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Abstract 

Described as a national scandal, the number of homeless people in England 

reached record levels in 2023 despite being widely under-reported (Fitzpatrick et al., 

2023). Between 2022-2023, Centrepoint’s UK youth homeless data bank reported 

that 136,000 young people sought support from their local authority due to 

homelessness or risk of homelessness. Young homeless people (YHP) are an 

extremely vulnerable group who often go unnoticed in education, employment and 

training (EET) settings (Pescod, 2024). A recent special by the British Psychological 

Society in 2024, titled Homelessness and Educational Psychology, highlights the 

impacts of homelessness. The current study is timely and responds directly to the 

growing call for EPs involvement and action in this area.   

The current study adopted Hiles and Čermák's (2008) framework of Narrative 

Oriented Inquiry (NOI) to explore the lived experiences of YHP in EET, specifically, 

the strengths and resources which support their access and engagement and the 

vulnerabilities which hinder their access and engagement with EET. The YHP’s 

perceptions of their future and their identity positionings were also explored. Guided 

narrative interviews and a life path were used to collect the participants' narratives. 

Three YHP, aged 18-23 years, and living in a hostel, participated in the research. 

Hiles and Čermák's (2008) NOI framework was used for data analysis, which 

primarily draws on Lieblich et al's (1998) analytical techniques. The findings 

illustrated factors which were either a strength, vulnerability or both to YHP’s 

engagement with EET: - relationships, individual factors and experiences, challenges 

of living without a permanent home and unmet basic needs, systemic obstacles in 

EET and resilience. Further interpretations were made regarding the YHP’s 

perceptions of their future: - stability, independence and freedom, engaging with EET 

and systemic inequality. Identity positioning of the self, others, and the broader 

homelessness and EET system were also explored. It revealed a perception that 

systems actively disadvantage YHP in EET. 

The findings are discussed in relation to existing literature and relevant psychological 

theory. Importantly, they highlight both the positive experiences and moments in 

YHP’s stories, alongside the challenges. This offers a counter-narrative to the 

dominant discourse in existing literature, which portrays YHP’s experiences of EET 
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as predominantly negative. Implications for EET professionals, including EPs are 

considered. The limitations of the current research are reflected on and 

recommendations for future research are considered.   
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Glossary of terms 

 

CatZero A youth development initiative run by 

the charity CatZero designed to support 

young people (14-40) who are not yet 

engaged in any education, employment 

or training.  

 

CSCS 

 

Construction skills certificate scheme. 

CYP Children and young people. 

 

EET  Education, employment or training. 

 

Homelessness Homelessness can be experienced in a 

variety of ways. Fitzpatrick et al (2000) 

suggests five forms of homelessness: - 

roofless, houseless, lack of secure 

tenure, intolerable living conditions and 

sharing accommodation which is the 

definition I have adopted in the 

research. 

 

Narrative Hunt (2024) states that in psychology, 

narrative refers to the biological, cultural 

and social resources and skills that 

people use to construct and share a 

story. Two elements are required for 

narrative: (1) the cognitive skills that 

enable construction and (2) the story 

itself. 
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NEET Not in education, employment or 

training. 

 

NOI Narrative oriented inquiry described by 

Hiles and Čermák (2008) as an 

exploratory model for narrative analysis. 

They present a flexible framework of six 

analytical techniques, developed 

primarily by Lieblich et al (1998).  

 

PfA Preparing for adulthood. 

 

SEND Special educational needs and 

disabilities. 

 

Stories A story is a result of a narrative and can 

be based on real or imagined sequence 

of events (Bruner, 1986). 

 

YHP Young homeless people. 
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Chapter 1 Introduction 

1.1 Organisation of the research 

The research is organised into six chapters: introduction, literature review, 

methodology, findings, discussion and conclusion. It is written in the first person, 

reflecting my epistemological standpoint that acknowledges the importance of my 

positionality within the research process. The following section 1.2 outlines my 

interest in the topic.   

 

1.2 Personal and professional interest in the topic 

I am deeply passionate about supporting young homeless people (YHP), and I 

believe in Mandela's (2003) famous quote that education is the most powerful tool to 

change the world. I see education as a means of offering not only personal growth 

and development but also the opportunity for a brighter future. 

My initial interest in this topic stems from a personal connection to homelessness. 

After completing the first year of my doctorate, I lost a parent who, at various points 

in their life, had experienced homelessness. This loss led me to question: What if 

they had received more support as a young homeless person? What if they had had 

more educational, training or early employment opportunities to break the cycle of 

homelessness? Whilst I do not have primary experience of homelessness per se, the 

circumstances surrounding my parents’ struggle made the harsh realities of 

homelessness real and vivid. This personal encounter fueled my decision to delve 

into this topic and to explore the early forms of support for YHP which may prevent 

homelessness in adulthood. I debated whether I should select this topic for my thesis 

due to the risk of potential researcher bias and emotional harm as a human due to 

my recent bereavement. However, I felt that this topic was far too important to not be 

explored, and I believed that through great sensitivity and reflexivity, that my 

experience will complement my research and engagement with my participants. A 

copy of my personal reflections which supported my decision making can be found in 

Appendix 1. 
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I joined a working group on Homelessness and Educational Psychology with 

Educational Psychologists (EPs), which further deepened my thinking on this topic. I 

encountered a young person in my casework who was not attending school and had 

just become homeless with her mother. This experience prompted me to question: 

how can I focus on a child’s academic development when they do not even have a 

place to call home? The SEND Code of Practice (2015) outlines the role of EPs 

supporting young people with special educational needs and disabilities (SEND) 

through Post-16 and Preparing for Adulthood (PfA). Therefore, I believe that EPs 

could contribute towards providing more early help for young homeless people to 

support their transition from school to further education, training or employment 

(EET). I hope that my research will shed light on this area and give voice to the 

inspirational YHP I have met.   

 

1.3 Contextualising the research 

In 2025, unprecedented numbers of children and young people are experiencing 

homelessness. The most recent census data by Office of National Statistics (2021) 

revealed that around 1.7% of children are homeless in England and Wales. Jayanetti 

(2023) adds that at least 4.4% of children in London are homeless. The term 

‘homeless’ often triggers the perception of a rough sleeper. But homelessness can 

be experienced in a multitude of ways, often hidden from the public eye. Our 

communities are being severely impacted by homelessness, particularly children and 

young people. Despite its prevalence, there is a lack of academic literature in this 

field. In practice, education professionals, including educational psychologists, report 

that they feel a lack of knowledge about the impacts of homelessness on children 

and young people’s lives and development. As highlighted by Pescod et al (2024) in 

their recent special edition on homelessness, educational psychologists are uniquely 

positioned to explore this area, deepening our understanding of the experiences of 

YHP and ways to support them. Therefore, my research is timely and aims to 

contribute to the growing call for EPs involvement in this area through focusing on 

the experiences of YHP in EET.   
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Chapter 2 Literature Review 

2.2 National context 

The United Nations Conventions on the Rights of the Child (1989) states in Article 27 

states that all children and young people (CYP) should receive adequate housing, 

and this should not be interpreted as shelter alone. Every CYP has the right to live 

somewhere with security, peace and dignity (UN Habitat, 2009). Homelessness in 

England reached record levels at the end of March 2024 and was described as a 

‘national scandal’ (Adu, 2024). The public perception of homelessness is often 

viewed as sleeping on the streets (rough sleeping), yet this form of homelessness is 

a small percentage of the homeless demographic. In 2023, a national survey 

reported that there were 2,400 individuals living on the streets, 15,000 in shelters, 

whilst there were 151,630 children in England living in temporary accommodation, 

including hotels, hostels or shelters (Nuttall, 2023). These forms of accommodation 

are typically inadequate, unsafe and do not meet the needs of CYP (Baptista et al., 

2022).  

 

2.3 Defining homelessness 

There is no universal definition of the term ‘homeless’ although it is often used by 

society in a way which dehumanizes homeless people of all ages (Robinson, 2008). 

