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Abstract

To date, no research has explored the relationship between UK school experience
andself-identity for young people with Autism Spectrum Disorder (ASD). Within

this studyit is argued that identity is an adaptive process that utilises experience of
the sociocul tur al .Reviaweelxetaturadditiopadyn er at e a
suggestshatschool may be an important domain of identity developntésihg a
Narrative Orientated Inquiry (NOI) methodolodlgis research examis@entity
constructs within school experience narratives produced by young people who have
a diagnosis of ASDRarticipantswere five mainstream secondary sch@diSS)

students (four males and one femal&hwa diagnosis of ASD (including Asperger
Syndrome), sound expressive language skills and no additional diagdasasive
Interviews (Mishler 1986a, 1986b) veeconductedThree interpretive perspectives,

in accordance with NOI, were used to anal
from Osj uzleé¢ mZE); The HolisdsPodtent interpretive

perspective (Lieblich, Tuvallashiach and Zilber, 1998and Critical Narrative

Analysis (Emerson and Frosh, 2004). Member checks were carrietheuttories

imply that being a young person with ASD atMSS can be restrictive and
disempoweringFindingscan be seen tsupport the proposed theoryidéntity,
suggestindhe relationship between school experience anddetitity for young

people with a diagnosis of ASiay bean adaptive one, where school experience is
the material subject to the process of identity. Findings appear to show that scho
experiencanay hinder, through restrictive systems and structures, or help the
development of selidentity for young people with ASD. Where young people with
ASD can experience free choice and receive support, not least through school staff
empathy andinderstanding, findings suggest they may be aided in denglsgif-

identity. Peer friendships may also potentially afford the opportunity for young
people with ASD to learn about themselves, although further research is required in
this area.
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1 Introduction

1.1 Section Overview

This section provides asummaryof the origin of this study. The rationale and aims

are also outlinedefore an werviewof the structure of the thesis is shared.

1.2 Origin, Rationale and Aims

Since working to complete an undergraduate honours degree in Philosophy and
Psychology, exploration and considerati ol
area of personal interest; the nature and development ofisetity, the range of
influential factors and the inherent potential that it can afford. Interest in this area has
been made more salient through the experience of teaching young people across
different secondary schools and through recent engagement in casework as a Trainee
EducationaPsychologist, highlighting that many young people appear to face
difficulties in developing a secure, positive sense of identity and belonging. Indeed,
SeiffgeKrenke (1993) identifies the establishment and maintenance atisatity,

along with schoolife and relationships, as being key areas of change and insecurity
for young peopleThis could potentially be a factor in relationstoidents with

Autism Spectrum Disorder (ASeingat high risk of permanent exclusion
(Departmentor Education 2016). For young people with ASD, the nature of the
difficulties associated with this diagnosis would suggest that the development of
selfidentity poses an even greater challerBrewning, Osbourne and Reed (2009)
report that students with ASD are likely tave difficulty constructing their identity,
integrating their diagnosis with their sense of Sktfe experience of being a student

in a mainstream scho(d statemaintained school that caters for the general student
population) with all the assumptionsf neurotypical functioningnay make the task

of reconciling identity even more difficult. This may cause individuath a

diagnosis of ASDo struggle to psychologically, socially and pragmatically integrate
into mainstream school life. Indeed, DePapd Lindsay (2016) repogxperiences

at schoadbas being a key theme in a qualitative r&tathesis of lived experiences

from the perspective of individuals with ASDhrough meeting and working to

support young people with ASD, it has become appaoahe researchéhat a
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positive selidentity cauld aid wellbeing and resilience in light of the challenges that
they face at schoolt is hoped thatxgloring the relationship between school
experience and seiflentity may provide education professionals with greater
understanding and insight intoetlexperience of school from the perspective of
young people with ASD, enabling support to be more effectively taildiedate,

no research has explored the relationship between UK school experience-and self
identity for young people with ASD (see Appexdi). A recent study involving
College students with ASD in the USdescribes tensions between public and
private identities within college experience (Cox et2017).The indingsof Cox et

al. (2017)are foundational in acknowledging identities ifat®n to educational
experience for individuals with ASD.

In formulating a research question and considering appropriate methodology
to further explore this area, findings from research carried out for a Masters
dissertation (Rowark, 2013) were considerBuis study explored the therapeutic
potential of blog writing to aid the development of a positive-isielftity for
individuals with a diagnosis of ASD. Findings demonstrated that blog writing had a
core theme of inclusion and can offer a means ofcexp and selreflecting to
empower the individual, suggesting a potential role in establishing a coherent,
positive selidentity. More interestingly though, findings demonstrated the ability of
blog authors with Asperger Syndrome to creatively use waifiorms of narrative
expression to tailor their blog to meet their inclusive needs, highlighting a marked
difference in the empowerment afforded by different-sefiérential and descriptive
terms. This work highligistthe important role of selflentity for individuals with
ASD, demonstrating a potential to empower. It also sugtjest practical forms of
support exist to aid individuals with ASD to develop seééntity to meet their
inclusive needs. In light of this it would appear that raising theevoi young
people with ASD has an important role to pleyaddition, wder research literature
calls for young people with ASD to be more directly included in the research process
(Potter, 2015)A recent Local Authority Educational Psychology Service project that
compared data from high and low excluding schools acrbsga Authority, also
recanmended that future research explore student voice data in relation to inclusive
and exclusive school practid@drbyshire County Council Educational Psychology
Service 2016). With this Local Authority Educational Psychology Service being a

stakeholder ithe currentresearch studf¢consent to being identified as part of this
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research obtainegdbhe research proposal was also designed to respond to this
recommendation, with the aim of contributing further insight to inform inclusive
practice in Local Authoty schools.

This original research therefore seeks to examine the identity constructs
within school experience narratives produced by young people with a diagnosis of
ASD. It is hoped that findings from exploring the relationship between secondary
schod experience and seiflentity for young people with ASD will aid
understanding, inform effective inclusive practice and support wellbeing.

1.3 Thesis Structure

Chapter 2, the O6Literature Reviewd, revi
study and is@mprised of three sukections, introducing three areas of focus:

Autism Spectrum Disorder (ASD); Identitgndschool experience. Within this

chapter a newtheoryof identity analogous to the research question is proposed. The
chapter concludes with a consideration of the need to explore the relationship

between school experience and sad#ntity for young people with ASD.

Chapter 3, 't heMebdtMea dnbo,d od uotglyi naensd and | ust. i
selected for this study in light of broad methodological issues and considerations. It
provides details of the method, designed to best address the research question, over
three subsectionsParticipantsProcedureand Plan oAnalysis. Threefurther sub

sections respond to additional considerations relating to dependabidity

credibility, researcher reflexivitygnd to ethics.

Chapter 4, the 6Results and Anafegplei sé6 se
interviewed. Contextual information in relation to each participant is shared along

with findings from the analysis of each ¢
narrative, findings in relation tdhe HolisticContent interpretive perspective

(Lieblich, TuvatMashiach and Zilber, 1998) and in relation to Critical Narrative

Analysis (Emerson and Frosh, 2004) are presepteut,to the presentation of

summative findings resulting from the completion of the analysis process.
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Ch a p t Riscusdm Pardl- Analysisand Discussionf Findings inRelation to
theResearclQu e s t, dorsideds how the findings from each participant relate to
the reviewed literature of Chapter 2, identifying the contribution of each story to
informing a response togthresearch question. Findings are then synthesised and
considered in light of the proposed theory of identity in order to provide a response
to the research questigio be subsequently considered and reviewed in light of the

study limitations identifiedn chapter 6).

Chapt er 6 ,Part2h Btergths Ismitations and Implications of the

Stuld, shares reflections uponsettibns.ltst udy a
considers the original contribution of the study and strengths of the therk,

limitations of the study, and implication$ the study(in relationto the school

experience ofoung people with ASDas well aswith regard tgopractice and future

research

Chapter 7, the 6Conclusioné, pstudywi des an

presenting study findings in relation to the research question.
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2 Literature Review

2.1 Section Overview

This section reviews the literaturelevant to the current study and is qoieed of
three subsections, introducing tee areas of focus: Autism Spegtn Disorder
(ASD); Identity;andSchool experience. The first sigection defines and explains
what is mant by ASDand how it is conceptualisp@hat is known about the views
of young people with ASDand how the education gbung peple with ASD is at
risk.

The secondubsectionc onsi der s what i s meant by 0]
foundational theories and contemporary approadiefereproposing a neviheory
of identity analogous to the research question, relating narrative and sociocultural
approaches. Clarification dbw identity will be understood within the stuidy
given accordinglyA review of the development of identity early and miel
adolescencéollows, alongwith an exploration of how identity is constructed for
youngpeople with ASDSuch &ocus upon the identity formation of young people
with ASD is made in light of the establishment and maintenance atiselfity
being a key area of changed insecurity for young people (Seiffgeenke, 1993).
For young people with ASD, the nature of the difficulties associated with this
diagnosis would suggest that the development ofideiftity poses an even greater
challengeBrowning, Osbourne and R&€2009) report that students with ASD are
likely to have difficulty constructing their identity, integrating their diagnosis with
their sense of self.he experience of being a student in a mainstream schitiolall
the assumptions of neurotypical fuiocting, may make the task of reconciling
identity even more difficult. This could potentially cause individuals with a
diagnosis of ASD to struggle to psychologically, socially and pragmatically integrate
into mainstream school lifét may therefore be #t the formation of aoherent,
positive seHidentity could aid wellbeing and resilience in light of the challenges that
young people with ASD face at school.

In the third subsection, attentioturnsto how the experience of school for
young people wh ASD differs fromthatof their neurotypical peer3he need to
hear the voices of young people with ASD is justified. Blissection goes on to
review the roleof school in selidentity andconclude with aconsideration of the
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need to explore the relationship between school experience andieseify for

young people with ASD

2.2 ASD
2.2.1 Whatis ASD?

The American Psychiatric AssociatiGhPA) defines ASDas being characterised by
deficits in social communication and social interaction, and involving the display of
repetitive patterns in behaviour or interg®t®A, 2013) More specifically, hefifth
edition of theDiagnostic and Statistical Manual of MahDisorders, DSV (APA,
2013) states that there must be persistent deficits in social communication and social
interaction across a number of contexts, manifested by deficgedgratemotional
reciprocity, in nonverbal communicative behaviours ugedsocial interactionand

in the development of understanding and maintenancadaifonships. The
acconpanying restrictive and repttie patterns of behavioumterests or activities
which arerequired to be present for a diagnasi$\SD according to DSIVb (APA,
2013) are manifested by at least two of thBowing: stereotyped or repetitive

motor movements, use of objects or speewistence on consistent, inflexible
adherence to routinestualized patternsfoverbal / noaverbal behaviour; interests
that are highly restricted, fixated and abnormal in intensity or focus; fngpetivity

or hypareactivity to sensory input or unusual interests in sensory aspects of the
environmen{APA, 2013). For a diagnosis, symptoms must be present during early
development, cause clinically significant impairment in current functioning and not
be more effectively explained blye criteria for a diagnosis of Intellectual
Developmental Disorder or GlobBevelopmental Blay (APA, 2013)Ratings of
severity for social communication and for restrictive, repetitive behaviour
accompany diagnosis of ASD, with severity ranging from level 1 (requiring
support) to level 3 (requiring very substantial support) (APA, 2(@&xtures of

ASD are identifiable by the age of three with features chiefly presented in boys
being four to five timegigher in boys than girls (Hundert et al., 2005). This is not to
say that ASD is necessarily more prevalent amongst boys, indeed, it may be that the
ASD needs of girls are less evidanith girls beingbetter able to mimic appropriate
behavioursas illugrated by Hollidaywilley (1999)
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The changing nature of tliagnostic criteriaf ASD is highlighted by the
changdrom the fourth text revision of the Diagnostic and Statistical Manual of
Mental Disorder§DSM-1V-TR) to that of the DSMb. In the DSMIV-TR, ASD
existed as one of four diagnoses under the diagnostic category of Pervasive
Developmental Disordersr PDD (along with Asperger SyndronieDD 1 Not
Otherwise Stateth nd Ret t 6 Dy cBrgpargan,annthee P$SM, all four
diagnoses have beenllapsed into the one diagnosis of AStzcording to the APA
(2013) such changes gght to strengthen thmedical accuracy of diagnosis, a
process madall themore complex in respect of the continuum along which
characteristics vary in their severityjodlhiaAndrews, 2016). However, as
McGuire (2011) notes, what is meantdutismbremains in flux in responge
changing timesghangingattitudesandchanges imiagnostic criteriaSuchsustained
changein its attempt to work towards a definitivedestandingof ASD, runsthe
risk of supporting gotentially damagingomogenous conceptualisation of those
diagnosed with ASD (Ajodhi&ndrews, 2016). AccordinglyAjodhia-Andrews
(2016)contends that is important to look beyondonceptions of ASD tdeeply
appreciateand valuenow the expression of ASBasshaped the individual and their
way of being in the worldThis is particularly poignant with respect to the education

of yourg people withASD.

2.2.2 Conceptualisations of ASD

Conceptualisations of ASD other than that in accordance with the medical model
have largely been absent within academic discourse, with ASD being defined under
a medical classificatory paradigm the Diagnostic and Statistical Manual of Mental
Disorders DPSM) andconsequently being part of a deficit model (Molloy and Vasil,
2002). As such, Molloy and Vasil (2002) raise the important question of whether
ASD is a disorder or a neurological difference that has been socially constructed as a
disorder. Indeedgpproaches to theorising about social and communication needs,
and disability more generally, range from a realist, materialist position (illustrated by
the medical model) to a pestructuralist position, where the phenomenon of ASD is
entirely socially onstructed. Thornton and Underwood (2013) note that with regard
to disability, there appears to be a dichotomy of conceptualisations, with two models

dominating the literature: the medical model and the social model. While supporters
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of the medical modekgard disability as being biologically constituted and an
inherent feature of the individual, supporters of the social model take the view that
social structures create disability through the insufficient accommodation of any
impairments (Lindsay, 2003).
The implication of adopting the medical model with regard to young people
with social and communication needs is that it suggests that such needs may be
eradicated with appropriate treatment, p
distinct from how hose needs are viewed and classified by medical discourses
(Molloy and Vasil, 2002 In this way young people may be defined by the diagnoses
that they are giveralong with the potential for expectatioregarding their
development andchievemento be Imited. Firth (1991) raises the additional
concern that diagnostic crite@eunclear, leading to consideration of where
di agnostic boundaries |ie and of what <col
must also be recognised that such a conceptualisatisocial and communication
needs may bring pragmatic benefits through potentially enhancing access to support
and resources (Molloy and Vasil, 2002), arguably an outcome at the heart of the
social model of disability.
The social modedcknowledges the existence of impairments but takes the
view that how they are classified, treated and interpreted is socially constructed
(Molloy and Vasil, 2002). As such, Molloy and Vasil (2002) state that the social
model makes an important distinctbre t ween an o6i mpairment 6 (
lack, of a limb, defective limb organisation or mechanism of the body) and a
0disabilitydé (a di shadluwasantingigdualasaresulteobt r i ct |
asocial organisatiofa structure oocial elations)thatdoesnot tale account of any
i mpairment). Such a distinction, however,
discourse and may ignotieelived experience of the body (Hughes and Paterson,
1997). In response, developments of the social medeh as the social relational
model (Reindal, 2008), regard disability as a form of oppression produoedjthr
the interaction of the individual and their social environment (Reindal, 2008, 2009).
This model acknowledges both the reality of impairmentl{&s, 1999) and that
medical knowledge is socially moderated (Zaretsky, 2005).
As identified by Molloy and Vasil (2002), there is an unwillingness within
the professional literature to explore conceptualisations of autism in relation to

medical and saal models. Indeed, they contend that the previous diagnostic
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category of AS was socially constructed, being readily adopted because of its value
to school as a categooy special educatial needMolloy and Vasil, 2002).

Danforth (1995%urther argueshat research and practice have the power to define
individual lives through the attribution of patholotjyough labellingvithout

considering the impact for the individudoreover Reid and Weatherly Valle

(2004) suggest that our conceptions impact upgractions such that the way

difference is framed has personal and material consequences for young Ipeople.
addition,Molloy and Vasil (2002) argue that it is important to examine the social
effects of representing young people as having ASD, chatigrige medical model

by considering alternatives. They consider tyedpleplaying a more active role in
shaping the cultural definition of autism may result in a move from the sole use of a
rehabilitative therapeutic approach to one that promotes #heg#itisassociated with

ASD and acknowledges the role of society in framing individuals with ASD as

having weaknesses (Molloy and Vasil, 2002). It is hoped that raising the voices of
young people with ASD may contribute to this aim. However, it is alsgresed

that diagnostic categories are useful in providing structure to research (Bishop, 1989)
and that current conceptions of ASD within the literature relate to the medical model.
This study therefore recognises the current need to work with the DSMacehd

to use the diagnostic term, OAutism Spec!
associated terms in correspondence with the medical model, with the hope that

findings may contribute to a broader conceptualisation of the term in the future.

2.2.3 Knowledge ofthe views of younq people with ASD

As research relating to young people with ASD has been primarily based upon the
Medical Model (Mogensen, 2011), the literature offers little knowledge of the views
and personal understandings of young people with ASDIgyland Vasil, 2002).

Adult personal accounts do exist (for example, Willey (1999)), however such
accounts are predominantly outside of academic theory and research, and tend to be
written by individuals who have voluntarily adopted the ASD label basd¢ein
recollections of the nature of perceived difficulties during their childhood (Molloy

and Vasil, 2002). Indeed, in a systematic literature review of qualitative research
methods for eliciting the views of young people with ASD about their educational

experiences, Fayette and Bond (2017) report that the participation of young people
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with ASD within research is limitedvith effective processes enabling their

participation underesearchedndeed they report that senstructured interviews

have predominantly been used to elicit the views of young people withaASI

their educational experiencd®wever they caution that this method may result in a
perceived imbalance between researcher arttipant, which influences

participant engagement (Winstortuntington, Goldsack, Kyrou and Millward,

2014) and the nature of knowledge produced (Milton, 200p.limited

participation of young people with ASD within reseaixklespite an increasing

recognition of the importance of considering and incorporating the views of young

people on matters that affect their lives (Fayette and Bond, 2017). Accordingly,

where studies have worked to elicit the views of young people with ASD, they have
exploredtheg oung peopl eds views on their exper
example, Preece and Jordan (201@Juponviews oftheir school experience

(Dillon, Underwood and Freemantle (2016); Hebron and Humphrey (2014); Marks,
Scharader, Longaker and Levin®(@®)). In recognition of such a focus, the views of

young people with ASD in relation to their experience of school will be explored in a
subsequent section of this I|Iiterature re
different for young people with ASDcgmar ed t o t heir sectonr ot ypi
2.4.1). Further exploration of the need to raise the voices of young people with ASD

will be raisedn a later section, forming an important strand of argurfeerthe

focus of the present studys e e ¢ Tothear tmee/aécds oft young people with

A S D<ection2.4.2).

2.2.4 Howi s the education ofounqg people with ASD at risk?

Government statistics report that there are 76, 020 children and young people in
England who are identified as having ASD as tpamary special educational need,
over a quarter (25.9 %) of the student Special Educational Needs population
(Department for Education, 2046 Woolfson and Brady (2009) note that changes in
legidation have led to 60%f students with a diagnosis of ASi2ing educated in
Omai nst r e atatemaintdinedscho®l$ thaf cater for the general student
population). Despite affording these students with an array of benefits including
regular exposure to peer role models to aid the development of socalicaehl

and academic skills as well as enabling accesgiémaral curriculum (Jones, 2002
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those areas by which ASD is defined are associated with considerable challenges to
inclusion (Warnockand Norwich, 201

Diamond et al. (2007) recognise suttalkenges as resulting from the
expression of what can lfimaladaptive behaviours and from difficulty in
regulating negative emotions. Lecavalier (2006) suggests that a lack of knowledge
about the source of feelings of anger and of how to manage thiésgdean lead to
behaviours which present students with ASD as being frustrated, stubborn or
hyperactive. This can impact upon staff and peer perceptions of the individual with
ASD (Boutot and Bryant, A@B). As noted by DePape and Lindsay (2016),
difficulties for students with ASD in processing sensory information may result in
teacher perceptions of students as misbehaving. Negative teaching staff attitudes
about students with ASD have been found to be associated with more problematic
student behavioursxd academic underperformance relative to ability (Ashburner,
Ziviani and Rodger, 2009Additionally, peer perceptions may play a role in
difficulties experienced by the student with ASD in engaging with peers during
break times (Wing, 1996). It is thereéounsurprising that Humphrey and Lewis
(2008) report that students with ASD struggle to assimilate themselves to their
school environment.

It would also appear that mainstream schools may struggle to fully meet the
needs of students with ASD (Symes anthiphrey, 2010), with schools reporting
that such students have high levels of behavioural and emotional difficulties
(Osborne and Reed (2011). Such difficulties challenge the school community as they
areoftenpresented in domains that are essential flooalkcactivities TeixeiraDe
Matos and Morgado, 2016). Indeed, Dean, Adams and K@€4r8) claim that in
the case study under their consideration, autisated behaviours manifested in
inflexible interactions that systematically led to the exclusion of the individual with
ASD. Government statistics reveal that students with speciah&doal needs
account for just over half of all permanent exclusions, reporting that eleven percent
of students in England who have ASD as a primary educational need have been
permanently excluded from school (Department for Education,0I6e most
frequent reasons given for these permanent
(36.1 % of permanently excluded students
behaviourd (23.3 % of permanently excl ud:

Education, 2016). This data is particularly concerning in light of the potential of
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schools to make a sustained positive difference to the lives of vulnerable children
(Samel, Sondergeld, Fischer and Patterson, 2011). As Hiigr, Cloppert and
Beversdorf (2007) state, fiag access to social support and social groups greatly
enhances quality of life for individuals with ASD and school attendance is
significant n providing such opportunitiett would therefore appear that schooling
has the ability to have a significamipact uporthe experiencesndthewellbeingof

young people with ASD.

2.3 ldentity

2.3.1 What is identity?

McKinlay and McVittie (2011) notethabsc i al sci enti fi ¢ account
demonstrate that social scientists have not prioritisedgheement of a definition.
When the term is used as a social science construct, it is often because researchers
aim to provide empirical evidenosm aspects of human experieticatcan be
explained by regarding individuals as having a reflective awarehegsat they are
like (McKinlay and McVittie, 2011). While it may be argued thas avoids
problems of terminology and definition at the outaet enables a definition to be
cumulatively built up through the detailed definits produced in relatiomteach
specific domairof relevantresearci{McKinlay and MVittie, 2011) it can hinder
progressThis is rot least due to a lack abherence antthe fact that different areas
of research have different core concerns and areas of focus that impact upon how
identity is construed.

Lapsley and Power (1988)e quest t hat terms such as
integrated to avoid further differentiatioh research traditions in identitglated
areas. However, although O0selfd and O0i de
they refer to different concepand different levelsfaanalysis (Owens, 2006). For
Owens (200 6a)s,withinthedlmand e t yrdo t i o where identitikse 6 s e |
are categories used to specify the relat.i
Oidentityd appear to be separat estamchd di s
t hat | f atorfeselfsawaesdis a empirical aggregate of what is
objectivelyknown t he 61 6 which has this knowl edg
aggregate (James, 1890). As Erikson (19@Jiest hr ough hi s di sti nc
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identi tyd an,dmbiggity is argatethraighmefeierice to an
i ndividual 6s central, stable biographical
social positions and roles that are adopted through interaction witls (eKinlay
and McVittie, 2011)In attempting to addressislapparent dual nature of identity,
Social Psychologistisave developed explanatory frameworks such as Social Identity
Theory (Turner and Onorat o, (retr@@®) , separ
aspects of the d@ividual that persist over timé) r o oc i Gasl i tdeeaspéciof y 0 (
societythat the individual compares his or self to and draws upan making
sense of themselves as individjals

As Bourdieu (2002) asserts, identity is about difference. It is constructed
through a sense of how we aiffetent to others and through taking account of
notions of how others see us, as well as through our own conception of who we are
(Reay, 2010). Appreciating the concepts ¢
Baumeister (1986) contends thia¢ tselfdis based on having a physical body,
experiencing reflective consciousness, having interpersonal connections, belonging
to groups and being able to setfjulate and ake decisionsin contrastddentitydis
meaningful definitions ascribed to the self, irdihg social roles, reputation, a value
structure and conception of potentiality (Baumeister, 198tk distinctioncan also
be seen to identify with the narrative definition of identity put forward by McAdams
(1996) . McAdams (1996) makes the distinc:
(onebs self), viewi ngdédidthtough sarratidmen dp rooneeds s
asthe product (thésel t hat t h eSudhladéfiniton of Eldntityuappeass.
suitablein light of boththe current understanding of identity in the social sciences
andthe current endeavowhere the research question calls forsideration of the
O0sedentitydéd of individuals. Wi th regard
interest that McKinlay and McVittie (2011) recommend that a future approach to the
study of identity attend closely to the ways that identity andtityeissues appear in
the everyday discourse of individuals, in order to move forward in resolving issues
of definition and further informing understanding. Through adopting a narrative

methodology, this iexactly the approach being undertaken.
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2.3.2 The orgin of identity in the Psychosocial theorykrikson

Erikson (1956 is credited witHirst introducing the notion of identity to

contemporary social science (McKinlay and McVittie, 2011). Erikson (1968)

describes identity as a subjective feeling of continuity and sameness of self and

spoke of it being both a conscious process of the iddaliand an unconscious

process, as the individual works to achieve continuity of their cha&esikson,

1969. For Erikson (1969 the term has a variety of meanivgsich can only be

made more explicit through consideration from a number of perspsctie

identifies 6ego identitydé (the ability 1t

continuity and to enable according actigisikson, 1968) as having a tripartite

naturec ompr i si ng of oneo spsyholodical geeds,dnterest har a c |

and defencesand the cultural context around the individwdlich provide

opportunities for expression and recognition of such characteristics and needs

(Erikson, 1968). In this way, optimal identity development involves finding a social

position and ra within the wider community context that coheres with the

i ndividual 6s biological and psychol ogi cal
Initial resolutionsaretrialled durhg adolescence (Erikson, 196B)deed,

Erikson(1963)takes a lifespanperspectie on development, créad) an eighistage

life cycle scheme of developmemhich identifies important psychosocial tasks that

require attention and resolution at di#fat points across the life span, highlighting

the relationship of identity tthese task§Erikson, 1963)The eight stages of

psychosocial crisis include: trust versus mistrust; autonomy versus shame; initiative

versus guilt; industry versus inferiority; ego identity versus role confusion; intimacy

versus isolation; generativity ks stagnatigrand ego integrity versus despair

(Erikson, 1963)While each of the eight si@s of psychosocial crisis amlevant to

the identity ofthe individual(Erikson, 1963)the fifth stagd 6 ego i denti ty v

r ol e c o wHich accus dubg)adolescence, can be seehdwe a more

immediate and direct relatido the development of identitindeed, Erikson (1968)

describes the identifprmation process as being a central task of adolescence

despite the process occurring throughout the life cyidies fifth, adolescent stage of

developmeninvolves the psychosocial crisis @go identity vesus role confusiah

(Erikson, 1963)where an adolescent is regpd to reexamine their sense of saiid

explore different possibilities, roles and places in sodrepreparation for
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adulthood An optimalbalance is desireavith success resulting the virtue of
fidelity andthe outcome affecting the quality of resolution that is possible with
respect to latedevelopmental stagé€Brikson, 1963).

In giving much attention to the identifgrmation process, Erikson (1968)
describes howdentity formation involves the emergence of a new intrapsychic
structure enabling the individual to choose their own path as opposed to necessarily
adhering to 6identificationsd (where a cl
features of significantthers), as experienced during childhoedr Erikson (1968),
theidentityf or mat i on process, marked by key tur
crises6) and periods of exploring meani n.
is a life time endeavouwith adolescence featuring as a critical periafhile
Erikson (1963 does not offer a comprehensive explanation of how or why the
individual develops as proposethd faces evidence suggesting that development
does not encompass sudbalete stages (Mc@e and Costdl997), he himself notes
that his theory is rather a descriptive overview (Erikson, 1964). Although there is
support &@d963 gopasdd stagastof psychosocial development
(McAdams, 200}, thevalueof this workpredominantly lies in the framework that it
offers in understanding identity in relation to psychosocial tasétslavelopmental
stages. In this wayt can be seen that the work of Erikson (1963, 1968) is valuable
in raising identity as an importaaspetof the individual for consideration

2.3.3 Contemporary approaches to identity

Fol | owi n g(19&3r 19d8)rigimaloverk on identity, five different
approaches to defining the maamof identity have developed, resulting in different
understandings dhe term, each with its own associated research tradition.

The Psychosocial pproach to identityillustrated by Erikson (1963has the
aim of integrating the rolesafn i n d i nrapsi/chia $trécturalicharacteristics
with the demands fociety in order to creatand naintainpersonal iéntity.
Successful in considering a range of infl
theories such as that of Erikson (1963) have demonstrated wide cultural applicability
(Marcia et al.,993) and providethtegrativeframeworks for applied work (Kroger,
2000). However, the precise nature of the intrapsychic developnséntetures

remains elusivewith Kroger (2000) noting that the many and varied meanings
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attributed to the concept of idigty by Erikson (1963,1968) akeit difficult to
operationalise definitions such that empirical study may be carried out.

The Sructural Stage pproachalso facesuch difficulty in explaining the
mechanisms in use, specifically thasechanisms underlying the impact of context
upon development (Kroger, 2000)his approachfollowing the tradition of Piaget
(1968),focuses upon the changimgernal structures of ego development from
which life experiences are interpreted and givenmmgalnternal ego structures
(intrapsychic organisations) develop sequentialler time, with accessive internal
structuresallowing increasing complexity in the interpretation of life experiences
The development of internatructuresenables an indidual toaccountfor
significant differelgesin the ways that theghange their understanding of
experienceshroughout their lifeHowever it does not take account of wider factors
that may influence identity structures, suchhesimpact otertain personal beliefs
included in the content of suctrctures.

A further approachhie Historical Approachaccounts for contextual factors,
focusing on changing historical conditions and their impact upon identity (for
example, the work of Baumegst 1987). According to this approach, identity is a
social construct and the problem of identity as a concern is argued to isave ar
whensocial change has occurred aradues guidanceand forms of setfiefinition
have begun to be questioned (Neubali@94).A criticism of tis approach ithat it
is unable to account for individual variation in identity, a difficulty also faced by the
Sociocultural Approach.

The Sociocultural pproach focuses on the role of society in enabling
individual identity alternatives (for example, Shotter and Gergen, 1989), where
identity is seen as being the result of cultural possibilities and limitations that affect
the individual in a particular coext. Gontexts involve relationships whéane
language and actions inform the generation of the self. As noted by Mead (1934),
people define themselves accordindntav they perceive others responding to them,
a response conveyed through verbal and behaaliocommunication. According to
this approach, an individual s identity I
context, being formed, constrained and defined by the contexts of their lives
(Gergen, 1991; Shotter and Gergen, 1989). Althpltgitkus and Nuus (1986)
contend that contextuédrcesare too stable to account for the demands and

constraints of the run of momentary situations experienced by an indivitheal. T
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Sociocultural Approach has made an important contribution to undersgandin
identity by emphasising the social context and the impact of the demands and
feedback of others wupon an i nd Howevdru a l
individual variation attests to identity being more than the result of social influence
alone

Narrative @proaches to identity, such as that of McAdams (1988) suggest
that language underpins the construction and maintenance of identity. Narratives
produced by individuals allow insight into how they make sense of their experience
and give meaningnd coherence to their livesWe cr eate stori es
according to narrative assumptionséAs
form, we come to | i MeAdamhk, 8988p.ixXoNayativeas we
approaches attempt to interrelatéernal psychological processes with societal

messageand demands (Kroge2000). A life story is therefore a psychosocial

60s |

a n(
t h

W i

construction anthetellingoft he st ory of the self synthe

(elements of the produ€tt h e tohsaetl ptdbgsqthé droess of creating the
6sel f 6 t hr consgucts)togrovida dolemce over time and experience
(McAdams, 1996)Narrative approaches to identity are therefore able to avoid the
criticisms faced by alternative approaches, being abexplain how identity
elements are integrated and able to account for individual difference, indeed a
strength of such approaches is the ability to focus upon the whole person as an
individual.

While the Narrative Approach can be criticised for In@ing able to
generalisedentity principles beyond the individual level of descriptiMarcia and
Strayer, 1996), it is important to question the value of doing so. Understanding of
identity must surely be focused on the level of the individual if inyaisbn is to
remain true to the concept and able to account for the nature of the process
undertaken by the indiglual as needed to explaindividual differencelndeed, the
data obtained by narrative analysis is limited by the meamigng structuref the
storyteller but in the same way, so t

The Narrative Approach offers a unique opportunity to gain insight into the

interrelation of sociocultural experiences and psychological processes in the coherent

00 |

formul ation of an individual 6s i1 dentity.
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2.3.4 The proposetheory of identity Socioculturakexperience as the material

subject to thedaptiveprocess of identity

Baumeiser and Muraven (1996) identitite importance of the role of context in the
developmenof identty, reconceptualisinghe fluid nature of identity as
Gdaptatiod They argue that adaptation may be the best way to conceptualise the
complex relationship between individual identity and sociocultural cqras:tt
appreciates the causal role of culture and recognises the role of individual choice and
changeFor Baumeister and Muraven (1996), identity is adaptation to social, cultural
and historical context.

