him
Fazzarchsr mmmm

O vou kmow like ifhe does something or zav: somathing if vou [srumble over words] I don't
Imow if I was likes “ph can you show ma how to”, you kmow like make him fas] lika ha's ...
lika I dom't kmow, I don't really kmow how to explain it, it’s .... yesh mainly it's just ignods,
not 20 much irnoring him but just don't give him the attention

Fozzearcher vesh

Eacanzs 3z :oom a8 wou don't give him the aftontion he does, he literally just stops {didks
finmors) and goo: and camries on with something =lsa

Fozzaarchar vyash yash

Lizria: once he zas: ha's not gotting the attantion .... but ha’s baon hitting me a lot owver the
zchool holidays and am thiestening me with daddy aven thourh he dossn't 2o daddy
Fazzarchsr mmmm

Lizzie: I think be obwviously misse: hiz dad .... and he wants to 222 him but mmm I just, be
ha=n't botharad 20 I don't know what to do r=ally ... lika he's baon zaving | wanna go round
daddy’s of ['m gonna get daddy to hit vou

Fazzarcher mmmmm

Lirrie: and things like that and I was like, which was really like .... it was actuslly guits
zhoding for ma bacausa I'va navar liks heard him zay anything liks that bafioge aven daddy’s
name really and it's just be a lot over the & wesks holiday but I haven't, I don't aven spask

ahout daddy ... anything or bring daddy up 20 it': guits swprizing that ba's coma out and
zaid something like that
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Fozzaarchar vash

Lizzi=: Yash it's a bit stramge. But ... thiz moming we had “T'm not going to school™ am
“wou're not f&r, yvou're not sharing” and “vou're not my best friend™. 5o ... but then I just
irmored it and was like “guickly coms on let’s o™ and then he just went out on hi=s scooter
and want to school.

Fasaarchar mmm mmmm

Lizzia: He was fina, he went in, zat down abzolutaly fina. I don't know what ha's like am,
I'll zoom found out what he's bean liks when I go and pick kim wp but ... yash ...

Feosoarcher: And 20 vou were speaking a bit about the summer, 20 what was the joumsy liks
betwasn Hanry finizhing norssry of coming to the end of it and starting school? What's that
kind of joumsy baon lika?

Lizzia: Wall thay'va basn peetty good with him like am becanza of the way he iz thay've
besn 1liks towands the end of nursary thay were tsking him to the reception classe: once of
twice a wesk to kind of liks mould him in it kind of thine. And then am when purzary
fimizhad .... he still didn’t quit= gat that really canse he was a bit like for the first wesk of =0
he waz like “am I goine pursery, am [ going nursery™ kind of thing and I kept havine to
axplain to him the=': no purssry now wm [vawn] which it was: am yash be was fine with it
really. But they were good with him like going up to it, but I don’t lnow what they done... he
want on a #chool trip a= well

{mmm hmm)

Which he dons really well, I was pleasad with him and they just prepared him to go into
recaption reslly. Kept taking him out of clas: and that and going to the big bovs and the big
giflz bit and he was guite happy with that Am thay said he was doing really wall, like ha
come guite far with everything am and then he was quite good for the first coupls of weaks of
am ... ha iz actually quite good it's just when he's at homea and liks ... am he gats fostratsd
and that or liks I just tell him be can’t have something be gives it all a big buff and a puif
then [rawm]. I've been tryving to like tell him liks oh look at hiz new school shoe: and studff
and be zayz oh I like my new zchool shoo: {(mmm) 20 ha's guite excited shout that. And then
am I just put him to bed really eardy and kspt just tslling him a fow days befoes or like the
whole weal, thiz last wesk liks and =aying like oh vou gonna go to school liks and all this
and kesp zaying it everpday and like befoes he want to bed or bafiors he want to slesp I'd b
lika oh guazz whete you'ss going to vou'te godng to go 22a Bz Soott 200n of vous gonna o
nurzary =000 and he'd be like no stop tslkine and I'd be like why, where ae vou going
tomorow and ha'd ba like no stop talking to ma {both laugh) =0 liks yash ...

Feesearcher: (spesking over Lirrid) and you zaid he was doing well and things wee going
beattar towards tha and of nurzery, what did vou mesan by that?

Lizzi=: am you kmow he was doing good this last year in nurssry it's fine but becanss of this
W= Scott, bacausa of hiz one to ona..

Fzzaarchar Okay, yash

Lizzie: Ha's just boon doing 20 well liks [ don't kmow what I would have done without ber, if
I'm perfactly honest like she just ... ha just loved her, like he just loves har just abeolutsly
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lowes her And like be's just more calm and frisndly, like ha's slways boon fisndly anyway
and caring but like justa bitmors... She was teaching me a lot a: wall dya kmow what T maan
like how to deal with it and not tall him off 20 much shout averything just tall him off for like
the big things he does not all thesa little things am and just liks she is teaching me a2 well. So
towards the and he was just doing really good am [long pansa]. There was a couple of timas

whers ha was like {mumbles when iz it) like when it was snowing

Foazasrcher: wash

Lizzis: he wouldn't put liks hiz coat on, he don't r2ally liks a cpat. Ha'z guit= a hot baby =0
ha'z lika. . he always ha: baan. Like vou might find it cold but he wouldn't dya kmow what I

maan?

Fasascher: yedh yash

Lizria: am {shiftine position on coach) yesh =20 he was good towards the and a= wall yash ha
was fipa. .. But .... I ztill feal lika he was a bit confizad aven thoush we went and =z2on the
recaption area bafors we laft and =tuff we had like am a3 recaption day or moming like we
could go in and am ... @ven with that I think obviously be just forgotten shout. 5o he went to
g0 to nommal mersery and I was like no we have to go in this way and he was just like mmm
no

Fiazasrchar laughs

Lizzie: and I was like oh god! And he was like a bit shy when he went in

Fazsarcher: himmm

Yosh but he was alright, but he was just a bit like mmm what are we doine? And she was like
dva not remembar vou have to come into thiz clas: now? But Mz Scott wasn't in there whan
he walkad in

Fuazasrchar: thiz moming?

Lizzi=: weah but she walked in as I 1=t

Foszasrcher: okay

Lizria: zha wa: apparently looking for ue thinking mayba . canss we was about 3 minutas
lata, but was fine the dobts ware #till open but zhe was lecking for us. I don't know what he
waz liks when she walkad in.

Fasagcher: Mmmm

Lizria: But he would have baon 3 bit mode af aass when she walkad in, I lnow he would'va.
Fizzasrcher: Yash

Lizzie: But it was fina.. .anything alza?

Riazasrchar: 5o wa talked 3 bit about Hengy being a bit confiszad by the first day. What was
the experience lika for vou on his first day?

Lizria: am wash well I didn't really want to lagve him bacansa I f5lt lika I just wantad to =it
with kim for a bit anpd make him f2al a bit mose af aaza,
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Eesearcher: mmmmm

Am but I know I just had to leave him and [ Inew that he'd be fine in the end. Canse ha iz
likal zaid 3 zocial buttarfly 20 he would just o up to aoyons and averyons. But am it's guits
hard the running up of the geing back to school, like getting everything

Eeyearcher: mmmm

Lirzie: And zosting it out and just having them go again and it's liks apother year dya kmow
what I mamm?

Fesearcher: vash

Lirrie: And now this year's different becanss I'm going to have to find wodk, things like that
20 the realization that I'm not going to be around him a: much and thinking am I don’t kmow
... oh did I do enough when I could’ve had him of when [ had him dya lmow what I mean?
Eesearcher: mmmm

Lirzie: of have [ tsken time for granted, now ['ve got to find wodk and not be around him =0
much and wash I fasl a bit upest but oh wall.

Eesearcher: mmm

Lirzie: vagh it's guite zad [long panss] thinking like ughh. Or like having thoss years whes
vou just like he was oyine, of vou didn't understand him of telling him off and stuff like that.
When feally he didn’t undarstand you dya lmow what I mean?

Eesearcher: mmm mmm mmm

Lirrie: kind of like mizcommunication and misundsrstanding fiom each other's zides you
Imow what I mesn not getting =ach other,

Eesearcher: yssh mmm

Lirzie: ughh {zighs) wash ha's hopsfully ..., I mdoon ba'll come out teday and hopsfully
he'll have a good day and she zav: he's boon 3 pood bovy.

Eesearcher: hMmmmm

Lirrie: I think it’s just nice a2 wall for kim to be around other kids cane= obviowsly we're on
O ORI

Fesearcher: vash

Lirrie: and obviously if I'm busy tidying up of doing washing, [ can’t play with him when he
wants to play but then he watched bloody ghostbusters during the school holiday and now
he's zcared of evary room 20 he has to follow me around the howsa.

Eesearcher: ch
Lizzie: I know somy [starts to o]

tizzua. It iz a really difficult thing Henty going to school, it's a change isn't it? [metling for
tizzua] Lat me give vou, thare vou go.

Eesearcher: Mo vou're fine don't be zomy {mufflad nedza) vou kmow what I might have a
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Lirzie: {crias) Somy
Fesearcher: Mo plaasa don’t ba soory.
Lirzie: am .... yesh [continues to ory] Sad innit?

Eesearcher: Mo not at all, not at all. I didn’t realize today was hiz first day, I think it's thes
izm't it?

Lirzie: it's just am [continwas to o] it's just like the thought of soing to wodk

Eesearcher: yash

Lirzie: and coming back and not am ... [ just f2al like I took that time for grantad really ...
Eesearcher: can vou tall ma a bit mors of why vou fesl vou took that tims for sranted?

Lirzie: bocanss it was mode like frustrating (yesh), not necessanily all good times dya kmow
what I maan?

Eesearcher: vazh

Lirzie: Lika vou just wizh that lika, Ididn’t sven take him out a2 much becausa he would liks
Lick off and.. =0 wa'd be sitting in most of the time. And ... I'd feal anwions showt godmg out.
Eesearcher: yash

Lizzia: 20 nowit's like you ain't even got that you've got him, he's going to be thers until 3 o
cdock. But I'm going to be at work and then vou've got 4 fow howrs just to do dinner and,
that’s not r=ally ... yesh ... mmmm. . I dunme.

Eesearcher: it's a big changa

Lirzie: vash I just (langhe theough tesrs) sounds =illy really but ha's all I =ally now ...
Eesearcher: It doesn't sound =illy at all.

Lirzie: Apart from my family like when it bodls down to it like it's just me and him [long
panse snd tesrs)

Eesearcher: whan vou mentionsd your family are thay loecal?

Lirzie: yash they'r= in I'm not like zad well I'm =zad but in a good way dya lmow
what I mean liks I'm zad causs obviously I'm monna mizss him.

Eevearcher: Yash

And like I do, [ dunne, I'm not going to be spending a: much time with him but then I'1
probably appesciate that when time comes canzs that's what | mesasn camzs whan vou as
togather ¥ou wizsh vou had time apart dya lmow what I mean? But when you'se not it's liks
oh god I'm gonna miss it.

Researcher: mmmmm

Lirzie: and that's what I f2al I've taksn for grantad liks I've kind of always bean lika T can't
wait for ¥ou to go to your grane of like ... of like where he's besn nauehty all day or just
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besn kicking off at vou, somstimes ha'll just kick off at me for po reason [ ain't dopa.. I've
just besm zitting thara,

Eesearcher: mmm

And he'll just likea hit you or go... of just =ay or I'll just 2ay no the once or look not now o
and play with that toy for 2 2acond and memmy will gat it in 2 minute or lot mummy finish
thiz and then comea do it and itz like “fine then no™ and just liks getting the hump with you
and you're just like ughhh. [zniffles] So like just thosa littls things mat on top of you when
wou're around it 2407,

Eesearcher: yzah

Lirzie: =0 liks hiz spaach thorapizt or hiz ons to one could be alright with him but when it's
ma of he'll be good with them ha'll be alright with them but when it comes to ma, ha's just
lika ha's complataly differsnt canza I'm hiz mum.

Eesearcher: vaah

Lizzia: And I'll alway: be there no matter what whather ha's homribla to ma or whethar ha's
nica to ma. Like he Imows that I won't go away. So it's like oh okay. But .... I think it's the
faalization iz z=ttling in i=n't it?

Eesearcher: vaah

Lirzie: that I'm not going to be zasing him a: much and I'm going to ba a bdt like twiddling
my thumbz of even if I'm going to work latting the time pass it's still seine to be weird I
think for the first couple of waaks.

Eesearcher: Yash

Lirrie: but when we don't =z=s each other zo like if he stays round hiz granny’s and
Igoout and I 222 him the pott moming he's liks mnning uwp to me like “mummy™ liks wa'va
besn apart fior ages dya Imow what I maan?

Eesearcher: yzzh

Lirzie: liks ohI mizzad yvouw, he pives me sgueere: and kizses and everything ... yash .. it's
just moing to be weird innit? It's like an extra 3 hours a day ... yash blass him. ... somy.

Eesearcher: Dion't be somry honestly. Is there anything that vou fosl like vou haven't said of
would like to zay before we end interview one? Anything slsa shout your exparience of hiz
maove to recaption that ha=n't come up?