In the UK, the Housing Act (1996) defines homelessness as an individual or family 

who is likely to become homeless within 56 days or those with no access to 

accommodation or whose living arrangements are a safety risk. However, the legal 

‘homeless’ label fails to address the various ways in which homelessness can be 

experienced. Fitzpatrick et al (2000) identifies five forms of homelessness: - roofless, 

houseless, lack of secure tenure, intolerable living conditions and sharing 

accommodation. Roofless is defined as a lack of shelter of any kind, including rough 

sleeping. Houseless includes living in all forms of emergency or institutional 

accommodation due to no access to mainstream housing. Whereas a lack of secure 

tenure includes staying with friends, relatives or sofa surfing. Intolerable living 

conditions such as threats to an individual’s safety or wellbeing, overcrowded or sub-

standard accommodation or sharing accommodation long-term due to no access to 

separate housing. 
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2.4 YHP, discrimination and social exclusion 

Young homeless people not only experience challenges from their living situation but 

they also face societal stigma, discrimination and dehumanisation (Pomeroy, 2013). 

Homelessness is fraught with inaccurate and harmful stereotypes which fail to 

consider the individuals' lived experience and their humanity (Paat et al., 2021). 

Research by Lang (2024) highlights how homeless people are ‘othered’ and blamed 

for not making the appropriate changes in their life. Negative discourses persist and 

are amplified in media sources through inaccurate reports about homeless people as 

a burden to society (Paat et al., 2021). There is an emotional disconnect between 

homeless people and their circumstances. 41% of the public see homeless people 

as offenders rather than victims (Lang, 2024). Many YHP experience shame linked 

to their circumstances. They describe feeling rejected and excluded from society, 

they fear being judged, feeling unable to share their homelessness status with others 

(Begg et al., 2017; Buckner, 2008; Moore & McArthur, 2011). The social stigma and 

judgement by the public has an adverse impact on YHP’s mental health and 

wellbeing (Evolve, 2018; Jones et al., 2018; Mulrenan et al., 2020; Paat et al., 2021). 

Whilst each YHP has their own unique homeless experience, many face additional 

discrimination, oppression and disadvantage linked to their gender, race, disability or 

sexual orientation (Pavlakis & Pryor, 2021).  

 

2.5 Causes and impact 

The most common cause of homelessness, regardless of the type, is poverty. 

Childhood poverty significantly increases the likelihood of homelessness at some 

point in an individual’s life (Bramley & Fitzpatrick, 2017; Fitzpatrick & Davies, 2021). 

Other causes of homelessness, include the limited availability of affordable social 

housing, and significant life events such as relationship breakdown, unemployment, 

mental or physical health issues and alcohol or substance misuse (Bramley & 

Fitzpatrick, 2017; Crisis, 2024a). The impacts of homelessness can exacerbate the 

initial cause, making it more difficult to manage and break from (Crisis, 2024a). 
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2.5.1 Health and development 

Every YHP’s experience is unique and intertwined with its root cause. It affects all 

areas of CYP’s life and development. YHP can experience a lack of sleep, poor 

nutrition, limited food and access to health and social care services (Action for 

Children, 2024; McKenna & Scanlon, 2024). Some CYP go to school hungry due to 

increased time spent travelling from their accommodation to their school or setting 

(McKenna & Scanlon, 2024). Some YHP shared experiencing anemia, bedbug bites, 

eczema and fatigue (Kirkman et al., 2010). Others may stay awake to move around 

and maintain safety, or engage in risky behaviours to secure a place to sleep (Action 

for Children, 2024). Homeless people are significantly more likely to experience 

violence or abusive behaviour from others (Ballintyne, 1999; Newburn & Rock, 2005; 

Sanders & Albanese, 2016). Fitzpatrick et al (2013) suggest a correlation between 

youth homelessness and criminal behaviour, substance use and continued 

homelessness in adulthood. This emphasises the importance of early intervention for 

YHP to mitigate against these risk factors. Homelessness can be physically and 

mentally exhausting and can cause additional acute and long-lasting impacts for 

CYP.  

 

2.5.2 Social, emotional and mental health 

Homelessness is associated with increased rates of mental health difficulties, 

including anxiety, depression and eating disorders (Action for Children, 2024). A 

podcast by Centrepoint (2021), emphasised how YHP may perceive themselves as 

having ’nothing’. Without adequate support, this can spiral into a sense of 

worthlessness – ‘I am nothing’. YHP may also experience social isolation due to 

being cut off from family and friends or the fear of judgement from others (Crisis, 

2024b). Rules and restrictions, often present in shared accommodation, is suggested 

to make it difficult for CYP to make friends (Polillo et al., 2018). For some there is a 

pressure to make limited noise due to cramped living conditions which may 

negatively impact a child’s opportunity to play or spend time with their friends 

(Roovis & O’Hare, 2024). YHP may seek and accept connection and belonging from 

other groups, increasing their vulnerability to exploitation and dangerous situations 

(Crisis, 2024b).  
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Many adolescents living in temporary accommodation, which applies to most YHP 

with and without their families, reported feeling overwhelmed, scared, and tired due 

to their living conditions (Hallet et al., 2015). In Roovis and O’Hare's (2024) research, 

one YHP described the frequency of threat and violence in their temporary 

accommodation. Thus, homelessness often coincides with other forms of trauma or 

adversity which can impact CYP’s mental health (Haskett et al., 2016). Kirkman et al 

(2010) asserts that the impact of loss from homelessness may lead to experiencing 

uncomfortable emotions and increased behavioural problems. Such losses can 

include: - loss of home, personal belongings, privacy, community, family pet, 

relationships, routines and a sense of belonging (McKenna & Scanlon, 2024; Roovis 

& O’Hare, 2024). Managing profound loss is particularly challenging for YHP, as they 

are often placed in shelters far from their local communities and education settings, 

severing their connection to existing support systems (McKenna & Scanlon, 2024).  

 

2.6 Homelessness and education, employment and training 

2.6.1 Education 

Education is considered a significant protective factor for all CYP (Mihić et al., 2022). 

Much of the available research, albeit mostly from the US, suggests that youth 

homelessness has a significant impact on access and engagement with education. 

As highlighted by recent research, ‘education is an area which is impacted directly by 

youth homelessness and, in turn, difficulties in education can be a causal or 

maintaining factor in homelessness’ (Pescod, 2024, p. 56). YHP are more likely to 

underperform in education assessments compared to their housed peers (Masten et 

al., 1997).  

Internationally, YHP struggle to attend school, concentrate in class, complete their 

homework and persevere with their learning due to experiencing multiple moves and 

disrupted relationships (Murran & Brady, 2023; Pescod, 2024; Roovis & O’Hare, 

2024). In Ireland, education professionals reported that homeless CYP experience 

poor physical and mental health, low self-esteem and social isolation which 

negatively impacts their school attendance and engagement (Irish Primary 

Principal’s Network, 2019). An international review by Murran and Brady (2023) 

revealed that homelessness often contributed to reduced support networks, 



   
 

21 
 

increased school mobility and behavioural challenges in homeless CYP which 

negatively impacted their development. YHP in education reported having SEN 

needs which their education organisation did not meet, which in turn, prevented their 

access to education (Pescod, 2024). 

 

2.6.2 Training and employment  

Youth homelessness often results in a disrupted education experience which can 

present barriers to a young person’s prospects and opportunities. YHP are 

significantly more likely to be NEET than their housed peers (Coles et al., 2010; Dibb 

et al., 2019). Action for Children (2024) reports that YHP are unable to secure paid 

employment because employers typically require a home address before an 

individual can become employed. This makes it almost impossible to become 

employed (Slesnick et al., 2018).  