Societies clearly have an important role in shapiegtity and people do
exert considerable influence and choice in their identity developmemntely
modifying their identity to their advantage within the con{@®dumeister and
Muraven, 1996)Baumeister and Muraven (1996) use the concept of adapéatibn
does not imply passive acquisition of identitgr overstate the extent of self
determinationLannegrandVillems and Bosma (2006) support this theory of
identity, presenting findingsom a quasiexperimentastudy of &' grade students
across thre different schools the USA, each school havingfferent demographic
characteristics. Findinggemonstrat¢hat identity is an adaptatido the school
context andhat the school system adaptgte perception ats students
(LannegranedWillems and Bosma, 2006)n this way taking a sociocultural
approach to identityt can be argued that there exists a relationship between identity
and contexand that this relationship is adaptivowever, this argument is also
relevant to the naative approach. lidentitypi s a pr ocess with the
product, as McAdams (1996)oposesthere must be a material for the process to
actupon n bringing about t kperiemcespwhiohcate by An i nd
their nature socioculturagxist as this material. Indeed, to the individual there can be
no other mediumeverything is experienceth this way, the concept of adaptation
can be regarded as synonymous with the process of idexstithe raw materidthe
i ndi vi du al )dsshagethy and interpreteén selation tothe context
influencing the nature of thie s eHatfisGcreatedA 6 s envhi¢hadn turncan exert
influence over the context and resultant experignoegccordance with its nature
(See Figure 1. (B1) for a summary and diagrammatic representation of this

argument and proposed theory).
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In considering the theory of identity as sociocdtiadaptationBaumeister
and Muraven (1996)Isotake a historical approach to identitgfering to a modern
adol escent o6identity crisisb6b as young pe
and no clear basis for making those choices in liglatoofrrentsociocultural context
where there ian absence of sourcedasfng definitive values and nrals.However,
Connell (2001) notes that identity developmertt he devel opment of a
own identity)may be a great deal less fluid in the reality of the institutional contexts
of everyday lives.

There is a need to be aware of med$rais thatimit the fluidity of identity
developmentas such mechanisms hinder individuals in overcoming disadvantage
(Skeggs, 2005). This is particularly relevant in relation to issues of inclusion and
exclusion in schools. Du Gay (2007) statest hotions of th individual aseing
free to develop theimwn self-identity are very pervasive in assumptions about
education however, Jenkins (2004) cautions that such fluidity in identity
development in schools may be the exception as opposed to the rule. Indeed,
identites( vari ous possible forms that may be ¢
existing as categories and labemaystill prevail in schools as learner identities are
conflated with social identities such as race, ethnicity, disability, social class or
gender. For examplércher and Francis (2005) foustudents witiBritish Chinese
ethnic identities to beegarded asdustrious, diligent stlents Learner identities
and disability identities mpalsobe conflated in a similar waw light of students
with special educational needs accangfor more tharalf of all permanent
exclusions (Deartment for Educatiqr2016b).

This would appear to lend support to the Social Model of Disability in
implying that for young people witthevelopmentadlisabilities, societal structures
and organisatiomaygenerate the barriers which constitute disablententay be
that a fixed category understanding of the identity of the young person in school can
hinder the ability of the individual to adapt theaifidentity to the school context.

For young people whharelikely to have difficulty constructing thegelf-identity,
such as those with Autism Spectrum Disorder who are already workingpgpate
their diagnosis with their sense of s@rowning, Osbourne and Reed, 2009), this
could present a significachallenge. Without appropriate support around the

adaptation process, it could be easy for the school context to be at odds with the



30

i ndi v i dideatityfpstentsakty ledding the young person to experience
exclusionin a variety of forms

Reay (2010) argues that there is a need to move from examining the outcome
of the identity formation process to interrogating the process itself, looking at how
selfidentity changes in different contexts, spaces and tiRr@sce(2014) notes that
a growing body of work across multiple disciplines indicates the salience of place in
actively contributing to selidentity and offers evidence to show how plbesed
experiences including belonging and aversion, may be internaliseshaaded into
possible selvesndeed, schooling plays a critical role in identity formation (Reay,
2010)and it wouldthereforeappear that there is a need to gain insight into the
individual experience of the school context in order to explore anyarsiip with
identity constructionThe study of identity development in the school context
remai ns O0a wa s tWillermasrand@osihd, 2006n pe83)rarad tis th need
of further research (Goosens and Phinney, 188)ool norms, practices and
expectabns provide the symbolic material that young people draw upon to make
sense of their experiences and to define themselves (Perry, 2002). In this way
identity is not a fixed quality of the self that requires introspection to be krnbisn
rather & adaptiveprocess that utilises experience of the sociocultural context to
gener at,e wahedseeInf & he i ndividual 6s experie
the process, being shapey and interpretech relation tothe sociocultural context.
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A Summary of the argument for the proposed theory of identity:

The proposed theory of identity builds on Baumeister and Muraven (1996) by further
developing and applying the work of McAdams (1996).
1.

)

There is an adaptive relationship between identity and context (Baumeister &
Muraven, 1996).

Identity is a process with the ‘self” as the product (McAdams, 1996).

If identity 1s a process, there must be a material for the process to act upon. It
is proposed that an individual’s experiences exist as this material as
everything is experienced and experience is the most basic element; it cannot
be reduced further. An individual’s experiences are also. by nature,
sociocultural.

Like the adaptive relationship between identity and context noted by
Baumeister and Muraven (1996). it can be argued that an individual ’s
experiences are shaped by, and interpreted in relation to the context. As
implied by McAdams (1996), the process of identity influences the nature of
the ‘self” produced.

It can therefore be argued that identity is an adaptive process.

Figure 1. A summary and diagrammatic representation of the proposed argument and

theory of identity.

Clauses of the proposed argument
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2.3.5 The development of identiiy earlyadolescence

Early adolescencs widely regarded as beirfgpm eleven to fourteen yeamshere
biological changes redefinitionof the self within the familythe development of
the nature of peer relationshjpsmdan adaptiorio the more complegdemands of
educational systemall raise important identityansiderationgKroger, 2000)In
particular, the biological changes associated with puberty and their impact upon
psychological processes and societal responses contribute to the -iddatéy
difficulties of concurrentlyundergoing multiple transitions across different atdas
devebpment(Kroger, 2000)Dorn, Crockett and Petersen, (1988) report tinat
biological changes of puberty appear to be viewed more favourably by boys than
girls. Boys increase size and strengthwhereas girls increase fat and gain
weight, conflicting with theEuropean cultural ideal of body shape (Petersen and
Leffert, 1995). For any individual, assimilating a new body image into a sense of
identity is a difficult task and Simmons andyBi (1987) report that girlsave a
lower sense of sekesteem and a higher selbnsciousness than boys during early
adolescenceé?hysical changes that can be identified by otlapsear to affedhe
young personds sense of identity ,to a gr
perhaps due to the assated cultural meaning that may impact upon the young
personds sens e-GunhandWeaerent(1988)y ( Br ook s
Bulcroft (1991) identifies that such changgsoimpact on parental
relationships, aparents appear to alter expectations on the sols bisie physical
appearance of their adolescent whi ch coul d al so i mpact up
sense of identityThe findings of Berzonsky and Lombardo (1983) additionally
indicate that the timing of physical maturity in relation to peers may affect an
i ndividual 6s sense of identity, with | at
having a greater likelihood of experiencing an identiigis. Berzonsky and
Lombardo (1983) reason that experiencing the self as being different to peers may
precipitate arisis of personal identity. Erikson (1968) argues that a key task of early
adolescence is beginning to come to terms with a new sense of sexual atehtity
Templeton, Lohan, Kelly and Lundy (2017) note tely adolescences a critical
periodfor embedding understandiing gender equality and sexual rightfowever
further research needs to be carried out in order to undesstandl identity

development
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Kroger (2000) proposes a number of psychological tasks foathe e
adol escent: beginning to differentiate ol
those of significant othersmtegrating bodily changes and sexual desires into
personal identity, taking account of previous identificati@mslexpressing new
capacities in culturally appropriate forms using socially available oufiteugh
Erikson (1963) does not detail specific psychological idemélgted tasks relevant
to early adolescencKegan (1982) suggests that a stage directly relevant to early
adolescence has been missedigdiiliation versus abandonmeégtage. Support for
such a stage can be found in Kroger (19889 identifies such themes in
researching student attitudes towards the self and oifiarsia (1983)adds that
early adolescercis a time of disorganisation, outlining a key identity task as
beginning to liberate oneself from the dictates of the internalised prohibitions and
aspir at isparents.infconsidermg@societal influences upon identity
development in early adolesnce, Elkind (1981) argues that clear social markers to
recogni se a young persondés development al
recognise adolescent neeHswever, in line with Piaget (1972), who indicates that
a certain lack of structure and expetiehlearning is needed for development,
Marcia (1983) argues that a lack of imposed organisation through societal rites of
passage provides ideal conditions for identity developnieaieed, it would appear
that context can affect early adolescent idgrévelopment.

Identity conflict can arise when early adolescents seek a more equalitarian
role in the family causing change to the familiar ways of relating (Kroger, 2000).
Bronstein, Fi tzger aArd(1993peporithatgparentalPi eni adz
acceptance and supportivenesgardingay o u n g p e +thastderetational o n
expression predicts a greateiliéypof the young person to cope with the transition
into adolescence. Satisfaction and dissatisfaction with specific areas of family
functioning have also been linked to identity development in early adolesaghts
a higher level ohdolescenidentity explorationin families wherghe mother
reported fgh frequencies of conflict with the adolescent and where the father and
adol escent were most dissatisfied with ol
affective quality of their relationshif?apini, Sebbynd Clark, 198p Equally,
friends ad peer groupplay an important role in ideryidevelopmentproviding a
reference for testing new identitglated skills (Harter, 1990Jenkins (2004)

contends that in adolescence the peer group moves to repdeenily as the
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primary context within which identity developss noted by Harter (1990), social
support in the form of peer approval is a strong predictor ofxsmtth for young
adolescentsAdditionally, the nature of the educational setting appeahate an
influence upon adolescent identity stitegerms of the exploration of political and
occupational alternativg®oker and Banks, 1993t would appear that the less
institutions label, and the more they allow opportunitieaflmlescents to test

possible values and future roles, the more helpful to the identity development of the
young person (Emler, 1993). Indeed, Adams and Marshall (1996) argue that social
contexts that offer a baseline of values for the neaisice and pronion of the

individual self, offer optimal conditions for identity formation.

2.3.6 The development of identiiy mid-adolescence

Mid-adolescence occurs between fifteen and seventeen years of age when

physiological change has less of a caintole in definingoneself(Kroger, 2000)

although increased levels of physical endurance and muscular strength play an

important part (Arnett, 1992). During Miadolescencehere isalsoa move towarsl

more complex ways of thinking (Kroger, 2000Q)is also a time when family

relationships are raegotiated, peer relationships gain further prominence and there

is an exploration of love relationships and expressions of sexuality, as well as of

potentid vocations and community roles (Kroger, 2000). Such concerns appear to

relate to both genders as Archer (1982) reports similarities in patterns of identity

development for both males and femaleg a time to explore expressions of

sexualityand genderol es, as Cobb (1995) notes, O6ad

new sexual feelings to an old self. They must revise that self so that what they add

fitséed (p.129). Breakwel |l and Millward (.

emotional dimensions of sexualdye distinguished from relationship aspects,

whereas both el ements wer e <LomaeptsdiFot o be i1

both gender s, It is a time to explore th

definingselfi dent i ty t hr ohipg(trikéoh,d968.6 r el ati ons
Piaget (1972) argues that at this stage of development, possibilities arise for

imagining alternative futures through more developed and organised uses of formal

operational logigcskills critical to the cognitive operations involvieddentity

formation, allowing flexible, abstract thinking skills and reality testiPgsitive
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correlations exist between many formal operational skillst@degree of identity
attained (Marcia et gl1993; Wager, 1987). Howevergsearch by Klaczski,
Fauth and Swanger (1998), I ndi cates that
future-orientated decisions based on rational rather than experimental information
may be a further prerequisite to attaining identity achieverasganding upon
Eriks o 6( 196 3) ad ecgoslenttyevarsusrol@se Rf o§i 6 n o, Mar c
(1966) proposes the Identity Status Model, proposing that adolescents can adopt
different styles of approach to identifining decisions: Identity achieved
(exploration prior @ the deciding on values / commitments); Moratorium (where one
is in the process of exploring); Foreclosure (values / commitments adopted without
exploration);or Diffusion (unable or unwilling to make commitments either with or
without prior exploration)Cété and Levine (1988) criticise the model for being
elitist, with only one |andethnogeatricawithi evi ng
identity statuses reft#ing character types in light of the sociohistorical context of its
development. However, Waterman (1988) consghdt C6té and Levine (1988)
underesti mate thevesded oft att ues , 6 iwidye tthi twyh ean
domain rather than overall stataategorydelivers a much higher percentage for
those able to use this status (Waterman, 1985). It can also be argued that C6té and
Levine (1988) have failed to appreciate the crmdtural validity of the peadigm,
which has beereviewed by Marcia (198) andis able to demonstraigtility in a
number of countries including Denmark (tson, 1974) and South Koreaufty
1984).

Keating (1980) suggests that thinking about possibilities, thinking ahead,
considering hypotheses, thinking about thought aimking beyond conventional
limits, distinguish midadolescent thinkingAll of which arguably play a role in
beginning to develop meaningful life philosophies and valdgkson (1968) argues
that adolescents need ideological guidelines to bring order and meaning into their
lives. However Adams (1985) highlights that such cenns are not central in the
lives of mid-adolescents, noting relative lack of research on how commitment to a
general political ideology and system of social values evolwdsed,Zeldin and
Price (1995) identify that social policies aimed at+abescents often focus upon
trying to prevent problem behaviours and address perceived deficits, with minimal

attention being given to the promotion of optimal identity development.
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While research into the social contexts important in shaping the lives and
identities of midadolescents has focused upon the family, peer group and school
(Kroger, 2000), Zeldin and Price (1995) note the role of numerous additional
contexts, such as youth organisations, religious organisationzuahdsector
institutions. Whaén and Wynn (1995) note the flexibility, intentionality, initiative,
responsibility and connections to broader goals that such organisationsloifiey
with their role in promoting institutional and community membership, needed for
identity developmentAs Yates and Youniss (1996) report, community service in
mid-adolescence can be seen to encourage greater patitical interest and a
sense of ideological identity, although the kinds of service experience to best aid
values meaningful to the developmei identity warrants exploratioAdditionally,
md-adol escence is often concerned with as:¢
further education or work (Nurmi, Poole and Kalakoski, 1994; Skorikov and
Vondracek, 1998)There is support foE r i ksg€1868)aclaim that finding
meaningful sense of vocational direction is concerning to young people (Vondracek,
1992. Grotevant, Cooper and Kram@m086) report that secondary school students
who explore a variety of career possibilities makeeachoices more in lineith
their personality and needsltlough Steinberg and Dornbusch (1991) share a less
optimistic picture of the value of engyiment during mieadolescence,at least due
to therepetitive, isolateédnd unskilled nature of employnt on offer to this
demographic (Greenberger and Steinberg, 198@&Never, indings suggeghat
identity exploration has a role to pléyeing a stronger predictor of career maturity
than selfconcept (Wallacd8roscious, Serafica and Ospow, 1994).

Mid-adolescencevolves exploringopportunitieslife philosophies, social
values and religious and spiritual orientations (Bishop and Indert)i1995;
MarkstromAdams and Smith, 1996), with peer support and opportunities for the
mi rroring olayingaceniral role ia $eteéngion gKroger, 2000).
Adolescents attempt to raise their profile through their behaviour, attitudes,
appearance and style, attempting to actively play different roles without any depth of
commitment or responsibility (Lwu, 2014)lt is a time when peer groups and
friendships take primary focus and new forms of relationships within the family
emerge (Akers, Jonesd Coyl, 1998; Coleman, 1974)id-adolescents begin to
individuate, renegotiate external and intrapsychic links with parents and assume

more responsibility for their decisions and lives (Kroger, 1996; Silverberg and
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Gondoli, 1996)Adolescents in families that encourage individualitg a

connectedness are more likely to expldiféerent identity alternatives (Bosma and

Gerrits, 1985; Grotevant and Cooper, 1985, 1986). Additional familial factors related

to identity developmentinmid d ol escence include tBhe

gual

affect towards both their mother and father, having a significant effect upon sense of

selfesteem and coping ability, including exploration capacity (Paterson, Pryor and
Field, 1995). Zani (1993tates that whilparents influence attitudes towards the

future and perception of social reality, peers enable new social skills to be learnt and

offer support through shared experiences. Peers enable different possibilities for self

definition to be testednd reflected upon. Akers, Jones and Gb9P8) notehat
mutually identified best friends amongst raidolescents have similarities in their
identity status, behaviours, attitudes and identity goals.

School is also an important context affecting identity developfoemnid-
adolescentRoker and Banks (B3) highlight the importance of school setting,
reporting that a significantly greater proportion of private school girls were
foreclosed in their identitgefining decisions, contrasting with state school girls of

comparable age and family background, wieve far more likely to be

Omoratoriumd or o6diffused in their polit]

Omoratoriumbé in their occupational di
the relatively homogenous environment of the private school, vehadents are less
likely to be exposed to competing ideological vipuaints and encouraged to make
career choices at an early age, was likely to be associated with foreclosed identity
developmentTaylor, Gilligan and Sullivan (1995), in their study obéekcent girls,
report that secondary schools are not designed to support relatioasiigshool
environments that provide opportunities for a strong sense of interpersonal
connection for female students are central to facilitating identity development for
these stuents. AdditionallyRaphael, Feinberg and Bachor (1987) report that the
identity status of an adolescedefinedu si ng Mar ci a0 sevokes9 6 6 )
differentresponses, witstudenteachers indicating a greater attraction for students
engaged in the process of identity exploratiod mo r a tamdmating thi 3tatus
mostpositively. This islikely to affect classroom interaction pattearsd may be a
factor in optimal identity developmer@ryer (1994) proposes that identity

formation can be encouraged by providing adolescents with educational

environments that stimulagxploration and commitment, with an iderkégghancing

reci
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curriculum that promotes student exploration, responsible choice and self
determination. He writes of the value of stimulating Hjol@y and appreciating how

the past is connected to the present thinauglti-generational social interactipim
addition to enhancing sedfcceptance and providing positive feedback from teachers
and counsellors (Dryer, 1994). It would therefore appear that for those-n mid
adolescence, different environments that prordeatity exploration are likely to

facilitate the identityformation process.

2.3.7 A summary of the development of identityadolescence

Adolescence is an important tinrethe development of identity.gy tasls of early

adolescence includsarting to liberate oneself from the internalised prohibitions and
aspirations of one0 degipnngte cometo terivsawitlca a |, 19
new sense of sexual identitigrikson,1968) Indeed, as Kroger (2000) identifies, the

biological changeassociated with puberty and their impact upon psychological

processes and societal responeestribute to the identityelated difficulties of

concurrently undergoing multiple transitions across different areas of development

(Kroger, 2000)Mid-adolescaceis alsoademanding time in the development of

identity. It is atime for developing skills critical to the cognitive operations involved

in identity formation (Piaget, 1972), a I
(Nurmi, Poole and Kalakoskl,994; Skorikov and Vondracek, 1998), a time to

explore identity (Wallac@roscious, Serafica and Ospow, 1994) and a time for new

social skills to be learnt and possibilities for s#finition to be tested amongst

peers (Zani, 1993)t is also a time wheminimal attention is being given to the

promotion of optimal identity developmefateldin and Price1995).1t can therefore

be seen that adolescence is an important and difficult time for young peopler, and
youngpeople with ASD, the existence of faer challenges can make identity

developmenall the more complex.

2.3.8 The construction of identity for younqg people with ASD

For young people with ASD, there is the additional task of integrating their diagnosis
with their sense ofedf (Mogenserand Mason, 2015As Browning, Osborne and

Reed (2009) note, adolescents with ASD are likely to struggle with forming their
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identity. It can be appreciated that attempting to reconcile your ASD identity, which

isarguablyd much more a panti by Bomeberedamedway

gender iséd (MaclLeod, Lewis and Robertsol

being a student in a mainstream school with all the assumptions of neurotypical
functioning upon which that identity is based, must bballenging undertaking.
This is in line with Stevenson, Cornell and Hinchcliffe (2016), who state that
understanding what ASD means on a personal level can be an important process for
a young personlhey highlight the importance of being able to undextahat
ASD is as a way of coping with the challenges and difficulties that it presents,
reporting that for young people with ASD, sharing experiences with others who have
ASD is beneficial (Stevenson, Cornell and Hinchcliffe, 20A8) alternative
approab to aid understandinig notedby Fein (2013), who reports thadolescents
with ASD draw upon shad mythologies from comic booksd video games as a
way of expressg and processintipeir experiencesndeed, understanding the nature
of ASD has been fond to be a contributory factor to mental health difficulfes
young people who have an ASD diagndsisbron and Humphrey, 2014jhrough
the medium of a schodlased project for students to explore and share their
experiences of being autisti§tevenson, Cornell and Hinchcliffe (2016) report
findings that, m addition tomaking sense of aASD diagnosisexperiencing
difference and the transition into athdodalsoemerge as key themés young
people with ASD

Degite being so important to such individuals, little attention has been given
to the construction of identity for individuals with ASD, not least due to the
assumption that social worlds hold little importance for them (Baga@i7). A
result of such inention appears to be that autistic adakperience living with the
conseqguences of an identity that feels foreign to them (Milton and Sims, 2016). As
Bagatell (2007) notes, constructing identities is hard work, it is a struggle to

orchestrate confliatig discourses and to assimilate various (okxguiing creativity

and ingenuity. As Giddens (1991) states,

behaviour ébut i n the capacity to keep

continually integrate eventghich occur in the external world, and sort them into the

a

ongoing O0storyd Idebtitydavelopnhestissrguadly@ larfggly. 5 4 ) .

social process (Levesque, 2011) and given this, along with recognition that the social

world can be challeging far individuals with ASD identity development is likely to
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be a difficult process for adolescents Wit8D (Artar (2007), Henry (1994), Willey
(2003) and Ybran2008)). Indeed, Walker (1996) proposes that implicit and explicit
feedback receiveftom other people is crucial to the process, with identity
development requiring interaction and feedback from family and peers (the main
social groups for adolescent$here is also the task of making sense of different
social roles, contributing to difficulties in identity development for young people

with autism(Levesque, 2011). Adolescence is already a challenging time in the
development of identity, as the adoleddeansitions from the security of the family

to experiment with peers before reaching complete autonomy (Levesque, 2011), but
it would appear that the task is exacerbated for young people with ASD.

Baines (2012) argues that rather than assuming tiagyeeople with an
autistic label are isolated from the sociocultural process of identity development, it
should be recognised that such young people make a deliberate effort to promote a
positive perception of themselves. Baines (2012) reports that tegjagled as
autisticd had a negative effect upon ho\
were perceivedand that the young people responded by attempting to distance
themselves from the | abel of O0autismd t hi
different speech acts, individuals involved in the study positioned themselves to be
heard and valued (Baines, 2012). For example, Baines (2012) reports that
perceptions of ability continuously arose through social interaction for the young
people and thahese played an important role in shaping how their identities as
learners were negotiated. Through their positioning, which went as far as
compartmentalising their disability, these young people worked to be regarded as
6normal 6 and t orovnderms,aistgneny thenselvesrfron thew i
label and its associations (Baines, 201t3hould, however, be noted thahile
Baines (2012) uses originaterviewdata taillustrate helinterpretationthere is no
triangulation of findingsAlthough,Baines (2012) does usepasitioning analysis of
videorecorded bservations of gaample ofL2 young peoplavho each have a
diagnosed disabilit¢including thestudyparticipants) to create a positioning chart
and contextualise participant cas8@isaring déa from individual participant
observation to fuher illustrate interpretatioroald have further supported the
conclusions drawr(Further critical consideration of Baines (2012), with findings in
support of the overall quality of research design, can be found in App&ndible
3).
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Mogensen and Mason (2015) also draw attention to the significance of the
autistic label for youngeople negotiating identity. They state that young people
diagnosed wittASD are typically portrayed as being different to others, with
generalisations made about thewek which tend to define tlexperiences of these
young people as either positive @gative (Mogensen and Mason, 20X4hg,
Williams and Gleeson (2017) report the finding that young people with ASD have an
understanding of themselves as being different from their peers through making
social comparisonsn agreement with the findings Blines (2012), Mogensen and
Mason (2015) note that while young people with a diagnosis of ASD patrticipating in
their study were generally accepting of the ways in which they differed to others,
some resisted autism as a social or public idem¥ogenserand Mason (2015)
report that trying to pass as O6normal 6 i
literature andGoode (2007) illustrates that the perceived stigma associated with a
diagnosis can lead people to attempt to mask or conceal their diffsréroblems
with publicly disclosing an AS@iagnosis can occur even when there is recognition
that such a disclosure would be beneficial at a personal level (Davidson and
Henderson, 2010). As Goffman (1963) identifinchis Theory of Socialt§ma,
pari cul ar | abels have the power to destroy
people this may be particularly significant in light of their stage of development and
the associated need to fit in with peers (Humphrey and Lewis, 2008). Indeed,
Mogensen and Msabn (2015) report thathether the diagnosis of ASBas
experienced as an advantage or disadvantage depended on the extent to which it
facilitated sekknowledge and controrlhis is illustrated in the findings of Hednr
and Humphrey2014).

In thisrespect, it is interesting to note that the use of idefitaylanguage is
preferred by a large proportion of the autistic commusitigh that one might speak
of an od6autistic individual 6 as opposed t
The findings of Kenny et al. (2016) also demonstrate such a preference amongst UK
autistic community members (3470 autistic people, parents and those in their broader
support network)Kenny et al. (2016) reporth e t er m O6auti sti cb6 be
large perentage of autistic adults, family memhdrigends and parents but far fewer
professionalsand t he term &6édperson with auti smod e
professionals surveyed but far fewer autistic adults and parents. This use of-identity

first langua@e appears contrary to the accepted convention when referring to an
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individual with a disabilitfAmerican Psychological Associatia?2010) It must be
considered whether such a preference amongst the autistic population is an attempt
to take control of ta impact of the diagnosis upon individual identity, positively
structuring personal identity around difference and taking pride in the individual
difference that the label attributess opposed to viewing the identitiyst language

as allowing the diagrsis to overshadow and dictate the identity of the individual.

However, Kenny et al. (2016) note that there is no single universally accepted
way of describing autism that is preferred by the UK autistic community, implying
that the approach taken to as@iting the diagnosis with individual identity is a
matter of personal choice and preference. That the positive nature of an autistic
identity is highlighted as a common thread inliole discussion groups for autistic
I ndi vi dual s ( Br2003)addibowallyamptes tBab ddeh ladsimilation
may be an aspirational and difficult process. Such findings lend support to the
argument of Baumeister and Muraven (1996), that identity is adaptation to context,
as young peopleith autismwork to adapt andonstruct preferred identities across a
range of contexts including school and home (Baines, 2012). The result is a complex
sense of identity in relation to others (Baines, 2012). Support can also be found here
for the Social Model of Disability, highligimtg the value of exploring the identity
constructs of young people with autism and the impact of different contexts. As
identified by Mogensen and Mason (2015), theneot only a need to mininmezthe
stigmatisation and marginalisationtbbse with aliagnosis of ASDbut there is also
a need to provide the spaces for young people to experience a sense of control in
their own lives. As previously noted, a fixed category understanding of the identity
of an autistic young person in the school context hagler the ability of that
individual to assimilate their diagnosis and positively adapt their identity.

It can therefore be seen thdéntity development is likely to be a difficult
process for adolescents with Autism (Herir994; Willey, 2003; and Yiant, 2008).
Young people with ASD have a complex sense of identity in relation to others
(Baines, 201pand are faced with trafficult additional task of integrating their
diagnosis with their sense of self (Mogensen and Mason, 284%he perceived
stigma associated with a diagnosis can lead to attempts to mask or conceal
differences (Goode, 2007#hany young people with ASD work to adapt and
construct preferred identities across a range of contexts (Baines, 3608yl is one

such important contex@nd, as a autistic labemaybe particuldy significantfor
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young peoplen light of the adolescerstage of development and the associated need
to fit in with peers (Humphrey and Lewis, 2Q08chool experience masohave

an important role to play seltidentity.

2.4 SchoolExperience

2.4.1 How is the experience of school different for young people with ASD

compared to their neurotypical peers?

DePape and Lindsay (2016) rep@xperiences at schaas being a key theme in a
qualitative metasynthesis of lived experiences from the perspective of individuals
with ASD. Within existing literatureDillon, Underwood and Freemantle (2016)
identify four key aeasthat affect the quality of school experierfor young people
with ASD: perceived relationships with teaching staff; general school functipning
social skills;andthe interpersonal strengths of the individual. Althottgibron and
Humphrey(2014) identifythe keydomains of social and academic skills as yielding
unfavourable comparisons for adolescents with ASD compared to their peers
(domains particularly salient for adaptive functioning in the mainstream 3chool
Dillon, Underwood and Freemantle (2016) repodt tuantitdive seltreport
measures indate an overall school experience similar to that of neurotypical peers,
with content analyses showing similarities in overall functioninghould however,
be noted that thiendings of Dillon, Underwood and Feenantle (2016) come from a
single school sample, raising questions about external valldigysirgle school
sample enablesontextual factors to be the same for participants in both the target
group(individuals with a diagnosis on the Autistic Spectrandl controgroup
(typically developingndividualg, reducing between group varian¢¢éowever it

can also be seen to reduce the generalisability of findasgise schoolinvolved
couldbe a unique case.

Osborne and Reed (2011) report that the size of the secondary school and the
class size positively impact upon students with ASD, with the availability of support
staff being a positive factor in school progress and the reduction of emotional and
behavioual difficulties, but reducing improvements in ggocial behaviourt is
interesting to note that there are apparent differences in the way that peer support is

used and viewed between those with ASD and their neurotypical peers (Dillon,
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Underwood and Faamantle, 2016)with those with ASD havingaf fewer close

friends who areised as a means of social and academic suppdeed,Saggers,
Hwang and Mercef2011) state the importance of receiving adequate support in the
classroonfor individuals with ASD

Findings from the single school sample used by Dillon, Underwood and
Freemantle (2016) also found that students with ASD held generally positive views
regarding their teachers, with good relationships being attributed to teachers having a
caring and helpful manngasind where feeling comfortable in school was related to
being known by teaching staffhe importancef having understanding teachers is
also eported by Humphrey and Sym@®10) and by Guleéslan, Ozbey and
Yassibag2013).

In addition, Dillon, Underwood and Freemantle (2016) dtadéboth
neurotypical studen@nd students with ASD expreaspreference for group wor
and demonstrate pretrence for more interactive teaching stykgporting
research that effective teaching is interactive and explicitly deliveredi¢gost
Keane, Clark and Lane, 2012ndividuals with ASD have commented that they
learn best when an activity indson, such as carrying out an expeent (Marks
Scharader, Longaker and Levi2900) as well asvhen they have been given a
choice of activity (Connor, 2000$tudies also repbthat individuals with ASD can
have difficultyregarding assignment dlanes and heavy workloads (Carringtemd
Graham, 2001; Saggetdwang and Merce£011) as well adifficulty with
handwriting and teing notes (KriegerKinebanian, Prodinger and Heig012;

Penney, 2013; Saggetswang and Merce011).

Sanders and Munford (2016) report that school experience was a discordant
element in the selfarratives of neurotypical young people who did not complete
their schooling and note that if Giddens (1991) is correct, young people who
experience school asdhtening, hostile, foreign or unwelcoming are likely to
struggle in sustaining a coherent sadirrative and will either remove themselves or
precipitate circumstances whereby they are exclugleldavioural expression of the
difficulties of being in this psition may also unintentionally contribute to an
i ndividual 6s per manent exclusi on. [t i
population of adolescents who have a diagnosis of ASD there is a high level of
behavioural difficulties (Osborrend Reed2011; Ashburner, Ziviani and Rodger,

2009 with these young people experiencing significantly greater anxiety,
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depression, angeaind lower selconcept than their neurotypical peers (Hebron and
Humphrey, 2014). Reid (2015) reports findings that suggastniversity students
who have a diagnosis of ASD experience tensions as a result of their current
educational experience, tensions ranging from incompatible options to competing
perspectives.

Theeducationaknvironment can also be a source of tendtarmphrey and
Lewis (2008) share findings that for some individualre o6 pushi ng and
(p-37) in smalkchool corridors presenéschallenging situation. Changes to routines
at school can also be a source of anxiety (Humphrey and | 20@8). Isses around
sensory processinguch as difficulty being able to work as a result of the level of
classroom noise (Humphrey and Lewis, 2008; Penney, 2013; Smith and Sharp,
2012) and challenges associated with unstructured time at break and lunch (Connor,
2000) also presented difficult circumstances for individuals with ASD to marage.
further challenge is stated biebron and Humphrey (2014hat young people with
ASD feel a sense of being different to others with bullying being a key concern.
Although Hebron and Humphreys (2014) detail a relatively small sample size and a
qualitative sample that is effectively ssklecting due to the requirements for
interview participation, leading to concerns regarding external validity, minimum
power requiements are met and interview findings do appebetmnsistentwith
similar research in the area. IndeBdmphrey and Symes (2010) state that bullying
is a major issue for young people with ASD in mainstream schblsindingsof
t he Ostiadled @ f rHebioie and/Humyhrey (201#dicate a wide range
of coping strategies being used, as young people with ASD work actively to hide
their anger and anxiety, indicating a desire to not be treated differently to others and
demonstrating a leardesef-reliance

As identified by Dillon, Underwood and Freemantle (2016), ultimately it
appears to be the effective integration of support that underpins a positive school
experience for students with ASDiscreet support, so as not to attract attentio
from classmates also appe#n be preferred (Saggeksvang and Merce011).In
aiding the experience gecondary school studemtgh ASD, Hebron and
Humphrey(2014) suggest thahe following could be of benefi& raised awareness
of theprevalence of internalising problenssbetter understanding of the triggarsl
response orderto informbehaviour management strategiadclitional monitoring

and support with regard to bullyingndusing regular dialogue as a collaborative

S |
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strategyfor addressing diculties. As Farrugia and Hudson (2006) note, the profile
of behavioural difficulties amongst young people with ASD may be different from
other adolescents. Thesuld imply that an associated difference in the natutbheof
support aveable isnecessary.