Lirzie: Mo, well a= wall what's going to be hard iz bacauza of the sating problams vou can't
do pack lunche: and the cantesn you know ha's just going to be like uehh uehh at all their
food. But he did liks their bizowits, =0 I think I might just leave him to try the dinners at
zchool and then am hiz one to one will be thare =o she'll ba able to keop a closs aye on him
and tsll ma bow ha iz, So I think we'll do that first and then the newt wesk and z28 how he
gats on if she say: mayhe try and bring something in I'1 just have to try and find. I mean if
he's 1edlly that hungry he'll sat and if he's not be can just wait till he gets badk

Eesearcher: yzah
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Lirzie: but 220 that's just guite fustrating in itzalf inndt just even liks school dinnars like and
them it’s just like well if be's not going to eaf your things then he's just going to have to eat
what I give him and ifit’s mot to vour criteria then that's not my pooblam at the snd of the day
the bovs got to eat.

Eesearcher: vazh

Lirrie: and I just can't, I can’t control it he's ponna st what he's gonna eat but I dunne you
just don’t want to 222 your kid go bunery just cansa ha doasn’t like what thay will allow.
Fesearcher: vash

Lirrie: but o [ think that's it apart fSom that I think that’s my whole experisnce through
from ourzary to now.

Eesearcher: to first day of school today.

Lirzie: yash ha's staving till 11.30

Eesearcher: vash

Lirrie: tomomow’s 11.30 and then 1 ¢ clod: and Friday's hiz first foll day. Yesh canea I
dunno whan I zpoka to wou I even thought he was starting last wesk and then I found the
theat and [ was like ob po it's not till, 20 that was alright. Which was alright bacanes tha day
befiore I thousht he was actuslly moins back was hiz birthday 20 he was very tired that night
and I was likaughh ot 20 much to do, gatting thing: washad and all that and am then I found
the paper and I was like oh it's not until Mondsy 20 it gave me a bit mode time but yesh am
hopafilly ha'll ba alright when I gat badk.

Eesearcher: mmm sounds lika it's strezsfinl. There's a lot to do.

Lirrie: vagh thara iz yash like aven just to like paying for milk and liks online and things,
going to gat their school undform it sounds like little thines but it"s just ughhh no that's it
teally was that olay?
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Appendix H. Example Initial Coding for Lizzie

.leaving nursery upset %

..Showing relative i"l'lD'lé

..Remained behind his ps

ositive chaﬂge since %

.Adult powerlessness

Adult powerlessnes §

.Wanting to join in

o —-
FO—O0——r0"  —O—r—0—

(L2

10

11

12

13

14

15

16

Lizzie: Am...he's very caring he’s always been very caring even
through the tantrums. He’s always like if someone fell over, “oh are
you okay?” Or he’ll tell someone if someone’s hurt or someone’s
crying......like he’s very caring.

Researcher: mmmm yeah

Lizzie: And he's always been like that but am when he was 2 and he
first went to nursery, he was very frustrated through the language
side. There'd be a lot of headbutting, spitting and lashing out...most
of the time me leaving the nursery crying.

Researcher: yeah?

Lizzie: yeah — but then I think um but then it was the first year and
when he was 3...when he turned 3 he started to calm down a lot.

Researcher: mmhmm

Lizzie: Am he was getting better but his speech was still like...I think

he was like 2 years behind everybody clse.
Researcher: Okay

Lizzie: So he was learning still but later, he was still really quite
behind.

Researcher: Mmm

Lizzie: Am and [ think he found that quite frustrating and he didn’t
really wanna do some of the things that people were like telling him
to do, like teachers (Researcher: mmm) and stuff. But since he’s had
his one to one, he’s come like leaps and bounds he’s been amazing.
He's talking a lot more, am sharing a lot more and just being a bit
more understanding and even like sitting on carpet time — like he
never used to do sitting on carpet time, like he used to just go off and
do his own thing. They used to just let him (Researcher: mmm)
because. .. because if he carried on...if you kept saying no you have
to do this, you have to do that he would just be even worse
(Researcher: mmm). So they just let him do what he wanted to do,
eventually he just would come and join. Like he’d see that no one
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Appendix I.

Categories

Examples of Participant Themes, Sub-themes and

o

]

F ]

]

o

»

]

o

4 (=] Lizzie
4 '«E_-| EXPERIEMCE OF PAREMTING ROLE

=4 The 'good enough’ parent

» =g Demanding and conflicting roles of parenthood
» (=g Being a first time parent

+ (=g Being a single parent

» (=g Comparison and Judgement

(=g Parenting a child with SEN

» iz ) Sense of agendgy as a parent

+ (=gl Awareness of difference

+ (=g Parental stress

» =g Concerns

(=g Mature of the parent/child relationship

+ (=gl Parent / child power dynamic

+ (=gl Parent identification with child

» =g Parenting Style

» (24 Role of emotions / emotional regulation
+ (gl Understanding

+ (Egl Within child factaors

» Iz ) Significance of the parent/child bond

4 (2 ) EARLIER EXPERIEMCES OF EDUCATION

(=g Recalling nursery experience

"

= Parent and nursery interactions

"

(=g Child's behaviour and inclusion in nursery setting

"

=g Child's developing relationships with nursery adults
» 2y Change aver time

(=g Significance of one to one relationship

» =) For parent

» (=g For child

(=g Experience of professionals / professional involvement

4 E NAVIGATING THE CHAMGE PROCESS

(=4 Transition activities and practices

» (gl School's role

+ (=gl Parent's rale

(=g Making meaning of change

» =g Child's understanding

» (@) Parent's sense making of change
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F

(=g Mark and Paul
4 (g BECOMING MEW PARENTS OF AN ADOPTED CHILD
» (=g Experience of the adoptive process
4 (=g Early experience of adoptive child
» (=g Getting familiar with child's presentation

»  [Eg Developing an understanding of child's interests

» (2g Sense of newness
» Zg What was hoped for in new role

4 2y ADAPTING TO A MEWLY FORMED FAMILY SYSTEM / ADJUSTMENT PERIOD

4 (= JBeing a 'good enough’ parent
» (=g Importance of forming an attachment
» (=gl Use of research
» (=g Sense of agency as parents
» (&g Comparison to others
+ (=g seeking help
4 (= ) Recognising child's early history
» (=g Prior experiences of family
» (&g Multiple transitions
» (=g Making sense of his earlier experiences
» =g Perceptions of others/wider society
4 (B MANAGING SUBSEQUENT TRANSITIONS
4 (=] Early education experience
» (=g Mursery experience
» (=g Coping with beginnings and endings
4 (=g Preparing to start school
(g Transition activities and practices
» (=g Experience of transition process
» (=g First day experience
4 (@) Separation and loss
» g Handing over to school each morning
» (=g As part of schoaol life
» (=g Supporting him to cope
4 (g SCHOOL EXPERIEMCE
4 (=gl schoal system
» (2 Accomodating his needs
» =g Organisational difficulties
4 (=g Archie's experience of school
»  (og Developing attachments
+ (=g Learning experience
» (=g His response
4 (=g adjusting to new school routines
» (=g Smaller transitions within schoal
4 = Importance of feedback
» =g From school
» (=g From child
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4 =2 50nia

a

]

(=g EARLY EDUCATION EXPERIENCE
4 (=) starting nursery
» (=g Specialist nursery
» (=g Mainstream nusery
4 (= ) Child's behaviour and level of inclusion
» (og Separate experience to her mainstream peers
»  [Eg Hannah's experience of nursery
4 = Parent Experience
» (=g Stigma experienced
(2] Difficulties
»  (Eg EHCP Process
» =g Change noted over time
(=g JOURMEY TO DIAGMOSIS
4 (=g Moticing Difference
(=g Early signs
» (g Parent response
» (=g Other's response
4 (=g Role of Professionals
» (=g Diagnastic process
» (&g Providing support
(=g ADAPTATION AND MOVING FORWARD
» iz Adjusting to her needs
» &g Mourning the loss of something you never had
» (=g Role of early intervention services
(=g NEEDING A DIFFERENT SCHOOL EXPERIEMCE
4 (B Support from the Local Authority
(g Mavigating the SEM process
»  (Eg Transportation
4 (=g Preparing to start school
(=g Transition activities and practices
» (2 Comparison to previous transition experiences
(=g First Maorning Experience
» =g Parent Hopes and Fears
4 (=g adjusting to new routines
(=g For parent
»  (Eg For Hannah
4 (=gl Parent / School Relationship
» g Communication
» (=g Building trust in them
4 =g Change as part of transition to school process
» (=g Progress made
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a

=g Emma

F

F

(4 EARLY YEARS EXPERIENCE

»
»

»

F ]

3
»

»

3
»

»

(=g CHAMGE EXPERIENCED BEING A MOTHER TO A CHILD WITH AUTISM

F ]

]

(=g Child's experience of nursery

(=g Parent experience of/interaction with nursery
=g Role of the father

(=g EXPERIEMCE OF THE DIAGMOSTIC PROCESS

=g Maticing difference

»

»

=g Mursery concern about her behaviour
(=g Parent awareness of difference

(=g Role of professionals

(=g Understanding of autism

=g Making sense of your child's diagnaosis
(=g ADAPTATION TO CHILD'S DIAGMNOSIS AND SUBSEQUENT ACTION

=, Becoming a stay at home mum

(=g Mursery adjusting to her needs

=g Importance of 1:1 relationship to parent

(=g Parent experience of her daughter

»

»

(=g Mature of the parent-child relationship
=4 Understanding her daughter's needs

=) Mourning the loss of the ‘'normal’ child

3

»

»

@ Her reliance on adult support
=g Delayed communication
= Reframing of her future

(=g MEEDING & DIFFERENT SCHOOL EXPERIENCE

F ]

(=g Consideration of provision

(=g Curious to see how things go

(=g Mursery applied for it and she got in so it's all good now
=g They applied for specialist and she's in one of the best
=g There was no point putting her in a normal schoaol

=g She isn't speaking so would have suffered in mainstream

= Prerparing to start schoaol

»

3

(=g Transition activities and practices
= Parent preparation

(=g First day experience

»

»

]

=g Child's presentation
(=g Parent feeling on the first day
iz adjusting to new routine

(=g Child's experience of schoal

(=g Awareness of changes as part of transition to school process

»

3

»

=g Change in daughter's behaviour
iz Coinciding absence of father

=g Changes to family's daily routine
(=4 Changes for parent

=g Sense of growth and development
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Appendix J. Summaries with Coded Segments

MAXT DA 201E

Summaries with Coded Segments - KRL Research.mx18

Code

Mairi mind Paull S DWPTING TO A&
MEWLY FORMED FARILY STSTEM
ADJUSTMIENT PERK:ID‘,BE-IrE L]
“mood Enough” panent importanos
of forming an attechment)Then
tried o bring him ta = loosl Sir
and he lioed that

M 2ind Paul ADWPTING TO A
MEWLY FORMED FAMILY SYSTEM [/
ADIUSTMENT PERIOD\Being =
“good enough” parent ‘Jimportanoe
of farming &n attachment'The
rices mre smmllar DUt they were
e=nough ta kbesp him heppy

Maric mnd Peull ADWFTING TO A
HEWLY FORMED FAMILY SYSTEM )
ADIUSTMENT PERIOD\Being &
“mood enough” panent importsnoes
of farming &n

attachment'Pisnning & diflerent
triip neit time based an wihat he
EnijTys

Mairk mind PaullADAPTING TO A
NEWLY FORMED FAMILY SYSTEM J/
ADIUSTMENT PERIOD\Being =
‘mood Enough” panent importanos
of forming an attachment'He keoss
being, pushed on swings (sesiing
maeement|

e 2ind PaullADGPTING TO A
MEWLY FORMED FAMILY SYSTEM [/
ADIUSTMENT PERIOD\Being =
“good enough” parent ‘Jimportanoe
of formiing &n attachment'adults
omin e diflerant toa but they
epbin Wity

Mark and Paull ADAPTING TO A
HEWLY FORMIED FAMILY STSTEM [/
ADIUSTMENT PERIOD\Being &
“mood enough” panent importsnoes
of forming an attachment']l chenge
my beheiour with kids oo cause
they e randam

Miark mnd Peull ADAPTING TO A
MEWLY FORMED FAMILY SWSTEM
ADJUSTMIENT PERK:ID‘.BE-IrE L]
“good enough” panent importane
of farming an attachmeant|fes he's
= remi bay, bays kove outdoar stuff

Mairk mind PaullADAFTING TO A&

Coded segments

W mind the other wesbend we want tomm  (town]. they hed a jthemed #=ir] so we thought
wed e that & Eo, mnd he fsd that beewss unlivs somewhere fios Disney you've ot gat the
s, FOu'Te fust |paying per ride (Ressarnchersfeshl. And you might heve o wait fine minutes i
it o et on & ride.

Wiou'Te nat- oy they e not the big ckborabe rides, but they hene enoush mavement to kesp
Lunchie Fespipy.