Those who aspire to careers requiring further education may struggle to access it, as 

financial resources are often prioritised for basic needs like food and shelter, or due 

to a lack of qualifications from their statutory education, limiting their opportunities 

(Buzzeo et al., 2016; Dibb et al., 2019; Pescod & Gander, 2024). Buzzeo et al (2016) 

highlighted that young people facing poverty often must choose between earning an 

income or pursuing education, with many opting for short-term work to meet urgent 

living expenses. Travel costs further reduce the feasibility and appeal of further 

education for YHP (Buzzeo et al., 2016). YHP often leave statutory education with 

low self-confidence, reinforcing the perception that they are not worthy of education 

(Buzzeo et al., 2016). The services available to support YHP in EET are described 

as ‘bureaucratic rather than holistic’ where professionals have little awareness and 

understanding of the needs of YHP (Buzzeo et al., 2016; CentrePoint, 2015). This 

further prevents YHP from accessing an EET pathway. YHP are more likely to 

engage in risky behaviours to acquire financial resource, for example, drug dealing 

or prostitution (Pescod & Gander, 2024; Slesnick et al., 2018). These actions often 

lead them further away from opportunities in EET. 
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2.7 Psychological theories  

2.7.1 Hierarchy of Needs 

Themes from the existing literature highlight how young people’s basic physiological 

needs may not be met due to their homeless circumstance (McKenna & Scanlon, 

2024; Pescod, 2024). In McKenna and Scanlon’s (2024) study, homeless children 

struggled to access food, rest and warmth due to limited financial resources and a 

lack of appropriate facilities in their temporary accommodation. Their parents, also 

facing homelessness, believed their children were more likely to experience 

exhaustion, hunger and poor physical health due to their poor living conditions. YHP 

living in temporary accommodation report feeling a range of uncomfortable emotions, 

such as being overwhelmed, exhausted and anxious due to their living situation 

(Polillo et al., 2018). This can be understood in terms of Maslow’s (1943) hierarchy of 

needs. As stated by Pescod (2024), challenges with finance, food and health will be 

more of a priority than education and learning.  

Maslow (1943) states that before human beings can feel motivated for self-

development, there are a series of physiological needs which must be met first, 

starting with the most basic and progressing towards higher psychological needs: - 

physiological needs (sleep, water, food, shelter), safety (both physical, psychological 

and financial), love and belonging, self-esteem and self-actualisiation. YHP who are 

tired, hungry, unsafe, unwell or stressed are unlikely to access resources for EET 

because their most fundamental needs are unmet (McKenna & Scanlon, 2024; 

Pescod, 2024). The lack of met need can also act as a barrier to EET engagement. 

For example, financial difficulties may limit EET opportunities due to travel costs 

(Buzzeo et al., 2016) causing some YHP to engage in risky behaviours in order to 

survive (Slesnick et al., 2018).  

Using Maslow’s (1943) framework, EET settings can help meet the basic needs of 

YHP which in turn will boost financial security, stability and social inclusion (Pescod 

& Gander, 2024). Attending a setting can provide a safe and consistent place during 

uncertain times of homelessness (Begg et al., 2017). Settings can also help YHP’s 

individual needs by offering bespoke support and opportunities for positive 

relationships with others (McKenna & Scanlon, 2024). In turn, it will support YHP’s 

capacity to access learning.   
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2.7.2 Attachment Theory 

Closely related is Bowlby's (1997) attachment theory. Bowlby (1997) believed that all 

human beings have an innate motivation to feel connected to others. When 

individuals feel connected, understood and valued, they are likely to function at their 

best, experience emotional stability and safety, be resilient and work towards future 

goals. YHP shared that warmth and affection from adults in education helped them 

to develop positive attitudes about learning (McKenna & Scanlon, 2024). 

Relationships are central to belonging and identity. Relationships with others provide 

an internal working model for how humans perceive themselves, others and the 

world around them. Thus, it is important for all CYP to experience safe relationships 

to support positive self-identity. However, in Pescod’s (2024) study most YHP 

reported negative experiences with education professionals which adversely 

impacted their sense of belonging to the setting. Human identities are made up of 

the communities they live in, so displacement from homelessness can cause a loss 

of connectedness (Vandermark, 2007). Roovis and O’Hare (2024) highlight the 

importance of bolstering relationships to mitigate against a loss of place.  

 

2.7.3 Attribution Model 

The attributions one holds about themselves, others and situations impacts their 

behaviour (Miller, 1995, 2002). Weiner's (1972) attribution theory explains how 

people interpret the causes of success or challenge which are typically emphasised 

in EET. Weiner (1972) identified three core areas of causal attributes: - (1) locus of 

control, whether the cause is located internally or externally; (2) stability, the stability 

of the cause over time and (3) controllability, whether the outcome was in the 

person’s control. Each core area exists on a spectrum with two opposite ends. For 

example, controllable, the person has influence over the outcome or uncontrollable, 

the outcome is outside of the person’s control.  

The attributions that YHP hold about themselves are crucial due to their impact on 

their motivation to engage with EET. A YHP who views themselves as ‘worthless’, is 

unlikely to engage with EET because they attribute the ‘problem’ to something 

inherently wrong within themselves. Many YHP report negative experiences in 
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education which led them to feel helpless in education (Pescod, 2024). Pescod 

(2024) also highlighted how some YHP blamed themselves for their academic 

challenges by positioning themselves as abnormal. However, some YHP attribute 

homelessness as an external challenge which has facilitated them to be more able to 

participate in learning – sometimes as a means of gaining a career and breaking the 

cycle of homelessness.  

Attributions held by adults are also important to consider because they influence the 

way they respond to CYP. Dobbs and Arnold (2009) revealed how CYP who were 

perceived more negatively received more sanctions. This is especially relevant when 

considering homelessness, as society frequently holds inaccurate and harmful 

beliefs that homelessness is entirely within an individual's control. Denessen et al 

(2022) adds that professionals responding to the needs of CYP based on biased 

perceptions are less likely to meet their needs. This may contribute to a harmful 

cycle, as YHP who are met with negative attributes from adults are more likely to 

have negative educational experiences, damaging their self-esteem and sense of 

belonging. However, for some YHP, their awareness of the negative perceptions of 

others encouraged them to want to prove people wrong and distance themselves 

from harmful narratives (Edwards, 2023; Pescod, 2024). 

 

2.7.4 Self-Determination Theory 

Pescod (2024) highlights the relevance of Deci and Ryan’s (1985) Self 

Determination Theory (SDT) to understand how motivation plays a role in YHP’s 

access and engagement with EET. Deci and Ryan (1985) assert that motivation 

exists on a continuum that is constantly shifting, reflecting how individuals may move 

between different types of motivation depending on their experiences, environment, 

and sense of self. Intrinsic motivation refers to acting because it leads to comfortable 

emotions whereas extrinsic motivation refers to acting because it leads to reward or 

avoiding punishment. The ‘amotivation’ end of the continuum refers to having to 

motivation to act at all. Ultimately, SDT assumes that individuals are most motivated 

when their fundamental needs are met, which moves beyond extrinsic rewards and 

punishments. Pescod (2024) revealed that ‘amotivation’ was common among YHP 

because often they are often in situations where they experience significant change 
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and receive a lack of support and guidance to continue persisting with their learning. 

However, a common motivating factor for YHP was the desire for a better future 

(Pescod, 2024). It is important for EET professionals to understand the complexities 

around YHP and the factors which influence their motivation to engage in learning 

and self-development opportunities. 

 

2.7.5 Ecological Systems Theory 

Bronfenbrenner's (1979) ecological systems theory is important for YHP. He 

demonstrates the multiple interconnected systems around everyone, ranging from 

the microsystem, their immediate environment, to the chronosystem, the dimension 

of time. Existing literature highlights that individual’s lives are often complex but 

added complexity within the YHP population. Haskett et al (2016) explains that 

homelessness often does not occur in isolation. Common themes alongside 

homelessness include: - poverty, trauma, abuse, relational, physical and emotional 

losses, stress and anxiety and unacceptable or dangerous living conditions. The 

presence of even one of these factors can be incredibly difficult to navigate and 

when experienced together, they pose a significant challenge for anyone, especially 

a YHP lacking family or adult support. 