Oh (2012) reports that identity and inclusion were found to be indicators of
the tension formed by student experience of the ethnic identity outside of school
being at odds with that inside of school. Being aware of the identity constructs held
by young peple with ASD in relation to school and school practices may therefore
be important irunderstanding their experience of school compared to that of their
neurotypical peerd he recent study by Cox et al. (2017) exploring the college
experiences of studentvith ASD isfoundational in acknowledging identities in
relation to educational experience for individuals with ASDx et al. (2017) report
tensions between the private and public idesgiof participants, revealing a struggle
between their public &irts to be seen as the same as others and their private efforts
to embrace ASD as part of their own unique identity. Cox et al. (2017) state that for
these students, consideration of whether and when to share their ASD diagnosis with
peers involved consatation of both who they were and how they would be
perceived by the culturd their educational settindt must, however, be noted that
astudy limitation exists in the participant sample, being disproportionately
comprised of white male students of eageor higher intellectual abilityCox et al.,
2017) limiting the generalisability of findingdt is alsoa participantsamplethat,
due toa sampling frame which includése criteria that participantseadregistered
with the local Centre for Autism and Related Disabilitisdikely to have yielded
participants who are more open to accepting an ASD diagnosis and who are likely to
have had access to additional supports unavailable elsevthear therefce be
seen that confounding variables exist, limiting the external validity of findings
Despite such limitationghis studyremainsvaluable in raising awarenessaof
important aspect of educational experience for students with AS&hat warrants
consideration and further investigationsliggests the value of investigating the

relationship between school experience andidelitity for young people with ASD.
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2.4.2 The need to hear the voices of younq people with ASD

Young people have a right feeely express their views and perspectiaesl for

those views and perspectives to be heard, especially in relation to issues affecting
their lives(United Nations1989). Young people are the group most affé ¢ty
educational practiceend are ideallyositioned to voice their schooling experiences
(AjodhiazAndrews,2016). Fbwever theyare the least consulted aledst involved

in collaboratioras to how such practicasd experiencesffect their lives (Cook

Sather, 2002). This is particularly true femung people with disabilities

(Wickenden, 2011)Support for the significance of school can be found in DePape
and Lindsay (2016), who report Oexperien:
emergent themes in a metgnthesis of lived experiences from fherspective of

adults with ASDHowever, acounts of such lived experiences eelatively

unheard as research about ASD has primarily been based upon the Medical Model
(Mogensen, 2011)This isdespite research showing the importance of understanding
ASD from firsthand accounts (Jones, Quigney and Huws, 2@b8)ability of

young people to actively engage in research concerning their lives (Dockett and
Perry, 2007)and calls for children with ASD to be more directly included in the
research process (Pat, 2015).

In addition, most research on ASD focuses on the accounts of parents,
siblings and health care providers as opposed to children or adolescents (DePape and
Lindsay, 2016), with little attention to what a diagnosis of ASD means for the lives
andexperiences of children and young people (Mogensen and Mason, 2015). As a
result, DePape and Lindsay (2016) identify a need to explore the lived experiences of
children and young people with ASD, recommending this as an area for further
researchRecommedations for further study following laocal Authority research
project into differing rates of school exclusion also call for this undertaking
(Derbyshire County Councilducational Psychology Servic2016). Such an
exploration is particularly apt in light of recent research findings by Dillon,
Underwood and Freemantle (2016), that despite consistent school experiences for
both students with ASD and age and gender matched neurotypical students,
differences were found in the ways in which theugoperceived aspects of school.
For exampleanalysis of data from serstructured interviews revealed that peer

group dynamics were operationally different between the two groups of students
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(Dillon, Underwoodand Freemantle, 2016)s identified by Dillon, Underwood and
Freemantle (2016), listening to student voice provides researchers with meaningful
insight and empowers those individuals who may not have otherwise had an outlet,
providing a valuable method tinderstand the experiences of young people within
the education system (Harrington,sk&r, Rodger and Ashburner, 2013

2.4.3 The ole of school irself-identity

With adolescents spending twetgurs a week oveat least ten months a year at
school (LannegandWillems and Bosma, 2006), school remains the primary arena
and key societal institution for young people to engage with differences and develop
their identity (Reay, 2010)Vithin schooling hierarchies of official school
knowledgeand peer group hierarchies must be negotjated status, reputation and
public image, in the eyes of both teachers and peers, must be managed (Reay, 2010).
Seiffge-Krenke (1993jdentifies the establishment and maintenance ofidetttity,
along withschool life andrelaionships as beingkey area of change and insecurity
for young peopleAccordingly, school is one of the most important domains in
identity development in mid and late adolesee(i@osma, 1985; Van Hoof, 1998),
not least becauselsoolprovides the young person with access to peers

Peer groups allow adolescents to compare themselves with each other and to
establish a personal sense of identity (Nawaz, 20i Rdolescengeself
comparison becomes important as young people try to associate their identities with
their peers (Hill, Branell, Tyson and Flint, 2007Active involvement in peer group
activities allow the exploration of different values and norms, as well as the
exploration of different experienc@Rageliene, 2016). I alsolinked with a
reached identity (Pugh and Hak§99).A peer groumot only supplies emotional
support as goung person negotiates their identity, but also provides a social status
for identity development (Nawaz, 201Rassart, Luyckx, Apers, Goossens and
Moons (2012notethat through communicatingith peers, adolescents cdiscuss
identity issues and carceive peer approvah-turn, achievingheiridentity more
easily.As reported in asystematic literature review into the link between adolescent
identity development and relationships wittepggRageliene2 0 1 6 ) , adol esc el
identity development is positively related to their relationships with peers. Belonging

to a peer group and holding relationships with peers based on mutual respect and
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acceptance are positively related to adolescentitgelevelopment (Rageliene,
2016).More specifically, indings reveal thaattachment to peers abélonging to
peer groups, along with the support provided from good relationships with friends,
are positively related to adolescent identity development (Nawaz, 2011; Pugh and
Hart, 1999; Meeus, Oosterwegel and Vollele2P02).Rassart, Luyckx, Apers,
Goossens and Moons (20X&2ate that such good, supportive peer relationships are
positively related to identity development because they can aid the prevention of
stagnation in the process of identity exploration. Although it must be noted that in
carrying out a correlation analysis, Rassart, Luyckx, Apers, Goossens and Moons
(2012) cannot determine any causal relationshiidentify predictive factordt can,
however, be seen that through providing wide and varied opportunities to interact
with peers, shool offers adolescents an important identity development opportunity.
Academic work in school can also afford such an opportuRigy (2010)
states that the current focus on testing and measuring in education has led to the
power of categories of aliif for identity and identification. Brantlinger (2003)
reports that middle class parents and t hi
essence of positive identityd (p.40) and
primary school girlspoke pessimstically when describing how theys themselves
in relation to schodesting From the analysis otusvey datgn=1648, focus group
discussions (n=123) and sestructured interviews (n=20Renscombe (2000)
argues that for young people at secondary saolbolareinvolved in General
Certificate of Secondary Education (GCSE) wfwiork predominantly carried out in
Yearsl0 and 11 in the school system of England and Wdleskvidence suggests
that GCSEs are regarddxy young peopl@s a standard against which to measure
Otpher sond ( p. 36 6tandardafsacademio attairmmdDenscomize
(2000) states thanhilight of the diminished roles of previous anchors for-self
identity, such as social class, ethnicity and gender, GCSEs are gaining in
significance for the individual, providing an objective point of referdacéhe
young persomegarding who they amnd a standardised measurehaiw they
compare tathers. For the young person, their GCSEs provide a symbol of their
sense of self and identity (Denscombe, 200@grweaving individual seifdentity
and school experience to the potential detriment afetsbudents who require

additional supportAs Denscombe (2000) reporssicces or failure at GCSEs is
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perceived by young people as having a major impact upon their feelings-of self
worth.

In exploring thadentitiesand experiencesf London school children
i denti fied by their schools as being at
Hollingworth and Arche(2010) argue that the way in which schools are materially
and discursively constructed can i mpact
and heir enggement with learning,limately affecting their relationship with
educationAs Lee and Breen (200 suggestt o avoi d stwmissent &édrop
important for young people to experience a sense of belonging to their school.
Orientations to practice in schools that enable students to experience a sense of
belonging6t r ansf orms school from a place that
creates possi Ipild9)iassistiagin thie@reation bi@ositigeestudelt
identity (Sanders and Munford, 2016).this way,identity development through
adaptationrmay occur, in accordance witBaumeister and Muravgd996) A young
personds schooling can therefor-aentte seen
through thevariousways that their school is constructed, the levébGISE
attainment that thegcammplish at school and the sense of belonging that they

experience.

2.4.4 The need to explore the relationship between school experience and self

identity for young people with ASD

To date, no research has explored the relationship between UK sgpedknce

and seHidentity for young people with ASDAppendixB details the systematic
search strategy and method used for the identificatioesefarctstudiesrelevant to

the current questigralong with search resulta search of five electronic tEbases,

an electronic archive of theses and various hand seaeshéted in the

identification of one stud¢Cox et al., 2017)elevant to the current research question
(seeAppendixB). Therecentstudyby Cox etal. (2017)whi ch r ecei ved a
score according to the Weight of Evidence criteria (Gough, 2007) vathin
systematic reviewf literaturerelating to the selidentity of young people with ASD
(AppendixA), describegensions between publand privatedentities withinthe
college experiencef USA students who have a diagnosis of A@Bbdis

foundational in acknowledging identities in relation to educational experience for
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individuals with ASD.It is a study that suggests the value of investigating the
relationship between school experience andidelitity for young people with ASD
reflecting calls for research intdentity development in the school context (Goosens
and Phinney, 1996)ndeed, tudents with ASD are likely to have difficulty
construting their identity (Browning, Osbourne and Reed, 2009), working to
integrate their @dignosis with their sense of seif addition to negotiating the
challenges already involved in the development of identity during adolescence.
These arefwallenges made more difficult by the very nature of ASD, which may act
to restrict typical forms of adolescent developrakstipport,such as the peer group
(Harter, 1990)During the context of adolescedévelopment,egconciling an ASD
identity with the experience of being a student in a mainstream school (with all the
assumptions of neurotypical functioning)ay be difficult causingndividuals to
struggle to psychologically, socially and pragmatically integrate into mainstream
school life.In this way students with ASD are at high risk of permanent exclusion
(Department for Education, 2006

A systematic review designedittentify existing research relating to the
selfidentity of young people with ASPAppendix A) also revealed that few studies
have offered insight in this area. Of thi
score according to the Weight of Evidenciecia implemented (Gough, 2007),
indicating a high quality of research design and an appropriateness and relevance to
the review questiofsee Appendid, Table 4) only three studies explored the
nature of selidentity for young people with AS[Dritschel, Wisely, Goddard,
Robinson and Howlin, 2010; Mogensen and Mason, 2Babies, 2012 Two of the
five studies found that young people with ASD experienced impairments related to
self-knowledge and selfoncept Robinson, Howlin and Russell, 2017, arat|By,
Lépez and Saunders, 2010, respectivedydhird study(Dritschel, Wisely, Goddard,
Robinson and Howlin, 201@&xplored whether young people with ASD considered
others taknow them better than they know themselrsdings impliedthat this
was indeed the case and sugegeéttat those with ASD have more pronounced
difficulties with knowledge of their inner statd3r{tschel, Wisely, Goddard,
Robinson and Howlin, 2010The remaining two studies sought to explore the
construction okelf-identity for young people with ASIMogensen and Mason,
2015;Baines, 202), reporting respectively that young people with ASD negotiate

feelings of being different in individually different ways and that young people with
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ASD work to negotiate theidentities, knowing that their interactions impact upon
how they are perceived in different contex&ee AppendiA, Table 2 for an
overview of each of these studiels)s therefore apparent that the nature and
construction of selidentity is an arewarranting further research, particularly in
light of findings that impairments exist for young people with ABDI{inson,
Howlin and Russell, 2017; Farley, Lopez and Saunders, 2010)

Within this literature review it rebeenargued that identtis an adaptive
process that utilisesxperience ofhesociocultural context to generatéselo , a n d
the literature reviewed suggetitat school may be an important domain of identity
developmentlt is hoped that applyintheinsights gained through an omgil
approachexploring the relationship between schogbertence and selfientity,
may be able tinform effective inclusive practicend supporfor young people with
ASD, aiding wellbeingThis studyalsoresponds téhe recommendation afrecent
Educational Psychologyevice projectvhich compaeddata from high and low
excluding schols across aocal Authority and recommended that further research
explorestudent voice data in relation to inclusive and exclusive school practice
(Derbyshire County Council Educational Psychology Send6d6).As previously
noted, the literaturealls for young people with ASD to be more directly included in
the research pcess (Potter, 2015 his research therefore seeks to examine the
identity constructs within school experience narratives produced by yewopiep
who havea diagnosisof ASD r espondi ng t o Whhtaretheesear ch
identity constructs of youngeople with ASD who attend a mainstream secondary

schoold
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3 Methodology and Method

3.1 Section Overview

This section starts by outlining and justifying the methodology selected for this study
in light of broad methodological issues arahsiderations. Details of the method,
designed to best address the research question, are then provided over three sub
sections ParticipantsProcedurgand Plan oAnalysis. Within these subections,
justification relating to the choice of method i®ywided, highlighting the steps taken

to enhance the credibility, transferability and dependability of findings (the
respective qualitative parallels to internal validity, external validity and reliability
according to Guba and Lincoln (1989A further tireesub-sections then respond
respectivelyto additional considerations relating to dependabdlitgcredibility,

researcher reflexivitgnd toadditional considerations relatingéthics.

3.2 Methodology

As Danziger (1988) notes, methodology is not onticklty neutral. Methodological
approaches to psychological investigation are necessarily grounded in an ontological
position, a general view of what exists (Richardson and Fowers, 1997), and as Tuffin
(2005) identifies, Ot bheeveemontogyamd i mpor t ani
epistemology, since alternative realities will necessarily entail knowledge of those
realitiesd (p.44). Ontological and epi st
to have methodological implications within psychological research

Experimental designs exemplify a quantitative methodology, grounded in the
numerical and objective, where statistical analysis enables prediction and
explanation, and where planned and controlled investigation produces generalizable
results. This appra is built upon a realist ontology, where the external world is
recognised as having independent existence, and as such, is quantifiable and subject
to the laws that explain it. The epistemological position of Objectivism can therefore
be seen as undermpimg this ontological approach, as reason and logic work to
organise perceptions in such a way that reality may have a mental representation.
However, to subscribe to this position is to make the empirical claim that if the

measure is accurate enough, oaa state with some degree of certainty regarding
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the object of study to which the measure is being applied (Langdridge and Hagger
Johnson, 2009). This is not only dismissive of the impact of context, but in being so,
oversimplifies the subjective aspeotseality, not least the independent and
autonomous nature of the human subject. It can therefore be seen that in order to
address the research question, a more comprehensive ontological and
epistemological perspective is required, one which allows fleethodology that is
more inclusive regarding the subjective elements of reality. It is for this reason that
Narrative Orientated Inquiry (NO(Hi | es and Lhasheegdelecte@a%0 8 )
an appropriate methodology for this study.

Grounded in Narrative Psychology, there is an implicit assumption that
human beings make sense of experience through selecting and arranging the data
according to story structures (Bell, 200Zhis affords the opportunity to construct
meaning, as experience of individual human actions and events are organised,
contextualised and integrated into a coherent whole (Polkinghorne, 1988). As noted
by Hiles and Ler m8k ( pefddntalve anchaiferr at i ve ac
pragmatic responses to manage ambiguous and complex life events, enabling
understanding of reality and having a primary role in the construction and
maintenance of seltlentity (Gergen and Gergen, 1983). Accordingly, it follows that
there is the power to renegotiate identity by altering the narratives, empowering the
author and chall enging oppressioen (Hiles
Mashiach and Zil ber (1998) contend that,
told,r evi sedéWe know or discover ourselves,
stories we telld (p.7). A narrative met h
epistemological stance that is Rasbdernist, regarding truth and reality as
subjective with kowledge and language being relational. More specifically, the
epistemological position relates to both Social Constructionism and Constructivism.
In co-constructing meaning with an interdependence between knowledge and the
knower, enabling human experiesde be seen as socially positioned and culturally
grounded, narrative methodology adheres to Social Constructionism. Equally, there
is the recognition that individuals construct meaning through their own personal
systems of belief, in accordance with Coastivism. As highlighted by Clandinin
and Connelly (2000), narrative inquiry moves between the internal and external
world of the storyteller. Hiles and Ler m

primary paradigm assumption of narrative approacsbeing the synthesis of a
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view of the individual as a situated subject within a wider influential context, with an
appreciation that the individual is actively engaged in independently constructing
meaning. It can therefore be seen that a narrativeagip would be well suited to
exploring the complexities and subtleties of human experience, particularly-longer
term sequences of experiences and events (Carr, 1986) such as those experiences and
events which jointly comprise a school career.

Narrative,unlike discourse analysis or thematic analysis, allows researchers
to present experience holistically, capt:
phenomena that occur at certain points. This is true to the complexity and richness
that quantitative methodsrid not to have the scope and depth to deal with (Webster
and Mertova, 2007). Indeed, quantitative approaches are more concerned with
outcomes than experiences. Narrative approaches not only raise lived experience, but
also have the capacity to encompasgdrs of time and communication in change
which may be important in exploring human certneds and complexity, and as
such, can cross the boundaries between research and practice (Webster and Mertova,
2007), aligned with the intended outcome of thisigtiPhenomenological
approaches such as Interpretive Phenomenological Analysis also explore lived
experience. However, a focus upon identity construction within the current research
question, an aspect better informed when explored using a narrativedp@ioa a
concern that phenomenological findings may comprise of an uncritical presentation
of an individual 6s understanding of a phi
themselves, led to a narrative approach being favoured for this study.

Of the narréive approaches considered (Crossley (2000), Riessman (1993),
Mc Adams (1993)) NOI was selected. A Omet |
involves planning narrative orientated research from initial research question
formulation through to data analysis, N@ifers a psychological approach to
narrative research that is reflective, exploratory anddlatas ven ( Hi | es, Ler
Chrz (2009). In taking into account the work of Mishler (1938@garding the idea
of a joint construction of meaning, the work of bakand Waletsky (1967) in
distinguishing referential and evaluative functions of narrative and that of Emerson
and Frosh (2004), who note that narratives often relate to experiences of breaches
between the ideal and the real and that this may have partioydortance for the
author, NOI offers a comprehensive approach to narrative analysis. This approach

goes beyond the usual distinction found in other approaches to narrative analysis,
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that between a focus upon either content or constructs of commumidé@d offers

a systemised, structured analysis (Lieblich, TtMakhiach and Zilber, 1998) while

affording flexibility through allowing a number of interpretive perspectives to be
adopted (Hiles and Lerm8k, 200&jorm enabl i
the research question. It also offers insight into identity constructs through

subscribing to the idea that the active processes of meaning making for the

individual involves a creative tension between the subject positions of dominant

social and altural discourses and their often contestation and subversion by the self
construction of identity positions (Hiles, 2007). Indeed, NOI is well suited to

investigating the current research question. However, as Haslam and McGarty

(2001) argue, psycholazal research is a process of managing uncertainty and it is
therefore necessary that findings are comprehensively justified. Transparency and
researcher reflexivity are paramount and
section(chapter 3.3jo follow, such steps have been taken in order to enhance

credibility and transferability, promoting confidence in the findings that result from

this study.

3.3 Method

3.3.1 Participants

Morse (2000) argues that sample size in
quality of data, the scope of the study, the nature of the topic, the amount of useful
information obtained from each participant, the number of interviews per participant,

use of shadowed data, and the qualitati v
currentstudy has a clearly defined focus, with the nature of the topic requiring a
comprehensive approach to analysis. NOI draws upon methods of interview that
respect participantsd ways of comstructii
and as such, a sirggharrative, biographical interview will be conducted with each

participant. NOI seeks to generate rich data which is critically and comprehensively
analysed, necessitating only a small sample. However, to enhance transferability, the
sample size has ald@en designed to take account of the need to ensure a

representative sample in light of great variability in ASD profile and personal

circumstances amongst members of the ASD community.
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The selection criteria @rethat potential participants are UK mairestm
secondary school studerfsdudents of statmaintained schools that cater for the
general student populatiowjth a diagnosis of ASD, sound expressive language
skills (suggested minimum neurotypical age equivalence of 11 years) and no
additional diginoses. Individuals who have a diagnosiggperger SyndromeAS)
werenot excluded from taking part in the study. It is noted that within the most
recent revision of the Diagnostic and Statistical Manual of Mental Disorders; DSM
(APA, 2013), AS is no longer a separate diagnosis to ASD on the Autistic Spectrum.
Individualsdiagnosed with AS (when it was a separate diagnosis) met the diagnostic
criteria of experiencing severe and sustained impairment in social interaction skills
and demonstrating restricted, repetitive and stereotyped pattdyabafiaur and
interest (ARA, 1994), like individuals diagnosed with ASD. However, the difference
in diagnosis for those diagnosed with Asperger Syndrome prior to 2013, resulted
from the individual not having experienced any clinically significant delays in
language development, aagve development, selfielp skills, adaptivéehaviour
(other than social interaction) or in curiosity about their environment (APA, 1994).
Without experiencing delays in language or cognitive development, it may be that
these young people are in a stygrosition to provide rich data and insight relevant
to the research question. It is also hoped that including young people who have a
diagnosis of AS within the sample population will enable findings to more
accurately representcrosssection ofmembersf the ASD community who have
received a diagnosis since 2013

As a result of the considerations relating to sample size and variability in
ASD profile and personal circumstances amongst members of the ASD community,
it was intended that-8 participantsvould be recruited to take part in the study.

From a total of nine potential participants identified as meeting the selection criteria,

seven were interviewed, with data from two interviews having to be withdrawn (see
O0Recr ui t mehptd 3.FRAs duchdive participants have provided data

that has been used in this study. Participants consisted of four male students (aged:

11 years 10 months, 12 years 8 months, 15 years 2 months and 16 years 9 months)

and one female student (aged 16 years B8th®). All participants attended different

UK mainstream secondary schools. It may be contended that this sample may not
all ow for saturation, but as OO6Reilly ant

necessarily refer to the point at which no neaaslemerge, but it can rather be
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conceived in qualitative research as theoretical saturation, where variability is

accounted for and a theory can emerge (Green and Thorogood, 2004).

3.3.2 Recruitment

Potential participants were identified by Educational Psychologists (EPs) within the
Local Authority service acting as research stakeholder, through reference to the
selection criteria and through their previous involvement with, and knowledge of,
approprige individuals who could meaningfully participate and who may be willing
to take part. It was hoped that this approach would identify potential participants
who meet selection criteria and would be able to provide rich data, in order to
enhance credibility

Initially, seven potential participants were identified. The parents of these
seven identified individuals (all under 18 years of age) were contacted by the
corresponding EPs to gain permission for contact details to be passed onto the
researcher. All gve permission and the researcher made contact with parents to
arrange an initial meeting. Consent was needed from both parents and the young
person for participation in the research. At this point, one of the potential participants
and their parents madiee decision not to take part in the study and did not complete
the consent formgt was also the case thdtring one of the interviews, the
participantbeing interviewedvas found to have a diagnosis in addition to ASD and,
as a result, this participtand their data was withdrawn from the stullyurther
participantinterview was unable to be carried out in keeping with a Narrative
Interview (Mishler, 1986a, 1986b) and, as a result, the decision was taken to also
withdraw this participant and theiath from the study. (Participant hesitation at
being audio recorded necessitated that the researcher led the interview in a-question
response format, with the audio recorder being used selectively. This did not enable
sections of unplanned personal nawatio be shared and recorddd)light of the
withdrawal of two participants, a second request was made twils thelLocal
Authority service acting as research stakeholder, requesting identification of any
further potential participants who meet gedection criteria and who they felt could
meaningfully participate. Two further potential participants were identified and the
decision was taken to contact the parents of both potential participants. While the

parents of one potential participant dedliriee offer of an initial meeting and
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involvement in the research, parents of the other potential participant arranged a time
for the initial meeting and, along with the potential participant, subsequently gave
consent for involvement. Data was therefasflected from a total of five participant

interviews.

3.3.3 Procedure

In the initial meetings with potential participants and their parents, information was
shared on the research study, its aims, potential contribution, details of what
participation would imolve and the right to withdraw. Information was explained in
an ageappropriate way so that the young person was also able to give informed
consent to participate, in addition to that of their parents. Time was also taken to
answer guestions and addresyg aoncerns, and information was left in writing
(appendix C) along with researcher contact details. At the end of this meeting,
parents and the young person were invited to complete the consent form (appendix
D).

Once consent for participation had beeoeived from participants and their
parents, and a Narrative Interview Guide (NIG) established in accordance with Hiles
andL e r nZB@8) (see appendix E for NIG interview procedure), a date was
arranged when a single Narrative Interview (Mishler 1986864 Pcould be
conducted. Immediately prior to carrying out the interview, the study procedure,
purpose and confidentiality parameters were explained hapgepriate language
(see appendix E) and participants were given the opportunity to withdrawheom t
research (see 6Addi ti onxhapté 8.8)iThegWwereConsi d
also reminded that they could stop the interview at any time (see appendix E). Only
when the young personés willingness to p:
interview begin, the Narrative Interview (Mishler 1986a, 1986b) being caied
according to the NIG interview procedure (appendix E). The interviews were audio
recorded to produce an audio text for transcription, with the raw transcript
anonymised(Audio texts have been securely kept in a locked cabinet for the
duration of the widy and will be confidentially destroyed following completion of
the study as thesis and its acceptance by the univerggnonymised raw
transcriptdeingretained. All interviews were conducted by the researcher to aid

fidelity to the NIG and constency of delivery across participants. They were carried
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out in the familiar surroundings of the |
place participants at ease and, in doing so, aid credibility of the data collected.

The interview process was dgsed to support participants to feel safe with
the researcher and to share their views. Active listening skills were used throughout
and time was taken to have general conversation with parents and participants, and
then just with participants, prior tbe interview to helparticipants to be atase.
During this conversation, content was reflected back to the participant to help them
to feel that they were being listened to and that their views were valued. Key points
were summarised and checked withtiggrants to aid them in feeling that the
researcher had a genuine interest, and to help them feel in control of the content and
understood. Participants were also provided with options where possible, for
example having the choice of where in their hoheytwould feel most comfortable
with the interview taking place and where they would like to sit. Throughout the
interview nonverbal encouragement was given to participants to encourage them to
share their stories, with the researcher smiling, noddindeamihg in to listen with
interest to what the participant was sharing

In accordance witMishler (1986a, 1986bjarticipants were conceived of as
informants, collaborators and advocates. As informéntgs important to enable
participants to haveontrol over the content being shared and the personal contexts
introduced as grounds for interpretation.sdgh, annitial open question wassed
in the narrative interview, participants were given control over content and flow, and
steps were taken to avoid interruption from the researcher during the interview, as
detailed in theNIG interview procedure (appendix Hhe story being shared wa
also recorded in its entirety so that aspects were nobextualised.

In conceiving of participants as collaborators, a process-obastruction
was used in data collection. The researcher aimed fereanbalance of power
between participant anm@ésearchein order to work towards this, ttaéms of the
research were shared with participants prior to the interview i@ anterview
procedure (appendix E) was followed (as opposed to a traditional question / answer
format and corresponding uneveower dynamic)As previously stated, steps were
taken to put participants at ease and active listening skills used to build relationships.
To aid the process of emnstruction, steps were also taken to involve the participant
in the interpretation of &#ir narrative A member check, along with an opportunity

for the participant to receive a-teief, occurred during a third and final visit. In
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carrying out member checks, researcher understanding of the key points made
t hrough each p awere checked with thémsin ageaapprogriate v e
language (see appendix Buringthis process, statements of findings from analysis
of the partici pant Otkeywesaskedwhethveetheywagmeed s har
with the interpretation and given the oppmity to contributetheir views and
feedbackAlthoughseeking to enhance -@mnstruction of interpretation of the
narrative, a potential limitatioexistsin relation tothis process. l&aring the findings
from the resear cher Ggharatmewsh thes forsfeedbdcs a par t |
not as ctlaborative or ceconstructiveas involving the participant directly in the
analysis proceduréiowever, éalance must be sought between the credibility of
analysis, bearing in mind the knowledge and expeeieaquired to adhere to the
analysis process of NOI, and the importance e¢@astruction.

In additionally providing a debriefuring the third visitthe researcher
explained the debriefing information in agppropriatdanguage and provided the
participant and parents with a debriefing information s(eggtendix G). Where
participants and /or their parents requested that they be informed of the outcome of
the study once it was completed (a request made by all panehitsy dhe two eldest
participants), they were subsequently provided with an age appropriate summary of
study findings, implications of the findings and reflections (see appendix H for an
exemplar)Indeed, working collaboratively also meant that studyifigsl were
shared with participants on completion of the study, additionally working to

empower them and promote their role as advocates.

3.3.4 Plan ofAnalysis

As outlined under NOI, the raw transcripts produced were read several times in order

to aid undersinding of the context and the story as a whole. As suggestditelsy

and Lerm8k (2007), regular reference was
details.Narrative analysis (Hiles aridde r mZ)®8) was then carried out as the text

from the raw transqut was divided into a numbered sequence of segments, with

each segment relating to an episode or move made by the author in telling the story.

The text was then converted into a working transcript by being arranged down the

left side of the page, with aargin to the right for notes and annotations.
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Three of the six different possible interpretive perspectives outlined in
accordance with NOI were then used to analyse the text, being selected for their
ability to inform the research question: The sepanatioo f 6 f abul adé fr om
(Hiles andL. e r mZ@8); The Holisti€Content interpretive perspective (Lieblich,
TuvakMashiach and Zilber, 19983ndCritical Narrative Analysis (Emerson and
Frosh, 2004). As NOI is flexible in the number of interpretivespectives used in
the analysis of a narrative textHi | e s and ,ifwas felt8Hat these thee )
perspectives together provided a comprehensive analysis in relation to informing the
research question, applying analyses at various levels in résmth the content
of the narrative in relation to school experience and the construction of identity.
Together these perspectives also enabled an increasingly detailed analysis to be
undertaken without sections becoming significantly detached fromsihgation
within the wider narrative, aiding credibility.

First ofabulad (the content of the st.i
form of the narrative / how the storyisbeingtold) wi t h 6sj uzet 6 bei n:
redinaccordance with Her ndstinctianmbdiwe¥rer vaeck 0 s
Oboundedd and Ounboundedd motifs in narr .
words / phrases / segments that were concerned with emphasis, reflection, asides,
interruptions or remarks, dnncluded expressions representing the sequence,
causality or significance of events (Hil
(2007) identify O6sjuzetd as having a cr u:i
The HolisticContent interpretive persgiive of Lieblich, TuvalMashiach and
Zilber (1998) was then applied, analysing the account of the narrative as a whole in
order to identify content themes. Accordingly, the pattern, or form, of the narrative
was identified and an initial global impressijout into writing, noting exceptions or
unusual features. The special foci of content or theme was then identified (by the
space devoted to the theme in the text, its repetitive nature and level of detail, or
alternatively,i tvérg brief reference or orssion). Lastly, themes were marked
(according to Brown et al., 1988) and read separately and repeatedly before
conclusions were noted.

A personal narrative passage of interest was then selected from each
participant s tr an s cetatigndl pefsmectiveathahob r e det ai
Critical Narrative Analysis (Emerson and Frosh, 2004). These passages were

selected on methodological grounds as recognised as being appropriate by Emerson
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and Frosh (2004, p.157). The methodological grounds included: seotamked by
intense emotionality, contradictions or conflicts, in particular fragmented narratives
or particularly rounded stories, unique claims or statements (Emerson and Frosh,
2004).Critical Narrative Analysis (Emerson and Frosh, 2004) was seleated fo
offering sensitivity to subject meanimgaking and social processes in light of
interpretations made in the construction of personal narratives around discordant
aspects of the individual in their social context. In this way, analysis of a

par t i aarrpti@encandngorm understanding of their positioning and identity
construction.

Critical Narrative analysis (Emerson
Model of Narrative Analysis, consisting of a mu#éivel conceptual hierarchy
characterised by mumber of increasingly inclusive interpretive questions (see Table
3.1). The approach appreciates that discourse genres are socially situated and
socially constructed and argues for an interpretation of the narrative that is sensitive
to wider social comixts, organisational discourses and canonical narratives, as well
as to spoken linguistic construction (Emerson and Frosh, 2004). In this way, the
structural levels of narrative interpretation (Gee, 1991) are comprehensive and
complimentary. The process afalysis both invites attention to wider social
contexts and constrains the ways in which they can be used to interpret, through
paying close attention to the spoken construction.
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Table3.1. A table to show theharacteristics and interpretive questions raisedhéy t

five structural levels of narrative interpretation (Emerson and Frosh, 2004, p.85)

Level Characteristics Interpretive questions raised

1 Organisation of text How has this text been organised as
speeh?

2 Syntax and cohesion Why has (have) the speaker (s) made t

particular connection at this point?

How does this connection make sense
within the logic of particular narrative
sections and of the overall, jointly
produced interview?

3 Mainline / off mainline What is the main point or significance ¢
plot this plot?
So what?

4 Psychological subjects Who or what is the psychological subje

of this stanza?

Why does the narrator change subjects
shift positions / points of view?

Are there patterns in these changes?
5 Focusing system Why is this focus so important?