S It & EriEEer in my mind its s, wesll magbe next yes, we da things wihsns we oun mo mayibe
CRMging or o to the kske of Wirgbe or something, —where he oun o and it's cim.Or something

Wiou onow e loves moing on lite swings =nd being pushsd

fudults mne different sometimes. Like yestenday, | had & neslly bad hesdache =nd | expizinsd b him.
My interaction with him would hewve besn diflsrent with him yestenday, but pensrally it's poing to
DM W, VT COMSISDENT.

neEnnew 2L

Fresquenthy, | chenge my beheyior with ids because theyd be randam aind | think that's wiy he
struzEles with other children is trust, becuse he just dossn't now wihei theyre going to da.

mirk aind Peul Intenasw £ 129 - 159

Lik= = oy Bays kove outdoor stulf.
Mk mnd Paul internew 2: 57 -27 (0

Hie's matiting beter but | bnow he is fstening (Resssncher: mm hmmm). He's definitsly - he s

1
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MANO DA 201E

HEWLY FORMED FAMILY SYSTEM /
ADIUSTMENT PERIOD Being =
“good ensugh’ panent importanes
af formang, mn attachment\This hes
improved and [parents Enow he's
listening

Mairk mnd Paul ADGFTING TO &
MEWLY FORMED FAMILY SYSTEM /
ADIUETMENT PERIODYBeIng =
“good ensugh’ panent importanes
aof farming &n attachmentHe i
attmched mnd trusting but maybe
anity with us

Mark and Paul ADAFTING TO A
MEWLY FORMED FaMILY SYSTEM [
ADIUSTMENT PERICDYBeing =
“good encugh” parent Use of
negearchiyl nemd that technoloy
n neulate kids with ASD

Mark mnd PaulADAPTING TO A
NEWLY FORMED FAMILY SYSTEM [
ADIUSTMENT PERIODBeing =
“mood enough’ parent YUse of
resemrchRemding and ressarch i
=N important support far pEnents

Miark mnd Peul'ADAFTING TO A
MEWLY FORMED FAMILY SYSTEM [
ADIUETMENT PERIODYBeIng =
“good enough” panent se of
regeurohRending. about wiy he
ey (e quist in interactions with
athers

Mark mnd Peul't ADAFTING TO A
MEWLY FORMED FAMILY SYSTEM [
ADIUSTMENT PERICDYBeing =
“good encugh” parent Use of
recamnci by remd with ASD socml
siills mren't there snd need to be
g

Mark and Paul ADAFTING TO A
MEWLY FORMED FaMILY SYSTEM [
ADIUSTMENT PERICDYBeing =
“good enough” parent Use of
research AAtism jounnels mention
= prayTtation ta mabss

Mark snd Paul ADAPTING TO &
HNEWLY FORMED FAMILY SYSTEM [
ADIUSTMENT PERIODBeing =
“mood enough’ parent YUse of
e Tha resssnch on sutism
mnd POV summests it ooukd be true

Mark and Paul ADAFTING TO A
MEWLY FORMED FAMILY SYSTEM [

Hie"s neslily aittmched and | think you Enow he is trusting Bt anly with maybe us

Mmrk mrpd Payl Intengiay 10 31 - 3

| s remding = repart the other dey that children with =atism ar things lits PO will spend thres
hours & day on bechnalory. Its becawss it nemulabes them. It seps them in their own litthe workd.
F'm thinking, "I that"s wivat bseps him regulsted mnd will mais him heppy so be it

bdmirk mind Paul Inbenaew I 195

The supports come from all anhes. Libe in the resding, & | was syying, Fre done = lot of that work
in nesading mbout autism, POW, necently, 5o | puess it wees the book support.

bdmirk aind Paul Inbenaew £ 190 - 190 A

if h="s quiet aind not saying amything it's not that he dossnt want athention, it's just bemass he
might not b shi= o cops with it ar he might be too smious ot the tims That's wivet | was resding.

The Stulf thet Me boen nesding around satism thet ailso the sodsl constructs, the niceties snent
[Eeriaraily thare. They can be taurht, DUt they anen't naburally thare,

It could be mmyithing, AT it's mentionesd in sutism jounnals and some of the resding about PDA
wh=nes they oan ofben mrayTbabe Sowends...

Paul: One=gender or mare panerslly men.

Mark: Men, generaily, often.

Mimrk mepd Paal Intaniay

Then, we thought, *1 don't think that & troe i might be. in &l the ressunch snound mutism snd
PO, that cun be the s whene they will grawitate towsnds men. That could actusily be troe.

Wi hlaric e seging, it's almast sometimes just an & daily besis pou'ne sesing diffenent things,
mind it"s constantly svalving
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MANODA 2018

mEanCy B pAnentoHe hed
bremifust sparthing seemed fins

Mk and Peull ADAFTING TO A
MEWLY FORMED FAMILY SYSTEM J
ADIUSTIMENT PERIODBeing =
‘mood Enough’ parent \Sance of
mpancy B parentsiThey mawve him =
countdown to put an his socos =nd
shoes

Mlaric aind Paull 4 DBFTING TO &
WEWLY FORMED FAMILY SWSTEM [/
ADIUSTMENT PERIOD\Being =
‘good enough” parent Sense of
mEenCy B panentsPaul said
something mnd his beheiour
changed, he tried to hit

Mk and Peull ADAFTING TO A
HEWLY FORMIED FAMILY STSTEM [
ADIUSTIMENT PERIOD Being =
‘goad enough’ parent \Sense of
mp=ncy 2 parentsiie et the
mane chalkenging  beheviour at
hams

Ml mind Paull & DAPTING TO A
WEWLY FORMED FAMILY SYSTEM )
ADIUSTIMENT PERIODBeing =
“good snough panent \Senee of
mpancy B pnentsy] think i it
meikes him hepgy so be it

Mk and Peull ADAFTING TO A
MEWLY FORMED FAMILY SYSTEM
ADJUSTMENT PERIODBing =
‘good enough” parent '\Sense of
=p=ncy a5 parentsiHe bowes paste
=nd some weeks we szt it

vy

Miaric mind Paull & DAPTING TO &
WEWLY FORMED FAMILY SWSTEM
ADJUSTMENT PEREN,EirE -]
“good snough panent \Senee of
mpancy & purentsExample fram
this manming wihers pansnts went
o Eet him mcDs

Mz aind Paaul ADAPTING TO A
WEWLY FORMED FAMILY SYSTEM [/
ADIUSTMENT PERIOD Being =
‘good enough” parent '\Sense of
=EEncy & pRrentsiF we tokd him
o come off it he'll heve = massie
meltdon

Ml mind Pl & DAPTING TO &
WEWLY FORMED FAMILY SYSTEM /
ADJUSTMENT PERIOD\Being &

‘mood enough’ parent YSense of

Tihesn e Fim hits countdown o how My minutes o put his sods and shoss an.

£l of m sudden, his beheyior hed changed. Paul ssid something to him, and | don't onow wihat it
s, [He friesd o hitt Paul mnd raiesd up his som.

‘Whenezs we pet the mane extreme, the hitting, the biting. throwing,. spitting. Althoush, thanifully
he hesn't quite figuned out how o spit praperly, 50 it's mane just hiowing masshne [ineudibie
I7:55] spray Jaggiier] Still not the bect thing. its just & whobs bl farther an.

v 217102 -10z a

Fim thiniking, "I thet"s wivat bosps him regubsted mnd will maks him heppy so be "

r Z A

Lk he's obsesoed with pasts for instance, thene's some wessis | think we heve pasts aughs]
every singhe day. He just absokbely boves it!

Sdmre mrd Pl b 7

This manning & & good srsmple. He wes playing sround hens. e mot up sy, beowss | sid he
WS maing to e m shower this marning, fred = shower, we had potben sl dresosd. He was all

[Eood, mnd he smid, “Can wWe Fo 1o McDoneld's™ Narmally we da tmjﬂttmmkﬂrﬂ, burt I s
lice, “Fine”

It's remilly difficult, beguse he doss o into his own iitthe warkd, and i you bresic him out of that
e you met & messie meltdowin.

I = v & meunotypecal child, na, | wouldn't want ta do that

belmirk mined Paul Interoew 2: 1905 - 1505 0
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MANODA 2018

LD USTMENT PERIOD Being =
“mood enough’ parent s of
research\Things ane constanthy
eraliing for us

Mz aind Paull A DAPTING TO A
MEWLY FORMED FAMILY SWSTEM J
A0 USTMENT PERIOD\Being =
‘good enough panent YUse of
negpearoh\Remding about POV hed
k=d bark down another tangent

Mlmrk mnd Paull A DAPTING TO A
MEWLY FORMED FARMILY SWSTEM [
ADIUSTRIENT PEHK:ID‘,BE-IrE L]
“mood Enough’ panent e of
regmainch\Caresulting resssnch an
screen time for children

ark and Pl ADAPTING TO A
HEWLY FORMIED FAMILY STSTEM [
LD USTMENT PERIOD Being =
“mood enough’ parent s of
research\Remding somewhene
aibout providing oo much chaioe
o children

Mlmrk mnd Paull A DAPTING TO A
NEWLY FORMED FAMILY SYSTEM
ADIUSTMENT PERIDD\Being =
“mood Enough’ panent e of
regmainch\Liss of therspeutic books
with him that he ss=ms to like

ark and Pl ADAPTING TO A
HEWLY FORMIED FAMILY STSTEM [
A0 USTMENT PERIODBeing =
“good enough” parent YSenee of
aEency as prrentsihark talks to
hilm regandiess heose he oS
s lEstening

Mlairic mind Paull & DAPTING TO A&
MEWLY FORMED FARMILY SWSTEM [
ADIUSTRIENT PEHK:ID‘,BE-IrE L]
“mood snough’ panent iSsnos of
apEency &5 parentsiWhen they nsad
ta him fhe's often playing ar daing
something el

hlaric mind Paaul ADAPTING TO A
MEWLY FORMED FAMILY SYSTEM [
A0 USTMENT PERIOD\Being =
“good enough’ parent YSenee of
BEEnCcy &5 pRrentsiEnow that he's
listaning bamuss he indudss the
shary in ply

Mark mnd Peaull ADAFTING TO A

HEWLY FORMIED FAMILY SYSTEM /
ADIUSTMEENT PERIOD\Being &

“mood enough’ parent YSenoe of

M e [besesn resmcfing abiout PO, it's mone off down another tangent.

bimrk mrpd Pl brtsrgiew 5 -G

Bert it iy soothes him and remubsbes him snd P been kooking online sbout resssnch sbout, you
o, fere in the medie about wou Enow soresn time with children |Resssrcher: Yesh] but | dan't
ENOw.....

bk mred Pl It 10T -

£und - but then | ressd somewhene, | think sometimes o0 much choios, rather than saying youve
[t thils ar thiis -and lioe this monning it weas diffioult for him o get to choase wihat bresitast he
W -

ntereeew 1t I7 - 22 0

2und then wee Just bought some kind of therepesutic purenting books mnd he. brsnrely bl stop
=nd listen bo those he's nequested them quite = kot ower the past bwo or thies wesis sinos we hed
them

Bt e is. S0 | miweys ewen if | thini he's not lisbening | anry on with wihat F'm doing =nd stil hewve
the comnersation with him. And I just kook lioe Fm taliing to myss=if faughs] (Reseancher: yesh).

Bert fice mt hedtime when you nead the books mnd wiven | red the boaks elf the time he's busy
plaping doing samething akos.

L il sl inteErnew 1022 -S2 0

Hee"s Mot N o Sy SREN thest he's |peyiing sy atbention and then in his ply bits of the stores
willl come out.

‘W went mnd got fim his bresiet He st thet. Brerything weas fine.

bk mired Paul bnberaew 2: 55 -
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MANODE 2018

EEENCY &5 pRNENTS he was
meunatypicl child, na, | woulkdn't
want ta do that

Mark and Paull ADBFTING TO A
HEWLY FORMIED FAMILY SYSTEM /
A0 USTMENT PERIODBeing =
‘good enough” parent '\Sense of
BEEncy &5 parentsiits nat the
nanmal way to panent bt it waorks
for him

Mark mnd Paul ADAPTING TO A
MEWLY FORMED FAMILY SYSTEM /
ADIUSTMENT PERKOD\Being &
‘mood Enough” panent \Ssnce of
zgency &5 perentshAnd you
quesstion yourself as = panent

Mz 2ind Paul ADAFTING TO A
MEWLY FORMED FAMILY SYSTEM [
A0 USTMENT PERIODBeing =
“good enough” parent Comparison
o othersiHis upset or struzgle &S
quite appanent,isinls to others

Mlairic mind PaullADGPTING TO A
MEWLY FORMED FAMILY SYSTEM /
ADJUSTMIENT PERK:ID‘,BE-IrE ]
“mood EnouEh” panent Comparison
ta athers'Sa it's batter, ut he's
nit a5 socmible s other 5 ysar alds

Mark and Peull ADGFTING TO &
NEWLY FORMED FAMILY SYSTEM [
ADIUSTMENT PERIOD\Being &
“mood enough” panent YComparisan
o othersComparisan ta how
ather chilldren mey nespand wihen
tald na

Mlaric and Paul ADGFTING TO 4
MEWLY FORMEED FAMILY SYSTEM /
ADIUSTMENT PERIOD\Being &
“Eood enough” panent YComparison
o othersibut Archie will mais »
b= fine for something wan't he?