Pescod and Gander (2024) present the exosystem, microsystem and individual 

factors for YHP which act as motivators for EET or maintaining NEET. The 

motivating exosystem factors for EET referred to the varied access of EET 

opportunities. The microsystem factors included YHP needing support from adults to 

access EET such as advice and encouragement and having role models and friends 

in EET. Individual factors included the YHP’s ‘soft skills’ such as being able to 

complete education or job searches and complete an application, stability of life 

circumstances and routine and financial independence. However, the exosystem 

factors which maintained YHP being NEET included the lack of attractive EET 

opportunities. Microsystem factors referred to the negative experiences YHP often 

had in education or learning settings and the absence of supportive, positive adult 

relationships to guide them into EET. The individual factors for maintaining NEET 

included literacy and numeracy difficulties, lack of academic qualifications from 

statutory education, neurodiversity and poor mental health of YHP. 
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2.7.6 Fallibility of theories 

Psychological theories provide useful explanations or hypotheses, but they cannot 

fully capture every individual experience, especially in complex situations like 

homelessness, where culture, context and intersectionality play significant roles. An 

important limitation is that theories often lean toward reductionism, attributing 

phenomena to a single factor. For example, Bowlby’s (1997) attachment theory 

emphasises attachment styles, but human behaviour is shaped by a wide range of 

influences that no single framework can fully capture. Another criticism relates to the 

origins of theories and the participant samples on which they were built. As noted by 

Muthukrishna et al (2020), much psychological research has historically relied on 

biased samples, often from Western populations, limiting their applicability to other 

groups. Despite this, such theories are often overgeneralised, which can lead to 

misrepresentation and ethical concerns. While I have drawn links between the 

experiences of YHP and certain psychological frameworks, these theories ultimately 

provide only partial insights and cannot encompass the full scope of their unique 

individual experiences.  

 

2.8 The voices of YHP 

The lived experience of YHP in EET is considerably limited, particularly in England. 

Media sources often discuss YHP, but their own voices and representation are 

notably absent from these conversations. Furthermore, the success stories of YHP in 

EET are marginalised due to the dominating negative perceptions and deficit-focus 

in existing literature and in society (Edwards, 2023). This is echoed by EET 

professionals in England. YHP are described as a hidden population and there are 

few professionals currently providing direct support to YHP (Pescod, 2024; Roovis & 

O’Hare, 2024). Education professionals, including EPs, have shared they lack 

knowledge about what homeless families and young people experience. 

Understanding the experiences of YHP will better enable education professionals to 

provide support for them and the best positioned to inform this understanding are the 

young people who experience it firsthand. 
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2.9 Aims of systematic literature review 

The lived experiences of YHP offer an important opportunity to develop an 

understanding of youth homelessness and ways to support. The primary knowledge 

of youth homelessness lies within those who have experienced it. This underpins the 

rationale for my systematic literature review (SLR) which aimed to explore the 

strengths and vulnerabilities of YHP in education from their perspective. 

 

2.10 Systematic literature review 

In this section, I will systematically explore the existing qualitative literature to 

examine the strengths and vulnerabilities of YHP’s educational experiences. I felt 

that exploring the research in this field will allow me to identify what is known about 

YHP’s educational experiences and identify gaps which my research could make a 

unique contribution to. To support this process, the following review questions 

guided my search and synthesis of the literature:  

 

What is known about YHP’s educational experiences? What strengths and 

resources support them to engage in education? What vulnerabilities disrupt 

their engagement in education? 

 

2.10 Qualitative syntheses 

Qualitative syntheses have increased in use over the last decade as a methodology 

to undertake systematic reviews (Flemming & Noyes, 2021). The shift towards 

qualitative syntheses aligns with the social constructionist paradigm that a ‘one size 

fits all’ approach to synthesising qualitative research is not feasible. A qualitative 

synthesis collates the findings from individual studies with primarily qualitative data 

(Flemming & Noyes, 2021). It provides unique insight into the subjective experience 

of individuals and create a meaningful and rich picture of a particular phenomenon 

(Graham et al., 2018). The purpose of a qualitative synthesis is to generate a greater 

understanding of a topic and is often used for those which are sensitive in nature 

(Flemming & Noyes, 2021), such as youth homelessness. My review questions were 
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seeking to enhance the understanding of YHP’s educational experiences – which is 

a type of question which qualitative syntheses typically can answer (Noyes et al., 

2019). Some examples of qualitative evidence synthesis, recommended by 

Cochrane Qualitative and Implementation Methods Group are thematic synthesis 

(Thomas and Harden, 2008), framework synthesis (Oliver et al., 2008) and meta-

ethnography (Noblit & Hare, 1988). 

 

2.11 Rationale for synthesis 

According to Petticrew and Roberts (2006) and Owens (2021), an SLR is an 

effective method for synthesising existing literature which helps to identify what is 

known, and what is unknown, about a particular phenomenon by providing an 

unbiased summary of the evidence. I decided that a SLR would be valuable for my 

research due to the limited examples of similar work being conducted in this field. I 

focused solely on qualitative research because I was interested in exploring the lived 

experiences of YHP, an aspect that quantitative research could not capture. 

 

2.12 Organisation of the review 

The following section will highlight my review and synthesis method. The review 

findings will then be presented as individual themes.  

 

2.13 Review method 

Thomas and Pring (2004) outline the key steps for completing a SLR: (1) formulate 

review question, (2) comprehensive approach to searches, (3) study selection with 

the application of inclusion and exclusion criteria, (4) critical quality appraisal of the 

selected studies and (5) data extraction which answers the review question. The 

extracted data is then analysed and synthesised using a particular method of 

synthesis.  

I chose to undertake a thematic synthesis as my qualitative evidence synthesis. 

Thematic synthesis is an interpretive approach which enables new interpretations 

between studies to be made which may not have been present in the individual 
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primary studies (Flemming & Noyes, 2021). It is described as a flexible approach, 

making it applicable to most qualitative data from primary research. The purpose is 

to create a holistic and rich understanding of a phenomenon which my review 

intended to do. The analysis was completed following Thomas and Harden’s (2008) 

model of thematic synthesis: (1) line-by-line coding, (2) development of descriptive 

themes and (3) analytical theme generation.  

Firstly, codes were given to statements from the individual papers regarding 

homelessness and education. I then created codes for groups of statements in the 

second stage of synthesis. I continually referred to the individual papers to ensure 

my synthesis was grounded in the voices of the participants. Mind mapping was 

used to support making links between the descriptive themes which were either a 

strength and/or a vulnerability in YHP’s education experience (appendix 11 and 12).  

 

2.13.1 Locating studies and search strategy 

A systematic search of research literature was conducted between April and June 

2024 using the following databases: PsycInfo, PsycArticles, APA Psyc Net, Social 

Sciences Premium and Ebsco Host including ERIC. A final manual search using 

Google Scholar was conducted to ensure no journal or articles had been missed. 

Table 2.1 shows the search terms used to find research in the homelessness and 

education field.  

 

Table 2.1: Database search terms 

Search term Alternatives/truncations 

Temporary 

accommodation 

homeless* or houseless or runaway or rough sleep or rough 

sleeping or temporary house or temporary housing or hostel 

Young people young person or child or minor or young adult or pupil or 

student 

Education School or college or FE or university 

 

Experience narrative* or lived experience* or story or stories  

Strengths resilience* or resources 
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Vulnerabilities hardships or challenges 

 

The SPIDER tool was selected as part of the search because it shows greater 

specificity for each database and supports the refinement of components for 

qualitative research (Cooke et al., 2012; Methley et al., 2014). To be included in the 

final analysis, the studies needed to meet the following SPIDER criteria in Table 2.2: 
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Table 2.2: Inclusion and exclusion criteria for SLR 

SPIDER tool Inclusion Exclusion 

Sample YP aged between 16-25 

years who are or were 

homeless during their 

education. 

YP under 16 or over 25. No 

experience of homelessness 

during education. 

Phenomenon 

of interest 

Homelessness and 

education. 

 

Design Not limited.  

Evaluation Strengths and vulnerabilities 

experienced by YHP in 

education. 

Focus outside of education. 

Research 

type 

Qualitative due to the 

reviews focus on lived 

experiences. 

Quantitative data. 

 

The journals must be written in English. There was no date restriction on the studies 

due to the limited amount of research currently available. Studies were accepted 

from the UK and other Western countries with a similar culture towards 

homelessness, such as the USA, Australia, and Canada. The decision was made to 

exclude all grey literature because the review is planned to include peer reviewed 

literature. 

 

2.13.2 Results of the search 

The Preferred Reporting Items for Systematic Reviews and Meta-Analyses 

(PRISMA) flowchart by Moher et al (2009) illustrates the literature selection process 

shown in Figure 2.1.



   
 

32 
 

 
Figure 2.1: PRISMA flowchart highlighting the literature selection process 
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outside the age inclusion criteria. Both studies provided clear age breakdowns, 

allowing for the inclusion of data specific to the 16–25 age group relevant to my 

review.  