How does it fit with other focused
material?
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Analysis proceeds inclusively through the levels of interpretation as levels
mutually and recursively inform each other. Each level is inclusive of former levels
and must be taken into account by those levels that follow it. In accordance with
Level 1, thepassage wasdter anscr i bed drawing upon Geed
l ine breaks, acknowledging changes in pi!
linguistic tools), taking a grounded approach to narrative analysis and mapping the
discourse structurét Level 2, the discourse structure was mapped further using
Omacrod tools to identify patterns of st
O6Connors, 1992). Definitions of the &dmi

their various notation conventis within transcripts are provided in TaBla.
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Table3.2. Atable to showthealf i ni ti ons and notati
1) and oOo6macrob6 (Level 2) Ilinguistic
(Emerson and Fros004).
Level | Linguistic tool | Definition Notation
convention
1 Idea Unit A sentence with one pitch glide ( Slash (to separate
rise and fall in intonation) is an | idea units where
idea unit there is more than
one per line)
1 Line A line is a central idea or Line /Line break
argument organised by meaning
and intonation, akin to a sentenc
in writing. (A line may include a
change of speaker).
1 Focus Words bearing pitch glide and | Capitals
therefore emphasised.
1 Mainline Mainline part of plot / on plot Underlining
content
1 Pauses Break in speech Brackets denoting
length of pause
2 Line pattern: | Groups of lines with a common | Labelled as a
Stanza theme or point of view stanza, with
number and
headline referring
to content
2 Line pattern: | A related / thematically connecte Labelled as a
Strophe set of stanzas (usually a pair, bu| strophe, with
can be more) number and
headline referring
to content
2 Line pattern: | Thematically related strophes thy Labelled as a part,
Part constituteepisodes / sections of | with number and
the story headline referring
to content

on

cony

t ool

«
.
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Analysis at level 3 distinguished the mainline of the fiiedinline content
having been underlined during the first level of analyfss) material off the main
line (Gee, 1991), looking to identify how the narrative is working / the work that the
author is putting it to. The fourth level of analysis considenedstibject positions /
points of view from which the material in a stanza is viewed, noting the grammatical
subject of a main clause along with any relevant shifts in subject. This aimed to
provide insight into how the participant is a narrative agensabgect to powerful
discursive structures, aiding understanding of their identity position. The fifth level
of analysis considered the focused material (marked using capitals during the first
level of analysis) within the overall structure of the narrativerder to construct a
thematic interpretation (identifying key images or themes). It explored contradictory,
fragmented elements of the narrative, using the headline labels of level 2 to suggest a
structural organisation. It also considered relatiorstt@mtional and cultural
discourses in seeking to reveal identity positioning. This was the most inclusive

interpretive level, drawing upon all others.

3.3.5 A summary and illustration of the analysis process

This summary and illustration of the process dlgsis draws upon Table 3.2, 6.6

(@ table to show the definitions and not a

Omacrob6 (Level 2) linguisticadthe®!l s wused

analysed transcript exemplarAppendix |



Stagesdl to 4of the analysis process
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1. The raw transcripts produced were read several times.

Appendix 1.
Analysed Gavin’s narrative
i. Interviewer, f. Participant F
iy Segment1
3. The text was converted into 1 i Here we go, we're recording now. So, tell e your— ‘ —_~__ 2. The text from the raw
a working transcript by being 2 story about what its been like to be at secondary school. transcript was divided into a
arranged down the left sideof numbered sequence of
the page, with a margin to the — 3 /. Well, firstly in year seven it probably was the worst segments, with each segment
right for notes and & —part of my school experience, er, ‘cause I was severely | relating to an episode or
annotations. 5 bullied. - [ move made by the author in
o . telling the story.
6 i Ohdear. B gl
7 f

10 i

1 f
12 just fold them  what happened but they didn't like, do
13 1 wouldn't, (sic) sort it/ (sic) and IS

14 Fefised o] B0 nto sehool and eversihing.

15 i

[ ¢ 4. ‘Fabula’ (the content of the
story) was distinguished from
“sjuzet’ (the form of the narrative /
how the story is being told), with

~ “‘sjuzet’ being underlined in red.

Segment 2

13 SNSRI | And. it was not very nice to be honest
19 because it was like. it was like three different things, They ¥ 1
20  weren't all like, they were no friends or anything, these

21 people, but they were doing different things.

Stages 5 to 8 of the analysis procddse(HolisticContent interpretive perspectjve

Initial Global impression

This appears te be a story about personal progress (from vulnerability and a lack of

support to increasing self-confidence end feelings of security) illustrated through A N
5. The pattern, or form, of

the narrative was identified
and an initial global
impression put into writing,
noting exceptions or
unusual features.

increasing inclusion in schoel and highlighting the role of the self, and of support

fiom others.

“...in year seven it probably was the worst part of my school experience, er, 'cause [
was severely bullied...And it didn’t really get sorted out’ (S1)

*...if somebody had of like told me what at the start of a couple of vears ago, when I

was really bad and I want. if T was now probably wouldn't be, believable. what I was.

if they said, like, vou'd be in the school, back to school. near enough full time, a few

years ago I probably wouldn't have believed them what they were saving anyway,

‘cause just didn't care then, to be honest. but now I do care’ (834)

“I'l be in virtually all day for mostly everything when I go back, which is, very good
achievement from where T've started. this vear, to how I've ended this year...” (S26)

In places, there are a {}lmlber of false starts.
“So I chose to drop back a year, so think now, my brother leaves this year and I'll /

leave the year after . but I chose to make that decision myself which I think now is

¢...but I was told by P:/[iss K apparently I'm. I shouldn't, I wasn't. shouldn't be in that
the best decision I've probably made.” (S15)

set anyway but 'cause you feel more comfortable in that set with the smaller group

then we'll keep you/in that one.” (S31)
‘...I thought I'd be a bit nervous starting with doing longer days this year. but. I just {

think of the fight or flight. _that's what I learned from N when I saw her.” (S33)

‘There are, they mt there is a few, there are a few friends in the other lessons, in the

second set. 'caus;e,-“‘that's where they would have put me, but. I think that was for

Maths though.. " (831

undermine, appear to play a key role. This is particularly in relation to friendship /

Relationships, with the support and security that they can provide, as well as

and identification with others. v

“I think the Geography lessons, they're gonna be bigger groups, but, my friend's in There are often changes to the subject.

that one anyway_which I'm_only when I'm with O I'm more relaxed, 'cause, well I

‘I think, "cause 1 was making all this progress in school that I decided. she decided to

don't rely on him or anvthing but I'm just relaxed when I'm with him” (S35)

discharge me from the thing which is very happy because I don't need to see her any

T think I'm choosing my new form for this year.._And I think his is bigger than the

more even though she was very nice...” (§23)

other one but I'm more, I'd be fine anyway 'cause he'sin there.” ($35)
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6. The special foci of content or theme was identified (by the space devoted to the theme in the
text, its repetitive nature and level of detail, or alternatively, its very brief reference or
omission).

Kevy Theme appears to be: Progress

‘if somebody had of like told me what at the start of a couple of years ago, when I

was really bad and I want, 1f I was now probably wouldn't be, believable, what I was

if they said. like. vou'd be in the school. back to school. near enough full time. a few

years ago I probably wouldn't have believed them what they were saying anyway.

‘cause [ just didn't care then, to be honest, but now I do care’ (S34)

7. Themes were marked (according to Brown etl#l88) and read separately and repeatedly
before conclusions were noted.

166 like litlesessions with those two for therestof the year.And  segment 14
167  then we come to the start of last year. Where I'm, I think I
168 went back I was in the B thing again. [NSIOMGENIONE

169
170

m
172
173
174
175
176 [N | hink there was, 'cause
177 there's. quite a few | knew, there's M and E, and then there's
178 afew, quite a few others, and, I think the first day I tried it
179 out I was literally very nervous 'cause, like, T don’t know

]

Theme of ‘Progress” highlighted in green

180  these people, like who I was going to be sitting in the same // . . .
181 room with, Ve Conclusion in relation to
162 ikeages ornear four vears, / theme noted
183 i Gosh. // /
¥ /
" Progress  *

“ontent - Going into the classroom; extending days and lessons

186 [MESPNESINENEENR. and. 1 think 1 tried some of those
187 lessons, and then eventually tried, RN HSSIGNES hours to almost Full-time; doing ‘stuff” in school on his own

L316).

190  She's never did, she's never done my Maths lesson, ever, Cheme does not occur until segment 10 but then runs through

191 'cause that was like afier the time when she goes, so I was he remaining narrative. Theme overlaps with Nature of friends
i e nd friendship the most, but also with Receiving and not
eceiving support and (BHGICEMNECISIONS!
7
8 A personal narrative passage of interest was

for a more detailed interpretational perspective. These passages were selected on
methodological grounds including: sections marked by intense emotionality, contradictions
or conflicts, in particular fragmented narratives or particularly rounded stories, unique claims
or statements.



70

Stage 9 of the analysis proce€si(ical Narrative Analysisof selected passage

Level 1: The passage was re-transcribed
drawing upon Gee’s (1991) use of
‘poetic’ line breaks, acknowledging
changes in pitch and cues internal to the
text (‘micro’ linguistic tools), taking a
grounded approach to narrative analysis
and mapping the discourse structure.

Table 3.2. A table to show the definitions and notation conventions of ‘micro” (Level

1) and ‘macro’ (Level 2) linguistic tools used in Critical Narrative Analysis

(Emerson and Frosh, 2004).

Level | Linguistic tool | Definition Notation
convention
1 Idea Unit A sentence with one pitch glide (a | Slash (to separate
rise and fall in intonation) is an idea units where
idea unit there is more than
one per line)
1 Line A line is a central idea or Line /Line break
argument organised by meaning
and intonation, akin to a sentence
in writing. (A line may include a
change of speaker).
1 Focus Words bearing pitch glide and Capitals
therefore emphasised
1 Mainline Mainline part of plot / on plot Underlining
content
1 Pauses Break in speech Brackets denotin;
length of pause

21

23
24
25
26
27
28

Re-transcribed section according to G
i. Interviewer, f Participant F Part

Segments 22 and 23
<nd._ i1V Ging"SCIENCE
EESSONSUFSRINGRAENGLISH ond st | e ol

D

‘cause
TIME,
because 3
just 'causg, ‘d have HAD  TO HAVE
‘cause phe
s ORI SCHOOISTARVENEER or anything.
/and
re the WE f
ich is MAY in'j
‘erm, | think T WEEK
‘which was very SAD to be
NEST,
ey though]
1

‘en though it was VERY SAD to see her go though, but,
1, 1R s HE' LUSEISAGK.
‘Ardus (sic) won't HAVE HER though
but RNGWshe ' FEBACKIFORSURE.
and I think ALSO,
I'velbeen SEEING/N7/and ALL the fime FROM; / since the
Year SEVENS fo year NINE|
well, going info year TEN NOW.

- The departure of L

Strophe 1 - Additional
support of L starting to
be withdrawn

Stanza 1 - started to ‘get

Strophe 2 L's
leaving is determined

sadness

Strophe 3
at L.'s departure but
knowledge she'll be
back

jon

Part 2 - Withdrawal
of N's support

Strophe 4 -
Reduction in support
from N since Year 7
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Level 2: the discourse structure was Re-transcribed section according to Gee (1991

mapped further using ‘macro’tools to i. Interviewer, f Participant F Part1- n: de:aalnlurc :»Mx ‘

identify patterns of structure and STELMD ot of L aating o
. 1 and_SCENIESNGSANSCIENGE be withdrawn

meaning. EESSONSIASTINTRIENGIISH and swff / wedlE tarted

Table 3.2. A table to show the definitions and notation conventions of ‘micro’ (Level
1) and ‘macro’ (Level 2) linguistic tools used in Critical Narrative Analysis
(Emerson and Frosh, 2004).

Strophe

Level | Linguistic tool | Definition Notation leaving is determined
convention
1 Idea Unit A sentence with one pitch glide (a | Slash (to separate
rise and fall in intonation) is an idea units where
idea unit there is more than
one per line)
1 Line A line is a central idea or Line /Line break
argument organised by meaning
and intonation. akin to a sentence
in writing. (A line may include a
change of speaker).
1 Focus ‘Words bearing pitch glide and Capitals
therefore emphasised. § A .
. o - trophe 3 - sadness
1 Mainline Mainline part of plot / on plot Underlining at L’s departure but
content knowledge she’ll be
1 Pauses Break in speech Brackets denoting back
length of pause
2 Line pattem: Groups of lines with a common Labelled asa
Stanza theme or point of view stanza, with
number and
headline referring 21 ugh it was VERY SAD to see her go though, but,
to content n
2 Line pattem: A related / thematically connected | Labelled as a L I-SHE LI_.
Strophe set of stanzas (usually a pair. but | strophe, with ~ —| 23 “Ardus (sic) won't HAVE HER though
can be more) number and 2 but -sbe'l—
headline referring
1o content 25  and I think ALSO,
2 Line pattem: Thematically related strophes that | Labelled as a part, 26 l'v_N_ .
Part constitute episodes / sections of | with number and Reflection
the story headline referring id — e 4
— Reduction in support
tocontent — 2t G CONEOSRENeN. > 2 Wibdmal Ve 7

of N's support
1

Level 3: the mainline of the plot (mainline content having been underlined during the first level of
analysis) was distinguished from material off the radia.

Mainline content (black underline)

Since increase in lessons, started to get rid of L, taking a day off each time. Her last

week was just before weekend of Whitsun: he didn’t cry but she did.

How it works:

Reinforces idea of progress. as progress in the form of increase in lessons leads to

the reduction of support. Didn’t cry as not sad — progress seen as positive?

Off the mainline content

Further explanation and detail

Reasoning to self that would have had to have happened eventually anyway
Sharing feelings

Desired responses - I didn’t want to cry’

‘I think” to ‘I know” she’ll be back — re-assuring himself

Reflection on progress, doing well

The work the mainline content is being put to

Highlights central role of progress and how it is affecting him.

Mainline emphasises the progress while off the mainline provides his response to it

(his feelings. reasoning and reflections).
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Level 4: The subject positions / points of view from which the material in a stanza is viened
highlighted in yellow and considered, noting the grammatical subject of a main clause along with any
relevant shifts in subject.

Re-transcribed section according to 1991

i. Interviewer, f Participant F Part | - The departure of L
Segments 22 and 23

and_since | was doing SCIENCE

IESSONSHISTONRNENGINSH ond st / wedli

0 §

2

3 STARTEDTO(02)eelndof1 g
A'wwﬁ
s [N

6

? ]

8

9

because [ was doing (0.2) stuffin SCHOOLNOW |,

vy

just ‘cause, (SNSRI h- IRERADIONAYE

Eonenyway
10 ‘cause she's PROSINOIRIIHEREIEORNOBIISH
1 [Eshe's AONTRERSCROIS AR o nything.
122 So weiSINRIEDIIEIARINGE ORI / - \
13 Lthink justbefore the WEEKEND of WHITSUN, s 4-W \of
14 whichis MAY inf, — v \ Psychological Subjects
15 . Lthink THAT WE] s

g 1 1% person used throughout.
16 [ NENESMRSTIERR / which was very SAD to be M

X

17 HONEST, Two uses of ‘we’ (not referring to L) — at the start (L 2 and L 12)
18 | IDIDNFTR - IORTED b oATe ihough
19 1 SR One instance of contradiction:
20 [ ddn't 1

21 eventhough it was VERY SAD fo see her go though, but, ¢...that I DECIDED / she DECIDED to / discharge me from the thing’ (L36-37)

2 1 (SsHE L USSR,

23 ‘Ardus (sic) won't HAVE HER though

24 but RNONshe FEBRCRIFORSURE,

25  and I think ALSO,

26 I'velbeen SEEING/N7and ALL the time FROM. /since the o
27 Year SEVENS fo year NINE, been §
R

Part 2 - Withdrawal
28 Welligoing into year TEN'NOW. from

of N's support

Suggests that the nairator feels increasingly empowered.

Level 5: The focused nterial (marked using capitals during the first level of analysis) within the
overall structure of the narrativeas considered in order to identify key images or themes.

Themes and imagery

Indicates happiness ar progress and increased independence, but hesitancy and
sadness arownd cheanges fo reduce support. There appears to be an increase i self-
confidence rowards the end as the narvator asserts that the support is no longer
needed. The contradiction in the narrative also suggests increasing empowerment.

Overall theme — Progress

Themes of ‘progress’, ‘consistency vs. change” and ‘increasing independence and

self~-management” all overlap.

PFEEFES)- theme prominent at start and end of section.

Consisteney vs. change — theme runs throughout.
S CUSIAREEN, - . more frequent theme towards

end of the section as narrator assets that he no longer needs support.

Statements of emotional response - (Sadness and Happiness) associated with

reduction of support. This theme does not overlap with others.

This level explores contradictory, fragmented elements of the narrative, usihgatline labels of
level 2 to suggest a structural organisation.

It also considers relations to situational and cultural discourses in seeking to reveal identity
positioning.
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Contradictions

Around ownership of decision to reduce support. (Key lines involving all themes).

*... IDECIDEDY+!: - DECIDEDIGY discharge e from the thifig
which is VERY /HAPPY / [B8E8use (0.2) T don't need to SEE HER any MORE' (T2.
L 36-39)

Pauses

All around a reduction in L’s support and her leaving.

f...we'dbhave STARTED TO (0.2) get rid of L. ...
because [ was doing (0.2) stuff in SCHOOL NOW L.
By IO (T2, L 2- 7)

‘...she's not supposed to be THERE FOR (0.2) a long time” (T2.L 10- 11)

EBECE e (0.2) T don't need to SEE HER any MORER(T2. L38- 39)

Fragmented narrative

Around current reduction of support.

1NN (ORI SORSSNeE 2. 115)

‘I've been SEEING N/ and ALL the time FROM, / since the year SEVENS to year
NINE*(T2. L26-27)

Related situational and cultural discourse

The development of independence (the need for support to develop independence).

Stage 10 of the analysis process:

A summary of findings from thanalysis process was produced.

Summary of analysis

Thus 1s a story about personal progress (increasing independence, inclusion and
empowerment). It highlights the positive role of the decisions made by the narrator
and of the support that he receives from others. Although an area of growth and
development, the narrator appears to lack feelings of security and self-confidence
(role of O in helping cope with school; use of ‘I think...”; hesitancy around the
reduction in formal support) and a secure self-knowledge. (Security and acceptance
seem to come through identification of the self with others — identification with O
and with cousin; diagnosis accepted as the narrator identifies that his relationship
with his cousin (who has ASD) has the same nature as the relationship that his
brother has with his friend (who both have ASD)).
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Further illustration of how transcripts have been annotated and sections re

transcribed in applying the various stages of analysis can be found in Appendix I.

3.3.6 Additional considerations relating é®pendability and credibility

In order to aid dependability, the analysis of all transcripts was carried out by the
researcher, enabling consistency and therefore enhancing the positive contribution

t hat researcher r efl exRefvlietxyi vciatayapeaskeec t(isoen

3.37). In addition to specifying analytic categories in terms of discernible features of
the text (Table3.2) and basing theoretical interpretations upon these structures,
features specified by Mischler (1990) as being crificathe validation of narrative
studies, the researcher further enhanced credibility by becoming familiar with each
of the interpretational perspectives to be used in analysis. This was done through
close reading of the work of Herman and Vervaeck (2Q0é&blich, Tuval
Mashiach and Zilber (1998) and Emerson and Frosh (2004), in addition to becoming
familiar with exemplars of each perspective being applied in analysis.
Transparency of the analysis procedure is important if therr@faNOI is to
be uphé in the study. It is the ovarching concern in establishing the quality of
qualitative research (Hiles, 2008). Transparency sought to be aided through the
reflexivity of the researcher, such that the interpretations actively constructed were
guestionedalong with the interpretative process by which they came about (see
OResear cher R echapter8.B)vA furtlyedstep te enhanaz n
transparency is through the inclusion of excerpts of narrative text used to illustrate
analysis and supportiiings (se® Resul t s @&,n dc Havetbgrs i 4

checks were also carried out wherein researcher understanding of the key points

made through each participantds narrat.

language. Indeed, Emerson and Fr@s)04) note that overinterpretation is a risk,
but is better than misconstruing a discourse to be meaningless or impoverished,
advising those analysing narratives to
Carrying out member checkiserefore plays an important role in enhancing the
credibility of research findings.

Emerson and Frosh (2004) note the impact that different ways of transcribing

V

O «

can have upon interpretation, and as sucl

use oefi époline breaks was selected over
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Fanshell, 1977) for its role in helping I
from within their own | anguage use (Emer
framework (Labov ath Fanshell, 1977) is at odds with Mishler (1986a, 1986b) and

largely ignora transcribable linguistic and affective cues to instead promote the core

plot (Emerson and Frosh, 2004).

3.3.7 Researchereflexivity

Researcher reflexivity is important in enhancihg transparency of qualitative
research, promoting the credibility of the research study and the transferability of its
outcomes. Clarity and transparency are aimed for in explanations of the processes of
data collection, analysiand interpretation uselithin this study, seeking to

highlight the potential impact of the researcher. In aiming to identify and
acknowledge the impact of the researcher, it is valuable to have an appreciation of
researcher background and an awareness of study circumstances@dreher is a
34-yearold White British female, who is on a Doctoral programme in Applied
Educational Psychology. In addition to working with, and working to support, young
people with ASD while on placement with an Educational Psychology Service (a
significant part of the Doctoral programme), she was formerly a secondary school
teacher. As a teacher, she worked to support the learning and development of a
number of young people with ASD in a variety of different school settings as she
taught Religious Bucation, Philosophy and Psychology. The researcher has also
previously carried out research using a narrative methodology when completing an
MSc dissertation which explored the therapeutic potential of blog writing in the
development of a positive satfentity for individuals with ASD. This study, as

thesis, is intended to contribute towards the award of Doctor of Applied Educational
Psychology.

Yardley (2015) defines reflexivity as the explicit consideration of the various
ways in which the researcheagnhave influenced the study. A detailed research
diary has therefore been kept to promote reflection upon factors that may have had
an impact upon the research process and outcomes, enabling explicit consideration of

the decisions made (see appendix J).
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3.3.8 Additional Ethical Considerations

While it was hoped that participants would find the opportunity to share their story
with the researcher validating and cathartic, there was the risk that the personal,
potentially negative content of their school caregarative may be upsetting to
recall and share. Participants were therefore reminded at the start of the interview
that they were free to withdraw at any point (appendix E), but as the interviews took
place in their own home, there was the consideratianprticipants may not feel
able to remove themselves from the situation with ease and may feel uncomfortable
in asking the researcher to stop / leave. With this in mind, it was decided that the
researcher would briefly leave the room before the intere@mwmenced to allow
the young person a chance to speak with their parent and to infermaliout their
willingness to participate. The parent would then inform the researcher as to the
young persondés willingness to participat
participate, the researcher would return to the room to conduct the intelivileay
were no longer willing to participate, the researcher would |leawerther
consideration was thathsuld the researcher identify any signs of discomfort or
distress during the interview, the participant would be offered the opportunity to
stop repeating the procedure outlined above with the parent conveying to the
researcher the participantodés willingness
that, should the researcher identify that the participant has any difficulties or
discomfort & having shared their experiences and taken part in the study, the
participant would be provided with an information sheet signposting them to support
information relevant to their particular difficulties or concerns and including the
contact details of tevant support groups amdganisationslt would also contain
the website address of the National Autistic Society (for information on ASD more
generally, and on local Autistic social groups and community services across the
UK), the telephone number dfe National Autistic Society Helpline and website
addresses for the following dime communitiesdo A s p &gl A3D UK odine
forwWwmMuti sm addi AspdregdramijanpndSwogdmad kt abomut
Auti smb.

The risk that episodes described inempts of the transcript used to illustrate
and support findings may enable other individuals to identify the participant through

shared experience, also warrants additional ethical consideration. In order to guard
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against this, it was decided that the ezsber would be mindful of this risk and take

it into consideration in selecting illustrative excerpts. Participants would also be
informed that anonymised transcripts of their interview would be analysed, that
anonymised excerpts may be used in the stuttg-up for illustrative purposes and

that anonymised interview data including anonymised transcripts may be used in the
future publication of the research study. Participants and their parents were therefore
provided with a detailed information sheleicribing what participation in the study
would involve, specifically detailing these poirféppendix C). The consent form

also asked for confirmation that they had read and understood this information sheet
(appendix D)Further ethicatonsiderations in relation to the role of the researcher

can be found in appendix K.
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4 Results and Analysis

4.1 Section Overview

This section presents key findings from |
narratives, raising the voices of the young people interviewed. Contextual
information in relation to each participant, along with the findings from each
narrative, will be pesented in turn. Pseudonyms have been used to protect the
identity of participants. The analysis process is inclusive, building upon prior stages
and drawing upon different interpretive perspectives. As such, for each narrative,
findings will be presenteih relation toThe HolisticContent interpretive perspective
(Lieblich, TuvatMashiach and Zilber, 1998) and in relation to Critical Narrative
Analysis (Emerson and Frosh, 200@jior to the presentation of summative findings
resulting from the completion of the analysis process. This approach to presenting
findings aims to further enhance transparency, helping to show how findings have
been generated out of the raw narrative data and demonstrating the contributions of
the different interpretive perspectives used.

4.2 L i a Mdrative

4.2.1 Contextual information

Liam is a boy of 11 years and 10 months of age. He is of White British ethnicity and
lives with his mother and younger brother. Liam has an Educational and Health Care
Plan (EHCP) and received a diagnosis of Asperger Syndrome at 8 years, 0 months.
According to his EHCP, areas of difficulty for Liam include: social communication,
interaction and understanding of social situations; motivation and engagement;
maintaining social relationships; emotional regulation and empathy; and wellbeing.
Liam has receivedxed-term school exclusions at both primary and secondary
school. He receivesTeaching Assistant provision of 17 hours a week and has had
involvement from Community Paediatrics, Educational Psychology, Clinical
Psychology and a Local Authority serviceawvork to promote the inclusion of

young people who have a diagnosis of Autism within mainstream school settings.
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The content of. i a medrativefocuses upothe nature ohis character and
his behaviour at schadh particular hespeaks abotutis experience dfeing moved

to new tutor groups amaf getting into troubleHe also speaks bis debating skills.

Statements of self-knowledge N

Self-knowledge and personal evaluation in
i . N .
/| relation to external situations and people

/- J

[

The nature of the individual self

Analysis of Liam's story suggests that he
s ~ appears to be exploring who he is.

1 The self as determined and responsible
\

Self-reflective commentary \ ,

| Attempts to clarify and explain the self

\

Responsibility

Key:
Themes identified through application of The Holistic-Content interpretive perspective
Themes identified through Critical Narrative Analysis

Figure2z. An overview of the themes identifie

4.2.2 Findings in relation tdhe HolisticContentinterpretive perspective

Liambs narrative gave an initial gl obal i
reflective story, often making use of t hi
the account appears honest, open anedesi€riptive, he states 61 f i nd it ha

i n othersd (L 3 4&t0ryaboutselinderstaneliagraeddselft o b e a
efficacy as, through the story, Liam appears to be exploring who he is and the extent

to which this is determined, being fixed and outside o€thisnt r ol . 61t 6s mo
getting in troubleéitds me being me. Not
187-189). This contradiction indicates an uncertainty as he considers what he is like.

He also integrates and qubBmbiéodons eodhéo p
apparently | have a sense, a good sense of humour according to some people (L 208

210).

In his story, Liam asserts his nature using phrases that have a tone of
resignation, for exampl e st atdisng,usadéinyds
|l ogic, basisealtpé 6brid48f a me thingéd (|
speakingn the first person, there are occasions when the third person is used, such

as when he is reflecting upon actions that have caused him difficulty at:seéh®o t
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happens to me during movies as well aboul
(L 198-199). In this wayliam appears to position himself as a passive force in his
own life. His speech at this point is preceded by two long pauses which perhaps
suwggest a discomfort or difficulty. However, it does not look like he has gipems
he considers explaining his behaviourtoschéacd | 6 m goi ng to actual
I might actually tell school itds not me
(L 202-204).Accordingly, Liam seems to be exploring the nature of his individual
self and the extent to which this is determined.

The narrative also expresses an apparent need to feel secure and:superior
6él see that as a t lorrdato,f preadatncédr ywh oa nwa
t o p @& 882384). This is alternated with a vulnerabiliy| 6 m r at her a ser
person emotionally. | c-36@)amdatrusteg y easily
confidence6 é 1 6 m goi ng t o act uaeststhat tiamimayb®d (L 2 (
desiring the security that can come from greateriseifd er st andi ng. | nde

story seems to convey a passive resignationt 6 s sort of a thing

how I amdé (L 174), accompaond epde rbsye nad h(olp e3
345) . He notes that scdhoiotl 6wasaarcdti odiesn e amr
| wasndédt happy about 1toé (L 90). However

hopefut6 To be a good, truly amatochoogetikebat er
things that are r el -80i)aAsharratar, Lianhtakesd eb at e €6

responsibilityd6 1 was qui t e t h ebuttalsooracdghisestmaokeefr 6 ( L
school in difficulties that he has faceadé | s ee s ome odnddatherem as n
the school 6s partial faultéschoo857)do cer i

A

He identifies areas for improvementé | 6 m di fsiclaeigmi nsvet heméi t

basically prejudiceél 6m n o180)ham guestion®r pr o

his strengths6 é | 6 m very gob2B7)éh dembat eskei nk 1 6d

good debat-297).8Nhile felv seAderfified strengths are mentioned in

his story, Liam does share those noted by otffiessa ppar ent |l 'y | have ¢

good sense of humour ac c-2l0)andmaknowledges lusme p e

good intentions6 € 1 6 m trying to be-34b). good per sonéc
Key themes identified across Liamdés s

exploring his understanding ofrhself. Four key themes were identified: statements

of selfknowledge; the nature of the individual self; gelfiective commentaryand

responsibility. The first theme, that @&tatements of seknowledg@ highlighted
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that the narrative contained a gter range and number of statements relating to
difficulties and dislikes compared to abilities and likes. Difficulties were found to

often be regarded as having always beenthe 6aéePEG6 s al ways been m

pointéd (L 26). Po diamabauehimself weredemtatimetasd ma d e
qualified, conveying a hesitancy and uncertaioty try t o | ook on bot
argument, sometimegs ( L 23 6) . T &he nature of the iddividualesétie ,

also identified thakiam often speaks tentatively of his s&liowledge, appearing

unsure6 | 6ve been told a | ot that | édméd (L 2
being unique and differenb € i t 6 s j ust my | -&50) Thisthema si c al
also identified that he appsato regard aspects of himself as determiged i t 6 s | us't
a f act t h-85)ahdésdggests thatal feels that he lacks control

60él 6m on the edge constantl yé orefledtived 28) .
comment ar yod a fedings of ins@duridtyaate being eéxpedaenced, with
commentary being used hyam to explain difficulties that heishaving é er m | 6 m
awful at explaining.o6 (L 5). The final t|
this themeLiam can be seen to regandnself as someone who gets into trouble

60él was quite t he Itappeatsithat@ismotipoud®f@aspécls 7 6 ) .
of his behaviour andeessuchaspectsas determinedd ét ake t he mi ck out
and that sort of gododggqual diondaboset mdeéal
am. (L 268270). He takes responsibility € i t 6 s compl etely not tl}
that s, itobs meé mdgog buylatehasop attgbutessgmer k. 6 (|
responsibility to hisschoodb é suppl § eadchemachers | reall
always been the main cause of it. To be honest | see some of them as my fault and

ot hers the school-85).Liamcan theeefore heseemto € 6 (L 3
illustrate uncertainty as to the level of responsiptield by himself and by school,

again suggesting thhts story is exploringhis selfunderstanding.

4.2.3 Findings in relation to Critical Narrative Analysis

In segments X4 6 o f Liambés narrat i v etranstriptien s e g me
accordingtoGeé 1 9 9 1 Plan(osAaadysi® secti on for segment
chapter 3.3.}and referred to as the second transcript (T2), the mainline content works

to highlight discrepancy between the external world and the internal wotltk of

narrator Themainline content starts by considering the external as Liam speaks of his
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behaviour and behavioural patterisGet t i ng i nto quite a bi
troubl eéit was wor se at-5itThee issthemamovedof t he
content that fouses on the internal world, as Liam considers his nature and evaluates
his responsibility for his behaviour, concluding that his behaviour is not a true

reflection of himself6 d t *' s me bei ng me. Not really
(T2, L 57-58). Thecontent then moves to focus again on the external, as Liam explains
his behaviour and recognises a potential need to share such explanations with his
teachers6 €1 mi ght actually tell scinaudilg it "' s |
to the teachers, &' s omet hi ng [1-79)d @oétént off th& mainline alsé
includes explanation as well as elaborative comments, reinforcing the idea that Liam
feels an apparent need to explain about
think of somethingte ay, | dondt knoéw whTy218). Ibfthido7z e i n
way, the mainline content reinforces that the narrative is being used to explore the
nature of the self, as understood by Liam himself and by others.

Analysis of the psychological subje¢the subject positions / points of view
of the narrative) used insegmentsll4 of Li amdés narrative rev
to selftknowledge6 éi t 6s me being me. 6 (T2, L 57),
self61t happens t,admdistaacing of the selflfronY tBe)behaviour
through commenting on the self in the tFh
comment on something one of the characte
t hi ng. 6-73). MRe,section ehds Wwitan affirmation of selknowledged 1 t 6 s

not me beingéd (T2, L 77), and an apparer
view of the self61 t end to have, apparently | hav
according to s o-86. Fipdagsfprdmeanafysis(offth2 psycholo§ical

subjects used in the narrative can theref

narrative as @éing about selfinderstanding, functioning as an exploration of who he
is.
The themes identified isegments 14 6 of Li amdés narrati ve
view. Three key themes were found: dalbwledge and personal evaluation in
relation to external siitions and people; the self as determined and resporesilole;
attempts to clarify and explain the self. Under the first thesefknowledge and
personal evaluation in relation to external situations and p&aplentifiers were
regularly usedd | 6 eee rather unkind to some people for a good majority of the

year, which | &6 m nlé)t T Therewasiatbo smrhe contradigtian,andL 1 3
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fragmentation in the narrativé Get t i ng i nto quite a bit of
gui t e a LB-4).tThesedcdnd (hdnihe self as determined and respongible

also contained some fragmentatigdi t 6 s compl et ely not the
itds me bei AP) andel théthirf theIn@attdmptsté clarify and explain

theselt6 But i tds sorsddofT2)] WwWolL6)YXnodThicd atshem
uncertainty throughitsconteii ¢ i t 1 s t hat, it is that, IS
thematic consideration of segments1Blof the narrative enable it to be seeat th

Liam appears to bdrying to produce a coherent narrative around the apparent
discrepancy between the internal self and his external behaviour as he explores his
nature and attempts to better understand himself and his responsibility in relation to
his behavilbyrmeodogedsi mpgsiin trouble as |

not the school 6s faul t |, t hat i s, i tds me
(T2, L 5447).