Mark mnd Paul ADAPTING TO A
NEWLY FORMED FAMILY SYSTEM [
ADIUSTMENT PERIOD\Being &
“mood enough” panent YComparisan
0 others Thare's = sanse of
constancy in other kids innes

Maric aind Paulf ADAFTING TO A
MEWLY FORMED FAMILY SYSTEM [
ADIUSTMENT PERIOD\Being =
“Eood enough” parent YComparison
0 others|Sesing him with others
cmin e aird, wou think he's quits
behind

Thest wioubdn't e Ty mevturad penenting, but it besps him heppy. He'll koot at the phone, and hell
hesar ol hening, comersations, =nd you'll talk, =nd he will keson through it

Bdmrk mrpd Pl Irergiey L

Then afber you'ns thinking, “Should you soo=pt that? Should we just stop daing that?™

M=k mind Paul Interonewy Z: 1905 - 1905 a

Wesmh it's quibe appanent St it Yesh its wisible.

Bmrk mrd Pe

rroan i 1015

Hie omemE 1o be m kot bather, but he doscn't osem sodmhle & pou would spect = fivespesr-ald to
be with other childnen,

Caues alniousty i you'ne out with you know other children you know - Eheir panents would sy
“na” it would kind of - they might compisin = it bit.

Mark:  Yemh. Just stand thens el heir epes out inons spot and not do anything,

-0 a

bt furchive will mais & bee Jins for something wan't ha?

Mk mnd Paul interew 1: 20 -20 {0

‘Wiihen they e been prowing up they might heve monsd to s different preschool but theyne szill
with same mum mnd dad, same houss, sume s,

Bdairk and P nberew 21117 -117 A

50 you N et ke & bit of & Sl thinking oh aiioey he's nowihene near, but it's lioe well that's e s
[irl mind then daibe of birth, S0 achusilly they ne shead mons....
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MANODA 201E

Miaric aind PaulhaDGFTING TO A&
WEWLY FORMED FAMILY SYSTEM [/
ADJUSTMENT FEHK:ID",BE-IrE -
“Eood enoush’ panent \Comparisan
o otherslust beows kids sy hi
do=sn'T mean they want ta be
sockible

Miaric aind PaulhaDGFTING TO A&
WEWLY FORMED FAMILY SYSTEM [/
ADJUSTMENT FEHK:ID".BE-IrE -
‘good enough’ panent YComparisan
tta atherc ey it's sncourgEsd
for them st hams

Mk and PaulfADAPTING TO A
MEWLY FORMED FAMILY SYSTEM /
ADJUSTIMENT PERIODYBaing =
‘good enouzh’ jparent Comparisan
o athersiTiet would be sdvanoed
for us

Wimrk mnd Peuli ADAPTING TO A
WEWLY FORMED FAMILY SYSTEM [
ADJUSTMENT FEHK:ID",BE'IrE -
“Eood enoush’ panent \Comparisan
o othersiOther kids ane mone
resilient than Anchie to ovencome

nejpection

Miaric aind PaulhaDGFTING TO A&
WEWLY FORMED FAMILY SYSTEM [/
ADIUSTIMENT PERIODBeing =
“Eood enoush’ panent \Comparisan
toothers\His  beheyiour & more
eytreme than others wihen things
EQ wirang

Miaric aind PaulhaDGFTING TO A&
WEWLY FORMED FAMILY SYSTEM [/
ADJUSTMENT FEHK:ID".BE-IrE -
‘good enough’ panent YComparisan
tta athersiwiching his behaviour
e st entreme

Mk and PaulfADAPTING TO A
HEWLY FORMIED FAMILY STSTEM [
ADIUSTMENT PERIODBaing =
‘good enouzh’ jparent Comparisan
ta athershanchie’s experiene of
chanEe compered o other kids

Mk and PaulADAPTING TO A
HEWLY FORMIED FAMILY STSTEM [
ADIUSTIMENT PERIOD Being =
"good enough’ jparent \Comparison
tta othershBut it's taiking him langer
ttihen thers o adjust o transitions

Mark and Paul ADAPTING TO A
NEWLY FORMIED FAMILY SYSTEM /

Just ecauros s mne cOMing P seying, “Hi, Ardhe” dossn't neoscourily mesn that they acuslly
wraint to be sodsl. & might pust be their wonds Shey e bearned that they da, mnd maybe in Sheir
housshald that's an encoursged thing where that would be = bit of an advanosd thing far us o

It might jusst fe their wiands they e bssnned that they do, and meybe in their housshold that's =n
eEncourssd thing

warheene that wiould be = bit of an advanosd thing for us tabe_

bdmirk aind Peul Interasw £ 97 - 57 A

‘Wihenams | think other kids might, iFthey asi 10 kids, then 1 of them's going o svy, =™ and they
fnush off the other S that ane not inderestsd on that partioular day

blmrk mind Pasl Internesw 2: 101 -101 0

| thini his beheyiar i somewhat mane sxtnemes than other ids when things go whong. Other
parents wihens they met na fiends, they suy their dhild's being = bit deffant kind of thing. They
migght hevwe = litthe sulkc and stamp their Seet and ol Thet would be kovely if thet was the imit of
it paugiter]

Thet wiould be kovely if that was the limit of it

v 2:101 -3101 0

A child wiha's not come from thet bacgeround of hewing to o throush =n adoption |proosss whene
fthey e been had ©0 De remowed =nd foster plaoements, =nd then he's been through = few
plaommeEnts, Archie s sesn Things owsrnight, swenything cange. He probably, in his mind
thiniing, “Ewerything is poing to suddenly change agsin” bemuse he probably sssocdetes change
afschoal with, “THl get & new Sumily, & new house, = new...” wheress, other kids hewen't hed that
Eyparience.

et ofreioushy if he hes sy brans- trensitions, it's buiing him wesis

It's mround, | suppass, some pEopls’s purenting, Fee pot s friend, |, and she's oboscosd with
meaiking sune fer ks soudemic
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ADIUSTMENT PERIOD\Being =
“good enouzh’ parent Comparison
o othersiDiflenent prionites as =
parent, fi=nd who prioritsss
academ

Mk and Paull ADAPTING TO A
HEWLY FORMIED FAMILY SYSTEM /
ADIUSTMENT PERIOD\Being =
‘good enough” parent | Sesiing
helpProfessional suppart
netwark \Diffioulty msking for help

Miaric mind Paull & DAPTING TO A
WEWLY FORMED FAMILY SYSTEM /
ADIUSTMENT PERIOD\Being =
“Eood snough’ panent | Sesiine
helpProfessionsl suppart
netwari |\ Tirying, to soosss rangme of
supparts

Mlaric mind Paull 4 DGFTING TO &
WEWLY FORMED FAMILY SYSTEM /
ADIUSTMENT PERIOD\Being =
“Eood snough’ panent | Sesiine
help'Professionsl suppart
netwark\Same people pet nrivate
diigniasts we oould da thet

Mairk and Paul ADAPTING TO &
MEWLY FORMED FAMILY SYSTEM /
ADIUSTMENT PERIOD\Being =
‘good enmugh panent \Sesiing
nelpProfessianel suppart
netwark s frustrating to desl
With inconsistendes batween
baroughs

Mlaric mind Paull 4 DGFTING TO &
WEWLY FORMED FARILY SWSTEM /
ADJUSTMENT PERK:ID‘,BE-IrE ]
“Eood snough’ panent | Sesiine
help'Professionsl suppart
network | Missting with the La
=doption senice to make & jpien of
action

Wl mind Paull A DAPTING TO A
MEWLY FORMED FAMILY SYSTEM [
ADIUSTMENT PERIOD\Being &
‘Eood EnouEh’ panent |Seskine
helpProfessionsl suppart
netwari'yl just don't hewe the
ananEy.

Miaric mind Paull & DAPTING TO A
WEWLY FORMED FARILY SWSTEM /
ADJUSTMENT PERK:ID‘,BE-IrE ]
“Eood snough’ panent | Sesiine
help'Professionsl suppart
rietwori'| ot Deen to contact the
ather borough because of the

I el wre're fine, but someone else, & sO0R] WOTDer, Might come and spesic o ws and Ea, “0h, my
'50d, you need 50 Mudh mane suppart here. W should be doing, this far you, or that for yow”

bk and Pa noenvew I P11 -Z211 A

Rt just trying o mopmes ax much, s taling to &s meny peopks, ax possibbe.

| inow thist peopie that hese mot privete disgnosis. e oould STl met that. if the Lo will mo, “we
don't moo=pt that,” then you o't moosss any senioss bacuess of that, so it's pointless, you've
wasbed your maney.

Mmrk mnd B

Thet"s winest | nesl. It°s just Srustrating Jeagghs] ©o heve ©o deal with that.

My mmd Pal e, 3

Thet's & pood ides. | might do that. AT bt mat s plan. Then we oun Sollow that.

| pust don't hewe the snsnry.

Fim lomth o contact the borough we sdapted from, bamauss it too mudh hescls, Dt iFits for
furchie, then nothine's too mudh hessh.
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hasshe

Wl mind Paull A DAPTING TO A
MEWLY FORMED FAMILY SYSTEM [
ADIUSTMENT PERIOD\Being &
‘Eood EnouEh’ panent |Seskine
helpProfessionsl suppart
rietworiewer conteched them in
an affical pedty

Miaric mind Paull & DAPTING TO A
WEWLY FORMED FAMILY SYSTEM /
ADIUSTMENT PERIOD\Being =
“Eood snough’ panent | Sesiine
help'Professionsl suppart
netwari | They we besn heigful
PrEviSTy

Maric aind Paull A DAPTING TO &
WEWLY FORMED FAMILY SYSTEM [
ADIUSTMENT PERIOD\Being =
‘Eood enough’ parent '\Sesking
helpFrodessionsl suppart
netwark it would be mood o spesk
o the LA sdaption ssnice for

e ]

Mlaric mind Paull 4 DGFTING TO &
WEWLY FORMED FAMILY SYSTEM /
ADJUSTMENT PERK:ID‘.BE-IrE ]
‘good enmugh panent \Sesiing
nelpProfessianel suppart
netwaork |\ That's wihat | was
thiinking,. Iit"s whsind, Esn't it?

Maric aind Paul ADWPTING TO &
WEWLY FORMED FAMILY SYSTEM [
ADIUSTMENT PERIOD\Being =
‘Eood encugh” parent '\Sosking
helpFrodessionsl suppart
network e then were matched
wyiith = child from that barough

Rimrk mnd Paull A DAPTING TO &
HEWLY FORMIED FAMILY SYSTEM /
ADIUSTMENT PERIOD\Being =
‘good enough’ parent |\ Sesiing
help'Professionsl suppart
netwari|The adoption was
contrached ta him and he
heppened o know them

Rimrk mnd Paull A DAPTING TO &
WEWLY FORMED FAMILY SYSTEM [
ADIUSTMENT PERIOD\Being =
‘good enough” parent | Sesiing
helpProfessional suppart
rietwort s & wsind coincidenos

Miaric mind Paull & DAPTING TO A
WEWLY FORMED FAMILY SYSTEM /
ADIUSTMENT PERIOD\Being =

Decmuse they've been reslly heiptl

ul Inb=rieew Z: 29 - 29

s, Ml spei 10 them and et their advice, beuse they e besn neaily heiplil.

Mark sind Paul intennew 2 29 - 79

Thest"s wiet | wes thiniing. it's wsind, n't it?

Mzrk mned Pawl Intenoew 2: 25 - 35

‘We then matched with = child from thet borough, Decsuse wihen we were petting spproved for
molopbers, we didn't onow which kool aathority we would hewne besn_

Mark mnd Paul Intenoew 2: 21 -21 {0

The adoption wes contrached out to & freslanosr sodsl worioer, and they just contrached him.
Then he just heppensd to bnow his Ssmily.
Mari sind Pasl interview 2: 20 - 20 |0

Thest bit, such s it is, | pet poossbumps. Its & weind ooincdenos

MAmrk mrid Pl driery e g -18

Thest was Just coindidencs, baouss we hed = sodal warisr from = nationsl aency wha heppensd
o e warked in - the borough back in whensner it was, in the'S0s and was by chane deafing
with that samily.
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“good enough’ panent |Sesiing
helpProfessionsl suppart
nebwork it was coincdenos that
our sodal worker had waoried with
dad

Wimrk mnd Pauli 404 PTING TO A
NEWLY FORMED FAMILY SYSTEM
ADIUSTIMENT PERIODBeing =
‘mood snough’ panent \Sesking
help)Professionsl suppart

rietwork Your socl warker
remaued Anchie’s Sather from his
Samily

Mk and Paul ADAPTING TO A
MEWLY FORMED FAMILY SYSTEM /
ADIUSTIMENT PERIOD\Being =
“goad enough’ parent Sesking
help)Professionsl suppart
netwari' umything we hewe hesnd
mhout his father has besn
mineodotal

Mk mnd PaulhADAPTING TO A
HEWLY FORMIED FAMILY STSTEM [
ADIUSTIMENT PERIOD Being =
“moad enough’ panent Sesking
help)Professionsl suppart

netwari \Looking for informatian
o et & pichure of Ssmily
beckground

Mk and PaulADAPTING TO A
HEWLY FORMIED FAMILY STSTEM [
ADIUSTIMENT PERIOD Being =
“moad enough’ panent Sesking
help)Professionsl suppart
netwari | Reconsing that maybe
parents might need o push things
mlang

Mk and PaulfADAPTING TO A
HEWLY FORMIED FAMILY STSTEM [
ADIUSTMENT PERIODBaing =
‘good enough” parent \Sesking
helpProfessionsl suppart
netwaric kot Fesiing much oontect
with them ar suppart

Mk and Paul ADAFTING TO A
MEWLY FORMED FAMILY SYSTEM /
ADIUSTIMENT PERIOD Being =
“moad enough’ panent Sesking
help)Professionsl suppart

netwari Ve don't know if the
EEnCy BE Eoing 0 SiEn us off
Ml mind Paul & DAPTING TO A
NEWLY FORMED FAMILY SYSTEM
ADIUSTIMENT PERIODBeing =
‘mood snough’ panent \Sesking

Brimn, our socel worker wha ot us spproved s sdopbers, waorksd with Archie’s Sather, when he
RS B FOUNE, [DETSON, W part of the temm that hed to nemowe him fram his birth Ssmily, becsuse
e N’ e m et start.