 

In December 2024, the British Psychological Society (BPS) published a special issue 

on homelessness and educational psychology. It published five research papers on 

the issue of homelessness. From those papers, one article by Pescod (2024) met 

the inclusion criteria for my review. I excluded the remaining papers for the following 

reasons: one was an SLR, another focused-on children’s understanding of their 

homelessness, while others explored parental perspectives and employees’ 

perceptions from a homeless charity. I updated my review synthesis in March 2025 

to include Pescod’s (2024) study. 

 

2.13.3 Quality appraisal 

The initial eight studies included in the review were systematically appraised using 

the Critical Appriasal Skills Programme [CASP] (2018) tool (appendix 10). The CASP 

appraises qualitative research using ten questions covering three broad categories: 

(1) the validity of the findings, (2) the findings and (3) the value of the findings plus 

the studies ethics are assessed. Following completion of screening for eligibility, one 

study by Day (2002) was excluded due to not meeting three of the criteria, leaving 

seven qualitative studies. With the later addition of Pescod’s (2024) study, eight 

studies were included in the SLR. 

Most studies met most of the CASP criteria and were therefore included in the 

review synthesis. Mulrenan et al (2020) and Jones et al (2018) did not meet the 

researcher positionality criteria. I chose to include these studies due to the 

researcher positionality category being considered less critical to the overall 

methodological quality, and valuable findings it presented. Edwards (2023), Pavlakis 

and Pryor (2021) and Gupton (2017) did not provide enough information about their 

ethical considerations, however they met all other CASP criteria, and therefore I 

chose to include them. Moore and McArthur (2011) did not provide enough 

information about researcher positionality, ethical considerations or how they 

ensured the rigor of their analysis. Similarly, Toolis and Hammack (2015) offered 

limited detail on researcher positionality and ethical considerations. In their case, the 
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main concern was the lack of information on the rigor of data analysis, rather than 

any indication that their analysis itself was flawed. Despite these studies not fully 

meeting two or three CASP criteria, I chose to include them because the omitted 

categories were less critical to the overall findings and their contribution to the 

synthesis. Given the limited research in the field of homelessness and education, 

each piece of evidence was considered critical for the review. A study by Day (2002) 

did not meet any CASP criteria and was consequently excluded.  

 

2.13.4 Reading the studies and data extraction 

The eight studies were read and re-read in accordance with Thomas and Harden's 

(2008) model of thematic synthesis. A descriptive summary of the studies and 

participants included in the synthesis can be found in Table 2.2. Appendix 13 

presents a summary of the main themes and findings. Six analytical themes, plus 

seven sub-themes, were identified from the data set and will be illustrated in section 

2.4. 
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Table 2.3: Descriptive summary of studies and participants 

Author/Year Location Research 
(question, 
aims) 

Participants 
(gender, 
age) 

Research 
design 

Form of 
homelessness 

Educatio
n 

Data Analysis 

Mulrenan et 
al (2020) 

England Experiences 
of YHP 

16 (13F, 
2M)  
 
Aged 20-50. 
 
White (3), 
Black 
African/ 
Black 
Caribbean/ 
Mixed 
heritage 
(12) 
 

Qualitative; 
groups and 
interviews. 

Varied 
 

University Thematic analysis 

Jones et al 
(2018) 

USA Educational 
barriers and 
facilitators for 
YHP 

20 (11F, 
9M) 
 
Aged 18-24. 
 
Gay/lesbian 
(3), bisexual 
(6) 
heterosexua
l (11). 
 
African 
American 
(10), White 

Qualitative; 
interviews  

Temporary 
accommodation 

Varied Open coding 
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(3), 
Other/Mixed 
heritage (7).  

Edwards 
(2023) 

USA Narratives of 
homeless 
high school 
graduates 
 

8 (4F, 4M) 
 
Aged 18-23. 
 

Qualitative; 
interviews. 
 

Varied  
 
 

High 
school. 

Antideficit narrative 
analysis   

Pavlakis & 
Pryor (2021) 

USA Lived 
experiences 
of homeless 
Black 
students 
 

21 (13F, 
8M) plus 10 
staff  

Qualitative; 
interviews 
and focus 
groups. 

Varied  High 
school 
and EET 

Open coding 

Toolis & 
Hammack 
(2015) 

USA Lived 
experiences 
among YHP   

11 YHP (5F, 
6M) 
 
Aged 19-23. 
 
African 
American 
(4), White 
(4), 
Hispanic/Lat
ino (1), 
American/In
dian (1), 
Asian 
American 
(1). 
 

Qualitative; 
interviews.  

Varied  EET Narrative analysis 
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Moore & 
McArthur 
(2011) 

Australia Educational 
experience of 
homeless 
children  

25, most 
under 14, 8 
aged 15-21  
 
  

Qualitative; 
interviews, 
art and 
group work  

Varied 
 

Varied Open coding 

Gupton 
(2017) 

USA Narratives of 
YHP in 
college 

4 (2F, 2M)  
 
Aged 17-21 
 
Black 
American 
(4).  
 
 
 
 

Qualitative; 
narrative 
interviews.  

Varied  College  Narrative-oriented 
inquiry 

Pescod 
(2024)  

England Educational 
experiences 
of YHP 

7 (2F, 5M)  
 
Aged 18-19 
 
Black British 
(4), Black 
African (1), 
Arab British 
(1), Arab (1) 
 
 

Qualitative; 
Interviews  

Hostel College 
(3), Sixth 
Form (1), 
Apprentic
eship (3) 

Interpretive 
Phenomenological 
Analysis (IPA) 
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2.4 Literature review synthesis 

The aim of the SLR was to understand YHP’s educational experience from their 

perspective. Following a thematic synthesis of the eight studies, six analytical 

themes, plus seven sub-themes, were identified from the data set and were 

categorised as strengths or vulnerabilities. Figure 2.2 provides a visual summary of 

the analytical themes. In this section, each analytical theme will be discussed 

separately, with key quotes from the studies highlighted to illustrate the findings. 
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Figure 2.2: Summary of analytical themes: Strengths and vulnerabilities 
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2.4.1 Narrative transformations 

Narrative transformations were identified as a strength in four studies (Gupton, 2017; 

Moore & McArthur, 2011; Pavlakis & Pryor, 2021; Toolis & Hammack, 2015). The 

YHP used narrative transformation to reframe homelessness as a positive learning 

experience. Their strengths included being able to adjust to new situations, form new 

friendships and explore new opportunities.  

Moving has given me a greater outlook on life. It’s not all about social status and 

stuff like that…I hated moving away from all my friends, my teammates, but now that 

I’m in [new state], I’m working. I can go up there and visit whenever I want. (Pavlakis 

& Pryor, 2021)  

I had to go through 18 years of bullshit for a reason just to be here, to be successful. 

(Toolis & Hammack, 2015) 

Homelessness was positioned as the opportunity for learning and post-traumatic 

growth for some YHP. They accepted what was within and outside of their control 

and used this as motivation to foster interpersonal strength.  

It was a good change to move here because over there I would have been distracted 

with friends and drama…over here, I’m more concentrated on my grades. I met 

people. They’re nice people. Now, I know how to pick my friends. (Pavlakis & Pryor, 

2021) 

Some things you really can’t control…But you can always take something 

from it, learn something from it. And then leave it. Your past is really just the 

past. (Toolis & Hammack, 2015) 

He has constructed homelessness as a space of transformation…hardship 

was necessary for growth…Alejandro distinguished what was outside of his 

control – experiencing homelessness – with what he perceived as within his 

control – actively transforming this experience into a source of strength. 

(Toolis and Hammack, 2015) 

The children believed that having lived through difficult times, they and their families 

had developed an appreciation for life and a sense that they could overcome future 

challenges. (Moore & McArthur, 2011) 

 

2.4.2 Personal attributes 

The second theme relates to YHP’s personal attributes, which emerged from six 

studies (Edwards, 2023; Gupton, 2017; Mulrenan et al., 2020; Pavlakis & Pryor, 
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2021; Pescod, 2024; Toolis & Hammack, 2015). This theme contains two sub-

themes, intrinsic motivation and goals and aspirations.  