4.2.4 Summative findings

In his story, Liam appears to be exploring who he is. Analysisda. i amés narr at
reveals a difference between how he sees himself and the ideal of how he would like
tobe el66m di seigiémittsi basfically prejudiceél 61
about 1 t, it 0s-468).berappearsmottokvantt¢ be 2Zagstrdulded
but sees the self as determined, fixed and unable to change. Indeed, his experiences
at school seem to be accentuating his difficulty in establishing a coherent, enhanced
understanding of himself that marries his behaviour with who he feeds lbaving
him confused as to his level of responsibility regarding his behaviour at school.
Accordingly, Liam seems to be finding it difficult to recognise his strengths and
qualities and shows uncertainty as to the nature of his true self, as fuuteatiéd
by expressions of insecurity in the narrative.

A member check carried out with Liam confirmed that he fieskscureand
thathe feels thahis experience of school is enhancing difficulties for Bithough
hevoiced a joint responsibility when it came to getting into trouble at school. He
agreed that he found it hard to identify his strengths and qualities but disagreed with
the finding ttat he would like to be different, stating that he is happy with who he is.
He also disagreed with the finding that he considers the self to be determined, saying

that he could change what he is like if he wanted to, although it would not be easy.
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Differenaes between member check responses and the findings from the analysis of
the narrative may be due to the impact of individuataetareness, a desire to
appear secure and confident, or due to
during the memberheck meeting, at his request (see appendix J for further
consideration). It will also be important to critically consider the analysis procedure

( s ®cussionPart 2§ chapters 8.4 and 6.3.6 However, that there is a

discrepancy in findingeelating to seHidentity from the analysis compared to those
from the member check, is itself of interest in learning more abotitdselfity. Not

least, it raises questions in relation to conscious awareness and the ability to self

reflect upon seliden t 1 t yDisdussierBart @G chapter 6.3.6

4.3 E d wa Nalrétise

4.3.1 Contextual information

Edward is a young man of 16 years and 9 months of age. He is of White British

ethnicity and lives with his mother. Edward has an Educational and Health Care Plan

(EHCP) and received a diagnosis of Asperger Syndromgesrs,8 months.

According to his EHCP, areas of difficulty for Edward incluslecial interaction and

communication; flexibility of thought; and behavio&dwardis entitled toa

Teaching Assistant provision of 25 hours a weeklaslhad involvement from

Community Paediatric€linical PsychologyEducational Psychologyehavioual

Support Serviceand a Local Authority service who work to promote the inclusion

of young people wh have a diagnosis of Autism within mainstream school settings.
Following a reluctance to attend schooliear 8, Edward received a

bespoke timetable at secondary schvolear 8 he worked predominantly at home

with the support of hisnother, going ind schookwice a weeko attenda oneto-one

sessionwith a staff membeandto take part iran afterschoolGCSE classin Year 9

Edward attended school for 10 hours a week, taking a GESEandanAS class.

In Year 10 Edward attended school ftithe, continuing to attend the-fevel

lessons in order to take his A2 examination, and attending classes to take a further 11

GCSEs. He also had sessions of-de#cted study. Having achieved his GCSEs,

Edward joined Year 12 the following academic Year (@ ydhead of his

t
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chronological age) to attend the school sixth forma fulttime timetable without
any bespoke provision.
The content oEdwards narrativeocuses upon his experience of his
bespoke timetabjénis classeand timetabled sessiqrtee curriculum and his
academic performance. He alggealk abouthisteachers anthe behaviouof his
peers At the end of his narrative, Edward additionally talks about misunderstanding

in relation to the concept of a persornngeAutistic.

Being at odds with structures and p
systems

Free choice vs. restricted choice

Not being understood V' theme: Analysis of Edward’s story suggests that it

appears to be about tolerating and
managing misunderstanding and

Impact of choices

4 Superordinate A | ]

Freedom vs. \

restriction

restrictions.

Adaptation

Self as a Computer Scientist ]

Empowerment

Key:
Themes identified through application of The Holistic-Content interpretive perspective
Themes identified through Critical Narrative Analysis

Figure3. An overview of the themes identifie

4.3.2 Findings in relation tdhe HolisticContent interpretive perspective

Edwarddéds is a long narrative t heflectvegave al

and insightful6 é pr essures of the school i n secon

mai nly because the teachers dealt with t|

my primary school I was so used to being

119122). Edward also demonstrates reflective practice in his narratouegtin

regular fragmentation at the start of sentences, where a number of different starts are

made before one is continued. Additionally, there is much sjuzet, with some

segments othe narrative being almost entirely sjuzet, as Edward often shares his

thoughts, reflections and past conversationé i t sl i ghtly spooked |

when | got up to walk out, er, and she s;

sur e?0 IYassyre, arm, and, a few, a few months later it was confirmed that

|l actually was done and [|-69%adndét been hal
The story has a toref endurance and resilienadeét hey' ve never

encountered someone who's ready to ask questionstivdge don't get it, and what
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they see is stupidity, erm, they've, they've learned now, because | got decent

resul t s éeXl09) Edwdrdppedrs selissured and recognises his own

confidenced éecause I've gone round the cycle more than once, | Wwalle,

honestly a cocky attitude, but it-'"s the
1113). However, Edward also appears to be very conscious of being misunderstood.

Being aware that his story is going to be analysed as part of this study, bastate

the start of his narrative that, o6ééthe di
notable tendency to over analyse small traits that are in reality entirely unimportant

and random, not every aspect of my behaviour and, or, speech, is goingdb refl

some deeper m@.dmclarifyg@nieaning thréughout the narrative,

heovertly speaks of the communicative gestures and facial expressions that

accompany his words but are unavailable to the recardirthe recorder can't see

the face I'mmaking here, it's a slightly, it's a slightly humorously exaggerated

conf us ed 584&885)eStidh cldrification is highly relevant in light of the

i niti al gl obal I mpr es s iswryisabouhtolezatingand g ge st
managing misundetanding and restriction® ét hey di dayeartwgivet me i
form this time, they've actually got me in the same form year as the year that | was
studying in, thank you school, thank you.
1133). He states, 06¢é euwndornyaunsixthfermseonwo ul d |
uniform sixth form, but | would be in uniform because | was in year, year nine, so |
would get kicked out éso | eventually,

(L 270-275).

Edward seems to present himself as being different, at odds with the
structures and systemsofschablée The teachers were not ve
going offpiste with these things, they felt really uncomfortable because they wanted
everyone to be stamped out identical copies of each other, clearly, but, considering |
turned both of them into A-730) Attinses,he t hi nk
appears to feel alienatedl é | was sti |l | kind of the outc
than everyone el se -92)dndhe candesseen togreativdlg 6 ( L !
adaptand use the opportunities available to empower himgedfs o | I, turn
into something different that was far more interesting, er, you describe a busy
crossroads, well they never said it had to be a modern crossroads, just because

everyone elsedalt hose were my t w@273l).star pieceseé:
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A key superordinate theme identified
dreedomvs. restrictio® Edwards states, O0Oéthe first t
subjectsé | | ooked autset hhe hlaidsnté ta rhda dl trheea |
choose things | was interested inél didn:
t hat was depressing, so very quickly 1 ¢

930937). Four subordinate themes were identified: batragds with structures and
systems; not being understood; adaptatomdempowerment. These themes can be
seen to support the suggestion that Edwal
restrictions and misunderstanding. The first themébeing at odds with structures
and systent® was the most frequently occurring subordinate themeccurringat
pointswith all other themes. With a timetable comprising of classes across different
year groups, Edward appears to be at odds with the spdaogroup structure
6éyear ten which was also year thirteen
al so sl ight |Ll446447a His activres lcan also be seen to be at odds
with systems used by the schadlé&he final exams, | refused toden a, an essay for
the final subject matter and decided to do what the exams should actually expect us
to do, which is go in blind and rely on my German speaking ability, because |
t hought, it felt L4&206424.akidthemnd higldiptedhe at i ng é
range of structures and systems imposed upon Edéagd al so got dumpe
some year eleven, so one yea#bs6plhcarmd of wl
therefore be seen to directly relate to the superordinate thedineaafomvs.
restrictiand

The second theméyot being understod@dwas found ta@o-occurat points
with the theme ofbeing at odds with structures and syst@éam&l with that of
Gdaptatoi6 € ah, there must be a -schoahunifobmet we e n
you must feel more comfortable, no, no, as time progressed | got better and better at
deal i ng wi2B8/90y. blastndtably Wwithin this theme, Edward begins his
story withthe cavda, 6 énot every single aspect of |

(|

(@)}

going to refl ect s &l@eappkariagcencernedeabontibaing é
overinterpreted. At points in the narrative he also takes care to clarify his meaning
O0ébecause arundAutesm and thegimahility to understand metaphor, if
|l say something |ike, Al chased him down:
metaphorically, in the met ap-A3).MThec al sens:

narrative ends with Edward explainirtat there is misunderstanding that exists
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A

around the very concept of a person being Autistie | t 6s not t hat s ome
get something wrong with them that separ
people are | i ke t hi médbfustaiingdayer separatingnei ke t |
from reality, | feel like | am me and because | have certain character traits you label
me i n a cerll98i11A9). Waappedrs td feel that there is a need to
defensively assert his positomWe donétc wraend. @ o( bel232). T
that he feels misunderstood.

The third theme¢adaptatiod highlights the range of ways that Edward has
adapted to his school and the challenges thathe hasfaeéedt t ook me a | o
to integrate into that class lase there was a massive age gap, er, but | eventually
di dé 6 -85h). IBadldition to adapting to take classes across year groups, he
speaks of adapting to restricted subjectchoéess o | di dndét get t o
instead | picked up Psycholpgg 6 ( 947)%anAdBo curriculum demands é s o ,
I, I, turned that into something more inli
aboutmegoingofpi st e with t he726. He diso adgps®6 (L 722
restrictive changes to education polidyé |. needed to stay in full time education
somewhere and so |I thought, okay, next t
I will, I will farm some more UCAS points, do some more A levels until | can get
into a universityéariildeinddeationgiil | eventualhh at s o
turn ei ght-838)nTéréughput thi8tBete there are only two instances of
his school adapting to Edwartthrough the generation of a more personalised
timetable6 ét he school tri ed meganddtnoustaay ateather h o f
than withéthey said okay the classes yout
185191yand t hrough staff adaptation, O0éthey
whods ready to ask quest i on seeiwstupidity,t hey d
erm, theydve, t hey06-1168). Thisthemealbaptatiodcand ( L 1
therefore be seen tm-occurat pointswith the theme oftbeing at odds with
structures and systess does the fourth theme identified, thatemhpowermeri

The theme ofempowermeritappears to relate to efforts to be heard,
managing systems and removing barriers to aid achievetnént t hought ét aki
this till the end of the year, will only waste my time more, | will not be able to get an
AS out of it. So I émdgbijpnpgstosdrop [ oeékn
former now, you cannot order me to come |
droppi ng t he -1801)bGoeswdratian ofthbse themes can therefore be
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seen to demonstrate a superordinate thendeegfdomvs. restrictiod Examination
of the themes supports the view that Edw:

misunderstanding and restrictions.

4.3.3 Findings in relation to Critical Narrative Analysis

Segment 31 of Edwar dos tedforretaanscripton was t he
according t o Pl@GreotAndlysi® 94ct(isem for segment
criterig chapter 3.3/ referred to as the second transcript (T2). Within this segment

the mainline content works to highlight the impact of circuntaruporEdward in

particular, how restrictions are making him feel and how they are impacting upon his

choices, actions and outcomes. The mainline content begins with an apparent choice

6éthis is the first time | Roadheraisthemoi ce
amove to the restrictedreattyé s o very quickly | could cr
l' i st while | ooking mournfully a#244)hem an:¢

The mainline content ends with Edward adapting to the situation by using a rational

tool to help him to select subjects to study in light of his preferences being

unavailable6 Wi t h t hose that were |l eft, erm, I

and thought how do | chooseédecided to do

| earnedél per f or me donyasarting somputed algaithhda Bub b |

(T2, L4554). In this way, restrictions upon him can be seen to have an impact upon

his chotes, how he makes those choices and the outcomes. Content off the mainline

promotes how restrictions are making Edward feel, as he shares his reactions and

feelings.With the subject oMathshavingbeenselected by the Bubbleog&, he

remar ks, hé&l, hatte Ma@t@al |l y annoying. |l donod

again but | need2).tHealsdiwes exandples agdleBhoration 6 8

which work to provide further insight into his feelingsé t her e wer e t he t

Levels which | could choose nhto take and not haverfe word inaudiblg you

know, there was never a, VY26)u can take thi
Analysis of the psychological subjects (the subject positions / points of view

of the narrative) u s madative suggestsghaiddward Seéds o f |

himself as being different to others and that his currenjpsetfeived identity may

be different to his preferences. In speaking of the Bubdtiet&ol, there is a shift in

psychol ogi cal s ubjhe catratoa Wha BublfleoBdsm t he o601 6
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positioned as being at odds with what a
the narrator is then aligned with the Bubbtet&s adComputer Science person
(T2,L62) additional ly (T2eLf64)and wsed as an explaatian 6 n e r
by the narrator as to why he has few fri.
|l ooked at them for a | ong time and then
person, so | did a Bubbleo& , |l 6m a nerd,yykahav &rimewt hi
(T2, L 6066). The Bubble &t is then positioned at odds with the narrator before
Edward appears to concede and accept the Bublii@®8comed ét he Bodb bl e S
had ended up with Mat hs, |  h atttcehav®ltot hs, i |
study it ever again but | need to-do it,
72). It can therefore be seen that Edward appears to see himself as being different to
others, with indication that his perceived identity may be diffeiehts preferences.
This once again highlights the impact of restrictions upon him.

The themes identified in segment 31 o0
impact of restrictions upon him, not least upon how he sees himself. Three themes
were idenfied: free choicevs. restricted choice; impact of choicaesd self as a

Computer Scientistn the first themedree choicevs. restricted choiéeEdward

highlights that he has not had real freechcicé | dondét want to have
everagainbu | need to -dd) .itElhe (§comd 7tlheme o
choicesd6 makes it apparent that the choi
not enabled his desired outcomés r eal i sed because | hadn¢
choose things that | was interested in |

have a GCSE in History, didndét have a GC!
i néo ( T3B), Thd thir@ themeself asa Computer Scienti§tsees Edward use

a Computer Science tool that he has learnt to aid him in considering his choices

Ohow do | chooseédecided to do a Comput el
during my Comput er Sk3). leabasbows Hdwandgoshé ( T 2, |
exploring his identity as a Computer Science peréoda nor mal person w
just | ooked at them for a | ong time and 1
Science person, so | did a BubbetSé 6 ( T-83). Through these émes,

Edward appears to be exploring his freedom of choice, past and present, and the

impact that this has had upon him and his-skdhtity.
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4.3.4 Summative findings

Edwarddéds story appears to be about tol er:
restrictions Edward seems to be restricted and at odds with the structures and
systems of school, having to adapt and use the opportunities and learning available
to him to assertively empower himself. He reflects upon his restricted freedom of
choice and exploresehimpact that this has had upon outcomes for him and in
shaping who he is.

A member check carried out with Edward confirmed these findings, although
Edward commented that he did not feel that he had done anything significant in
empowering himself and fethat the need to adapt in light of restrictions particularly

related to his career path.

4.4 F a i Ndrréatise

4.4.1 Contextual information

Faith is a young lady of 16 years and 8 months of age. She is of White British
ethnicity. Faith lives with her mother, helder and younger brothers, her older
sister, her sisterdés partner and her ni e
Plan (EHCP) and received a diagnosis of Autism Spectrum Disorder (ASD) at 13
years, 2 months. According to her EHCP, areas otdiffy for Faith include: social
communication, interaction and understanding of social situations; building and
maintaining positive relationships; and emotional wellbeing. Faith recaives
Teaching Assistant provision of 15 hours a week and has had eémveht from
Community Paediatrics, Educational Psychology, Clinical Psychology and a Local
Authority service who work to promote the inclusion of young people who have a
diagnosis of Autism within mainstream school settings.

The cont ent \wfocusea upotite ihteractionthat shéhds
experiencedvith school staffin particular she speaks of the conflict that she
experiencd with one of her English Teachers and the support that sheedé&m
other staffin relation to this, as well as in relation to difficulties that she had
following the loss of her friend and the loss of her dog.
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Adversity and conflict
Disempowerment
Understanding of the individual and _’3 i Y b
amnathy ve | cetanding 2 uperordinate
f'm|""t y vs. lack of understanding and theme: Analysis of Faith's story suggests that it Assertion and self-
.\""k of empathy 5 appears to be about interactions and empowerment
-~ upport vs. relationships.
Being supported to manage adversity ad\-’?l’S\t\l’ and
and manage and avoid conflict \ conflict / Being supported and
- 7
empowered
p
Appreciation vs. resentment
Key:
Themes identified through application of The Holistic-Content interpretive perspective
Themes identified through Critical Narrative Analysis
Figure4. An overview of the themedient i fi ed i n relation to

4.4.2 Findings in relation tdhe HolisticContent interpretive perspective

Faithds |l ong narrative gave an initial gl
shape, having high and low points. Within tierative, considerable space is given
to a day in Year 11 where conflict with, and support from, school staff are both
illustrated (segments 224). However, despite involving adversity, the story as a
whole maintains a positive tone and evaluations lodbskare positive. Faith states,
60ét hsehpo) ( di dnét give up on me when | said
againéthey didnét give up on me when | |
on me once, in fact they, they pushed me further and fusthieand, they were just
i ncredi bltles1)d (L 1046
Fai t h Gppeasstdigiainted in places, with false starts and grammatical
errors making the narrative difficult to follow é | , énadl daid, | saidfidid she
told me[sic] that | was like, di she she[sic] tell you that | was outside the room
until five to twelve, n@ | said fil was so | didn't come in until fivetodd (- 56 6
569). There are some apparent contradictions | | yfsvly are gou, evhy are
you annoyed with Miss? yaghould be annoyed with me, | am going, I'm not, so it's
not Missod ( L24%).4AXimes, episodes are confused, as identified by Faith later
inthe narrative6 €é sorry no, i n year nine I l ost my
dog so I've got completelni x ed up, | " m88%)o0 sorry. 6 (L 8¢
The narrative is distinctive as Faith speaks in the first person for herself as
well as for others, recalling interactions in terms of whatwas8agdl s ai d, fAyol

left me outsid® Ndildidn'to | sai ddofiyAsdybhbedi she saic
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don't | ike conflict." | said, Ai f you wel
not conf | i-B547)&\ithin the harrdivelle f r equent use of ,
0l i ked without moasaeadspdhe cohsideratianxhatthis nat i on
distinctive approach to stottelling could possiblype a communicative tool in

relation to potential difficulties with expressive language, as opposed to a selected
narrative styled d went in with it sort of, something like, oh I've done it a year, I've

done a year now so | Im&¥y).as well do anot |

However, sich adistinctive approach, if ivasan intentionally adopted
narrative stylewouldappearrelevanpa s Fai t hds narrative appe
about interactions and relationshi@pecifically, interactions and relationships
centred around the need for understanding and support in order to manage adversity
and confl i étdonShte Isettatheesr, roui ftauseyauve y e ar
done amazin@,so she saidiall youve @t t o d let herapolggis®sd & B e
sadi f you don't want to gooéba esighantyou | | hav
somuchMis&&t hem words just me®d4l) Inthisway,yt hi ngé
Faith can be seen to express feelingapgreciation for receiving understanding and
support 6 éven when days were tough she was the, the one person | knew | would
always be able to counton,that t hat was al ways going to b
never forget what t ha®l3woman did for meé:

Accordingly, a superordinate themedbipportvs. adversity and confliét
was i dentifi ed altokedsatsmy ffiend dnthroydrierdfustr y. 0 é
|l ooked ri ght (eachey lpsaked endfrom the ttom of my feet to
thetopofmyt oes, | hehdéaght é[sih goswrongsquigkly and then
she saiderm fil want an apology also] said fffor what? @nd that was it, |
snappedé-653)The fdurdsbbordinate themes identified were: adversity and
conflict; understanding of the individual and empathylack of understanding and
lack of empathy; being supported to manage adversity and manageoahd av
conflict; and appreciatiomns. resentment.

The first theme, that of O@oadtwadr sity al
pointswith a lack of understandingand empathiyn d wi t h r esent ment .
Afor those who want opl ookt hhagnwae it he I
said, Ayoudbre nasty, what was the need f
she wasndét a ni ce wo ma#d87aWhdreashisthenteisé6t | i k

not introduced into the story until segment8h e s econd t heme, 6und
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the individualandempathys . | ack of wunder st amrdi ng and
throughout the narrative. Within théecondheme, understanding and empathy
frequentlyco-occur with supportfi 6 m goi ng t dotakesyoutytbeur Mu m
doctors because | osing your 0ddo(gl-188)a8s3 r eal |
Such occurrences receive appreciation from FgéhDr J saw you ear| i
she said that this is what she was gdsing dooé | was | udtsm, thatds |
thoughtful éyou knew | was in a bad mood
me . 6 -(521). Bylcéntrast, a lack of understanding and empaftiey co-occurs
withconfict6 é1 was on a really bad dayéll was i
everything with my dog was being racked
|l ate, 0 | said, Ado not -46B)art o and she sai
The third theme of &ébeing supported t
avoid conf |l i ct dtthhtiFathhreceiged ftom somé of hessteaghers
0éthen Miss Se came outéand she was | i ke,
shesaigidondét | et her ruin it, donodot | et her
got to do is jursd étlreen hgeo EPOK(AGADSIeh e ar o C
Faith comments, O0Oéthey were just so unde.l
wanted, they allowed me in school when | needed to be, they listened to me when |
needed it, and they kicked me up the bum sometwmese n | needed it as
(L 418-421). In this way, this theme can be seen to@mur with episodes of
understanding and empathy. Faith also receives support to help her to manage and

avoid conflict from her friend, &3¢ | 6 v e b e edshe sadisit on theistair

dondt, do no@nd Asvidisquite cleben shé put a piece of paper near the
door so the door was nfastsoos &suhear pou shpueng!l vy an
I 61 1 come @s ( L-468)Ht out

The fourththemet, hat of Oappresemat memtod i s the

occurring theme and runs throughout the |
which | didnot | ike, because no one coul ¢
saidiyoudre annypygedr becatuusgetting your own
actually help me and support mésaidft hat 6 s ad | ( U24D4el®k d é

Findings from analysis of the themes therefore suggests that understanding
and empathy are associated with support and appregiatole a lack of
understanding and empathy is associated with conflict and resentment. This appears

to support the view that Faithés story i
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around the need for understanding and support in order to mahaagsity and

conflict.

4.4.3 Findings in relation to Critical Narrative Analysis

Segment 26 of Faithos nar r-taabhscripten was t he
according t o Pl@geotAndlysi® 94d¢ct(iser fdor segment
criterig chapter 3.3 referred to as the second transcript (T2). Within this segment
the mainline content works to highlight the role of power. Fagitbears to be
afforded empowerment by some members of school staif@mtle seen to lpat
in a disempowering position by others. Indeed, the mainline content begins with
Faith setting her terms and asserting heréef s h e, fise @imealto my staff room
tomorrow beak timé&é |  sfekay bsaid fbut all | want off her is sorgé |
said,fil just need to eat before pleééea n d s h,éokay goiandd get something
toeat @ ( T 25). FaithaBpears to bplaced in a disempowering position by
MissH 6 é I | uedtup agd shenlooked me from the bottom of my feet to the
top of my t oe-$63),bdicecdhd sedmeiit €n2ls with_atteBnpts to
reassert and e mp o iilanm nottgeng m éhat foom vatlkeHer, s ai d é
and | walked #8%ayéodé (T2, L 71

Themainline content demonstrates that Faith has positive relationships with
members of staff who allow her to empower herselé s h e fisfaiydoou donét v
to go back come to my cl| eésls rsdhoantt youdd | hav
muc h Md s & B250). ILalso shows that conflict occurs with staff members
who seem tlace her in positions of disempowermeéntt t hen she sai dé 0
an apology also, o0 | said, -79.fTeoff mamlianeg ? 0 é 1
content compliments thmainline content, emphasising the positive impact of
knowledge and understanding in empowerment. The off mainline content in the
selected segment initially shows Faithos
understanding that others have of:lies h e  k if ghevpushédante any further |
woul dndédt have accepted the apo-l%ly, so s
thenappearstal e mo n s t r at-knowtedge aind onderstamdirge 1 wi | | not
be able to keep myself cyalfm iiefnd own tohn nmeye
L 28-30). Both forms of knowledge and associated understanding having a positive

impact upon her empowerment and relationships with atheést hem wor ds | u s



96

meant everything, so | thought édéédndlr Mi ss !
will listento her MissH.6 ( T256). L 51

Analysis of the psychological subjects (the subject positions / points of view
of the narrative) wused in segment 26 of |
from further, enhanced, séthowledge and understanding, aiding the development
of a more coherent narrative. In the narrative, Faith speaks in the first person for
herself as well as for others, such that the-fiestson speaker is not always Faith.
6éand then she spadldogyran,s di,l0 wlansaiad, aff o
74). There is therefore a lack of consistency in the psychological subjects of the
story. Analysis of the psychological subjects also reveals that the spemsuh
pronoun, Oyoud, i s ifgrthe speeehrotfthose mensbersiof wh e n |
school staff whom Faith appears to like and respect. For Miss Se, who appears to be
highly regarded by Faitb s o | t hought you know what k6 f
lifeé | will go i n, -b8)rhi sdcongvdrsbon prohounscane n é 6 |
be seen to be frequently used when her speechisconéeyed k now how wi ¢k
are at nEagdbt shét her ruin your year of he
amazingéall yeudbveogodondtdampbaamy t oél 61 |
group @ ( T247). 3Bhi s serves to highlight Fai
members of staff are considerate of her,
about the value of being understood and subsequently, supported.

The themesidani f i ed i n segment 26 of Faithoés
empowerment and disempowerment. Three themes were identified:
disempowerment; assertion and sstipowerment; and being supported and
empowered. With all themes being illustrated in the following quatatican be
seen that being directed, with associated disempowerment, leads Faith to assert
herself, while the support that she receives aids her empowedngrt e knew t hat
she pushed me any further | woulftdtatdbt hav
t hat €06 {19).Following the7arration and recollection of disempowering
events, the narrative can be seen to become fragménted he | ooked at me
the bottom of my feet to the top of my toes, head. And | was likdat is the need
for thatél thought , vy osicwkendorwe wnhoatt,, twheidsr ei
[siclgo wr ongéea69)( T2, L 63

Segment 26 of the narrative te@re highlights the role of support in

empowerment and the need for such support. This appears to relate to the situational
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and cultural discourse of teachers as authority figures, relating to wider values of

respect and equality. Indeed, an appeal foleustanding made directly to the

i nterviewer , ser ves®ryisaboutrelationshps, ceetred hat Fali
around the need for understanding and as:
(interviewe) |1 dondét know who | slwaskhastytoo nast il
erm, teacher s, a (netvibewel lpcause, just,ahe @nger, was,| | y o1
was just too s€@2yongéed (T2, L 94

4.4.4 Summative findings

Faithds story appears to be about i nterai
importane of relationships with school staff. It conveys a need and desire for
understanding, empathy and associated support, in order to aid in managing
adversity and avoiding and managing conflict. The narrative emphasises the role of
power dynamics and suggetiist wherdhere may bea lack of understanding
disempowerment, conflict and resentmenaty also occyrbut where therenay be
understanding and support, empowerment and apprecmaigin additionally be
found

A member check carried out with Faith confirmed these findings, with Faith
reflecting that the central message of her story was that it is important to receive
empathetic understanding at school, with such understanding being important for
effective partneships with school staffAs Faith states at the end of her stéryé a | |
| want to promote, is that schools with children like me, who don't look visibly to
have anything wrong, thggchool)just need to have the same mset as us
real |l yéeeéao7rg)L 1075

45 Ga v iNartasve

45.1 Contextual information

Gavin is a young man of 15 years and 2 months of age. He is of White British
ethnicity and lives with his mother and twin brother (who received a diagnosis of
Autism Spectrum Disorder (ASD) at 7 years of age). Gavin does not currently have
an Educationalrad Health Care Plan (EHCHfter visiting four different
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Community Paediatricians, with three inf
regard to a diagnosis of ASD, hexeived a diagnosis of Asperger Syndrome at 13
years old. Gavin stopped attendinga¥ 7 at secondary school after 2 months,
following difficulties with peers. He was enrolled in a different secondary school but
there was long term nesttendance. A graduated response was taken to increasing
his attendance, involving an eot-school tuiion service and a bespoke pame
ti metabl e. Cons Mobtheastuggestad thatithe mainGaeeasiofn 6 s
difficulty for Gavin include social communication, interaction and relationships, and
emotional wellbeing. Gavin has had involvement from Camity Paediatrics,
Educational Psychology, Child and Adolescent Mental Health Service (CAMHS), a
Local Authority outof-school tuition service, and a Local Authority service who
work to promote the inclusion of young people who have a diagnosis of Autism
within mainstream school settings. Gavin now attends schodirhél and is being
educated out of his chronological year group (Year 10), having joined the year
below.
The content of Gavi Imstsperierme of baultyingine f oc u
Year 7 andhis journey back to being in a school ftithe. He speaks about his
experience of the various contributions madebtyof-school professionals, school

staff, his friendandhis mother, as well as of the decisions he mddmself.

-
‘ Progress 1

-~ ~ 1 Progress ‘

Receiving and not receiving support : . Analysis of Gavin's story P
i} suggests that it appears to be [ Superordinate
about progress, not least in | theme: | Consistency vs. change
terms of increasing
Influence of family and home life y, independence, inclusion and \ e~
\ J 7 ] empowerment. - | Increasing independence and ]

| self-management
hS

| Superordinate
theme:

I's

hY
| Progress Progress
\ \

‘ Choices and decisions e 1

| Staternents of emotional
{ Nature of friends and friendship 1

Key:
Themes identified through application of The Holistic-Content interpretive perspective

| response
.

Themes identified through Critical Marrative Analysis

Figure5. Anover vi ew of the themes identified i



99

4.5.2 Findings in relation tdhe HolisticContent interpretive perspective

Gavinbés narrative gave an initial gl obal
personal progres® | 6 | | be in virtually al/| day for
whi ch i s, very good achi evenrdd8).Thestoryo m wh e |

follows Gavin move from vulnerability arallack of supportd € i n year seven

probably was the worstgar of my school experience, er,
bulliedéAnd it di &b {(-7),nto@areaking fegliagsofsor t ed
security and sel€onfidence, not least illustrated through increasing inclusion in

school . 6éi f s ommbdwhdatthk stadt of@ Eoupleiofkyears aigo,l d
when | was really badéif they said, I|ike.
enough full time, a few years ago | prob:

just didnoét care. 6hewrg)dle6egoivat desecafedl
throughout the narrative may also indicate that Gavin qoosdiblyfeel unsure,

lacking conviction inwhat he is sayinggndthat hemaythereforebenefit from

continuing to enhance his selbnfidence Howeve, it is relevant to note that the use

of this phrase becomes far | ess frequent
further support to the idea that this is a story about personal progress.

Gavinbés story highlightbB6é$Sdhel polsodae vtec
drop back a year ébut, Il chose to make t h:
the best deci si on |-243),andpfrsupod foompthes&d e . 6 (|
t hought |1 6d be a bit nervous ustltjuwtthink ng wi |
of the fight or flighteéthatds wHAHt | | eal

Relationships, with the support and security that they can provide, as well as
undermineplsoappear to play a key rol &@lyben Gavin
seen in relation to friendship. From speaking about being bullied by peers at the
openingof hisstoryd é 1 t hought they were mg8),friends

Gavin moves to speak of a 6true friendo6 |

really had for, ever, basicallyél odve beel
with O and stuff, and, itds be&e/mhTheery ni
secuity offered by thisd t rfrieedséhip appear® beimportantto Gavino6 é 1 t hi nk

t he Geography | essons, theydére gonna be |
anyway, which 1 6m, only when 1 6m with O |

relyonhm or anything but 1 6édm just -5892pThaxed wtk
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i mportant role of relationships can al so
others6 é we already knew wedd be in the same
06cause we hree swimret599.IGlicly idet®tification appears to inform
selfknowledge forGavinb é 1 t hi nk it was, |ike my cous
because...my brother, has a friend called Q and he has the same type of autism to my
brother, and they goton likereallye | | é And, and it was me an
exactly the-48ameéed (L 441

Gavin appears more assertive and empowered towards the end of the
narrative compared to the beginning, testament to the progress that he has made.
Early inhisstory Gavinstae, 06€él was just in my room do
closed and just sat there doing nothing |
mum or my brotherél wanted to go to one
had to go to one intqwn) é 6  (4R). HbWeer, towards the end of the story he
reflects, 6éat the start of this year | ¢
i nstead of sitting there doing nothing. |
i n my r oom ad@nidoweveribe fctlthat3h@ Barrative is hard to
follow in places suggest that this has been a difficult journey for Gavawhen |
was really bad and | want, if | was now probably wouldn't be, believable, what | was,
if they said, like, you'd be in the schoolckdo school, near enough full time, a few
years ago | probably woul -378). Indeed, therecareb e | i e
a number of false starts as Gavin speaks of implications of his difficdtiésl wa s
told by Miss K applarwanstnléyt ,1 6ésnh, o ull dsnhéotu | bden
but &écause you feel more comfortabl eéwit
in that -aAmwer.)d (Tthhed4d*t4gul ar use of O6justod
reduce the impact of the information beingrsitla perhaps in an attempt to
normalise such implications, aiding Gavin in reflecting upon the difficulties that he
faced. o06él think I met this woman call ed
just this tutor woman, because | needed to have somefsorteod uc at i-@lné o6 (L
t heme of O6Receiving)and not receiving suj]

Key themes identified across Gavinbds
about personal progress, the role of the individual and of the support of others.
Analysis of the narrate revealed a superordinate themépobdgres§ identifying
subordinate themes of: progress; receiving and not receiving support; influence of

family and home life; choices and decisions; and nature of friends and friendship.
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The subordinate theme of O6progresso fi
throughout the remaining 27 segments of the narrative, most frequerdbcurring
with the theme, 6nature of friends and f
relationships play a Isiecgl'dtike,Imade friends@medv i n 0 s
stuffIf el t confident to now go oub63.Thde and s
t heme of O&épr ogr ec®duratmintswahlthe thenteseof seen t o
0receiving and not receivVvi n@dwaslligepor t 6 an:
doing well in schoolnd stuff, just, so | was seeing her once a month, and, I think,
‘cause | was making all this progress in school that | decided, she decided to
di scharge me fr 0-835t hteh etnmeisn goéfroe @(Eli oly3args |a @ d
receiving su@poand adi dichs &

The second most frequent subordinate
identified as the theme, O6receiving and I
33 of the 37 segments of the narrative esxdccuss at pointswith thetheme

6influence of family and ,0émg mMmumedasi bd:i

for meédé (L 149). This second theme highl
of the story6 é t Hhsehpol)didn't really do anything, they just like, we jusicto

t hem what happened but they di3dinthen | i ke,
charts the support that occurs outside of schkibél I met t hi s woman ca

she was very nice, she was like, just this tutor woman, because | needed to have
somesrt of educati onéwe(tompbtd atbe)be8rda s bui | c
support is gradually moved onto the scho
6éthen there's N who was helping me with,
school, so we decideo go in there and sometimes she would, like, say do you want

to go in the s c-83)Gdntent withinm thisdthemetatsalidates 8 0

the support received from school st&fé I met t hi s one call ed N
really nice, she understds virtually everyone who has their problems, and, and also
there's Miss Wéshe hel ped a I1@2%) andithg h my
systemic barriers that have hindered Gavin in receiving support at séhédlad

wor k t o do viellveernied tegetsvorknbsaitét wasn't really going
anywhereé | think it was very hard to getf
| e s s ons eldd). Haweverpt@vards the end of the narrative, the theme

highlights the withdrawal of support, no longer felbwneededd é si nce | was

doing Science lessons and my English and stuff we'd have started to get rid of L
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(tutoné because | was doing stuff i317).Bhe hool n
content of the theme ends with reflection upon the natur@and of the support

receivedé Basi cally she would just ask you, |
you'd |ike, '"cause you'd just, you'd jusi
helpful6(L 536-540). In this way, through this theme, Gavin shdwesiimportant

role of support in the progress that he has made.