Mimre mmd Pe

| meain, just the fact thest the most we bnow about his Ssther has sfschvely come snsodotsilly, just
by sheer coincidenos

‘Whe'ne not lookiing for & kot, just to pet & pichure, or just something. Wee don't want the only things
W N T Sy T be negative.

Imrt mryd B

v 2111 -11 A

ey -

Wessh, o push thet & bit.

| thought about it, 50 with that, they" e pone wery, very, wery quist. They wene taliing sbout, “Ane
e Eoing to sgpn you off fram_™

Mimre mmd Pe

| don't konow if the adaption agency i just sgoning us off. They haven't officeally, but she mentionsd
it = wihile 2Ea.

= hevwen't hemrd hesd nor t=il from them for months now, whether thet's normal, or whether =
socal warker should still be contacting us. | don't know, it's trdcy.

ik mind Pasl Inberaew 2 3 - 3 o

225



MANODA 2018

helpProfecsionsl suppart
metwark iat nowing what
comman [practics should be with
mdoptian

Ml mind Pl A DAPTING TO A
NEWLY FORMIED FAMILY SYSTEM /
ADIUSTMENT PERIDD\Being &
"mood EnouEh” panent \Seskin
heip'Professional suppart
netwark' Sssumption thet
mooption aEency imeokement
wnould stap

Mark mnd Paul ADAFTING TO A
NEWLY FORMED FAMILY SYSTEM [/
ADIUSTMENT PERIOD\Being &
“mood enough” panent \Sesking
heinProfessionsl suppart
netwari'Faimillies wha e adopted
within L& v monscs to Hhsir
smrioms

Mk and Paull ADAPTING TO A
HEWLY FORMIED FAMILY STSTEM /
A0 USTMENT PERIODBeing =
“good enough” parent | Sesiing
helpProfessionsl suppart
netwari' S pesiing 1o who we nesd
i mind enowing wihere he i will
meip

hdaric mind PaullADWPTING TO A
MEWLY FORMED FAMILY SYSTEM /!
A0 USTMENT PERIOD\Being =
“Eood enough” parent | Sesiing
helpProfessional suppart
metwark’| e have leos appartunity
& s under the other boarough
still

Mz aind PaullADAPTING TO A
MEWLY FORMED FAMILY SYSTEM /!
A0 USTMENT PERIOD\Being =
“Eood enough” parent '\Sesiing
helpProfecsionsl suppart
netwark' fuchios prowided an
screen time from schoal Smily
Support warke

Mlaric mind Paull A DAFTING TO A
MEWLY FORMED FAMILY SYSTEM /!
ADIUSTMENT PERIOD\Being =
“mood Enough” panent i Sesiine
helpProfessionsl suppart
netwark'\S pesiing, to & Ssmily
suppart warker before he started
schoal

Mark and Paull ADKFTING TO A
HEWLY FORMIED FAMILY SYSTEM /
ADIUSTMIENT PERIOD\Bsing &

| mxsumesd it would stap o

IS 2o

speiing ta...

| dan't now i it"s becuss the diffsrenos being that psopls in the La hene sooscs o el the LA
senyiioes, @ kot of the drog-in things, and =oo=ss o help and different sendioss and to spesk to

peagie

Bl mined Pl Intermew 2: 7 - 7 0

Aty wie"we been spesicing to il the peoapks wie nesd o spesi to, DUt it's just at the moment we
dan't know where he is.

ey

S

wihere technically we Gin't, well, we G 5pesk to the LA, but he's under the other borough's care

Cause we spOke 10 UM Can't remember wihet she's called lie & Ssmily suppart worker at school
hedone wie started mnd she said we nesd ta try mnd art down on how much Time he i watching

(Cauoe we SpOke 10 UM Can't remember wist she's called i & Ssmily support worker at school
bedone we starbed mnd she said we nesd o try mnd out down on how much Zime he & wabching

Wi thilink, "Thene"s far waorss things”
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‘Eood EnouEh’ panent |Seskine
help'Pesr suppart netwark'You
think, “There"s far warse things.”

Maric aind Paul ADWPTING TO &
WEWLY FORMED FAMILY SYSTEM [
ADIUSTMENT PERIOD\Being =
‘good enough” parent | Sesiing
help'Peer suppart

netwark \Exampls of purent wihass
chilid tooi their own e

Rimrk mnd Paull A DAPTING TO &
HEWLY FORMIED FAMILY SYSTEM /
ADIUSTMENT PERIOD\Being =
‘good enough’ parent |\ Sesiing
help'Peer suppart

netwari \Oomparison ba other
mdoptine panents sibustions

Miark mnd Paul ADAFTING TO A
MEWLY FORMED FAMILY SYSTEM [
ADIUSTMENT PERIOD\Being &
‘moad enough’ panent | Sesking
help)Peer suppart
networiidealised wersion of
parenting an madis on be
dismerying

Rimrk mnd Paull A DAPTING TO &
HEWLY FORMIED FAMILY STSTEM /
ADIUSTMENT PERIOD\Being &
‘mood enough’ panent Sesking
help)Peer suppart

netwari\Thene"s some  peaple wiha
Fee ot far mare compled Eooss.

Wl mind Paull A DAPTING TO A
WEWLY FORMED FAMILY STSTEM /
ADIUSTMENT PERIOD\Being &
‘moad enough’ panent | Sesking
help)Peer suppart
netwari'Atbending proups helps to
Pt tthilngs iin parspactine

Miaric mind Paull & DAPTING TO A
WEWLY FORMED FAMILY SYSTEM /
ADIUSTMENT PERIOD\Being =
“Eood snough’ panent | Sesiine
helpPes=r suppart

netwarik \Knowing other panents o
through similar ghnes some

comart

Mmrk and Paul ADAPTING TO &
MEWLY FORMED FAMILY SYSTEM /
ADJUSTMENT PERIOD\Being &
‘Eood EnouEh’ panent |Seskine
helpPesr suppart netwark',wihich
5 ity e foroes himel to sttend
events and groups

There's ane persan that Mark met at & support group and her deughter did something, and wery
unforbunate, they ne no kongmer with us. 'Wens lips, “Critey, how'd you move an fram that?™ You
think, "Thene"s far worss things.”

Wigu think or know some of the psopke in thess proups heve got things thet ane 10 times worss
than what we, 50 | think ‘tIH'I;, 'Thls L] ncrt 00 tricky at adl”

Bimre mrd Paa] Iy

SdetIlTlﬁ, when pmi == o kids” TV pn:gmm,. FOu S, "Wy can't furchie just do that™™

There's same psuple wiha rmwegut'hr mare complex issuss.

| think some of the proups == well, wiat you'n= syying, bnowing that other psops in similsr boats
amisa, from same of the seccions that Marc's been ©o sisa, this'll sound bed, but, it also puts what
we hewe into perspective.

Krinaing thers"s other psuple ot fthers that e mane through the sume thing and the sums
thing, rnppens ta them s n:un'rl:rl;, bt it ciffioult.

Just bacmuse of wiho | am, | heve bo foros myssi. Thet's wivy | go to sl these diflerent proups, st
o foros mys=l o go and Fm heppy taliing to other peaple i people want o tali to me. but 'm
Not @ pErson thet sctively goes out and sosis comeersation, whith dossn't help in some aspects,
especially if Archie dossn't want 23 el £3 anpone.

Wmrk mind Paul Internew Z: 190 - 190 a

11
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Mmrk mnd PaullADAPTING TOA
HEWLY FORMED FAMILY STYSTEM /
ADIUSTMENT PERIOID\Being =
“mood enourh’ parent \Sesking
heipPeer suppart netwhori'ars
recoEntses that he finds it difficurt
10 s=ak out athers

Mmrk mnd Paull A DAPTING TO A
NEWLY FORMED FAMILY SYSTEM /
ADIUSTMENT PERIDDBeing =
“mood enourh’ panent \Sesking
hipPessr suppart netwari'kat
it of mn WCT proup, whens
refationhships build over Time

Mar mnd Paulla DAFTING TO A
MEWLY FORMED FAMILY SYSTEM /
ADIUSTMENT PERIOD! Being =
“good enough’ panent |\Sesiing
helpPes=r suppart netwark’ The
=0option Eroups ceste & support
netarark far you

Mar mnd Paulla DAFTING TO A
HEWLY FORMED FAMILY SYSTEM /
ADIUSTMIENT PERI:ID‘.BE'IrE ]
“good encugh’ panent \Sesking
hipPasr suppart inetweark How
they cope with befeviour &s kids
mibure, | pet bdess from i

Mark and PaullADAFTING TO A&
MEWLY FORMED FAMILY SYSTEM [
ADIUSTMENT PERIODBeing =
“good encugh’ perent \Sesking
heipPeser suppart netwaric' ust
[aing ta lisben o others”
eqperi=noes in how they cope

Mark sind Paul ADAFTING TO A
MEWLY FORMED FAMILY SYSTEM /
ADIUETMIENT PERIOD\Baing =
“good enough’ parent \Sesking
heipPeer suppart
nistwrari & thending manthiy
suppart group for adoptive panents

himrk mnd Paul A DEFTING TO A
HEWLY FORMED FAMILY SYSTEM /
ADIUETMENT PERIOD! Being =
“mood enourh’ parent \Sesking
heipPeer suppart
ntwnoric) S pemiing to other
Smrmilies, they feve sn =sspnsd
socil warker

iark mnd PeullADAFTING TO A
HEWLY FORMED FAMILY SYSTEM /
ADIUSTMENT PERIOD! Baing =
“good enough’ parent \Sesking
heipPeer suppart network'\Weys

Juest becmuss of wiha | am, | heve to foros mpsel. That's wivy | go to all thess diffsrent proups, st
o oo mysel o go and Fm heppy talting to other peopke i people want to bk to me, but Fm
not @ person that adiieely poes out and seeis oomoersation, which dossn't help in same aspects,
especiilly if Archie dossn't want o talk to ampons.

bk mined Pl Irvbeniiew 22 b ok

It"s niot liko= we'ne from the NCT Eroups or snything, whene you've pot that relationship. That's built
UP DWer emTs.

ik mind Paul inbsnaew I 190 - 1

Liize | cfii] mt = et the Adopters proup. That's mone me Eiing something bec ta other
mdopters, but you still mo out ta the pub aftersands mnd swerpons talis sbout things that mne
wiariing for them and thet kind of suppart netwari.

Sk mrd P dryeny e

how they e copiing, with some of the beheviours they ne sssine, particubsrly with the alder
chilldren and petting soms ideas sround that.

Oftesn Fm st listening o other people’s experience, prrthoulary anound schoal, how they e
d=mling with schoals =nd how ithey're coping with some of the beheviours theyne sssing,
pairtioulsrly with the alder children mnd getting some ideas sround that.

ik mind Paul Inbsrasw I

. Then part of the kNationsl Assodation of Therpeutic Panents. They heve groups ance & manth
et | adttend.

Thits s the bit 'm still confused with, becsuse it sesms lio= = kot of the adopters | spesic to when |
£ ta = kot of the Adapters events, they e pot children, and they ssem to hewve oonted with sodel
warkers still.