 

2.4.2.1 Intrinsic motivation  

Intrinsic motivation was highlighted in five studies as a source of strength in YHP’s 

educational journey (Edwards, 2023; Gupton, 2017; Mulrenan et al., 2020; Pescod, 

2024; Toolis & Hammack, 2015). For some YHP, their motivation was fueled by the 

challenges they faced due to their homelessness. They spoke about being driven to 

create a better life for themselves through education. 

So, you can go to the college and then you study safe. You received certificates 

because the future, if you don’t study, if you be in the street, hanging with your guys 

and the you walking around, and then it’s gonna be hard for you. (Pescod, 2024) 

My current situation was not my final destination…so, I was like, ‘in order 

for me to get up out my mom’s apartment with my brothers, in order for me 

to be this person who wants to help his family, I gotta get up. I gotta get up, 

I gotta go to school. (Edwards, 2023) 

Where’s this kid who supposedly gets all this stuff but he doesn’t have to 

work because his mom and dad are gonna take care of him until he’s done 

with college…. it doesn’t go for the people who are at the bottom… you 

gotta dig for the things you want. You gotta scrape for the things you want. 

(Toolis & Hammack, 2015) 

I’m just going to keep following the path until I get to where I want to go. (Gupton, 

2017) 

Experiencing hardship through homelessness fostered personal growth and 

development, cultivating a stronger determination to overcome adversity. However, 

this journey was not without its personal challenges and sacrifices. 

I will do everything to finish this course. I am not going to give up. If it 

means sleeping in the street, I will sleep in the street in order to go to 

school. (Mulrenan et al., 2020) 

Most of-most of them don’t wanna study too. But when you’re strong, you know, then 

you’re gonna sit here. Youre’ gonna think life, ‘So why I’m not studying? So why I’m 

here I’m not doing anything?’ You know, if you’re not strong, it’s not easy because 

sometimes you don’t have money, you’re broke, you need to go to college (Pescod, 

2024) 
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Deep down I always knew there was something that was going to happen . . . I 

always had a little, tiny hope, and if you have the tiniest bit of hope it goes so far. It’s 

like a mustard seed of faith…faith that I can get out of this situation. (Toolis & 

Hammack, 2015) 

Contrastingly, one study highlighted that a lack of motivation was considered a 

vulnerability to YHP’s access and engagement with education. Some YHP were not 

motivated to engage in education due to other challenging circumstances in their 

personal lives. Whereas others accessed education but did not feel motivated 

enough to engage in it. 

I’m still in Sixth Form. So, I’m not even going to Sixth Form but then, I didn’t go to 

Sixth Form anymore I’ve given up. (Pescod, 2024) 

 

Goals and aspirations 

Four studies highlighted the YHP’s goals and aspirations as a strength (Edwards, 

2023; Gupton, 2017; Mulrenan et al., 2020; Pavlakis & Pryor, 2021). Whereas 

Pescod (2024) emphasised how some goals and aspirations could hinder a YHP’s 

engagement with education. Two studies positioned tangible goals such as a secure 

place to live and having a secure family unit as positive, supportive reasons to 

engage with education (Gupton, 2017; Pavlakis & Pryor, 2021). Their aspirations 

could be interpreted as providing sources of stability, fulfilling their basic need for 

safety and security.  

Students expressed broader goals such as financial independence and 

family building. Others discussed home ownership, a symbol of stability. 

Jade hoped to buy a house and James aimed to have a stable place to live. 

(Pavlakis and Pryor, 2021) 

Sequoia said that it [college] was a way of getting away from [shelter]. Her 

interests were not in going to college, but rather escaping what she 

perceived a toxic environment at her group home. (Gupton, 2017) 

I just really want to know how you can help me to be successful…I want to succeed, 

I want to get my high school degree so I can help my family get up outta this space. 

(Edwards, 2023) 

For some YHP, their dreams and aspirations did not involve an education pathway, 

thus they were less likely to engage with formal education. However, this does not 
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mean they lacked meaningful goals. Rather, the value they placed on education was 

diminished when they viewed their career path as separate from academia. 

…another reason why my attitude towards college went bad was ‘cause I changed 

my career path, and I wanted to change my career path into youth work. (Pescod, 

2024) 

 

2.4.3 Relationships  

Across all studies, relationships were positioned as a strength or vulnerability  for 

YHP in education (Edwards, 2023; Gupton, 2017; Jones et al., 2018; Moore & 

McArthur, 2011; Mulrenan et al., 2020; Pavlakis & Pryor, 2021; Pescod, 2024; Toolis 

& Hammack, 2015). This theme is broken down into four sub-themes: family, peers, 

education professionals and external professionals and community support. 

 

2.4.3.1 Family 

In four studies, relationships with parents, carers, and families were identified as 

significant in supporting their engagement with education during periods of 

homelessness (Jones et al., 2018; Moore & McArthur, 2011; Mulrenan et al., 2020; 

Pavlakis & Pryor, 2021). Some YHP and their families were provided with tangible 

support from extended family members which supported meeting their most basic 

needs.  

Extended networks of aunts and uncles had lent her mother money and 

provided intermittent housing. (Pavlakis & Pryor, 2021) 

…whenever we go to his 24-year-old brother with problems and needs, “he always 

pulls through”. (Pavlakis & Pryor, 2021) 

YHP living with their parents shared that the negative impacts were lessened due to 

the support provided by their parents. Their homelessness was less likely to impact 

the education experience of those YHP. 

…the children report that, during periods of homelessness, they also felt 

connected and supported by the families, and their parents mitigated some 

of the negative effects of being homeless. (Moore & McArthur, 2011) 

The connection to family members was also positioned as a protective factor for 

some YHP’s engagement with education. Their personal upbringing and perceived 
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family values provided some YHP with the motivation to persevere in their studies 

despite their hardships. However, Mulrenan et al’s (2020) study highlighted how 

some young people felt their parents did not have an awareness or understanding 

about their homeless situation during their education. 

…their decisions were strongly influenced by family relationships. They 

believed that their upbringing had helped them carry on and wanted to 

repay their parents by graduating from the university. (Mulrenan et al., 

2020) 

[My mom is] very brave and independent. She’s taught me to be independent, [to] 

keep my head on my grades and get in my career and [be able to] sustain myself. 

(Pavlakis & Pryor, 2021) 

[My father] feels proud to have a child who has a degree. He talks to other people a 

lot…’my daughter is in England and studying a degree.’ He does not even know 

what his daughter is going through. (Mulrenan et al., 2020) 

In contrast, some YHP identified the lack of parental and family support as a 

vulnerability in their lives. Not having adult support meant that YHP had to survive 

without the adult support which their housed peers typically receive.  

I grew up in different homes. No one really raised me. I raised myself. (Jones et al., 

2018) 

 

2.4.3.2 Peer relationships 

Similarly, peers featured in five studies (Edwards, 2023; Gupton, 2017; Moore & 

McArthur, 2011; Mulrenan et al., 2020; Toolis & Hammack, 2015). Peer relationships 

were identified as the single most important factor for some YHP to continue with 

their education (Mulrenan et al., 2020). Their friendships often helped to meet their 

basic needs such as a temporary place to sleep which was closer to their education 

setting, enabling them to attend.  

 …their friend’s family provided them with a physical place to sleep while 

they were homeless…Helen attributed her friendship with Natasha as the 

single most important factor in helping her graduate high school. (Edwards, 

2023) 

…I didn’t wanna go live with my aunt because it was so far. So, my friend Natasha, 

her parents were like “oh its okay honey stay with us for a bit”. (Edwards, 2023) 
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…I got close with a few of my friends and sometimes they’ll let me stay over at their 

house. You know, when I had practice like the next day. Cause they stay in that 

area, so I would just, you know, have to wake up and I would be right there. I didn’t 

have to travel or anything like that. (Edwards, 2023) 

The kids are the ones that have the life experience. They’re the ones that have these 

problems that happen to them and they find the solutions to figure them out. (Toolis 

& Hammack, 2015) 

I mean just socialising – takes you mind away from [being homeless], definitely. 