The role of the individual al so appeal
story, as a third subordinate theme ident
theme that runs throughout tharrative and coccursat pointswith the subordinate
t heme of O&éprogressdé. o6él was | i ke doing
seeing her once a month, and, | think, ‘cause | was making all this progress in school
that | decided, she decidedtod c har ge me f r om335).Mhes t hi ng. .
theme demonstrates how Gavin moves from arguably negative decisions and
restricted choices at the startof hisstér¢ I  j ust refused to, go
first | didnodét tell emyumbumgbbecabsei d thal
18), to making decisions that he regards as being positive and having free @hoice
chose to drop back a yearél chose to mak:
i's the best deci si on21?.&Wpeintsgnrthe baardtitey made . «
there is contradiction around the free choice and ownership of a dedisioh h e y
said, |ike, wedre gonna put me in this, |
t hought it was my choi ce 1&-bd76).This chose to
potentially highlights the significance for Gavin of being able to have free choice
and make decisions for himself. It also enhances the idea that the role of the
i ndi vidual has had a part to play in Gavi

A fourth subordinat¢ heme, o6i nfl uence cmoccusaa mi | y a
pointswi t h t he subordinate theme of O6receivi
i ndicates that support from Gavinds Mot hi
can be seen in terms of both practeagpport6 é event ual 'y | think t
doing stuff cause mum-I128,dndermodosat suppertet i ng s «
6émy Mum was there for meéd (L 149). I n
friends have had in his progress is demonstratdtiéiifth subordinate theme,
oOnature of fr i en discidenceslotdoccurennesvithithe p 6, and |
subordinate theme of Oprogress6é. O0ésince

confident to now go outside and stuff at
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(L562-564). Indeed, from having initially experienced friendship difficulte® cen

of them strangled me in | essonséthe ot hel
stuff and then the other one was just bo:
friends but c-28p hyrthe gnd of big seoy, Gavin has gade a friend

with whom he identifies and feels secueeé when | ' m with O | ' m mc
we're virtually the same. I think me and
(L590-600). Gavin states, 6éout of all the

probablytheb e st 0 n e-26@). Thidis fArtBes testament to the progress that
Gavin seems thave made and thapparensignificance of the support that he has

received from others.

4.5.3 Findings in relation to Critical Narrative Analysis

Segment s 22 & nadatiZ 3verosklectBaferransoéription according

toGee (1991 see OPl an of Analysis6é section for
3.3.4),referred to as the second transcript (T2). Within these segments the mainline
content works to highlighthe central role of progress and how it is affecting Gavin.

It starts with explaining a reduction in support in light of Gavin now attending more
lessons6 € si nce | was doing science |l essons a
get rid of L(tutor)é 6(T2, L 1- 3), before explaining how the support was being
reducedb é we startedétaking a day off each ti
mainline content recollects the last support sesgicht hat was t he | ast
di dndt, she -48).ilnghibwad, progreds,is made apparent through

the reduction of support. This is emphasised further through content off the mainline,

as Gavin provides furtheletail andexplanation for his support being reduced
Obecause | was doi ng owtnufof {7N@ontent offde | now
mainline also provides insight into how Gawrayfeel about thischangé éi t wa's
very sad to see her goed (T2, L 21). He
separation will notbe finab é 1 t hi n ka cskhéeb@ultl Ibe& nbow shedl |
sure. o6 -242, However, within the content ¢
reflection on the situation ultimately frames the reduction in support positively,

hi ghlighting once again t hmakipgralbtlysr ess t ha

progress in school that | decided, she decided to discharge me from the thing, which
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is very happyéthe thing is | dondét need |
which was veryldnice. 6 (T2, L 36

In light of such progress i$ not surprising thaanalysis of the psychological
subjects (the subject positions / points of view of the narrative) used in segments 22
and 23 of Gavi n o6 smagfeelempowered. Ggvip esedtie firsth at h
person, initially occasionallyusng t he pronoun o6wed at t he
segmentsb é we started | ike taking a day off e
narrative continues a contradicton occr¢t hat | deci ded, she d
di scharge me f r om 37).I5ech &ohtradicjod appegars ® show. 3 6
that Gavin feels ownership for the decision described, as he initially attributes the
decision to himself before stating that it was the decision of his tutor. By the end of
the selected segments, Gavin appearsassifiredash 61 6 i s consi stent
subject6l donét need herédé (T2, L 41) .

A superordinate theme of Oprogresso wi
segments, with subordinate themes of: progress; consistenclgange; increasing
independence argklfmanagement; and statements of emotional response. Indeed,
with the exception of O6statements of emof

co-occurat points highlighting how progress has been accompanied by change and

increased independence fonGaen. Accordingly, the subord
was found to most frequenttp-occurwi t h t he t heme, O6increasi
sefmanagement 6, a more frequently occurrir

selected segmentsuggesting empowermentdaan increase in setfonfidence

towards the end. 0él think from where |
a week to |Ii ke just seei-3y Whiethethem&éad once
6consivst enltgynged runseaxdr onsg tthhe rtarermeet, i v
emoti onal responsed occurs far | ess freql
support6 That was the | ast week whi<lh). was ver

Pauses within the narrative also appear to occur in relation to the reduction of

support, suggesting that this is difficult for Gavin and that he may be hesitant and

sad around the chang@ygetrioddwtatdnd bkaaasset &r |

wasdang(0.2) st uf f i n school nowéshedd have had
sheds not supp@2adl dtomg btei tdle Desditdsach L 2
changes, content within the theme of &st:

that Gavin feels hapy with his current situation, brought about by the progress that
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hehasmade é 6cause | was making all this prog

from the thing, whicB8).is very happyéd (T

4.5.4 Summative findings

Gavinds st ory pogrpss,aatlsasttinderns ef inerdasing t
independence, inclusion and empowerment. Gavin appears to move from
vulnerability andalack of support at the start of his story to increasing feelings of
security and sel€onfidence. His story highlights the role of the individual and the
importance of being able to have free choice and make decisions. It also conveys the
value of receiving support from others, in particular referring to the support provided
by hismother, out éschool professionals, school staff and his friehdnember

check carried out with Gavin confirmed these findings. At the member check
meeting, Gavin reflected that he values the support that he has received from others

and commented that he now feelsrfzore confident.

46 Ky | Narative

4.6.1 Contextual information

Kyle is a boy of 12 years and 8 months of age. He is of White British ethnicity and
lives with his parents and older sister. Kyle has an Educational and Health Care Plan
(EHCP) and received a @jaosis of Asperger Syndrome at 5 years old. According to
his EHCP, areas of difficulty for Kyle include: social communication, interaction
and understanding of social situations; motivation, concentration and engagement
with learning; fine motor skills, pacularly in relation to handwriting; and managing
his emotions. Kyle receivesTeaching Assistant provision of 17 hours a week and
has had involvement from Community Paediatrics, Educational Psychology, Speech
and Language Therapy and a Local Authosiyvice who work to promote the
inclusion of young people who have a diagnosis of Autism within mainstream school
settings.

The content of Kylebs narratiate focus
schoo| charting the development and breakdown of hehtiship with a peer, M.
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~
~
M
h Knowledge and understanding vs. a lack of
\ knowledge and understanding

Dislikes and annoyances

\ 4 Analysis of Kyle's story suggests that itis
I's =~ about reflecting upon and exploring the
Responsibility [~ | nature of his friendship with M.

J
-
\ J o/ .
/ Annoyance and grievances
f S/ )
[ }

Teasing, joking and being silly

( B

Kindness and support vs. unkindness and |
lack of consideration
k.

Taking responsibility

Success and achievement vs. lack of
success and sanctions
e A

Key:
Themes identified through application of The Holistic-Content interpretive perspective
Themes identified through Critical Narrative Analysis

Figure6. An overview of the themes identifie

4.6.2 Findings in relation tdhe HolisticContent interpretive perspective

Kyl ebs narrative gave an initiomandap!l obal
exploration of the nature of friendship and of his level of responsibility for the
breakdown of a flfeel Bbmndtdéing p goodiemough friend. Bug,, 0
M isn't really doing the friendship any favours either. | don't, I'm really trying to get
her back on track, well, actually | didn
(L 386- 389).

Much of the narrative content is devoted to his friendshith W, as the
narrative keeps returning to this topic, ahdppears that Kyleould possiblybenefit
from an enhanced wunderstanding in relat
developed to be friends, | don't know how, we just, | guess that's thg tkeallnly
thing that, b o nd s9l).tifdeed, herspeaks tergtdtivielp about hjsL 8 9
friendship, often using the phrase, 061 g
implying a lack of confidence and understanding. Additionally, tweative has a
tone ofresignaticd é 1't 1 sn't going to wor k.6 wilshl 3.
every, | wish that was every PE {184y son, |
but appeargesigned, particularly in relation szhievement at scho@Nell why can't
there be a bottle flipping peel or something, that would so be my Biunagf course,
well thing's banned there, so, | can't see that happering (-198)1 HisGaccepting
endurancelso extends to his considacet of his social skillso é my fri ends ar

of distancing out and | donodt , and |1 6m
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Autism like, being social with autism is like, trying to be funny when you're super
depressedB®p. (L 129

Despite adne ofaccepting enduranc&yle appears to value kindness and
supporté ény t eachi ng assistantséthey were jus
to hel p mar5)0 Alt{olgh, & 8eéms that he does not always receive
consideration and kindnessinchispeers € scr eami ng really out
to stop doing it, they still wouldn't stop, and R was actually laughing about it, she
doesn't really careéand it was only until
but éshe sti | 78 485). Kyleidbed appe@arLto value and desire his
friendshipwithM6 M i s a really only good friend i
her goé88) (okleasStfor the support that it affardsé s heds basi cal l
my babysitter, or something,lk e, she hel ps me i n448). | ot o
However, he appears conflicted, al so fee
relationship6 é she' s been bugging me a bit.d (L
responsibility6 € t he t hi ofgutstnte aff M i& that d's never her, like, if,
she does something bad, and I call her out on it, she(idg) just stop acting so
horri bl e46)de &ldo spéaks of M having been inconsidedates me | | r e al
bad, and she kept puttingtheme ar my nose and, though | d
when | tried to take them off M, M wouldn't let gL 83- 86), andunkind 6 € ma d e
her a bit, |like, of old Mémhutimatkelywyle used
appears to feel unsure as to whether he is justified in speaking negatively about his
friend: 6 | think that's a horrible Itmyowng to d
friend annoying, buténot rdthough yguesshshet c | o
can make some decent points why | haven't been the best friend, but, but I'm going to
do it anyway (& 399-405). In this way it can be seen that Kyleg#ecing upon and
exploring the nature of friendship and of his level of responsibility for the breakdown
of his friendship with M.

Key themes identified across Kyleds s
understanding friendship. Analysis of the namatrevealed five key themes: M;
dislikes and annoyances; responsibility; kindness and sugparbkindness and lack
of consideration; and success and achievengeriack of success and sanctions. The
first theme, M4 is the most frequent theme, rungifitom segment 2 to segment 31
of the 34 segments of narrativecttoccusat pointswi t h t he t hemes of

annoy akideessénd suppovs . unkindness and | ack o
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Oresponsibilitydéd as it char tddgfrllgsthéd s r el

friendship from its initial developmend €D said fisay Hi to, to, say Hi to M,and |

wentfiHiM, bn this, really, silly voiceéevent |

(L 19- 23), to its breakdown6 é we became good friends,

reall yéeShe's been a bit, b u-t26). Wghimehiss b e en

theme Kyle reflects upon what aided the development of the relatiodspiess we

slowly develped to be friends, | don't know how, we just, | guess that's the really, the

only thing that, b 0-n9d)s and what contributedntol gsh i p . 0

breakdowné é Oh | guess the thing, I guess the

relationshipish at s he was g e t-68). Hegplsdreflects onghe Bature ( L 6 ¢

of the friendship6 é she' s basically | ike, my babysi

me in a lot of situations, that, and, she jlst] like a great friend overall, like | always

have fun wi-#44R), dnéthe.indporiarit rold tRa@itplayédé | guess t h

most I mportant aspect would -8 e to talk al
The second key them@islikes and annoyana@sdates to his friendship with

M on all but one occasion within the nar

generaly6 é bei ng annoying because, I i ke, I t

woul dn't S t 480).€This thelme purc®ates therradve, occurring in

segments 3 to 6, 26 to 28 and segment 3@-ticcuss at pointswith the themes of

OM6 and d6ékindwwessnkhnhddseseppornhnddll agcuke sosf tch

bull ying made her a bit, | ekheeg mk al i MélLl
it was not 0 78). At dimes, &d themé als@d-occuis3dwith that of
Oresponsibilityéd, highlighting that not ¢

annoyance, but alsgo his perception of her lack of responsibilityét he t hi ng t

kind of puts me off M is that, it's never her, like, if, she damrething bad, and | call

her out on it, she jusfiKyle)] ust st op acdi (¥46)dd horri bl e
Thet hird theme of Oresponsi bl0jandegdd, o0cCC

of the narrative (segments 26 and 30) and

a part of the problem is mostly my fault

But, M isn't really doing the friendship any favours either. | don't, I'm really trying to

get her back on track, well, actwually | d

(L 384- 389). As illustrated, this theme includes much-seflection ands the second

most frequent theme, hi ghlighting Kyl eds

played in the breakdown of the friendship and accordingly, enhance his own
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understanding of friendship and appropriate friendship behaviour. Indeed, when
shaing his story, he appeared unsure as to whether he was right to be speaking

negatively of his friend, ultimatelgppearing talecice to honestly report how he felt

6éthat's a horrible thing to doél don't,
anny i ng, buteénot really that <c¢close of a fr
decent points why | haven't been the bes
(L 399 405).

The fourth theme,&kindness and supports. unkindness and lack of
consideratiof highlights the challenge that Kyle faces in understanding his friendship
with M. In fact, when identifying themes during analysis of the narrative, it became
di fficult to interpret whether the narra
natured teasing or unkindnepsssiblyr e f | ect i ng Kyl ebds apparen

this interpretation. Thi s t hea®ccwingc Ur s s
at pointswi t h the themes of 60 Mo , 6di sl i kes a
further supporting the idea that Kyl eds
friendship with M. At times M is described as being supportvé s he hel ps me
|l ot of situationséd (L 440), and a O6égre
points in the narrative she is described as lesskrdnow M i s a bit, 1
a bit me-d29)0and lacking 2oBsideratiohé 1 di dn't | i ke t he
when | tried to take the8®).off M, M woul di

That Kyle received sqaport, through his friendship with M and from teaching
assistantsOt hey were just | i ke so nice to me.
el se i n the <c¢l| assr o @7%8), mag ke partddarlynrgevantiioat . 6
the fifth theme identifiedt hat of & s uc c ew.dackeohsdcceascahd e v e m
sanctions©®o. This theme appears to stand
themes, only occurring at three points in the narrative. It shows that Kyle wishes to do
wel:6 1 wi sh etvhearty ,wals wivser y PE | esson, |ike
(L 193 194), and that he takes pride in his achieveménssv er ybody el se \
doing, er, like, twenty, like, the highest that people got, was twenty something, but |
was the highest, Igéti keé on my firsf ogoé oF gomel hk
219 224). However, within this theme there is a tonacafepting endurancé évhy
can't there be a bottle flipping peel or something, that would so be my Buhgf
course, well thing's banned there, so, | can't see that happehing( - 119811 Kylke

comment s, 0 é1 likeaveally like seraallyl ggod, lyeardeightal so
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f ar . 0-295), stairy 4hat a good day would involve achievement and a lack of
sanctions6 gustt hat not hing bad happenandjustno D t
like, like if | do good in some thingbke, that'll probably be my favourite schabla y . 0

(L 317- 320). In light of hisapparendesire to achieve in the face of difficulties, this

theme serves to raise the consideration thaidtentialsupport afforded by friendship

may be of particular value for Kyle, which may place him in a molaevable

position in relation to his peers and complicate his friendships. This is a consideration
thatcan beseentooher e wi th the interpretanion t|

andanexploration of the nature of friendship.

4.6.3 Findings in relabn to Critical Narrative Analysis

Segments 2 to 4 of Kyl dranscriptienaccadingto @eewe r e
(1991 )PlanofAnalysi® section for seghamend3ysel ect
referred to as the second transcript (T2). Within these segmegpears thathe

mainline content works to highlight that Kyteay bereflecting upon and exploring

the nature of his friendship with M. Mainline content traces the course of thestripnd

and in doing so, highlights its nature. It charts the initial development of the
relationship6 é 1 went , A HI M, 0 in this really si
hysterical éwe got onéM used to be a bit o
friends €6 ( F28). The cdhtént then turns tpparentannoyances and

grievances that Kyle has in relation to Mdicating a decline in the relationship

06ésheb6bs been bugging med (T2, L 31). Kyl
off Misthattt 6s never -b&8n.,06add2tilbnalTly referri
bit over reactiveéed (T2, L 65). Whil e mai
of the friendship, content off the mainline provides contextual informadiol D €

thatdsshast hame, his real|, h-18% shéres! | n a
thoughts and reflections | ki nd of forgot about that. o
feelings6 | 6 m | fsifgeahbatd, The off mainline conte

examplesto compliment expressions of thoughts and feelins i f she doe
somet hing bad, and | (Kyegustistophaeting so hotribeddn i t
(T2, L 59 61). In this way the off mainline content compliments and enhances the
mainline contenin highlighting that Kyleappears to beeflecting upon and exploring

the nature of his friendship.
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Analysis of the psychological subjects (the subject positions / points of view
of the narrative) wused in segnmennlbnger2 t o
feels part of a supportive friendship with M and that he may feel the need to seek
understanding in relation to the breakdown of the friendship. Speaking in the first

per son, Kyl e initially uses the @gmd®noun
with M: 6 é we got onéd (T2, L 23), however, a
subsequent course of the relati ongséhli p i s
cal l her out on itéd (T2, L 60). This i m

friend asthe friendship breaks down. Analysis of the psychological subjects also
highlighted that when Kyle is recalling an event from the friendsthigre is an
i nstance in the narrative when he interc
indicating an ideriication with his friend6 é when L was t,aKylk) ng t o
| ook, heds sayi ng Bdad Tt2l/6).rfkgchfibdingsarguably me t o
highlight the impact of the friendship upon Kyle, suggesting a need for understanding
when the friendsip breaks down.

Themesidentified across the selected segments additionally indicated that
Kyle may benefit from, and desires, an enhanced understanding in relation to
friendship and that he appears to be experiencing uncertainty as to whethentys feeli
in relation to his friend are justified. Four themes were identified: knowledge and
understandings. a lack of knowledge and understanding; teasing, joking and being
silly; annoyance and grievances,; and t
understanithg vs . a |lack of knowledge and under s
occurring theme, particularly at the start of the selected segments. The content of this
theme suggests that Kyle wants to have knowledge and understandingd on 6t Kk n o

whysomanypepl e know my name. 6 (T2, L 14), al
OM6s real name is B, ités odd, | know, bu
all ow me to ex8pl ainéed (T2, L 5

The theme, Ot easi Baspocurs knosnfrgquentyétthe ei n g
start of the selected segments, with only one later occurrence half way through
(strophe 7). This theme demonstrates ho\
interactions0 e BM)as a j oke deci deda me ég usi). .t (I T 2
A third theme, that ofannoyances and grievanéegccurs throughout the second half
of the selected segments (strophe 5 to strophe 11), as if continuing on from the theme

Ot easing, joking and da&isngtkat | gHYl. edsn itm
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the nature of his frienddbs interactions
06éshebdbs been bugging meéshe, s h0g Thisas | i k
highlights not only a change in how Kyle feels in resgmto M, but also suggests that

he may be unsure as to how to interpret her interactions. Pauses within the narrative
relate to this content, highlighting that Kyle may be unsure how to interpret and present
interactions with M6 S(0.2)B(M)a s a ¢ o(kTe2é, L9). They addi
a discomfort, implying that Kyle is unsure if he should be saying that his friend is
annoyinghimé é sheds been OB § J 261, aral Skaking.

negatively of heré e r(0m)she, shewas likeopk i ng me. 6 (T2, L 40)

The final themegdaking responsibility co-occus at pointswi t h 6 annoyan

and grievances©o, which along with the cc
exploring whether his feelings in relation to his friendjare st i f i ed. 0ét he
kind of puts me off M is that, 1 tds never

her out onKyle)t usshetppstagctiing -681p Analgsisr i bl e
of the themes present in the selected segnoénie narrative therefore suggests that
Kyle may bereflecting upon and seeking further understanding of his friendship.

4.6.4 Summative findings

Kyl ebs story appears to be about refl ec
friendship with M. As Kyle notein his opening response to being asked the interview
guesti on, oWel |, I guess the most i mport
er, MO(L 7- 8). His story appears to attempt to understand what part, if any, he played

in the breakdown of theigndship and accordingly, enhance his own understanding

of friendship.A member check carried out with Kyle confirmed these findings.
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5 Discussion Part 1- Analysisand Discussionof Findings

in Relation to the ResearchQuestion

5.1 SectionOverview

This section considers how the findings from each participant relate to the reviewed

l iterature (see 0,lchapter } identiymgtheRanwibutonvad s e ct |
each story to informing a response to the research question. This selttiomially

consider the contributions of the stories of Liam and Edward, exploring how school
experiencenayhinder the development of setfentity. It will then consider the

contributions of the stories of Gavin, Faith and Kyle, exploring how school
experiencanayhelp the development of satfentity. Findings will then be

synthesised and considered in light of the proposed theory of identity in order to

provide a response to the research questoobe subsequently considered and

reviewed inligho f t he study | imitations identifi

Limitations6é section, chapter 6. 3)

5.2 SchoolExperienceMay Hinder theDevelopment ofself-identity

Findings from t he (chaptersk 4.22iasd 4.8.8)pehritoshodw s st o1
that he isexploring his identity, revealing a difference between how he sees himself

and the ideal of how he would like to be. His experience of getting into trouble at
school seems t o [lmarentifficeltyih estklishinggp Li amd s
coherent, enhancathderstanding of himself that marries his behaviour at school

with who he feels he is. This appears to support the findings of Baines (2012), that
young people work to adapt and construct preferred identities across a range of
contexts, including home arsthool. It also supports Bagatell (2007), who notes that
constructing identities is difficult, particularly the struggle to orchestrate conflicting

di scourses. Indeed, Liamds experience of
behaviour appears telyeinforcing an identity that Liam does not desire (that of a

student who gets into trouble), hindering him in forming a coherenidesifity.

This supports Connell (2001), who notes that identity development may be a great

deal less fluid than expectedthe reality of the institutional contexts of everyday

l i ves. Liamdébs story can therefore be seel
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behavioural systems and structures within schwp)have in hindering the
development of selidentity for young peo with a diagnosis of Autism Spectrum
Disorder (ASD). That school systems and structures can play a restrictive, hindering
role coheres with the case study findings of Dean, Adams and Kasari (2013), who
identified that autisarelated behaviours manifestidinflexible interactions that
systematically led to the exclusion of the individual with ASD. Indeed, it is here
worth noting that Liam héireceived fixeek er m school excl usi ons
i nformationd rel ati mgsultsadAbabméssbaaseati ol
chapter4.2.1 . It would therefore appear that ¢
highlights that understanding what ASD means on a personal level, in relation to
identity, is not only important for a young person (Stevenson, Cornell and
Hinchcliffe, 2016), but also important for their school.
Findings from the analysis of Edwar do:
misunderstanding and restrictions, highlighting the potentially hindering impact of
school systems and structures. His sappears to be about tolerating and managing
this, adapting and using the opportunities and learning available to actively empower
himself. Such findings support Baumeister and Muraven (1996) in stating that
people do exert choice, where possible, in tiaeintity development, highlighting
that both individual and contextual (sociocultural) factors play a role. In particular,
Edwarddés story seems to show him reflect.i
and exploring the restrictive impact that this had upon outcomes such as his
career path, as well as in shaping who he is. This can be seen to support Emler
(1993), who states that the more institutions allow opportunities for adolescents to
test possible values and future roles, the more helpfoktalentity development of
the young person. Consideration of Edwar
school systems and structureaylack insight anatouldrestrict individual freedom
of choice for young people with ASD, potentially restricting opportunities and
outcomes, hindering the development of -gaditity.
Consideration of L theraforedenddo thegewcaptiahd s st
that schoolsnaylack insight in relation to young people with ASD, with systems
and structures potentially hindering the development ofideiftity. This would
appear to lend support to the Social Model of Disability. While it may be contended
that selfidentity does nbfeature in the DSM diagnostic criteria for ASD (APA,

2013), and as such, is not an area formally constituting disablement for young people
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with ASD, as Browning, Osborne and Reed (2009) note, adolescents with ASD are
likely to struggle with forming theidentity. Through raising the voices of young
people with ASD, lte comparative point can therefore be made that it is the
institutional structures and systems that appear to be hindering the development of

selfidentity for young people with ASD.

5.3 Schml ExperienceMay Help theDevelopment ofelf-identity

In contrast to the potentially hindering impact of school structures and systems, other
aspects of school experience can be seen to help the developmenidsrgiif.
Findings from the analysis@avi nés story appear to show
progress, with increasing independence, inclusion and empowerment. His story

seems to highlight the role of the individual and the importance of having free choice

and making decisions. As also indiaatbrough findings from the analysis of
Edwarddés story, the i mporatsahoateads supporhavi ng
to Eriksonbés description of adolescence
identi ty ver s(krikson 1®63pvhecedaliffefent passibititis, roles

and places in society are explored as the individuakegnines their sense of self in
preparation for adulthood.

Findings from Gavindés story also appe:
proposes that a curriculum thabmotes responsible choice and stfermination
can encourage identity formation. Indeed, Gavin experienced a bespoekepart
timetable as part of a graduated approach to increasing his attendance and inclusion,
and within his story he speaks favougabf the decisions that he has been able to
make regarding his education. Gavinds st
receiving support from others, implying that receiving an adequate level of support is
important for young people with ASD, atcordance with the findings of Saggers,

Hwang and Mercer (2011).

I ndeed, findings from the analysis of
importance of relationships with school staff, conveying a need and desire for
understanding, empathy and agated support. This can be seen to resonate with the
findings from Liam and Estheasmaydeperseivedr i es
tol ack i nsight in relation to young peopl

that where a lack of understangiand empathexists there is disempowerment,
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conflict and resentment, but where therengpathyunderstandingndassociated

support, there is empowerment and appreciation. Such findings support those

reported by Dillon, Underwood and Freemantle (2016), that perceived relationships

with teaching staff is a key area affecting the quality of school experience for young

people withASD, with good relationships being attributed to teachers having a

caring and helpful manner. Sucaringand helpfu t af f wi t hin Fait hos
seen to offer her choicewhilef i ndi ngs from t he appeamtoy si s
highlight the rde of free choice in the development of sdintity. In light of

considering such finding#, may be argued that understanding by oth&ush as

school staffmay be a foundational factor in promoting the development of a young

p e r s o Aderdity. haeédf as highlighted through consideration of Liam and

Edwar ddos st or i esperceivedack af nnddrstandinganthepgat b e a
of the school that is associated with the restrictionsLilaat and Edwardre

experiencing. It therefore appednat the task of understanding lies not only with

the individual young person as they seek to develop theiidsgifity, but also with

those school staff who are trying to support them.

Findings from the analysis of Kyl ebds
rel ationships, specifically upon friendsh
upon and exploring the nature of his relationship with a friend, as Kyle appears to be
attempting to enhance his understanding of friendship. In this way the friendship c
be seen as a |l earning opportunity for Kyl
selfreflectionupon his actions and the role that he has played in the breakdown of
the friendship. This can be seen to support the claim of Zani (1993), that peers no
only enable new social skills to be learnt, but also enable different possibilities for
self-definition to be reflected upon. Indeed, Harter (1990) notes that friends provide
a reference for testing new identitglated skills and as such, play an impaottrole
in identity devel opment. Findings from t|
Kyle felt that he received support through his friendships concurs withhe
findings of Dillon, Underwood and Freemantle (2016) that individuals with ASD use
their few close friends as a means of social and academic sulpjgart also be seen
to relate to findingseported by Meeus, Oosterwegel and Vollebergh (2002), that the
support provided through friendship is positively related to adolescent identity

devebpment.
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Consideration of Gavi suggesthdtsddoolbnayd s st o |
be able tdelp young people with ASD to develop their sdéntity through
enabling them to have free choice and providing the opportunity to receive support
and to larn about themselves through friendships with peers. Consideration of
Faithds story additionally raises the po:

school staff may be a foundational factor in aiding the development aisatity.

5.4 StudyFindingsin Response to thResearciQuestion

It can therefore be seen that study findings support Reay (2010) in claiming that
school is a key societal institution for young people to develop their identity. It
appears that school experience can either hindeglprthe development of self
identity for young people with a diagnosis of ASD. Consideration of Liam and
Edwar d o suggetttioat scheasnaylack insight in relation to young people
with ASD, with systems and structures potentially hindering the development of
selffi dentity. By contrast, consiiedthat ati on of
school experience can help young people with AS@eteelop their selidentity
through enabling them to have free choice, providing support and affording the
opportunity to learn about themselves through friendships with peers. Consideration
of Faithdés story addit i onstffunderstandingsnays t he
be a foundational factor in aiding the development ofidelfitity, arguably enabling
the recognition of restrictions and enhancing free choice.

These findings serve to support and illustrate the proposed theory of identity,
whichrelates socioculturand narrativapproachesThis theory builds upon the
work of Baumeister and Muraven (1996), who argue that identity is adaptation to the
sociocultural context, by applying and further developing the argument of McAdams

(1996) thatom 6 s i daprodessthe/process f creating a 6sel fo
narration.In the theory of identity proposed, identitysisen asn adaptive process

that wutilises experience of t(deeFigsr@lc,i oc ul |
p. 31) The raw materialproposed ta@onsisto f t he i ndi vi,idual 6s ex

shapedy, and interpreteth relation tothe sociocultural context, influencing the
nature of t he ,a0sseellffé6d twhhatc hi s nc rteuartnedcan e
context and resultant experiences. Accordinglig, argued thathe sociocultural

experience of the individual is the tegal subject to the process of identity. This is
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il lustrated by the findings of this stud?
school experience appears to be influenced by the cottiexdtructures and systems

of the school. Thiscanbeseenti nf |l uence the nature of t}
i1l ustrated i n L ibgtmeiraphcdtiors dpereeivetréstricttng or i e s

inschool structures and systems. I n turn,

context and resultant expenices as highlighted by the role of the individual in

Gavindés story, not | east his decision to
his chronol ogi cal year group. This is al:
to restrictions usingtheppor t uni ti es and | earning avail

story, through the differing responses of Faith to those school staff who showed
empathetiainderstanding compared to those who did 8ath findings not only
support the proposed theory of idewtitlustrating it in relation to young people
with ASD, but alsmecessarilyend support to the theory of Baumeister and
Muraven (1996)upon which the new, proposed theory is bgsee Figure 1., p.31)
Baumeister and Muravgi996) arguehatidentity is adaptation to sociocultural
contextand findingssuggest that this is indeed the caseafdeastsomepeople,
namely, young people with ASD.

In this way the findings from this study suggest that the relationship between
school experience and sdalfentity for young people with a diagnosis of A&y
bean adaptive one, where school experience is the material subject to the process of
identity. Findingsalso suggest that where young people with a diagnosis of ASD are
able to experience free choice, receive support and have the opportunity to learn
about themselves through friendships with peers, they may be aided in their
development of selidertity.