Bl mined Pl Irbereew 224 - 4

Just the mowement, or pet & swing iin the panden =nd sy you cn g out when he nesds to and
tthen just negulate himss=i

ey
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#ta help him reEulate st hame -
Twing in the panden

Maric aind Paul ADAFTING TO & 50 e [been spesicing wilth some of the psople | met this wesk perheps petting lios & roding dheir
MEWLY FORMED FAMILY SYSTEM [  kind of thing Deczuse they seid thet helps with their ciild when they'ne dis regulated
ADIUETMENT PERIODBeing & I mnd 3 0

“mood enough’ parent \Sesking

help)Peer suppart networi ke

tRrying & rocking chair ta help

Anchie's nerulation

-

Mari and Peul SDAFTING TO & ~mind | do apree, but | was looking if there's = link bebwessn sutism and sorsen time ar chilldren
MEWLY FORMED FAMILY SYSTEM |/  with you know trauma. (Ressarcher: Weah]. ks it helpiul for them, is it actually bad becsuse it does
ADIUSTMENT PERIODBeing = compbstely regulste him and he's ompbetsly 2. kind of very, he's wery stabibe with that

“mood enough’ parent \Sesking Wairk mind Paul Inbenie 3 7 0

help)Peer suppart
netwark \Looking to understand i
soneen time may be benefical for

him

Mark and Paull ADEFTING TO A ~mind | do apree, but | was looking if there's = link bebwessn sutism and sorsen time ar chilldren
NEWLY FORMED FAMILY SYSTEM [  with you know traume. (Resssrcher: Yesh]. ks it helphul for them, i it achusily bad beoase it doss
ADIUSTMENT PERIODBeing = compbstely regulste him and he's ompbetsly 2. kind of very, he's wery stabibe with that

“mood enough’ parent \Sesking Mark mnd Paul Intendew 1:7-7 0

helpPeer suppart netwaricin
Mari"s enperience it ssems to
remukats &nohis

Mari mnd Paul ADAPTING TO A 50 v bea=n spesding with some of the psople | met this wesk perieps petting lios & roding dheir
MNEWLY FORMED FaMILY SYSTEM /  kind -ufth'lrg because they said that heips with their child wihen thE‘frEd’E regulated
ADIUSTMENT PERIODBeing = Ware mnd Paul Intensew 3 3z |
“mood enough’ panent \Sesking

fielpPeer suppart

netwari yConsulting, with others

=bOut activities to help his

remukation

Mari mnd Paul ADAPTING TO A Becuume they fad, they found the ssme out with their child wivene they was hewing nightmaness
NEWLY FORMED FAMILY SYSTEM [  mbout lii= & fire and they couldn't nescue their siblings or their mum and dad and they ve besn
ADIUSTMENT PERIODBeing = fastersd or adapted for = lang time, but atnioushy still they still oan't plaoe their brust, and that
“mood enough’ parent \Sesking hrought that home its s, well achually maybe Snchie st cun't trust paople.

heipPeer suppart Mairk aind Paul Inteniiew -z o

netwark\Exampie from suppart
[Eroup thet nemindsd bMari of

Burchie

Mari and Peul SDAFTING TO & H= dossn'T trust mdufts cuuss somsane sles mentionsd that in the mesting | was in ssrier this
MEWLY FORMED FAMILY SYSTEM |  week

ADIUSTMENT PERIODBeing = Mz mnd Pl Interiew 131 -1 (0

“mood enough’ parent \Sesking
help)Peer suppart

netwar Setting advios from
suppart mesting for
fastermdoptine panents

Maric aind Paul ADAPTING TO & I'm just thinking an that. Some of his siblings heve been adopted o different ol aatharites,
MNEWLY FORMED FAMILY SYSTEMI [  Mark and Paul interdew 237 -37 0

ADIUETMENT PERIOD RecoEnising

chillid's esairily hisstaryPriar

eperi=noes of fumily Some of his

sitifings heve besn adopted o

diffenant mreag
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Maric mnd Peul SDAPTING TO A
NEWLY FORMED FAMILY STSTEM [
ADIUSTRENT PERIODRecoenising
il esairily hisshoryPriar
evperienees of fumily Yo ane hes
considered wivet might hewe
heppened to his dad

Maric aind Peul ADAPTING TO A
NEWLY FORMED FAMILY SYSTEM [/
ADIUSTRENT PERIOD Recoenising
chilld's esairily hisshory\Priar
Eqperisnoes of tumily \The
rrrratine around dad s compistely
negatine

Maric aind Peul ADAFTING TO A
NEWLY FORMED FAMILY SYSTEM [/
ADJUSTIMENT PERKOD Racomnising
chilld's esairily hisstoryPriar
enperienoes of fumily

LASTUMDtiONS Serioss  heve
e aibout hiss sy Experisnos

Mark and Paul ADAFTING TO A
HEWLY FORMIED FAMILY STSTEM [
ADIUSTRMENT PERIOD RacoEnising
chilld's esairily hisstoryPriar
eperiznoes of fumily \The anly
lini ok wiould be through
superitssd oot

Mark and Paul ADAFTING TO A
NEWLY FORMED FAMILY SYSTEM
ADUUSTRENT PERIOD Recoerising
child's esairlly historyPriar
experienoes of fumily image of
Arnchie being k=it in & dirty bounosr
finfrant of the bty

Mark and Paul ADAPTING TO A
NEWLY FORMED FAMILY SYSTEM
ADIUSTRMENT PERIOD\Recaznising
il sirily histary\Priar
evperienoes of fumily 5 he fioss
the soresn time and Mowement an
the tw

Maric aind Peul ADAPTING TO A
NEWLY FORMED FAMILY SYSTEM [/
ADIUSTMIENT PERIOD Recognising
chilld's esairily hisstoryPriar
eyperi=noes of tumily Betore he
wiould eat f30d off the floor to
Suritee

Maric aind Peul ADAFTING TO A
NEWLY FORMED FAMILY SYSTEM [/
ADIUSTRMIENT PERIOD Racomnising
chilld's esairily hisstoryPriar
enperienoes of fumily Yot
nowing wihen he would st next

kot for ane ssoond. Fm not syying that we should completaly smpathiss with his dad, but thene's
nat [een =y consideration fram arpons, from ws, fiom the baroush, from srgane in the proosss,
et he"s mimpthing but = completely horribbe, horrible, harribke man, and = reslly nesty g of
wark.

“iessh, 2 Pl s2id, it's just at this moment no one"s entertained that possibility, just complebely
baomiandsd, just complstaly RaEtice, WETSUS in My Mind, We've met her mum...

nteriew I

In My apinian, it's = bit of an oversimplificetion  that the relstionship thet you sww anginadly in his
tiirth Samily was & mum - thet was efsctinsly under threst and being controlied by & dominsnt
meade Thenedors, simplistiolly they made this assumption in his besd he thinks that women ans
these things to be controlled, dominated, menipulsted, and pushed around, and men ane thess
things o be smned of and listensd ta.

nteraew 2124 - 34

blmrk mnd Pa TR s

The anly constant you would heve, or the link-bacs wiould be ane or two hours every, wihetever it
WS, WesE in & oontadct azntre and it being averssen by sodal workers, whidh is going ta be & wery
wrtificil iy date mx sudh.

| think = kot of time they found, sodal s=ndicss, e woukd ust be in this nesily sort of dirty =m, dirty
=m..sart of you know those beily bouncers, he'd just be beft in thet. Apparently it wes nesdly
pErubitry and he'd just be put infrant of the TV and just left. Sa...

bk mnd Paul Infernew 124 -24 {0

Hie e the soresn time and he loes the movement -

bk mind Paul Intennes 1 -25 .

Cantse | thini when he was younger, | think they sid, Sodal Senioss ssid you bnow that he would
ick Shuff off the fioor and =at it

And e didn't onow wihene his food wes coming from, it might not heve been thet consistent bat
e wiould sat mtolubely enerything.
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50 e enerything

M mind Paull A DAPTING TO A
NEWLY FORMED FAMILY SYSTEM [
ADIUSTMENT PERIOD Recognising
hilid's sirly histaryPriar
enperienoss of fumily othing on
be carried ower from difizrent
placements

Maric mnd Paull A DAPTING TO A
MEWLY FORMED FARMILY SWSTEM /
ADIUETMENT PERIOD Recoenitsing
il sairly historyPriar
evperienoes of Sumily His alder
Brother s hed to mowe fram
IRinstremm o specal

Maric aind Paull A DAPTING TO A
NEWLY FORMED FAMILY SYSTEM /!
ADIUSTMENT PERIODY Recomnising
child's ey historyyPriar
eyperi=noss of fumily e dan't
Encrw ity e hend B0 move et

Mark and Paul ADAPTING TO A
NEWLY FORMED FAMILY SYSTEM
ADUUSTMENT PERIOD Recoenitsing
chilld's sairly historyMufapls
EransitionsHis birth mother
regularty mowed the kids snound

Mark and Paul ADAPTING TO &
MEWLY FORMED FAMILY SYSTEM /
ADIUSTMENT PERIODY Recomnising
chilld's ey histaryMultiple
trasitions|When the murssry

beran to sk questions she'd pull
the kids out

Mark and Peul ADAFTING TO A
MNEWLY FORMED FARMILY SWSTEM /
ADULSTMENT PERIOD) Recomnising
chilld's esairly historyMultiple
tramsitions\He"s been in & setting
mind then suddenly moved o
minather

Mark and Paull ADAPTING TO A
HEWLY FORMIED FAMILY STSTEM /
ADUUSTMENT FERIOD Recoenising
child's sairly historyuftipls
transitionsiHad been o nurssry
jpriar o thet wihen he wes in Soster
e

Mark and Paull ADAFTING TO A
NEWLY FORMED FAMILY SYSTEM [/
ADUUSTMENT PERIOD Recoenitsing
chilld's sairly historyMufapls
ransitions)His moving around My
be impeacting; hits Deheviour now

Mone of that is cunred ower even the silly bits Bios the fiend mroups. Obviously for child jprobection
nemsans they'ne Not Eoing o carmy thase over.

& mind Pasl Inberass 2

Y o

partioulsrly bacuuss his alder brother wha's & yesr alder i poing from mainstresm ta spadal
s, e ot throush neosption year, and Then yesr ons wasn't moing t0 wark in mainstrssm.

bk mined Pl Inberdeew 22

Whe Jon't Enow the enact ins and outs, bemause we only found out through the ontact ketter. |
dan't onow wihether he couldn't oops with the smviranment ar whether he couldn'® cope with the
urrcukm.

#und | thinik s birth mum fed ussd nurssry ssttings, But she bept maving, the kids sround

bease atnricushy wien the nursery starbed thinidng  oh that's not right” and asiing questions
she'd then pull the kids out mnd maowe them to different anes

Cmuse he's alvioushy been in settings and then at the drop of = het been moved o & different
satting |Ressarcher: yesh].

He'd Ivad some exprisnce of nursery settings before 50 wihene he'd besn in foster care he'd besn
0 rsery settings thene as well

b Yo

50 he'd e e wery short experienoss of different nurssriss previoushy and that mey b, that
vy =il e Sacharing iNto now.
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Ml mind Paull A DAPTING TO A
KEWLY FORMIED FAMILY STYSTEM /
ADIUSTMENT PERIOD Recognising
chil's mirly histarg\Wiultipls
trasitions His previous
experiznoe of change impacts his
response

Mlairic aind Paull A DAPTING TO A
KEWLY FORMED FAMILY SYSTEM /
ADIUSTHENT PERIODRecomnising
chilbd's iy hishory\iultipls
transitionsWhen his faster mum
aai him ampahene he'd couse
s

Mz aind PaulfADAPTING TO &
MEWLY FORMED FAMILY SYSTEM [
ADIUSTMENT PERIOD\Racomnising
child's ey histary\Wultiple
braresitions e couldn't  contines
=Yy Erevious connecions when he
l=ft hame

hairic 2ind Paul ADAPTING TO A
MEWLY FORMED FAMILY SYSTEM [
ADIUETHIENT PERIOD) Recomnising
child's eirky hisbory\hultiple
tremsitions ot sure if they bassd
hils placmment an the  sosntific
evidanc

Wiark mnd PaullADAPTING TO A
HEWLY FORMIED FAMILY SYSTEM /
ADIUSTHIENT PERIOD!Recoenising
child's iy history\wWultipls
tbreansitions'The things that e
treansition he hesn't nesdly
Eyperisnosd

Mairk mnd Paul ADAPTING TO A
NEWLY FORMED FAMILY SYSTEM [
ADIUSTRIENT PERIOD!Recomnising
child's mairky history\haking ssnoes
of hits esmrlier experisnossihe ate
eyery food you gEwe him

Mk mnd Peulh ADAPTING TO A
MEWLY FORMED FAMILY SYSTEM [
ADIUETHIENT PERIOD) Recomnising
child's ey history\Mading senoe
of hits emriier experiencesl nener
thought sbout it like that, sa he
meeds to build it up

ik mnd Paull ADAPTING TO A
KEWLY FORMIED FAMILY SYSTEM /
ADIUSTRENT PERIOD! Racoprising
child's eirly history\Maiing sense
of Ihits esmrlier experiznoes| This
meyDe wity he's upset =t
separation

Far Archie, metting the ides thene's just ane thing is denging, bemass his previous sparsnos
when he changed nursery setting he was possinly chenging cuner s well, Suddenly he's i new
TIRISE, MW TOOM, MW Saimilly, new Dresifust routine. At one point he wies with his birth Ssmiky
mnd then n:m:rnght he"s na I\:rg\er with th\:m

Hie mey heve had, | don't think he did, but i he had hed frisnds that mum hed connections with
albriusty they woukdn't heve made sy effort defiberately. They wouldn't have wanted ta
maintin thass connedtions, beowuse of Anchis's ssiety, MUm @'t Gnow smything sbout fits
whenssbouts. It wiouldn't be right mum on pop over and get & play date with. it wasn't going to
nagpen.