(Mulrenan et al., 2020) 

…If something happened at the shelter, I would just go to a friend’s house ‘til it 

cooled down. (Gupton, 2017) 

Two studies highlighted how they had a lack of peer relationships, and education 

professionals, during education which increased their vulnerability through social 

isolation. This was due to fear of their peers discovering their homeless 

circumstance and difficulties making friends due to high mobility. 

I didn’t mention to anyone…I just felt like I did not want anyone to sympathise with 

me and I think that’s where I went wrong. The whole of the first year I never saw any 

lecturer…even my friends. I kept it to myself. (Mulrenan et al., 2020) 

For me making friends was really hard…I really missed my friends and my school. I 

remember leaving it thinking ‘I don’t want to leave, don’t make me leave’. (Moore & 

McArthur, 2011) 

I mean yeah, it’s lonely here now. I don’t really talk to anyone here except some of 

the staff. (Gupton, 2017) 

 

Some YHP viewed peer relationships as a vulnerability, given the heightened risk of 

peer pressure and group dynamics. One YHP shared that they felt less motivated 

and less likely to engage in positive activities when surrounded by others who lacked 

motivation. This was seen as an uncontrollable factor. 

If you’re the one person that wants to get something done, living with three other 

people who don’t really care; something about you, the way that you’re going to be, 

is going to force you to not care. (Gupton, 2017) 
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2.4.3.3 Education professionals 

Four studies illustrated how positive trusting relationships with education 

professionals supported YHP in education (Edwards, 2023; Jones et al., 2018; 

Moore & McArthur, 2011; Pescod, 2024). For example, teachers invest in YHP, 

showing care and compassion, offering time to have informal conversations and 

providing encouragement and pastoral support.  

He allowed Marcus to come to his classroom during lunch for tutoring and to 

have informal conversations – their informal conversations led to them 

building a relationship where Marcus felt comfortable disclosing his housing 

status…while caring and informal conversations led Marcus to share his life 

experiences, it also allowed Marcus the opportunity to receive additional 

tutoring for his algebra course. (Edwards, 2023) 

Even to this day, one of my coaches from another high school [will ask] ‘are you still 

coming back to play with us?’ (Edwards, 2023) 

Um, and it’s gotten, the teachers always phoning, ‘Why are you not in, why are you 

not in?’ (Pescod, 2024) 

The relationship with education professionals was positioned as helpful by some 

YHP – particularly when they felt safe enough to share their homeless status. For 

some, this encouraged an understanding, empathetic and compassionate response 

from education professionals. Without this safety in the relationship, the education 

professionals may not have been made aware of their homelessness, which may 

have been a barrier to providing additional support.  

It was kind-of good that she [my teacher] knew, because I wasn’t working 

very good because I was doing other things. If she didn’t know, she would 

make me work and get angry and things. (Moore & McArthur, 2011) 

I felt like he genuinely just cared for his students. I don’t like to tell people anything 

about me. I’m really closed-minded and closed in, but if I tell him [family homeless 

status] who knows maybe he can really help me. So I told him, and yeah he was 

able to help me. He didn’t look at me as a student trynna be a charity… (Edwards, 

2023) 

[Mr Owens] would give me reality checks! He would encourage me to keep that little 

thought of wanting to be someone…I always kept that in my mind, like I want to be 

someone. I want to be someone. I am going to be someone. So that is what kept me 

really motivated. (Edwards, 2023) 

There was the one art teacher and like a resource room teacher…I guess like gave 

me their – let me use them as a stepping stone, you know what I’m saying, for not 
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just other things, like doing things at school but just humanity in general, those skills 

that I need to work out with people. (Jones et al., 2018) 

In comparison, relationships with education staff were not always constructed as 

protective by all YHP. Some YHP experienced a lack of positive relationships with 

education professionals. Rather, they perceived education staff to be uncaring and 

distrusting which impacted on their ability to engage with education. 

Kevin said that he had a distrusting relationship with his teachers at his 

school and he perceived the majority of his teachers as not caring about 

him. (Edwards, 2023) 

I have a bad teacher two years in a row. And she used to make fun of me in front of 

everyone. I used to make myself physically sick so I wouldn’t have to go. (Moore & 

McArthur, 2011) 

I wish I had been…told ‘I will not allow you to fail…and give me some type of self-

empowerment to be able to do it…they [staff] are supposed to do whatever is in their 

power to help that kid. (Jones et al., 2018) 

In one study, the lack of support around staffing changes in education settings had a 

significant impact on some YHP.  

They left after my freshman year, and I was heartbroken. I was mad…they just left 

like it was nothing. (Pavlakis & Pryor, 2021) 

One study highlighted how some YHP felt that education staff could not always 

provide them with the holistic support they needed. Thus, the YHP felt there were 

limits to their relationship.  

[staff support] …that don’t really count because you can’t call them on a regular 

basis. Like, you’re crying late at night and you can’t call them…[only] 9:00 to 4:30. 

(Jones et al., 2018) 

 

2.4.3.4 External professionals and community support 

External professionals and people were positioned as a fundamental source of 

support for YHP in five studies (Edwards, 2023; Gupton, 2017; Jones et al., 2018; 

Pavlakis & Pryor, 2021; Pescod, 2024). YHP received support from various external 

professionals and people, including homeless charity staff, social workers, youth 

workers and relationships with people from church. The homeless charity staff 

provided invaluable support to YHP, which supported their overall wellbeing and 
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access to education which mimicked family-like relationships. Being seen as a young 

person first, not a homeless young person, was offered by their homeless charity. 

Like they’re there 100% behind me. If it wasn’t for them I wouldn’t be in college. 

(Pescod, 2024) 

…they’re all from different cliques in school. When they walk through that door, the 

cliques disappear. (Pavlakis & Pryor, 2021) 

My number one memory of living with my mom was at a homeless shelter. But I don’t 

know, they don’t make you feel homeless at all because they’re all warming and 

everyone is there for a reason. (Jones et al., 2018) 

“I feel like Kelly is like our big mom and Dave is like our dad”. Jade described the 

program as “one big family”. (Pavlakis & Pryor, 2021) 

“Right now, I just meet with my tutor [a volunteer]. We go over my homework and 

she encourages me to work hard” (Gupton, 2017) 

My new mentor is great. She’s really supportive of me, like believing in myself. We 

just click. (Gupton, 2017) 

…Mr. Tom and Miss Irene. I had so much fun with them. They would come take us 

fishing – me and my sister – take us fishing, take us to events, take us to their 

house…they kept us sane. They kept us from feeling like we were being 

overwhelmed by everything…they put happiness into our life. (Jones et al., 2018) 

Others shared that having a safe space to attend, such as a church, and 

relationships with their pastor was helpful. They shared messages about overcoming 

adversity and offered pastoral support which mitigated their stress from their 

homeless circumstance. 

While Robert never had the opportunity to disclose his unstable housing conditions 

to an adult in school, he was immediately able to tell his pastor, simply because she 

asked. (Edwards, 2023) 

…she was pretty supportive and always prayed for me. It kind of motivated me a lot. 

You know, because [church] is all about uplifting people. It helped out a lot. 

(Edwards, 2023) 

Having a church is like having a family. (Pavlakis & Pryor, 2021) 

 

2.4.4 The practical challenges of homelessness 

Six studies identified this theme, the practical challenges which YHP experience 

which increases their vulnerabilities in relation to their capacity to engage with 
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education (Edwards, 2023; Gupton, 2017; Jones et al., 2018; Pavlakis & Pryor, 

2021; Toolis & Hammack, 2015). It includes two sub-themes: frequent mobility and 

unmet basic needs. 

 

2.4.4.1 Frequent mobility  

In four studies, YHP shared how instability in their housing arrangements and 

frequent moves was a significant barrier to educational attendance, receiving support 

from wider support systems, such as their education setting, community and other 

forms of support (Edwards, 2023; Gupton, 2017; Jones et al., 2018; Pavlakis & 

Pryor, 2021). Due to frequent residential moves, and sometimes far away from the 

YPs education setting, accessing education itself can be a significant barrier. This is 

because of the significant distance and financial implication of numerous public 

transports to physically reach the education building. This means that YHP are faced 

with the decision to travel each day to get to their setting, which practically and 

financially may not be possible for them, or to not attend their education setting at all. 