119

6 DiscussionPart 2.7 Strengths, Limitations and

Implications of the Study

6.1 SectionOverview

This section is divided into three sabctions. The first subection considers the
original contribution of the study and strengths ofwoek. The second sufection
then shares reflectiorendconsidersstudylimitations, reflecting upon the process
with a particular focus on the challenges faced during recruitment, data collection
and analysis. The third and final sséction considers ipticationsin relationto the
school experience of young people with ASbaddition to considering

implications forpractice and future research.

6.2 TheOriginal Contribution andstrengths of thé&tudy

This study makes an original contribution tasgate ho other study has explored the
relationship between UK school experience andidelftity for young people with a
diagnosis of ASD. This is despite calls for researchideatity development in the
school context (Goosens and Phinney, 19986is studyalso proposes a new theory

of identity, building upon the work ddaumeister and Muraven (1996) and further
developing the argument of McAdams (199 further strength of the study relates

to its role in raising the voices of young people with Autisracium Disorder

(ASD), amidstcalls in the literature for young people with ASD to be more directly
included in the research process (Potter, 200%% approach has been valuable,

with findings from this study not only informing the research question, but also
enabling the generation of practical suggestions as to how schools may enhance the
development of selidentity for young people with ASD (e 6 | mpl i cati ons
Pract i c echapteréé.®t i on

6.3 Reflections and.imitations

6.3.1 Reflections upon apparent parental isolation

An importantanecdotateflection relating to the study is the apparent isolation

experienced by parents as they work to supibeir childrerwith ASD. The



120

mothers of two participants informed that it would be easier for them to support their
child with ASD if school enhanced communication with them. Equally, it would
appear that parents may not be receiving information fromahidren with ASD

about experiences at school, as the Mothenofterparticipant expressed her relief
that her childds school experience had
the initial meeting wherein her daughter chose to comment alkoexperience of

school. Indeed, with only one exception, the parents of participants spontaneously
chose to tell their story of their chi
and appeared to value the opportunity to do so. This indicaeththparents of

young people with ASD may value enhathcemmunication and supgand

suggests that the systems around the child may not always be working coherently.

6.3.2 Reflections and limitations in relation to data collection

In reflecting upon the study, ig also important to note the difficulty faced
identifying potential participants. Frequently, potential participants did not meet the

selection criteria, often having additional diagnoses such as Attention Deficit

d

Hyperactivity Di s or ddeome qr AnkidtyDihdeed, Ttbecamet t e 0 ¢

apparent that young people are often initially diagnosed with Anxiety prior to being
diagnosed with ASD. There was also difficulty in recruiting participants who did
meet the selection criteria, most notably duappaentconcern that others would

find out that they were autistic. In this respect there was the potential limitation that
participants may effectively be sedélecting, howevesome potential participants

who initially voicedsuchconcern did go on to beme participants in the studihe
worry of potentially beingdentified andthrough association with the stydyeng
regarded as a young person with ASIas stated as being the cause behontern
expressedeparatelyy two participants at the prospef theirrespectivestories

being recordedThislends support to Baines (2012), that young people regarded as

being O60Autisticbé work to distance themsel

Indeed, one of these interviewss unable to be carried aotkeeping with a

Narrative Interview (Mishler, 1986a, 1986b) as participant hesitation at being audio
recorded necessitated that the researcher led the interview in a quesgionse

format, with the audio recorder being used selectively for resptmestethe

participant had planned, scripted and was happy to record. This did not enable
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sections of unplanned personal narrative to be shared and reaorjea$ a result,

this participant and their dataeevewithdrawn from the studyAdditionally, a third

participant was initially hesitant abdogcoming a participant in the study as he did
notwanttoeselfi dent i fy with the | abel of 6Auti sn
appears to be dedicated to theression and justification of the rejection of such a

diagnostic label, eloquently arguing that labelling individuals who are united by
sharing certain characterl'sinotthatsose does no
people will get something wrong thithem that separates them from reality, it's that

some people are likethis ( Edwar d 6 s t149%)Hs states thatthe L 119 3
very use of the t:ééauaismifaCreeksimadt measingi nsul t i |
sel fishnessé bei ngo imestutleredt hhann Grecierkg iinrss
(Edwar dos tr-41%.cri pt , L 1161

6.3.3 Reflections and limitations in relation to the study sample

In addition to meeting study selection criterlae five young people whose

narratives were shared aretorded offezd a fairly representative sample of

mainstream secondary school students with a diagnosis of ASD, aiding
transferability (the qualitative parallel of external validity (Guba and Lincoln,

1989)). With four males to one female, participantsewepresentative of the gender
ratio of young people with ASIHundert et al., 2005). Participants varied in age and
year group, providingarrative contenon the different key stages (phases) of school
experience from both immediate and retrospectivegeetives, all participants

attended different mainstream schools, living in different areas. However, it must be
noted that the sample was not ethnically divérsiecting thdimited ethnic

diversity of the county within which the study was conductidanust also be
acknowledged that four out of five of the participants have a diagnosis of Asperger
Syndrome (AS), as opposed to ASD. Although no longer separate diagABges
2013),in order to have received an AS diagnosis, participants must not have
experienced delays in language or cognitive development (APA, 1994), and this may
relate to the limitation thahecessarily, only those young people vgtiund

expressive language skills (minimum neurotypical age equivalence of 11 years) were
included inthe study. This malgave an impact upon transferabilitlyis therefore in

response to such potential limitations relating to the sample that contextual
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information in relation to each of the participants has been shared, in order to aid
transparency, ansferability and demonstrate credibility (the qualitative parallel of

internal validity Guba and Lincoln (1989))hdeedthe contextual information in

relation to Gavin shares thiag¢ wagnitially informed by three different Community
Paediatricians hat he was o6border !l i neo Inbighttofh r egar
this it couldbe contended th&avin may not meet th&tudyselection criteria of

having ASD. However, Gavin has received a formal diagra§shS by a

Community Paediatrician and it can be argued that his position reflects the fact that

ASD is a spectrum condition, with great variability existing amongst young people

who have a diagnosis. In this respect the inclusion of Gavin in this camndye seen

to enhance transferability.

6.3.4 Reflections and limitations in relation to the analysis procedure of The

Holistic-Content interpretive perspective

Limitations to the study can also be found with regard to the analygie of

narrativesin relation to The HolisticContent interpretive perspective (Lieblich,
TuvakMashiach and Zilber, 1998), it can be difficult to separate fabula (the content

of the story) from sjuzet (the form of the narrative / how the story is being told)

when the narrative quésh being asked requires participants to reflect upon their
experiences. It was therefore important to work to distinguish between experiences

being recalled, which were considered fabula, and those reflections being made in

relation to them, consideredbe sjuzet. Distinguishing between fabula and sjuzet

can also be difficult when content is embedded in large sections of reflection and
commentaryAdditionally, it can be hard to distinguish between fabula and sjuzet

when the narratapeaks in the firgherson for his or herself as well as for others,
recalling interactions in terms of what \
and i n parinlghtaduchdifijclite and the associatdumitation, an

analysed transcript exemplar has been provided (appendix I) to aid transparency. The
concern also existed thitere could benisinterpretation wheidentifying narrative

themes. For example, where data was not as rich and a broad theter, syish as

in relation to Kyleds narrative, it was |
themes, raising concerns about overinterpretation. There was also the risk that

themes identified in those narratives already analysed may become manefsalie
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the researcher, working to hinder the identification@i and differenthemes from

the narrative data under analysis. It was therefore important to check that all themes

were grounded within the narrative data. However, there was also the risk of
overinterpretation in identifying narrative content in relation to a theme,

necessitating clear theme titles and content criteria. For example, during the analysis

of Gavinbs narrative the theme init4ially
ttl ed as Oreceiving and not receiving sup
narrative content relevant to the theme. Although, it is worth noting that if
overinterpretation has occurred, concern may be unwarranted, for as Emerson and
Frosh(206a ) advise, it is better to déderr on t
misconstrue a narrative to be meaningless. Ultimately, it is hoped that researcher
awareness of the risk of overinterpretation during the analysis process will have

helped in garding against it.

6.3.5 Reflections and limitations in relation to the analysis procedure of Critical

Narrative Analysis

Limitations relating to the analysis process can also be found in relation to Critical
Narrative Analysis (Emerson and Frosh, 2004yifden s cr i pti on accor di
(1991) wuse of cambeclkatlengng, requirimga wellnes aak is

order to identify pitch glide (a rise and fall in intonation) and those words bearing the
pitchgl i de (t he Of oc us b6practsedthidskiloandthécketdthee r e s e
re-transcriptionthere is concern that errors may still have occurred. There is also the
consideration that some English words appear to naturally contain a certain emphasis

in light of their phonemes, which could a&n impact upon the accurate

identification of those words intended by the narrator to bear pitch glide, ultimately
affecting the analysis and interpretation of meaning. However, it is hoped that in

being situated within a pitch glide, those words beatiegpitch glide will have

been apparent, avoiding such misinterpretation. In addition to such challenges,

aspects othe procedure d€ritical Narrative Analysis (Emerson and Frosh, 2004)

lack clarity. When rdranscribing according to Gee (1991), it iclear how to
identify a 6line breaké (the end of an i
there is |little distinction between this

with a o6pitch glided (a r i skemaatbdanobdnal I I n
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0Oidea unitdéd per |l ine. The only distincti
0idea unitsdéd by meaning, i n addition to
Frosh (2004) noting that this is akin to a sentence in writdogvever, as the

purpose of the rranscription is to identify the meaning of the narrator, to focus

solely on this element in making the distinction appears to bring a degree of

circularity, arguably limiting the value of the process. Therefore, wipeae to this

di fficulty, oO0line breaks6é were distingui:
consideration of the presence of natural pauses in the speech as well as through its
content, in an attempt to use all available indications of a chartgenie ani ngé and

enhance the value of the process.

6.3.6 Reflections and limitations in relation to study procedure and the discrepancy

found between some member check and analysis findings

A further potential limitation of the analysis process is highligited L i a md s
disagreement with some of the findings shared with him during the member check
meeting. Howevermny apparent misinterpretatiodiscrepancy in relation to
findings from the anal ypeacensequencdafthemd s nar |
analysis procedure, but rathertbé study procedure. In relation the study
procedure it is iIimportant to note that i
Mother was presemturing the member check meeting (at his reQuitss therefore
possible thatiam may not have wanted to openly share such personal information
in front of his mother. That he asked his mother to stay also suggests that he may
have not felt at ease and it may also be relevant that he had just drgdisent
with hismother prior to the member check. Liam may therefore have been less able
to selfreflect and openly share his thoughts in light of his emotional state.

At this point it is also worth noting that one of the other participants, Kyle,
askel for hismother to stay while the narrative interview was carried out. This may
also potentially have had an impact upon the narrative content shared and it is
i mportant to note that during the intervi
activity on thecomputer in the room, and that he engaged her in conversation at two
points during the interview. Kyleds narr
Narrative Interview Guide (Appendix E). After providing an initial brief narrative,

he appeared to find difficult to know what to talk abowdnd aespite reassurance
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and prompting this ultimately resulted in a more traditional interview of question and
answer format, at odds with tharrative Interview (Mishler 1986a, 19860hese
circumstances are likelp thave had an effect upon the quality of the narrative data
coll ected, and subsequently wupon the cr e
story, specifically that friendships with peers may afford young people with a
diagnosis of ASD the opportugito learn about themselves.

Discrepancy in relation tb i a ménsber check findings and the findings
from the analysis dfis narrative may alternatively be a consequence of the nature of
the topic being investigatetdiam may not be consciously awarktlbese aspects of
his selfidentity. It is interesting to note that of all the member check meetings,
Liambs was the only one t haitentityexplxitlyy ed ¢ o1
and that the two findings with which Liam disagtege the two more reflective
findings, relating t-aentity Thefindingsomthmhienpt i on
he agreed were related to his feelings and experiences, which may be easier for him
to access. Equally, his member check responses cowddtrefat it may be difficult
for him to acknowledge aspects that imply that things are not ideal, or that challenge
his understanding of his setfentity. He may also want to keep up the appearance of
confidence and control in front of others, particylaml front of the researcher as

someone relatively unknown to hif®ee Appendix J)

6.3.7 Consideration of Researcher Reflexivity

Reflection upon my own position and its potential influence upon this study have led

me to consider that my previous experienca ascondary school teacher, managing
interactions with young people, could pol
salient to me. This could have had an impact upon the themes drawn during the

analysis of this narrative and ultimately, of the interpretstmade. Additionally,

having worked with a number of young people with ASD who are having difficulty

attending school while | was on placement with an Educational Psychology Service,
Gavinbés story was al so of p apridréxpeddnar i nt
of similar cases to Gavinds could potent|
his narrative, with certain aspects of the narrative having greater resonance and being

priviledged.
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Some of the participants (particularly Faith &eorge) were also more
socially engaging and it should also be considered that this could have had an impact
upon my engagement with them in comparison to that with other participants. For
example, there is a risk that that the process of conducting rttaiveinterview
could have beeaffectedby the heightened use of active listening techniques such as
body language, which may have had an effect upon the data collected. Such a risk
may al so exist with regard t orly&ayjveatly dodos i |
and passionately when telling his story.

In proposing my own theory of identity there is also the potential risk that |
have unconsciously paid more attention to aspects of the narratives that could lend
support to the proposed theoHowever, a clear outline of the steps of analyss
used teenhance the transparency and dability of the study(se e 6 Met hod 6

section, chapter 3.3).

6.4 Implications forPractice andResearch

6.4.1 Implications in relation to the school experience of young people with ASD

This study serves to highlight the value of raising the voices of young people with a
diagnosis of ASD. Findings from the analysis of their stories indicate that being a
young person with ASD at a mainstream secondary schagbe a restrictive and
disemmwering experience that can leave the young person feeling vulnerable.
Indeed, it appears thidr young people with ASDschoolmayfeel restrictive as a
result of the school systsuggestaadwierest r uct ul
there is a apparat lack of empathy and understanding from school staffiay
cause the young person t ocanbeséentdi sempowe
highlight. The stories of Gavin and Kyle also suggest that young people with ASD
mayfeel vulnerable in school, vahg any additional support from school st&fé
Gavinappears t@onvey in his storyor from friendsfa s Ky | sdemstet or vy
illustrate).

Indeed, school also appears to have the potdatatl the development of
selfidentity for young people with 8 D. A s F aseemdo&luggestitnay vy
be valuable for young people with ASD to experiemederstanding, empathetic

relationships with school staff. Edwar d
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indicatethe potential value gfroviding young people with ASD withpportunities

for free choice at schooAccordingly, ceveloping opportunities fdree choice and
enhancing school staff understanding of AS®that appropriate additional support
can be providednay be beneficial in aiding the school experience of young people
with ASD.

6.4.2 Implications for practice

Findings from this studguggesthat the relationship between school experience and
self-identity for young people with ASihay bean adaptive oneéschool experience
can have an impact upon seléntity for young people with ASD. Findingéso
imply that enhancethsight on the part of schools in relation to young people with a
diagnosis of ASD may be beneficial in aiding the development of theiidesifity
through the identification of school structures and systems that may be restrictive.
Enabling these young people to have enhanced free choice in school along with
providing support, not least through school ssatbwingempathy and
understandingcould enable schools to help young people with ASD in the
development of their selfientity. This highlights a role for the Educational
Psychologistn delivering training, guidance and support to school staff in order to
enhanceheirknowledge and uretstanding of ASD. Educational Psychologists may
also be able to make a valuable contribution in facilitating schools in the
development of systems to enhance communication with young people withrASD
addition tocarrying outwork to promote a childertred perspective, raising the
voice of the young person with ASD and helping school staff to deusdaght in to
the experience of being a young person with ASD in school

Whilst there are limitations relating to the finding that friendships with peers
may affordyoung people with ASD witthe opportunity to learn about themselves,
warranting further research in this area, it remains that schools could potentially aid
the development of selflentity in young people with ASD through theomotion
and support of peer friendships in school. Reflection upon the study process also
suggests that young people with ASD may hold concerns around association with the
autistic label and it may be helpful for schools to be mindful of this as theéytaor
support these young people and enhance inclusioould also be helpful for

Educational Psychologists to be aware of this asdbel to understand difficulties



128

andremove barriers for young people with ASArking to build positive
relationshipsand to promote engagement with appropriate forms of intervention and
support.Reflection upon the study has also led to the consideration that there may be
a lack of coherence in the systems around the young person with ASD, which may
be aided through eanced communication between the school, parents and the
young person. It may therefore be that an important role for schools is in finding and
establishing effective channels of communication with both parents and young
people with ASD. Educational Psycbgistscan also help with this task, being

ideally positioned to assist bringing about such changks Miller (2003) notes,

the Educational Psycholog@ppears tte able tqrovide a temporary overlapping
boundaryacross systemsvhich can work to aidommunication and unitiae

systems around a young person.

6.4.3 Implications for research

This study has raised considerations for future research. It would be beneficial for
this study to be repeated using a larger, netinaicallydiverse sample of young

people with ASD from across the United Kingdom, in order to further investigate
findings. This is not least in relation to the finding that friendships with peers could
potentially afford the opportunity to learn about themselves. In this case, recruitment
would involveEducational Psychologists (EPs) from a number of different
Educational Psshology Services across the country, services who would be willing
to take partHowever, if carried out agajionly those young people meeting the
selection criteria who feel happy to be interviewed and have a member check
meeting without a parent or gualgan being in the same room (although still present

in the house) would be chosen as participants. Indeed, more time would also be taken
to build trusting relationships with potential participants, not only so that they have
confidence in the researcherchuhat they are happy to take part in light of potential
anonymity concerns, but also so that they feel at ease without having a parent or
guardian in the room during the interview and member check-rater reliability

checks would also be used inatgbn to the only objective aspect of the analysis
process, namely ilentifying pitch glide (a rise and fall in intonation) and those

words bearingthepitegl i de (t he -6fansesd) biwhgnaceor di
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(1991) wuse of 6&madd CriticaldNardativenAmalybis (Enseksan arad
Frosh, 2004).

Personal reflectiompon the use of a narrative approach with young people
who have a diagnosis of ASD suggests thatwhigld bean effectiveapproacho
useagain,should the study be peatedusing a larger, more ethnically diverse
sample of young people with ASDse of a narrative approach within tharent
studyprovided enough data of sufficient depth to guzea response to the research
questionA further personal reflection is that such an approach appegeda
higher quantityand qualityof data when used with young people in raiblescence
(fifteen to seventeen years of age) as opposed to youngepaaadrly adolescence
(eleven to fourteen years of age). When using the narrative apmioheh study
with participants in mieadolescence, these young people appeared less daunted and
more relaxed than the participants in early adolescepesing taequir less
prompts and being quicker producea freeflowing narrative. The participants in
mid-adolescence also produced longer narratives, notirondgpecof theirlonger
school careey but also appearing wive greater elaboration and reflext. In this
way, participants in middolescence appeared to providéerdata than that
produced by their younger counterpaatisd it may be helpful to be mindful of this
in planning any future research

It would also be of value to carry duirther research tmvestigate
specificallywhether friendships with peers can afford the opportunity for young
people with ASD to | earn about themsel ve:
research could also be valuable in investigatvhyg a discrepacy occurred in
relation to Liamdés member check findings
narrative, as this could further inform understanding of the nature atieality.

Indeed, this finding suggests that it could be beneficial to investigeatscious

awareness of seiflentity and the ability of young people to sedflect upon sel

identity. It may also bevaluable tdfurtherinvestigatethe proposed theory of identity

(that identityis an adaptive process that utiligegerience of the sociocultural

context to ,geereethecanei i dsal 8 experiences
subject to the process, being shapgdand interpretedh relation tothe

sociocultural conte}t In particular, investigating whether not thistheoryapples

to all young peoplenotjustto those with ASDFurther research could also

investigate the relationship between educational experience asidestify for
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young people with ASD who attend a particular alternative form of educational
provision compared to mainstream school, in order to further catdribwards the
identification of any factors that may have a beneficial role in supporting the
development of selidentity for these young people. A longitudinal study could also
be of value in identifying how the relationship between school experieicsetf

identity for young people with ASD may change across a school career.
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7 Conclusion

This study highlights the value of raising the voices of young people with a
diagnosis of ASDvoices that imply that being a young person with ASD at a
mainstream secondary school carpbeceived to bea restrictive and disempowering
experience thatanleave the young person feeling vulnerabliedings from the

analysis of school experience raives of young people with AS8&upport the

proposed theory of identity (that identity is an adaptive process that utilises
experience of the soci oc,suggedangtleatthec ont e xt
relationship between school experience andidelitity for young people with a
diagnosis of ASDnay bean adaptive one, where school experience isndwerial

subject to the process of identity. Accordingly, findings appear to show that school
experience can either hinder or help the development eitegifity for young

people with a diagnosis of ASD. The narrative findiagpear to suggesiat
schoolsmaylack insight in relation to young people with ASD, with systems and
structures poteiglly hindering the development of their salentity. Equally, the
narrative findings suggest that where young people with ASD are able to experience
free choice and receive support, not least through schooéstatithy and
understanding, they may biled in their development of satfentity. In addition,
friendships with peers may potentially afford the opportunity for young people with
ASD to learn about themselyd®wever, significant limitations exist in relation to

this finding, warranting furtlr research in this area.

1
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9 Appendices

9.1 Appendix A

A systematic review of the literature relating to the-gightity of younqg people
with ASD

A systematic approach was applied, according to the guidance and stages of a
Systematic Review outlined by Gough (2007) (Figure 1).

Formulate review cuestion and develop protocol

Define studiesto be considered (inclusion criteria )

v

Searchfor studies (search strategy)

v

Screen studies {check that meet inclusion criteria)

Figure 1. Systematic map of research activity
Two further stages of appraising study quality and relevance and synthesising
findings, as outlined by Gough (2007) for a systematic synthesis of research

evidence, were also carried out.

Review Question

What can existing research tell us about theidelftity of young people with ASD?

Search Strategy

The search strategy remained the same as that outlined above, in Appendix B. It was

considered that this approach would enable a comprehensive review of the literature.

Study Selection Criteria

Only research studies were selected. Studies were chosen if each of the following
criteria were met:
1. Individuals described as having ASD (with neaaxurring diagnoses stated)
had been selected to participate.
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2. Participants included young people (up to and inag@5 years, so as to
include young people in higher education and to correspond with the
definition of a young person according to the SEND Code of Practice (2015))

3. The aim and / or outcome of the study related toidelftity. (This was
defined as inalding: selfidentity; aspects of selfientity (for example,
gender identity); sel€oncept; selawareness; and selhderstanding.

Following a prereview exploration of database studies, it was decided that
the tepgear desptlifond wad.udnitia explarationtioend then c | u d e
term to relate to cognitive processing within a specific area (for example,
face perception), as opposed to having a broader role linked-idesdtity).
Studies were excluded if their aim was solely to explore theityatitiresearch
tools. This approach aimed to comprehensively identify studies to contribute to a

review of current findings relating to the sa&lentity of young people with ASD.

Search Method for Identification of Studies

Boolean logic was used to ghace more refined search results. The search criteria,
6(autis* OR asperger* OR ASMDOncepiRANDSC) AND
(adol escen* OR teenage* OR student OR pu|
identify relevant studies. Table 1. shows the filtem®used for databases /

electronic archive searches where high numbers of records were raised by the search.

In searching the electronic archive efheses, where Boolean logic could not be

used, ter ms G&codrecnetpttdy,d6 waenrdeh ébsbethdofthe mbi ne d
foll owing terms: OAutismdéd, O6Autisticd, 0,
work through the range of relevant search terms. Once filtered, where required,

records were screened according to the study selection criteria befaexful

articles of any studies selected through screening were assessed for eligibility

(against the same study selection criteria).



Table 1.A table to show thelfer terms used according to database / archive search

Database / Web of Science | PsycINFO ERIC | ProQuest CORDIS| University of | British Journal
Electronic Nottingham | Of Educational
Archive electronic Psychology
archive of
theses
Primary Filters | Year: 20007 Year: 2000- N/A | Year: 20002017 N/A N/A Year: 2000
Present (2017) Present (2017 Source: Scholarly Journals 2017 _
Subject: Subject; Subject ?gj:ﬁ:lg
Psychology, Identity Inclusion Criteria:
Psychology Formation, Adolescent, Autism, Self
Developmental, | Sel+Concept. Concept, Psychology,
Psychology Asperger Syndrome, Student
Educational, Teenagers.
Psychology Exclusion Criteria: Adult,
Experimental, Animals, Proteins, Middle
Psychology aged, Attention, Index
Clinical, Medicus, Cognition, Mutation
Psychology Language, Schizophrenia,

09T



Multidisciplinary,
Psychology
Social,
Psychology
Biological,
Psychology
Applied.

Risk Factors, Semantics, Age
Cognitive Ability, Parents /
Parenting, Aged, Linguistics,
Medical Research, MR,
Reaction Time, Animal
Cognition, Infant, Noffiction,
Photic Stimulation, Parents,
Questionnaires, Genomes,
Mice, Animal Behaviour,
Genetics, Gene Expression,
Neuropsychology TestEace,
Rodents, Neurons, Models,
Culture, Evolution, Pattern
Recognition, Theory, Genes,
Empathy, Recognition
(Psychological), ADD,
ADHD, Cues, Mothers,
Politics, Intelligence, Society,

Psychotherapy, Age Factors,

T9T



Decision Making, Quality of
Life, Education Memory,
Visual Perception, Families,
Facial Expression, Brain
Research, Interpersonal
Relations, Learning,
Communication, Social
Interaction, Social Behaviour,
Behavioural Sciences, Menta|
Disorders, Preschool,
Emotions, Brain, Cognition
and Reasoning, é&aviour,
Adult.

Secondary

Filters

Subject

Inclusion Criteria: Identity,
Self-Conception

Exclusion Criteria: Foreign
Countries, Personal

Relationships, Peers,

Search
Criteria:
Terms present
in Abstract

29T



Neurosciences, Educational
Environment, Correlatio,
Collaboration, Bullying,
Barriers, Sexual Behaviour,
Personality Traits, Academic
Achievement, Neurology,
Friendship, Diagnosis,
Depression, Anxiety, Age
Differences, Symptoms, 30
Century History, Teaching,
Soul, Schools, Pathology,
Measures (individal), Gender
Differences, Siblings,

Interventions.

€9t
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Systematic Search Results

See Figure.

A description of the selected studies is provided in Table 2. and an assessment of the
extent to which each study contributes evidence to answering the review question,

made through the application ofh 207 6 Wei

assessment criteria, is provided in Table 3.
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Records identified through Additional records identified
database searching through other sources
s (prior to applying filters, n =68,198 (n=23)
_S (after applying filters, n=365)
IS
(]
©
)
Fulltext articles assessed Fulltext articles excluded,
for eligibility with reasons
o (n=10) (n=0)
£
=
()
(]
: l
n
———
)
Studies included in
gualitative synthesis
(n=10)
2
l
2
w
————
)
Studies included in
guantitative synthesis
(metaanalysis)
ol (n=0)
(]
°©
=)
(&)
c
—

Figure2. Outcome of systematic search of literature relating to thedsaifity of

young people with ASD.



Table 2. A description of selected studiesn the systematic search of literature relating to theigeftity of young people with ASD

Study Design / Aim Participants Outcome Findings Availability
Methodology measure(s) /
/Applied Method of data
framework collection
Baines (2012) | Case studies with | To examine how 2 USA high Interview and Participants worked to| Full text
in a larger mult young people with | school students | participant distance themselves
sited ethnography.| ASD construct on the high observation from being labelled as
Grounded theory | identities through functioning end autistic, negotiatig
approach to social interactions | of the Autistic their identities with the
analysis. (Analysis Spectrum knowledge that their
process combines interactions impact
discourse and upon how they are
positioning perceived in different
analysis in relation contexts.
to the framework
of Harr ®¢
Positioning
Theory).
Cox, Conceptual To explore how 9 participants Semitstructured | Tensions found to exis| Full text
Thompson, framework of students with ASD | with a diagnosis | interview. Video |(lbet ween pa
Anderson, Ast i(1899)s make sense of their | of ASD (8 male, 1 data collected to | public and private
Mintz, Locks, | inputs, experiences with female). Age complement the | identities. Academic,
Morgan, environments and | higher education ang range of 1860+. | analyses of social, emotional, self

99T



Study

Design /
Methodology
/Applied
framework

Aim

Participants

Outcome
measure(s) /
Method of data
collection

Findings

Avalilability

Edelstein and
Wolz (2017)

outcomes (E-O)
model applied. A
constant
comparative
approach to
analysis (Straus
and Corbin, 1998)
is used.

how they respond to
potential barriers to
postsecondary
success.

All registered
with the local
Centre for Autism
and Related
Disabilities
(CARD).

transcripts by
providing a more
comprehensive
understanding of
participant
responses (video
data not directly
coded).

advocacy and
communication
challenges exist for
individuals with ASD
in college.

Dewinter, De
Graaf and
Begeer (2017)

Quast
experimental,
survey design.
Questions
answered by
participants with
ASD formed part
of a broader
survey. Survey
guestiors were
taken from a
populations study

To compare sexual
orientation and
romantic relationshiy
experience in
adolescents and
adults with ASD and
general population
peers. To explore
gender identity
amongst individuals
with ASD in relation

675 adolescent (5
15 years) and
adult participants,
all registered in
the Netherlands
Autism Reqgister.
Diagnosis seH
reportecby
participants.
48.3% male
participants with

ASD compared to

9 guestions from
a populations
study survey
(Sexual Health in
the Netherlands
2011) were addec
to a survey on
6functio
different aspects
of 1 ifed
completed by

participants with

Compared to general
population peers, more
people with ASD
(especially women)
reported sexual
attraction to both same
and opposite sex
partners. Around half
of participants with
ASD were in a
relationship (mostly

heterosexual). A

Full text

L9T



Study Design / Aim Participants Outcome Findings Availability
Methodology measure(s) /
/Applied Method of data
framework collection
on sexual health | to assigned gender ¢ 51.7% women. | ASD. Participantg notable numer of
(Sexual Health in | birth. Participants with | with ASD also participants with ASD
the Netherlands ASD included 30| c o mp | et e|reported gender nen
2011), allowing boys and 44 girls | Autism Quotient | conforming feelings
comparison with a undertheageof [ishor t v | (morewomen than
general population 25. General (Hoekstra et al. | men).
control group. population control 2011) to describe
group (n=8064). | and compare
ASD
chaacteristics.
Dritschel, Quast To examine whethern 22 adolescents | The British In contrast to typically | Full text
Wisely, experimental. adolescents with (19 males, 3 Picture developing adolescent
Goddard, high functioning females) with a | Vocabulary Scale| those with HFA / AS
Robinson and Autism (HFA) / diagnosis of HA | (Dunn et al, judged the comparison
Howlin (2010) Asperger Syndrome| / AS and 22 1997), the person (an individual

(AS) judge others as
having as much

knowledge about
their inner mental

controls (matched
for age, gender
and 1Q)

participated in the

study. The age of

Wechsler
Abbreviated Scalg
of Intelligence

(Wechsler,1999)

and the Self

they named as being
closest to them or who
helps them most in
their daly life) as

having more

89T



Study Design / Aim Participants Outcome Findings Availability
Methodology measure(s) /
/Applied Method of data
framework collection
states as they do participants Concept knowledge about
(selfunderstanding){ ranged between | Questionnaire themselves than they
11-16 years of (Mitchell and did.
age. O6Keef e,
Farley, Lopez | Mixed design, with| To extend Lee and | 16 adolescent A modified Self-conceptualisation | Full text

and Saunders
(2010)

group (ASD vs.
typically
developing) as the
between
participants factor
and selthrough
other and self
understanding as
thewithin-
participants factor.

Hobsonds
findings regarding
self
conceptualisation in
ASD (in terms of
selfasobject,
participants reporteg
fewer self
conceptualisations
framed within social
and interpersonal
contexts compared
to psytological and
physical contexts).

The study also aime

males with a
diagnosis of ASD
matched
according to
chronological age
and verbal menta
age to 16
typically
developing
adolescents. Age
of participants
ranged from 11
15 years.

version of the
selfassubject
section of Damon
and Hart
self-
understanding
interview.

ability was similar
between groups across
categoies of
distinctiveness and
continuity, but reduced
in the ASD group unde
the category of agency
Participants with ASD
were found to be less
able to conceptualise
themselves from
anot her 6s

69T



Study Design / Aim Participants Outcome Findings Availability
Methodology measure(s) /
/Applied Method of data
framework collection
to investigate the
ability of adolescents
with ASD to
conceptualise self
through other.
Jackson, Quastexperimentall To t est H| 10 participants | Self The AS group Full text
Skirrowand (1993) hypothesis | with a diagnosis | understanding demonstrated

Hare (2011)

(that ASD cognitive
and linguistic
abilities result from
abnormalities in
inter-subjective
engagement, in turn
resulting in impaired
reflective sek
awareness) by
examining seHl
undersanding in
individuals with
Asperger Syndrome

of AS (age range
of 1963 years
old) and 10
control
participants (age
range of 2663
years old), who
had no
developmental
disorder. Students
made up 30% of
both groups.

interview (Damon
and Hart, 1988).

Wechsler
Abbreviated Scal¢
of Intelligence.

i mpair ment
asobj ect 6asa
subjectd d
supporting
concept of an impaired
capacity for sel
awareness argelf
reflection in individuals
with ASD.