1 dan't know if they lsed it on anything mone sdentific They didn't sy anything about autism ar
:an'rthlrg I'I‘..e that.

These things that neturslly, | supposs, emse the transition whene youve moved to s diflsrent
schoal, It FouTe stmsacurgtncfnenm, o still doing, iy detes, that just dossn't heppen.

M= mnd Peul Ihere

Cause he I'k.edarr,'slrgl:_.mr,‘ slrgle'bud he mbe evergthing you gave him.

| never thought about rtl'hctrmtmhsuhc nesds ©o il thet up and heve thet confidenoe

Mmre mnd Paul Interies 1 -3

mindl aamyane ekse i pust... he can't brust them and that's wity he's upset because he hasn't, he just
't brust in winet they're gonne do urm‘tg\unm da.

bimre mrd Paal Interyiesy 10 31 - 31

15
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Mark mnd Paull ADAPTING TO & et broughit thet home i€s lice, well acluall',' meybe Archie fust can't trust prapie
NEWLY FORMIED FAMILY SYSTEM [/  Mark snd Paul Inteniew 1031 -31

ADJUSTMENT PERIID) Recognising

hilkd’s mirly histany'Wsiing senss

of Ihits emiriier sy perinoss)that

hrought thet hame it's lie, well

motusily maybe Archie

Miari mnd PeullADAFTING TO A fund that's sort of goss with the atmn'ient s wel] whene e just lovess the ones ta ane attention
MEWLY FORMED FAMILY SWSTEM [/ Wark and Paul intencew 1027 -27 0

ADIUSTMENT PERIODRecoenising

il sairly histony'Maiing senos

af lhits emirier sxperisnoss That fits

with his sttachment stybe he lowes

1:1 stbentian

Mark and Paul ADAFTING TO A in My apinion, it's & bit of an oeersimplification that the relationship that you ssw ariginadly in his
MEWLY FORMED FAMILY SYSTEM /  irth Ssmily was s mum that was sfisctieely under threst mnd being contralied by = daminsnt
ADIUSTMENT PERIOD Recopnising.  male Therefore, simplistically they mads this sssumption in his hesd he thinks that women sns
chilkd’s early history'Making sense  these things ta be controlied, dominasted, menipulzted, mnd pushed anound, 2nd men ane these
of Ihits emrier sxperisnosciand how  things to be souned of mnd Fsbenesd ta.

#hits impacts his panosption of Mairk mnd Paul Inbandew 2: 34 -24 [0

SETHTREN =ired meEn

Mark and Paul ADAFTING TO A The borough we sdapbed him from did sy thet he ssemed o be mane agressble with men thean
MEWLY FORMED FAMILY SYSTEM /  women.
ADIUSTMENT PERIOD Reonising,. MWk and
chilld’s esairly histony'|Masiing sense

of lhits esmirier experienoes) ol

Sanioss summectad e Was mans

mpressie to men

Mark aind Paul ADAPTING TO & Oin she, the chikd was - thet's how ‘the"' sew that heppening you Enow.
HEWLY FORMED FAMILY SYSTEM [/  haric and Pl Intenisw 3
ADJUSTMENT PERIOD Recomnising

chilld"s sirly histary'Maiding serss

of lhits esmriber experienoes|How the

content might relate to Anchie's

i sy g riEnoss

Mmirk mnd PaulhADAPTING TO A Therns ane some peapks. ¥ou n et snybody, no matter wiat horrfic sl they did, you sy, “0h,
HEWLY FORMED FAMILY SYSTEM [/  well, they'ne = nice person. They just did some bad chaloss®  That's & bit of = whitewssh, Dut in
ADIUSTMENT PERIODRecpnising  Anchie"s fsther's case pobentiadly he rrm' nat hewne hed the chioloe in thase things.

chilkl"s ssairly historyMaking serme  Mark snd Paul Interdew 2470 -470 0

of lhits emriber experinoesiDid he

here the choioe?

Mark and Paul ADAFTING TO A Wik wihen he's got some- he's struggling with = oy and you se= he's struggling it's lios, k=t me help

MEWLY FORMED FAMILY SYSTEM /  you | oun show you wiat you need toda. He will, be he will refucs point blsnic. Gnd.. e won't, he
ADIUSTMENT PERIOD Recoprising.  won't be shown.

chilll’s ssairly historyMaking semse  bari and Paul Inbendew 1: 75 - 73 |0

of lhits emrier experiencesiihe also

ain nefuss help when it's appanent

he needs it

Mmrk mnd Paull ADAFTING TO A Zome of it -it’s bemuse he strusehes witth foousing. You try and bell him sl he won't listen to
HEWLY FORMED FAMILY SYSTEM /  yow

ADIUSTMIENT PERIOD\Reoopniising.  MWimri mnd Pl Intendiew 1: 75 - 75 0

chilld’s esairly histony'sicing sense

af lhits emriber experiences\Some of

his difficuity is bemss he

shruseles to fous

7
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Wimrk mnd Peull A DAPTING TO A
MEWLY FORMED FAMILY SYSTEM /
ADJUSTMENT PERIID! Recognising
ks sirly histary'Wisking senos
af Ihits amriler syperisnossie looks
lipe e"s sy With the Sairies but
he"s teiking it in

Wiari mnd PeullA DAFTING TO A
WEWLY FORMED FAMILY SYSTEM /
ADIUETMENT PERIIDH Recognising
il sairly hisshory'Wisiing senos
af lhits emirier sypersnoss Hhat's
lite s dad....

hiark mnd Paull A DEFTING TO A
HEWLY FORMED FAMILY SYSTEM /
ADIUSTMENT PERIOD Racomnising
chilld’s sairly hisstory'|isiing sense
of lhits emrier eqperisno=sHis
relationship to food s infuenosd
try Ihiks beckEround

himrk mnd Paul A DEFTING TO A
HEWLY FORMED FAMILY STSTEM /
ADIUSTMENT PERIOD Racornising
chilld’s sairly hisstory'|isiing sense
af lhits emrier enperienoes|it's ans
remsan they plmosd him with us, his
aitschment to men

Mark snd Paul ADAPTING TO A
HNEWLY FORMED FAMILY STSTEM /
ADIUSTRMENT FERIOD Racoenising
chilld"s sairly histary'isiing senss
af lhits esmriber eperienoesThe ides
of the defense medhenisms that
Archie Fus lmannt

Mmrk mnd PaullADAPTING TOA
NEWLY FORMED FAMILY SYSTEM [
ADJUSTMENT PERIID! Recognising
ks sirly histary'Wisking senos
of Ihits emiriier sqperbsnoss)Hes
atbending o ewerything rather
tthen focusing iin the moment

Mmrk mnd Paull A DAPTING TO A
MEWLY FORMED FAMILY SYSTEM /
ADIUETMENT PERIIDH Recognising
il sairly hisshory'Wisiing senos
af lhits emirier sqperisnoThis s
oouplbed with his kack of foous

Mark znd Paull ADAFTING TO A
MEWLY FORMED FAMILY SYSTEM [
ADIUSTMENT PERIOD Racomnising
chilld’s sairly hisstory'|isiing sense
af lhits emrier eqperieno=siand he
N Just spat things within the
supermarket

wnd it boais lioe he's mwmy with the Ssirkes sometimes Dot e i - he doss ke it in beouss
something will heppen ssnsrl days kaber that will condinm that he wes baking in.

i that's liios his dad...

Becuause his bacipnound s of neghect and neghsct wihene e wes fust beft t0 his own dewioss,

2 -22 0

Tret's wity the barough plsosd him with us s well. That's ane of the Sschors. | dan't know if they
whene just saying that beoeuse wihen he was in his Sosber qune, her partner wiould taioe him to
secsions. He'd be neully fine.

| think he"s hemrned to be.something it°s probabily lite = defense mechanism that he's had to
beirn... haw ©0 cope with things himseif

mrd e,

The Bk hox willl - he's booking, &t evergthing slss apsrt from what he should be doing. not g
cure of witet of wiet he's doing. Foousing on on extenmsl Swchors rather then being in the moment
of wihat he's daing

Wimrk med Pl Irten ey

Aund just, it just ssems 6o | think that's coupisd with the lac of foous

£nd then the amount of times he Gn just spot Sl in supsrmeriets and at times Mye s2id no
that"s not Thamas ar something. &nd then | loot at it and mo god it .

234



MAXODA 201E

Mimrk mnd Pauli ADA PTING TO A
MEWLY FORMED FAMILY SwSTEM
ADIUSTRENT PERIODRecoenitsing
il ssairily histonyMaiding s=nos
of his smrier sypersnosc | ot
find something e oun paint ta it n
ftihe= roam

Maric 2ind PaulADAPTING TO A
NEWLY FORMEBD FAMILY SYSTEM [/
ADJUSTRENT PERKOD Racogrising
chilld's esairity histonyMaiding sense
af his emriier
eyperisnoes,Companed o other
chilldren, e dods energthing in
roam

Mark and Paulh ADAPTING TO A
HEWLY FORMIED FAMILY STSTEM [
ADIUSTRENT PERIOD RacoEnising
chilld's esairity histonyMaiding sense
of lhis emrier expersnossEx from
therapy s=ssion whene he has
noted itams around the roo

Mark and Paulf 404 PTING TO A
NEWLY FORMED FAMILY SYSTEM J
ADIUSTMENT PERIID Recognising
il sirily histanyMaiing s=nos
of s emriler syperisnossAt hams
his beheviour comes out beczuse
Mz foals o

Maric aind PaulaDAPTING TO A
NEWLY FORMEBD FAMILY SYSTEM [/
ADIUSTMIENT PERIOD) Reconising
chilkd's esairity histany | Maiing s=nse
of [hits smrier s perisnoss, o
PapEraan an Arche summechs Hhat
e s mhwerys smiling

Mark and Paulb ADAPTING TO A
HEWLY FORMIED FAMILY STSTEM [/
ADIUETMENT PERIOD! Racognising
child's ssairily histaryMaiing s=rms
of lhits esmirier experisnoes', & nolying
it bo edeilts but not nesdising it
Mzt be how e fesl

Maric mnd Paul & DAPTING TO &
MEWLY FORMED FAMILY SwSTEM
ADIUETIMENT PERIOD Recognising
il ssairily histonyMaiding s=nos
of fhits emiriber yperis o bener
thouzht about smiling = & delense
mechanism

Mark snd Pault ADAPTING TO A
NEWLY FORMED FAMILY STSTEM )
ADUUETRIENT PERIOD Ao nising
chilld's esairity histonyMaiding sense
of lhits emrier experienosshe's

Tihe mmount of times he e onows wihens - | 2ci him beouess | @n't find this and | go “well where
5 1P und then hell come mnd [paint o it and el me.

£und she s2id it's quite remariable beczuse nonmelly Fou Enow Fou get these kids and theyre not
[0t tuninel wision but they just, they just sse that bit in front of them. (Resssncher: mmm]. Sut he's
alrioushy come in the room dodosd evergthing, sssn snerything.

Tihe Stulf wiewe lhesd witth spesch and Eangusge wihene am he will 2si, they will 2si & question sbout
STulTion the tabke and he would start taliing about the same kind of fems but that wene on the
=i ttherapict's desk or something or an the shelf.

But um, sa Fm thinking it"s here boowgse e Soels really sade. (Resssrcher: bbm hmm). &nd then he
can botthe Sl up wihenever he is 2t schoal, pre-school and then =t hame it fust comes - it comes
out especaily if it's the end of the day.

blmrk med Pyl Ingenyiew 10 50 -0

Canrse Anchie mbwys uh 20Ty neport we've nesd as part of the e adoption process abweys seid he's
smiling,

It's just liioe fust couse someons's smiling, dossn't mesn that - you know thet in adults kind of
thing. For some resson | forngot that that might be him. He kooks lioe hes hepgy but inside he
migght not be kind of thing. (Ressarcher: Mimm Yesh]. Yeah it's quite inbenscting.

which e miways doss, Ut then never thought mbout it until quits recsnthy that oun be s defemms
meschanism. | mesn 7T pust nseer newer arosssd my mind.

eery night he asioed for the Willie Mobley book, #t's sbout boy that hes bit of anger problems 2nd
ou onov hifts, pushes [his frend over and pushes his bemcher, tailis about il the feelings and he
gt meckiing for that mEein mnd mrein mnd sEein.