04T



Study Design / Aim Participants Outcome Findings Availability
Methodology measure(s) /
/Applied Method of data
framework collection
MacLeod, Interpretative To explore how 6 higher Flexible, indepth | Participants conveyed | Full text
Lewis and Phenomenological | higher education education individual strong seHimages
Robertson Analysis (IPA). students with Autisn students with interviews (four | regardless of how and
(2013) Social identity make meaning of | Autism/ facetg—face w_hether_ thgy iden.tified
theory framework. their label. Asperger interviews, one Wlth t_helr Q|agn03|s.
Syndrome telephone This is attributed to
interview and one| their experience of
via synchronous | success and
discussion). achievement in relatior]
to their personal
strengths (their relative
privilege in achieving
higher education).
Mogensen and| Collabordive, To learn about the | 5 participants Participants chos¢ Individual participants | Full text
Mason (2015) | participatory lives of young (age range of 13 | communication | integrated knowledge
research approach| people with ASD, 19 years), all options (faceo- | of their diagnosis with
Informed by from their own diagnosed with | face interviews, | their sense of self,

phenomenology
and ethnography.
For data analysis,

experieces and
using methods to

ASD.

drawings, photos,
communication

negotiating issues of
identity and feelings of

difference in different

TLT



Study Design / Aim Participants Outcome Findings Availability
Methodology measure(s) /
/Applied Method of data
framework collection
Thematic analysis | facilitate their direct cards and-e ways. Whethertte
is used alongside | participation. mails). diagnosis was
an interpretative Communication experienped as positive
fra_mework strategies were or negative depended
(Richards, 2005). flexible to meet upgn the e>.<t_ent to
needs of each which it facilitated
individual knowledge and control
participant.
Mukaddes Case Report To explore gender | 2 boys (7 and 10 | Data from Diagnosis of Gender | Full text
(2002) identity problems, | years of age) with Psychiatry Identity Disorder (with

discussing the
developmental
pattern of cross
gender kBhaviour in
children with ASD

high functioning

Autism who show
persistent gender
identity problems

practice casework
over 5 and 4 year,
respectively.

along follow-up)
seems possible for
individuals with ASD.

High functioning
verbally able
individuals with ASD
can express their
gender preferences.

LT



Study Design / Aim Participants Outcome Findings Availability
Methodology measure(s) /
/Applied Method of data
framework collection
Robinson, Quastexperimentall To compare 48 participants | Semantic The ASD group Full text
Howlin and autobiographical (24 young people| Episodic demonstrated

Russell (2017)

memory (semarti
and episodic) and
knowledge of self
(internal / external

selfknowledge and

introspection /

mentalising abilities)
in children with high

functioning ASD.

with a diagnosis
of ASD and 24
typically
developing
controls) aged 1-
18 years old.
Participant
inclusion criteria:
an IQ of 70 or
above and
English as a first
language.

Autobiographical
Memory Task.

Seltknowledge
Interview Task.

Reading the mind
in the eyes task
for children
(BaronCohen et
al., 2001).

autobiographical
memory difficulties (a
reduction in the
retrieval of semantic
personality traits, more
prompts required to
facilitate episodic
memory retrieval and
fewer episodic
memories containing
emotional and sensory
information). Their
knowledge of the self
and others was found {
be impaired, having
reduced introspection
and poorer mentalising
abilities. There was

also found to be an

€LT



Study

Design /
Methodology
/Applied
framework

Aim

Participants

Outcome
measure(s) /
Method of data
collection

Findings

Avalilability

atypical relationship
between
autobiographical
memory and self
knowledge for

participantsvith ASD.

IZA’
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Studies were assessed for their quality and relevance to the Systematic Review
through the application of the &6dWeight of

outlined in Figure 3.

Weight of Evidence A
Generic, nofreview specific judgement about qualitiyevidence e.g. generally accepted critgria

by those who generally use and produce evidence.

Weight of Evidence B
Review specific judgement about the appropriateness of a specific form of evidence for arfswering

the current review question e.g. tledervance of research design

Weight of Evidence C
Review specific judgement about the relevance of the focus of the evidence for the review
question e.g. type of sample, method of data gathering or analysis

Weight of Evidence D
Overall assessment tife extent that a study contributes evidence to answering a review question,

typically a combination of A, B and C

Figure 3. Weight of Evidence Framework assessment criteria for use in applied
research (Gough, 2007, p.11)

Studies were rated Low]edium or High in relation to each of the four Weight of

Evidence criteria (see tables 3 and 4).



Table 3.A table to show the gight of evidence judgement critemarelation to selected studies
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(Gough, e Criteria used for this review i s |32 |£35 | =8 218582 s | g3
2007) << 4 |0 |o® |52 |[&% | B2 |=< = e &
A T Generic | Q Participants with ASD selected to take part in the st
jut;:igetment " are representative of the population of young peopl
abou e .
quality of the with ASD
;ii‘?g::h Q | Confounding variables controlledEfuivalence of

control and experimental groups on key baseline
measures clearly checked (no significant difference
or controlled for differences between groups in
statistical analysis

Q Standardised measures / Data collection tools sl
reliable

Q Understandable and clear statistical analysis / outlir
key outcomes

Q Researcher blind to grouping and / or participants
unaware of research question
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Q Where relevant, any apparemthdrawals and drop
outs are explicitly reported
Ql Explicit account of theoretical framework and /or
inclusion of a literature review
Ql Clear aims and objectives
Ql Clear description of context amparticipants
Ql Clear description of methodology and method
including method of analysis
Ql Attempt made to establish reliability and validity of
data analysis
Ql Inclusion of sufficient original data to support
interpretations
B- Specific | Q Randomised Control Trial, Quaskperimental, Case
judgement of the .
Jap[?ropriateness Control or Cohort Study design
of method to
answer the| Q For each research airalevant to the review question
review guestion statistical analysis is used to examine potential
differences between control and experimental grouj
order to determine any effect
Ql Methodology justified

LLT




Ql Theoreticaframework(s) made explicit and justified
CT1 Relevance of| Q Participants / control and/or experimental group
the study in . .
answgrir){gl the Ql comprised solely of young people-28) with a
review question confirmed diagnosis of ASD
Q Outcome of study contributes to knowledge about t|
Ql self-identity of young people with ASD
Q No concerns about the propriety of how the researc
Ql

was undertaken, such as ethical concerns

A: High (7-5), Medium (42) Low (1-0)  B: High (2), Medium (1), Low (0)

C: High (3), Medium (2), Low (D)

8.T



Table 4.A table to show thessessment of the extent to which eselectedstudy contributes evidence to answering the review question

Robertson (2013)

Study Weight of evidence A | Weight of evidence B | Weight of evidence C Weight of evidence D
(An overall
judgement. The
average score of A, B
and C).

Baines (2012) High High High High

Cox, Thompson, Anderson, | High Medium Medium Medium

Mintz, Locks, Morgan,

Edelstein and Wolz (2017)

Dewinter, De Graaf and Medium Low Low Low

Begeer (2017)

Dritschel, Wisely, Goddard, | High High High High

Robinson and Howlin (2010)

Farley, Lopez and Saunders | Medium High High High

(2010)

Jackson, Skirrow and Hare | Medium High Low Medium

(2011)

MacLeod, Lewis and Medium High Low Medium

6.7



Study

Weight of evidence A

Weight of evidence B

Weight of evidence C

Weight of evidence D
(An overall
judgement. The
average score of A, B
and C).

Mogensen and Mason (2015), High High High High
Mukaddes (2002) Low Low Low Low
Robinson, Howlirand Russell | Medium High High High

(2017)

08T
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9.2 Appendix B.

A systematic search of literature relevant to the researchiques

A systematic approach was applied, according to the guidance and first three stages

of Systematic Review as outlined by Gough (2007) (Figure 1).

Formulate review cuestion and develop protocol

Define studiesto be considered (inclusion criteria )

v

Searchfor studies (search strategy)

v

Screen studies fcheck that meet inclusion criteria)

Figure 1. Systematic map of research activity

Search Question

What existing research carform us about the nature of any relationship or

association between school experience and identity for young people with ASD?

Search Strategy

Searches were conducted using five electronic databases (Web of Science,
PsycINFO, ERIC, ProQuest and CORD#I an electronic archive of theses
(www.eprints.nottingham.ac.uk/ethege# hand search of the British Journal of
Educational Psychology using the Wiley online library
(www.onlinelibrary.wiley.comwas also carried out, this journal being an
established journal and a journal of the British Psychological Society, publishing
psychological research that contributes to the theory and practicaaaitiech. A
further hand search of the references and citations of studies identified as potentially
relevant also took place. The Web of Science database was selected for its
comprehensive size and nature, containing articles, proceedings papers, reviews,
editorial material and book chaptensd reviews. PsycINFO and ERIC (Educational
Resource Information Centre) databases were selected for their more specialised
nature, the former relating to the behavioural sciences and mental health, with

literature of elevance to Psychologists and professionals in related fields, and the


http://www.eprints.nottingham.ac.uk/etheses/
http://www.onlinelibrary.wiley.com/
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latter to the field of education, containing the current index of journals in Education

and the Education Resources index. The ProQuest database of dissertations and

theses was selectéalsearch gray literature and this was complemented by searching

the University of Nottingham eTheses architen e Eur opean Communi t
Research and Development Information Service (CORDIS) provided a means of

searching Etfunded research projects.

Study Selection Criteria

Studies were selected if participants were described as having ASD and if the study
referred to both the experience of being in education and to identity -@osekpt

in, or across, the research question, the aim or the outcoime stixdy. This

approach aimed to reveal the nature of any relationship or association within the

literature between school experience and identity for young people with ASD.

Search Method for Identification of Studies

Boolean logic was used pyoduce more refined search results. The search criteria,
6school AND exper i enmeepAAND (a(tis*dO&nt i ty OR
asperger* OR ASD OR ASC)06 was wused to id:
dat abases, the term, Omgtlotheodddcatianbl settingg i e | d
such as university and college and so it was felt that a broader term was not required.

The only database search requiring filters to be applied, due to the high number of

records raised by the search, was that carrieding the ProQuest database. In this

case only peer reviewed studies published since the year 2000 were selected and a
subject filter was applied to include the following subject terms: adolescent; autism;
teenagers; selfoncept; young adult; students chassification filter was then

applied to include relevant studies according to the following classification terms

(excluding all others, being regarded as not relevant to the search criteria): United

States; schools and education services, Western Eangp€anada. In searching the

electronic archive of-theses, where Boolean logic could not be used, the key word
combinations of &éschool e X per itceomccee pitdoe nt |
were both combined with eddclmm@dne 6Afutt lse il
OAsperger, 06 0ASD6 and OASCO6 to methodical

search termdOnce filtered, where required, records were screened according to the
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study selection criteria before fiiktxt articles of any studies selectadough

screening were assessed for eligibility (against the same study selection criteria).

Systematic Search Results

See Figure 2.
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Recordddentified through Additional records identified
database searching through other sources
s (prior to applying filters, n =56,116 (n=67)
3 (after applying filters, n=52)
€
[}
©
)
Records after duplicates removed
(n=115)
: 1
[
=
o
8 Records screened Records excluded
) (n = 115) (n=113)
)
_ Fulltext articles excluded,
Fulltext artllcl.e.s-assessed with reasons
for eligibility 5 (n=1)
z (n=2)
5
5 l
w Exclusion: Article refers to
——— . .
Studies included in experience of an educational
) qualltat“/e Synthes|s Settlng (Un|VerS|ty) W|th|n the
(n=1) context ofnegotiating identity,
however no explicit identity
outcomes shared.
§ Studies included in
2 guantitative synthesis
£ (meta-analysis)
(n=0)

Figure 2. Outcome of systemasiearch of literature relevant to the research

guestion.
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9.3 Appendix C r
I

School of Psychology

Information Sheet

Research studyn exploration of the relationship between school experience and
selfidentity for young people with Autism Spectrum Disorder

Ethics Approval Number: S970R

Researchetdannah Rowark-Bail: Ipxhcr@nottingham.ac.uk
SupervisorNeil Ryrie Enail: Ipanr@email.nottingham.ac.uk

Thank you for expressing an interest in finding out more about the above research
study.

This study is being carried out by the University of Nottingham, working with
Derbyshire Educational Psychology Seriide.hoped that thistudy will show the
relationship between how young people with Autism Spectrum Disorder see
themselves and how they are experiencing school. It is hoped that the findings from
this research will inform schools in how to better support young people whe hav
diagnosis of Autism Spectrum Disorder.

Before you decide if you wish to take part, it is important for you to understand
what the research will involve. Please take time to read the following information
carefully.If you choose to participate / allow your child to participate, participation
will involve:

1 A brief first meeting with the young person and parents / guardians at the
& 2dzy 3 LIS NEethis@n@etirig AnfoSndtion will be given about the
research study, what it hopes to achieve and what would be involved in
taking part. Time will also be taken to answer any questions or concerns.

1 One informal interview where the young person will beexsko share their
story about their experience of secondary school. This interview will be
OF NNASR 2dzi o0& GKS NBXASIFNDODKSNI Ay GKS
involved in the interview, a parent / guardian (or designated person of their
own choosing foparticipants over 18 years of age) will need to be at home
during this time so that they are available to the young person if needed.
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The interview approach can be adapted so that the young person is
comfortable with it. This interview will be audio redad so that an
anonymised transcript may be produced for the researcher to analyse
(audio texts will be securely kept in a locked cabinet throughout the study
and confidentially destroyed following completion).

A followup visit where key points fromthe2ydzy 3 LISNR 2y Q& a2 Ne

checked with them and findings will be shared. This visit will also involve a
de-briefing opportunity to ask any further questions or raise any concerns
regarding the research.

The whole procedure will last approximately 3 h®t hour per visit).

Participation in this study is totally voluntary and you are under no obligation to
take part. You are free to withdraw at any point before or during the study

All data collected will be kept confidential and used for researcip@ses only.
Anonymised excerpts of interview transcripts may be used to illustrate findings.
Anonymised interview data, including anonymised interview transcripts, may be
used in the future publication of this research. All data collected will be stored in
compliance with the Data Protection Act.

If you would like to take part in this research study, please complete a consent form
for participation.If you are providing consent for a young person under eighteen
years of age to take part in thetudy, please note:

1 Signed consent will need to be given layl adultswith parental
responsibility

1 Prior to the interview, the aim of this research and details of what
participation will involve will be explained to the young person in age
appropriate language. Only if a willingness to participate is expressed will
the researcher go ahead with the interview.

LF¥ &2dz KI @S | yeé |jdzSadAaz2ya 2N O2yOSNyax
also be contacted after your participation at the above address.

If you have any complaints about the study, please contact:

Stephen Jackson (Chair of Ethics Committee)
stephen.jackson@nottingham.ac.uk

LJi


mailto:stephen.jackson@nottingham.ac.uk
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The University of

Nottingham

UNITED KINGDOM - CHINA - MALAYSIA

9.4 Appendix D r
I

School of Psychology

Consent Form

Title of Project An exploration of the relationship between school experience
and selfidentity for young people with Autism Spectrum Disorder

Ethics Approval Number or Taught Project Archive Nuni$s0oR

Researcher. Hannah Rowark E -mail: Ipxhcr@nottingham.ac.uk
Supervisor:  Neil Ryrie E -mail : Ipanr@exmail.nottingham.ac.uk

The participant / parents or guardians of the participant should answer these
questions independently:

Have you read and understood the Information Sheet? YES/NO
Have you had the opportunity to ask questions about the study?PES/NO
Have all your questions been answered satisfactorily? YES/NO
Do you understand that you afeee to withdraw from the study? YES/NO
(at any time and without giving a reason)
| give permission for my interview data to be audio recorded YES/NO
| give permission for my data from this study to be shared with other
researclers provided that my anonymity is completely protected ES/NO
1 1 give permission for my data from this study to be used in any future
publication of this research provided that my anonymity is completely
protected. YEBNO
1 Do you agree to take part in the study? YES/NO

E e

= =4

G¢KA& &dddzRé KlFI&a 0SSy SELIXIAYSR G2 YS G2
dzy RSNARGI YR GKIFIG L FY FNBS (2 S6AGKRNI ¢ |4

Signature of the Participant / Signaturesatifadultswith parental responsibility:

Date:
Name(s) (in block cagis):

| have explained the study to the above participant and he/she has agreed to take
part.

Signature of researcher: Date:


mailto:lpanr@exmail.nottingham.ac.uk
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9.5 Appendix E

Narrative Interview GuidéNIG): Interview Procedure

T Interview carried out at intervieweeos

1 Informal talk to help build positive working relationship

1 Brief explanation for informed consent:

0This research stwudy is trying to find o
how young people witlutism Spectrum Disorder are experiencing school and how

they think about themselves. | hope that the findings will help schools to better

understand what the experience of school is like for young people with a diagnosis of
Autism Spectrum Disorder.

To do thiswork, | am asking young people, like you, to tell me their story about

what it has been like for them at Secondary School. All the stories will be
anonymised so that people who read this research study when it is finished, can read
the stories, but will ot know the names of the people who told the stories. If you
agree to tell me your story, it will be souhdecorded and when you finish telling

me your whole story, | may ask you to explain some parts of the story a bit more. If
you tell me your story, will visit again on another day to tell you what I learnt about
you and your experience of school. You will have the chance to tell me if | have
understood your story properly and if you agree with what | think your story is
saying. You dpamandifybuagree totteh me yauk story, you can
change your mind and stop at any point. | also need to tell you that if any part of
your story leads me to worry about your current safety and wellbeing or that of
another young person, | will needttll other people, such as the person who is
responsible for keeping students safe in school and the person in the Local Authority
who is responsible for keeping children and young people safe.

Are you happy to tell me your story toda
01 mi g hwn seme kely wordd as you tell me your story. These are to remind

me of things | ater. Il s that alright?20

9 Narrative Question

ToTel | me your story about what(ORt has b
60Tel | me the story of your experience of

9 Active listening / norverbal encouragement to continue narrative

1 No interruption, only encouragement to continfueairrative stops for a
significant period of timé&é 6 Wh at happened then?2o /| 6Te

1 If a very brief response is given despite encouragement or the respondent needs
support to respond, either:

Allow the respondent to draw their response, encougatiem to provide a vocal

commentary.

-6You can draw your story on this paper i

story, try to tell me about what you are

Or provide a chronological framework by beginning to work through Year groups, as

appropiate.
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T6Tel | me your story about /makeuseofat was/ i s

visual year group timeline to help the respondent, if needed.

9 Discretely note key words and areas for future clarification or further elicitation.

Use therespondemts t er mi nol ogy.

1 Should the respondent be distracted from the interview task for an extended
period of time, they may need to bedieected back to their story.

- 6You were telling me your story about w
school,willyaw cont i nuandif feededsY cour yl?e6f t your st o
me about X (try to use respondentds ter

1 When the narrative appears to have come to an end

T6ls there anything el se t haofSegondary want t

School ?0

1 When the narrative has finished, there is the opportunity to further clarify or elicit
interesting aspects of the narrativasing the terminology of Respondent.

-0Tel | me more about X?06 [/ O0WhéeaoreX, what

af t e Questich®will be open and posed regarding events, so as to stay true to the

narrative approach and avoid metagnitive consideration (which may impact upon

validity).

1 Recorder turned off

1 Note any reflections / comments given by thetiPigant postinterview

1 Thank the Participant

-6Thank you for taking partéo.

1 Next steps shared
-0 Now that we have finished the intervi
recording and write up what was said to make a transcript. | will then arnlaéyse
transcript and | may use any notes that | have taken today to help me. Even
though you have completed the interview with me, you can stop taking part in
the study and stop your story being analysed at any time. You or your parent /
guardian just has tet me or my supervisor know that you no longer wish to
take part. Our contact details are on the information sheet. When | have finished
analysing your interview transcript | will contact you / your parent/guardian to
arrange another visit. In my nexsitil will tell you what | have found out about
your experience of school and | will ask you if you agree with how | have
i nterpreted what you have said. o
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Member Check Meeting Exemplar

Faithds Member Check Meeting 22/ 02/ 18,

190

Your story (about what it has been like to be at secondary school) maq Y/N
me think thateéels this right?

1. You feel that it is important to receive understanding and empathy a Y
school.

2. You value and want to receive support from people who understand Y
empathise.

3. Having understanding and support helped you to manage difficult |Y
circumstances.

4. Having understanding and support helped you to avoid conflict and | Y
you strength to manage conflict.

5. You felt resentful (bitterness at being treated ulylavhen there was a | Y
lack of understanding and empathy.

Faithodés additional comment s:

in partnership with school.

to calm you down faster and there is less conflict.

that have been missed.

1. This is the most important thing. Understanding and empathy is needed t¢

4. You want to work witlieachers who have better understanding. They are a

Faith did not feel that there were any additional important points made in her

4
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9.7 Appendix G

DEBRIEFING INFORNAN

School of Psychology
University of Nottingham

Name of Researcher: Email of Researcher:

Hannah Rowark Ilpxhcr@nottingham.ac.uk

Name of Supervisor: Email of Supervisor:

Neil Ryrie Ipanr@nottingham.ac.uk

Chair of Ethics Committee: Email of Chair of the Ethics Committee:
Stephen Jackson stephen.jackson@nottingham.ac.uk

Title of Research studyAn exploration of the relationship between school
experience and selflentity for young people with Autism Spectrum Disorde

Backgroundit is hoped that this study will show the relationship between hov
young people with Autisrspectrum Disorder see themselves and how they a
experiencing school. It is hoped that the findings from this research will infor
schools in how to better support young people who have a diagnosis of Autis
Spectrum Disorder.

Design:A Narrative Orietated Inquiry methodology was used, with narrative,
biographical interviews being conducted with participants to allow them to te
their story of their experience of secondary school.

Intended AnalysisThe transcript text will be analysed imamber of different
ways. The analysis will look at the content of the story and how the story has
been told, for both the story as a whole and for the different themes / catego
within the story. The last form of analysis will look at how the youngqreis
making sense of their experience, as shown by the way that they haeddre
what they experienced.

Further Support:

If recounting your experience of school, or any other aspect of participation i
this research has caused you (as the young pebsamg interviewed or as their
parent / guardian) any distress, please do contact the researcher or researcl
supervisor so that this can be discussed and contact details of appropriate fU
support may be shared.

If you have any further questions or concerns regarding the study, please co
either the Researcher, Research Supervis&lmair of the Ethics Committee
(contact details provided above).
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9.8 Appendix H
Feedback sheetxemplar(feedback sheet for parents) r The University of
Nottingham

UNITED KINGDOM -« CHINA - MALAYSIA

School of Psychology

Study findings information

Research studyn exploration of the relationship between school experience and
selfidentity for young people with Autism Spectrum Disorder (ASD)

Ethics Approval Number: S970R
Researchetdannah Rowark-Bail: Ipxhcr@nottingham.ac.uk
SupervisorNeil Ryrie Enail: Ipanr@exmail.nottingham.ac.uk

Thank you for taking part in the above research stheing carried out by the
University of Nottingham, working with Derbyshire Educational Psychology Service.
It was hoped that this study would show the relationship betweewlyoung

people with Autism Spectrum Disorder see themselves and how they are
experiencing school. It was also hoped ttte findings might inform schools in

how to better support young people who have a diagnosis of Autism Spectrum
Disorder.

Studyfindings

The storiessharedby the young peoplevho havetaken part in this studyappea to
suggesthat being a young person with ASD at a mainstream secondary stiayol
be arestrictiveexperiencewhere the young person Ignited in whatthey can do
andhaslittle power and controlleaving these young peopléelingvulnerable,
feelingthat they may not be able to keep themselves safe from any harm.

Findings from this studsuggest thaschool experiencenayaffect the

development of seHdentity for young people who have been diagnosed with ASD.
The relationship between school experience and-gidintity for young people with

a diagnosis of AS&ppears to ben adaptive one, where the young persorjusis
himself / heself to their school experiences.

Findings appear to show that if schools are limiting and inflexible in the way they
are arranged and the way that theyork, theymaymakeidentity development
harder for these young people. Findings suggest that where young people with ASD
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can experience free choice and receive support, not least through the
understanding of school staff, they may be helped in their development of self
identity.

Friendships with other children at school may also provide the opportunity for
young people with a diagnosis of ASD to learn about themselves, although further

research is required in this area.

Implications of the findings

Findings from this studgppear to showhat schools may help young people who
have a diagnosis of ASD in the development of theiridelitity through:

1 Working to make it possible féhese young people to have greater free
choice in school
{1 Having schol staff thatare understandng and supporive

1 Schoolsnightalso help the development of satfentity in young people
with ASD througlpromotingand supporing theirfriendships in school,
although further research is needed in this area.

Reflections

Reflecton upon this study has led to theonsideratiorthat young people with ASD
may be concerned about being labelled as being autistic, and it may be helpful for
schools to beawareof thisand to consider ias they work to support and include
these young people.

Reflecton upon this study haalso led to the consideratiotnat there may be a lack
of coherence in the systems around the young person with ASD, sththaare

not working together to support the young person, leaving parents feeliogeas
they work to support their childrerBetter communication between school, parents
and the young person may be helpful. It may therefore be that an important role
for schools is in finding and setting gpodchannels of communication with both
parents and young people with ASD.
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Appendix L.
Analysed transcript exemplar, Gavin’s narrative
i. Interviewer, f Participant F

Segment 1

i. Here we go, we're recording now. So. tell me your
story about what its been like to be at secondary school.

/- Well, firstly in year seven it probably was the worst
part of my school experience, er, 'cause I was severely
bullied.

i. Oh dear.

f R RCAlNECHSORediont like, we went to. I
think it was Miss G. (sic) becausc [NASIAINSEROOD

i. Right.

f And they didn't really do anything, they just like, we

ARYINnEIaboutE 1 wouldn't, (sic) sort it, (sic) and Il

i. Right.

£ Atfirst Tdidn't tell my mum, Tjust said T wasa't, like,

_.IAnd, it was not very nice to be honest,

because it was like. it was like three different things. They
weren't all like, they were no friends or anything, these

people, but they were doing different things.

Segment 2

194
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23
24
25
26
27
28
29
30
31
32
33
34
35

36

44

45
46
47

i. Okay.

f And I think one of them strangled me in lessons, just like,
walked up to me, like, just went, strangled me, which was a
bit utter stupid. The other one just was, just calling me
names and stuff and then the other one was just bossing me
about and telling me to do stuff, which I thought they were
my friends but clearly not. lAnd then after that I just never
went to school or anything. I went to the doctors a few times

and they just said, just send them to school, I was like. well

me mum wasn’t really happy, and then I think afterwards, |

[OEIEPORISVEIERING. and it was very hard.

i. Ibet.

£ Yeah I got really upset, RGO
—sometimes my friends from junior school

would, like. come and round and knock on the door to see if
I wanted to come and play but I didn't want to play or

- I was just in my room doing with the curtains

closed and just sat there doing nothing really, didn't even eat
my meals with my mum or my brother.

i. Gosh.

Segment 4

f Yeah I know, and then, I think, I moved schools, 'cause we
were searching for a new school anyway and 1 think |

195

Segment 3




48
49
50
51
52
53

55
56
57
58
59
60
61
62
63

65
66
67
68
69
70
71
72
73
74
75
76
77
78
79

ot s and ently the OFSTED put a bad report
and everything. so they had to like. had other main priorities

DERECYISHIISHORIGNEVENGGHEISER. 1 think I went in this

thing called a S at first like, only for like a couple of hours
just to feel comfortable or something around the school, but

I just didn’t want to go to school or anything, but,|I think §

on. Theyv just thought I was just probably pushing buttons
just refusing to go on se but I wasn't refusing. | had m

reason_slang andthenlthinkaﬁerthat,lmet,lthink-
e HORE N GRINARIN she vorked in, like,

(county), 1 think. I can't remember where her base was I think

it was (fown) I can’t really remember where it w
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Segment 5

Segment 6

Segment 7




80
81
82
83

85
86
87

89

91
92
93
94
95
96
97
98
99
100
101
102
103
104
105
106
107
108
109
110
111

i. Oh, Yeah.

I think, I think that's what it's called. And [RS8

~

because I

thought I'd have Miss C but

at the top of school

and [NESEERIEROTHENESHOREAREIBR! nd then I think

we found part of the school was being, like, demolished
'cause of the new builds, so after that they moved, I think

like, it's called the B but it's basically like

-

g Support in other schools but we call it the B in my

]

school for some random reason. It's where you go when vo

=

have like problems in lesson or you need extra support with

your work and stuff but I went in this little room next to the

office where the, my Safe Guard offices are in the school and
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113
114
115
116
117
118
119
120
121
122
123
124
125
126
127
128
129
130
131
132
133
134

135

136
137
138
139

i. Right.

to get work off the actual teachers from lessons and stuff. For
things like just Maths, English and Science stuff. m,lm
out of this room into the main bit where I met this one called

I

I Don't, well

r anything cause

[}

and

the things weren't doing anything at school. at my. at the
school. me and my. my mum, were questioning like is this
SEHOOIETSRNECIENGINIGIR or anything cause HGHNNEINE
being done or anything like what they said they'd do and
nothing would actually be done properly and then eventually
I think they started doing stuff cause mum had these meetings
where there's my mum my dad the tutor and like some people
from school but my dad didn't, went for a little while but then
he's not been since but they don't have these meetings
anymore but we do, we did before. and. I think after a while
things were starting to progress we did get some work from
lessons and stuff.

Segment 11

J._er. yeah. and then, er,

ut then my, N, like,
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140
141
142

143

144
145
146
147

148

149
150
151
152
153
154
155
156

157

158
159
160
161
162
163
164
165

WHCHNSOHCSRUONERNNES. And then I think S
abit I decided to go out there and do my work in there and

stuff , that was for, I think that was my year nine...

i. Right.

f ...stuffiSo I’ve not really been like since then year seven
and then I started with my brother I’ve like not been in doing

proper school for, like, three years or summat which is a
very long time,

i. Yeah. must be hard.

[, Yeah. NGRS onmeanastus. but. TSR
was probably a few things, problems at home at that time,

-Igd then, I think, when I was at the end of the year

'cause I was like, doing things in the. in there. and then at
the end of the year when the year elevens left, I met some,

like, teachers and we did the, S0 HESSIONS TOIONSSESSIONS
WAt RNKIOWASIWONEACHES. There's a Maths teacher, a

Miss H, who I think I'm having this year for Maths.

i. Ah.

f Well I had her when I was in year nine the first time. The

end of year nine. like. 'cause there was, it was like a free

period and then [ AGHBISCOOKINSISCSSIONNWIIVISSANSIZ)
WHOSIRENASINSAAISINESE and stuff, I think we met her
with L and my mum, once, but we've had, we have meetings
with her as well 'cause there's like. _
the main meeting. T didn’t like to go to that one and they did
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167
168
169

170

171
172
173
174
175
176
177
178
179
180
181
182

183

184
185
186
187
188
189
190
191
192

like little sessions with those two for the rest of the year.lﬂi
then we come to the start of last year. Where I’'m, I think I

went back I was in the B thing again.

Yeah, It sounds like you have.

~.

I think there was. 'cause

there's, quite a few I knew, there's M and E. and then there's
a few. quite a few others, and, I think the first day I tried it

out I was literally very nervous 'cause, like, I don’t know

these people, like who I was going to be sitting in the same

room with. that was like my first ever classroom lesson for

Gosh.

~.

/. Lknow, four years since Id last sat in a classroom and

and, I think I tried some of those

lessons, and then eventually tried, [HOURGIVISSIANGIGITNG

She's never did. she's never done my Maths lesson. ever.

'cause that was like after the time when she goes. so I was
ike

|
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194

195

196
197
198
199
200
201
202
203
204
205
206

207

208
209
210
211
212

213

214

215

216

217

i. Oh that's good.

Segment 15

/. And T think SHCRE SRR e G aeai

— because, they, in my school you start

your GCSE's, like, optional stuff in year nine instead of year
ten so you get an extra year to do everything. _

(0]

chose to drop back'a year! so I think now. my brother leaves

~

~

and stuff bu

~.

Oh. good.

f 'Cause L. I heard. I've heard all the stories about the year

ens and ntly they're ve so. and compared to

the people in my lessons now, which are all lovely. people.

Good.

N
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219
220
221
222
223
224
225
226
227
228
229
230
231
232
233
234
235
236
237
238
239
240

241

242
243
244
245
246

/- There, there's probably a few that are a bit mad but that,
you'll, you will get some people like that everywhere you

goes, (sic) so it doesn't really matter. Well., apparently if year

ten's more crazy then I wouldn't have been able to cope with
that if I'd have actually not done it. |§Q since then I think I
started doing English on a Friday, so I was like, doing
Monday, Tuesday, not Tuesday, Monday, Wednesday and a
Friday, and I think I was like, doing a lesson with them, I
think. like. on a Wednesday I would have done a cooking
lesson with L and then a Maths lesson with, I had two Maths

teachers, 'cause there's a Maths lesson on a Monday, so then
I'd go home after that and on a Friday I would do an English

lesson, and then go home.|But [HEHNNCHNSHONEBON

AT NORSOREISORIBRNESSEN. like, on a Tuesday it

would be cooking and a Maths lesson, 'cause they were

above us on The Tuesday but NGUIGNUCOMSHNONINOSE

i. Right.

f And, I think then on a Thursday, I would do, a Maths and

a double English lesson 'cause they _

, SO
ey justify the English 'cause I think they did it Monda:

Wednesday and a double on a Thursday and a Friday lesson,

5
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248
249
250
251
252

253

254
255
256
257
258
259
260
261
262
263
264
265
266
267

268

269
270
271
272
273
274

but I was doing most of them apart from Monday. I think I

was doing that for, until like, the new building was done,
‘cause. I think. CHHEYWeTCHISEAOING the DUNGINEINaS
CIaSSTOomIWithipeople. And, I think up to Christmas I was

doing that, the same thing.
i. Right.

f And I think I was doing it when we came back after

Christmas as well, just doing the same thing for a. quite a
while, we're all doing what I've just told you. I'm doing that

for quite a while, and. I think, then, afterwards, when we

moved into the new school, I think I was doing the same
things then, actually, like, doing the same kind of hours in

the new school,|but the

Christmas, I started, like, blending in with my group and
stuff, at first I didn't really feel comfortable with them, but
then I like, made this friend in the lesson called O, well, and
ever since then I've like, been blending in with EVeIyBOGY

and, 'cause, he is the (one word inaudible) apparently out of -

all the friends I've like ever had in my life he is probably the
best one.

i. Oh, lovely.

f TI've had other friends but they were all a bit. silly. and
stuff. and not really a true friend, but. O's a true friend. which
I've not really had for, ever, basically. It was weird 'cause it.
we made. we actually were first friends in er, Maths lesson
after the holidays. which is very bizarre to make friends in
er. a Maths lesson when you should be working, but I was
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