19
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besn requesting & book shout &
by with mnger probbems

Rimrk mnd Paull A DAPTING TO &
WEWLY FORMED FAMILY STSTEM /
ADUUSTMENT PERIOD) Recoenising
child's emirly histary\Maiing ssnse
of hits emrlier experiences\so Mark
repestedly nemd it, sssuming it was
= conecous chasos

Wk and Paull ADAPTING TO A
HEWLY FORMIED FAMILY STSTEM /
ADJUSTMENT FERIOD! Racognising
child's ity histary\Maiing ssnee
of Ihits ssmrlier experisnoss)He's

been asiing for them 50 mayhe
ey mine helping

Mk and Peull ADWFTING TO A
MEWLY FORMED FAMILY SYSTEM [
ADIUSTMENT PERIOD!Recos nitsing
child's sairky history\Maiing ssnoe
of Ihits esriber experienoess) Hoping
et hooics like thiss aine heiping him

Mlaric mind Paull 4 DGFTING TO &
WEWLY FORMED FAMILY SYSTEM /
ADIUSTMENT PERIODRecognising
child's ety history\Maiing ssnse
of hits emrlier syperisnosc Wil 2
for it even if dad susgescts
something elss

Mairk and Paul ADAPTING TO &
MEWLY FORMED FAMILY SYSTEM /
ADIUSTMENT PERIOD Recoenising
chilkd's ity histary\Maiing ssnse
of Ihits smrier sperisnoss, The
therapsutic books do o through
some of the issuss

Rimrk mnd Paull A DAPTING TO &
WEWLY FORMED FAMILY STSTEM /
ADUUSTMENT PERIOD) Recoenising
child's emirky history\Maiing ssnse
of hits esriier experiences| The
diffiqult revturs of some of the
books

Rimrk mnd Paull A DAPTING TO &
HEWLY FORMIED FAMILY STSTEM /
ADUUSTMENT PERIOD! Recoe nising
child's emirly histary\Maiing ssnse
of hhits ssriber experiences ot
eypecting that in & kid's ook

Miaric mind Paull & DAPTING TO A
WEWLY FORMED FARILY SWSTEM /
ADJUSTMENT PERIOD! Recognising
child's =airky histary\Maiing ssnos
of Ihits s sperisnos, Trigner

S0 | ust kept nesding that o him 5o =sssume it's & consdous thing becsuse he dossn't 2sic for
ather bodis to be nesd and he asied for it by name 50 it™s not just random, he specfically wanted
[ 3

He pxied for ane of the other, we bought lie thres of them =nd he asiosd for the other one oy
resme 50, | wander if they do help or it's just pursly ciinGdence bemuse their new books | dan't

S | think things lio= that sne heiping him

st it wes consishent Sor - Md asic him wihet he wants snd he'd say the sume thing (Ressarcher:
‘Wemh]. i | bry aind read something akse cuess P'm bared of nesding it ensry ngght el ask for it

| thinik some of thase they sort of da o through some of the suss.

Bimri mrd Pal Isen, -

Although, liioe thene"s ane that's lioe “Smiling Sury” | think it's ke, | edn't pre-nesd it before
|Resemrcher:¥emh] =nd Anchie hed asied for it and then it's like ooo! Bemase it's lioe this gin her
defenos machEnism's just to smils, mnd it lios ane dey in the supsrmarket lios her mum's not
smilling 50 she's thinking now, she msied e the kady in the chedoout “will you be My new mummy
N ecuse Ty obd mummTy stopped smiling and mot id of me.

Mimre mnd Paul Intersey 10 4

Ui yiowl'Te MOt ewpecting that in & kids book.
Mark aind Paul interview 1:43 -43 0

Aind it's different things. Sometimes it's obwvious wiet the trimeer i, & you wene suging hs wants
something and he 't b it
b=k mind Paal Interiew 1: 22 - 22 a
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far him i wanting somsthing he
o't e

Mark znd Paull ADAFTING TO A
MEWLY FORMED FAMILY SYSTEM [
ADIUSTMENT PERIOD Racomnising
chilld’s sairly hisstory'|isiing sense
of Ihits emrier eqperisnoes) Delyped
pratification i just too mudch for
nim

iark mnd PeullADAFTING TO A
HEWLY FORMED FAMILY SYSTEM /
ADIUSTMENT PERIOD Racornising
chilld’s sairly hisstory'|isiing sense
f |hits esmirier eqperienoes|Having
00 much choice can venwhelm
him 2 well

iark mnd PeullADAFTING TO A
HEWLY FORMED FAMILY SYSTEM /
ADIUETMENT PERIOD Rmoomnising
chilld"s sairly histary'isiing senss
of Ihits esmirier eqperisnoes)Or
whether his questioning nelabes to
hits brust in mdufts

Mark snd Paul ADAPTING TO A
NEWLY FORMED FAMILY SYSTEM [
ADUUSTMENT PERIOD Recamnising
chilld"s mairly history'aking senss
o lhits esmrier

eqpeErEnoes Wandering ifhe is
ftrying o s i panents chans
ftheir mind

himrk mnd Paul A DEFTING TO A
HEWLY FORMED FAMILY SYSTEM /
ADIUETMENT PERIOD Rmoomnising
chilld’s sairly hisstory'|isiing sense
f lhits emrier enperienoesiHe was
fin fthe situmition for & yesr e
maybe hes mare resifen

Mark mnd Peull ADAFTING TO A
HEWLY FORMED FAMILY SYSTEM /
ADIUSTRMENT FERIOD Racoenising
chilld"s sairly histary'isiing senss
of lhits esmirier eperbsnoes|He
pravitates ta mdults

ark mnd PaulADAFTING TO A
MEWLY FORMED FAMILY SYSTEM [
ADIUSTMENT PERIOD Recoenising
hilld"s esairly hisstory ' ivisiing sense
of Ihits amiriier aqperbsnoss ey
Typer obsermnt

iark mnd PeullADAFTING TO A
HEWLY FORMED FAMILY SYSTEM [
ADJIUETMENT PERIOD Raoomnising
chilld’s sairly hisstory'|isiing sense

either then, and it's thet delyped pratificetion it fust pushes him abriously it pushes anpons ower
he waints samething now and he o't hewe it its upsstting Dut, for psopie fioe frchis, childnen
ke #orchies =it"s ust too much for him.

v 122 -Z2 |0

Or | think sometimes toomuch choios, like o=nesils he mentionsd bemuse we'ne Eot thase lice
Kestie ar the Eeliazz's sametimes or the mini anes and we'we ot libe porridge or cornfisbes. 5o
tt=n ar mare diflerent things he oould heve snd he didn'T want ay of it

ar_.. | don't know i it"s & thing wihene it's just trust, it's brust. |Resssncher: yesh] He dossn't brust
molults ruse Someons else mentioned that in the mesting | wes in eariber this wesk

Mmre mnd Peu] s e 1 0

mind s== | suppass o ust ses iFwe change our, just besting | suppass i we're dhanging our mind

| mactupmllly - in rmy mind thiniing, “Thene i only & yesr e, Yes, Arche was in the situstion for =
yesar bess, The dumege & kower, but is that ane year going to be enough to mais the differenoe?™

sk mnd Pl Intendew 2105 - 105

H= seems to Eravitate mans towand sdults.

Mk mind Paul Intsnmew 2 - a

Yemh he's yper obserant.

Wimrk med Pl Irten ey

Hee pust notioes yesh all sarts of things

21
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of hils emriier sy parisnossl e just
ritioes yeah all sarts of things

Mark snd Peul SDAPTING TO A
HEWLY FORMIED FAMILY STSTEM [/
ADJUSTRMENT PERIOD RacoErising
child's esairily histony'isiing sense
af his emiriier

EyperiEno=s Sometimes it's not
chemir o athers wihat he's loaking =t

Mark and Paul ADAFPTING TO A
HEWLY FORMIED FAMILY STSTEM [/
ADIUETMENT PERIOD RecoEnising
child's ssairily histary'Maiing senss
of his emrier experizno=siSo he's
Iy persensitie

Maric and Peul SDAPTING TO &
NEWLY FORMED FAMILY STYSTEM [/
ADIUETMENT PERIOD Recognising
il ssairily history'Miaiing senos
of fhits emiriber s perisnos) Plrying
s Off emch other 5o e dossn't
hewe t0 do something

Mark and Paul ADAFTING TO A
MEWLY FORMED FAMILY SYSTEM [/
ADIUSTRENT PERIOD Recoenising
il esairity hisstory ' isiing sense
of it amrier sy perksnoss, b rohis
can e contralling ©oa in his
interactions with us

Maric aind Peul ADAPTING TO &
NEWLY FORMED FAMILY SYSTEM [/
ADIUSTMIENT PERIOD Recognising
child's esairily histary ' Making sense
of lhits smrier sperhsnoss)Hes
Uit o e meative fssdbad in
Siustions

Mark snd Peul SDAPTING TO A
HEWLY FORMIED FAMILY STSTEM [/
ADULETRENT PERIOD Racoenising
child's esairily history'|Misiing sense
of lhits emrier expereno=siBut it's
Fraird o e i he s il
samething

Mark snd Peul ADAPTING TO A
NEWLY FORMED FAMILY SYSTEM [
ADUUSTRIENT FERIOD Racoerising
child's esairily histony'isiing sense
of lhits emrier experienoesiHe @t
fbrust in otihers and wihat they e
[aing ta da

Mark and Paul ADAPTING TO A
NEWLY FORMED FAMILY SYSTEM
ADUUSTRIENT FERIOD Racoerising
child's ssairily histary'Maiing senss

But sometimes e wan't bell you wihat he's notiosd mnd he waints to stop and ook &t something
mnd FouTe trying ta think wmtunmrtrl Bit

Bimr i Paa

50 he's Iy persensitine

He'll da it an purpase Jmtmbmnce o 20 ne dnesnt actuslly feve 1030 the tast.

Simri mnd Paul Intengewy 2 4

That's what frchis doss is he'll do things lio= hell st me something. I | sy, “Well, no,” or il asi
him o do something, then bl sy, "0, oun dad da & Then ded will go snd da it and el sy,

“Na, | want deddy £0da it He'll da it an purpase just to bounce it off, 5o he domsnt actuslly feve
o da the task.

bimre o Paul Irger,

Bimr i Paa

Wou don't now if he's I'tlrg urd’ul’tlrg sumethlrg it"s = it triciy o geagEe fram him.

mnd mmmpone ke i just... he can't trust them and thet's wiy he's upset becsuse he hesn't, he just
@t bnust lnwrmtth:fregunmduurmtg\unm da.

Mmre mnd Peul Insrses 1

if ane of thass was o heve & PDW disgnosss, bemass their loml suthority reoopnimes, would that
shiift things you think to L& ar na®

Wik mnd Pl Infbensiew 2 3
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of his emriler
=yperisnoes Wandering i fmily
beckpround wioukd be considensd
far dizgnasi

Maric aind Paul A DAPTING TO A
NEWLY FORMEBD FAMILY SYSTEM [/
ADIUSTMENT PERIODY Peroptions
of gthers/wider sodety\Wanting
o epiain o them that he's not
ety id

M mnd Paul & DAPTING TO A
MEWLY FORMED FAMILY SYSTEM [/
ADIUETMENT PERIODYParceptions
of otherswider sodsty'Nat
waintang him to be kabellsd 2 the
sty ad &t schoal

Mark snd Paulh ADAPTING TO A
HEWLY FORMIED FAMILY STSTEM [
ADIUETMENT PERIODY Pero=ptions
af othersiwider sodety\Sosnaria
wheene Archie was fudged by =
panent for his behewiour

Maric aind Paul 0 DBFTING TO A&
NEWLY FORMED FAMILY SYSTEM [/
AT USTRMIENT FEHK:ID".Permp'thns
of otherswider

socety' Considering how other
people see s beheviour bo thear
ks

In thet moment, you Gt sy anyThing, bemase that is wihat they e ssen, and you @n't go intaa
wwhabe 10 mirute spisl of. "He"s not & Uity i feushs]

Then you think, "Fve pot bo be so csreful ™ That's the bit | wonry with schoal. | st don't want him
0 (e Esbebed ms the reushty Eid.

There"s been one O0mEsSion &t the school whene thene was another child, and they wene paing up to
Aunchie. &rchie wasn't interested at ail snd geyve him & genthe push, Dt it weas just genthe Then the
child atrriousty didn't met the hint, and they went louder, fios, “fndhie" frchis pushss him hander
mind jpushess this kid back into = thing. Then, of courss, the prandpsnent in this css was lios, “Come
an son, leeve thet neughty boy slons.

bdmirk aind Peaul Inberaew £ 105 - 105 A

It's just = bevel beyand. | think somstimes other panents s=e Archie’s befmyviaor bowands mturslly
thwsir chilkd ar hesir prandchild.

b=k mind Paul Inbenaes 22
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Appendix K. Ethical Approval

The Tavistock and Portman m

NHS Foundation Trust
Quality Assurance & Enhancement
Directorate of Education & Trainng
Tavistock Centre
120 Belsize Lane
London
NW3 58A

Tel 020 B938 2699
Mips.favistockandporiman.nhs. uk/

Kate Ross-Lonargan

By Emall

24 May 2018

Dear Ms Ross-Lonergan,

Re: Trust R h Ethics Applicati

Title: Beginnings and Endings: A Psycho-Socisl Resasrch Study Explocing the Emational
Expanence of Transiton for Parents of Chikiren with SEN

Thank you for submitting your updated Raesearch Ethics documentation, | am pleased 1o
inform you that subject to formal ratification by the Trust Research Ethics Committee your
appication has been approved. This means you can proceed with your research

If you have any further quastions or require any clarification do nol hesitate to contact me.
| am copying this communication 10 your supenvisor.

May | take this opportunity of wishing you avery succass with your research.

Yours snceraly,

Best regards,

:_%L"'

Paru Jeram

Sacretary to the Trust Resaarch Degrees Subcommittes
T: 020 933 2699

E: acadamicqualityi@tav-Port nhs, uk

cc.  Course Lead, Supervsar
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