On any given day, Jeffrey would be living anywhere from 20 min to 2hr away from 

school. (Edwards, 2023) 

Living with her aunt required Helen to take four buses to get to get to school every 

day. (Edwards, 2023) 

When Kevin started at [shelter], it would take him over an hour by bus to get to 

campus... Kevin stated: “Well, I mean it started out bad, then went good. I mean, I 

just messed up some early assignments and not going to class all the time, but it 

worked out.” (Gupton, 2017) 

By the time she returns to [shelter], it is close to 9.00pm, which means Sequoia 

usually misses the dinner that staff or volunteers prepare for the residents at 6:30pm. 

(Gupton, 2017) 

Frequent mobility, whether residential, community or education setting, meant that 

YHP were stripped of support which was typically available. This suggests that 

young homeless people are not always able to access what might be typically 

offered to young people in one of their multiple systems – education setting, 

community, and other services, compared to their housed peers. 

Frequent mobility also meant that students were sometimes wrenched from support 

systems, neighbourhoods, and schools…these sudden and often negative 
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experiences with residential mobility often caused rifts in students many support 

systems. (Pavlakis & Pryor, 2021) 

…everyone I knew and grew up with, I left them all. (Pavlakis & Pryor, 2021) 

Frequent mobility is reported to have caused the YHP to have missed many days of 

schooling. It is paired with ‘instability’, suggesting that high mobility is synonymous 

with feelings of instability, insecurity, and vulnerability. 

...this mobility and instability caused them to miss many days of school. One 

participant had to switch schools after moving to live with her aunt, she commented 

about the school staff’s response: ‘they just didn’t care...the first day of school... 

[school staff told me] I don’t know why you came to school. There’s only two months 

of school left. (Jones et al, 2018) 

YHP sometimes felt that they missed key learning opportunities causing gaps in their 

foundational knowledge. This suggests that YHP are academically disadvantaged 

due to not having access to the same learning opportunities as other non-homeless 

young people. Likewise, this quote suggests that due to residential and educational 

moves, some YHP had to repeat learning which they had already done as a previous 

setting. 

Many youths talked about feeling lost in school after moving around because they 

had never learned the fundamental knowledge needed for mastery of the academic 

material, while others talked about becoming bored because they were repeating the 

same context they had learned at previous schools. (Jones et al, 2018) 

 

2.4.4.2 Basic needs 

Unmet basic needs were highlighted in four studies (Jones et al., 2018; Pavlakis & 

Pryor, 2021; Pescod, 2024; Toolis & Hammack, 2015). Unlike other young people, 

YHP reported having unmet basic needs, impacting their development, mental health 

and capacity for learning. These unmet basic needs are not always visible to others, 

such as educational professionals, thus a lack of understanding and support can be 

an additional barrier for YHP. 

Jessia struggled to complete homework at home due to a lack of Wi-Fi…James 

described his apartment infested with “bugs and flies” as lacking hot water. (Pavlakis 

and Pryor, 2021) 
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So, if you’re not strong like you know, you can’t go to college, then you’ll not—you 

got nothing in your belly so—harder but if you’re strong, you can do it. (Pescod, 

2024) 

Because I didn’t have any clothes. We literally left out of nowhere. (Jones et al, 

2018) 

Some YHP do not have access to the basics which their housed peers likely have 

provided for them. It was highlighted that some young people do not have what they 

need to survive the day or week ahead, therefore, negatively impacting their 

engagement with education.  

I was sad I couldn’t be some average kid…I don’t have a cell phone, I don’t have 

money…I don’t have anyone to cut my hair…and I didn’t have money for clothes. I 

walked around with scraggly clothes with tatters at the bottom, like shoes that had 

holes in them. You have to do this every day for most of your life. You can’t really be 

outgoing with people, because they judge you and they say stuff. (Toolis & 

Hammack, 2015) 

I had guidance. My mother always taught me the noble things I should do. But 

because of that one thing I didn’t have, I was in the place that I was. And that was 

money. Money I didn’t have, so I have to live in this government funded program to 

support myself. (Toolis & Hammack, 2015) 

 

2.4.5 Public perceptions 

Public perceptions of homelessness were a dominant theme which emerged as a 

vulnerability in five studies (Jones et al., 2018; Moore & McArthur, 2011; Mulrenan et 

al., 2020; Pescod, 2024; Toolis & Hammack, 2015). The YHP reported that when 

their homeless status was known, they were treated differently, experienced 

discrimination, and sometimes experienced shame. Some YHP internalised other 

people’s negative perception of them, which impacted their wellbeing and education, 

for some, causing them not attend school (Jones et al., 2018; Moore & McArthur, 

2011). For others, homelessness was constructed as personally devastating, a near 

to death experience, yet it also led the YHP to discover their resilience (Toolis & 

Hammack, 2015). 

Youth described the lack of opportunities and low expectations as just another way 

in which these systems had given up on them. (Jones et al, 2018) 
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When I went into the first program, I felt like shit. I felt like I was nothing. Like I was a 

nobody, like I was homeless on the street. I never felt like killing myself but I felt 

like…it wouldn’t be any different…from that depths, I found myself. (Toolis & 

Hammack, 2015) 

Others attended education but experienced negative social perceptions from others 

which impacted their wellbeing in education. 

Melanie frequently had to navigate negative social perceptions and treatment, often 

experiencing neglect and blame by those in positions of authority. (Toolis & 

Hammack, 2015) 

Some of the teachers used to look down on me – the school had a really good 

reputation and they would sort of look down on you and think ‘you don’t belong here’ 

and ‘what are you doing here – you’re not worthy enough. (Moore & McArthur, 2011) 

One study highlighted that education professionals are usually unaware of a YP or 

family’s homeless status due to the negative assumptions and feared discrimination 

by YHP. This prevents YHP from receiving support in education. Instead, YHP and 

families are missing out on vital sources of support due to the negative assumptions 

which surround homelessness. 

Mum didn’t want people to know where we were living so I didn’t go to school all the 

time. (Moore & McArthur, 2011) 

One student explained that she felt personally ‘reduced’ by her homeless situation 

and felt too ashamed to discuss it with her fellow students. (Mulrenan et al, 2020) 

YHP must navigate a difficult discursive world which positions them as ‘less-than’ 

other members of society. This also comes from those positions of authority, thus, 

suggesting that negative perceptions of homeless people can pervade every level of 

society. Ultimately, these views can be harmful to YHP, particularly in terms of their 

educational engagement. 

Feelings of shame among homeless people are well documented…and partly 

explain why they do not access the services that they need. (Mulrenan et al, 2020) 

In one study, homelessness is emphasised as alike to having an additional need. 

However, the perceptions of homelessness, held by education professionals and 

wider society, means that this is not recognised or treated as so.  

Homelessness is, in itself, like having an additional need, and is one which should be 

supported in schools. (Pescod, 2024) 
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For others, it was a motivating factor whereby YHP wanted to prove people wrong 

through engaging with education (Mulrenan et al., 2020; Toolis & Hammack, 2015). 

I told him, that’s not cool . . . you think I’m going to sell drugs and shit. You think I live 

in a bad neighborhood, selling drugs.” One way that he resisted these stigmatizing 

perceptions was through his formal attire, wearing a tie and suspenders every day. 

“[My mom] always thought I was doing something I wasn’t sup- posed to be 

doing . . . She thinks I’m selling drugs. I mean, really? Because of course, every drug 

dealer outside wears a tie and stuff,” he said sarcastically. “Crack? Don’t get it on my 

suit.” (Toolis & Hammack, 2015) 

 

2.4.6 Systemic barriers 

Systemic barriers emerged as a vulnerability for YHP in five studies (Gupton, 2017; 

Jones et al., 2018; Moore & McArthur, 2011; Pavlakis & Pryor, 2021; Pescod, 2024). 

Jones et al (2018) and Pavlakis and Pryor (2021) considered the impact of race on 

YHP, although there was a lack of evidence of intersectionality across all studies. 

There was evidence of the multiple ways which the systems around YHP actively 

disadvantage them. Adults have negative views and lower perceptions of YHP, they 

were often more severely punished, and they had limited access to educational 

opportunities. YHP described a lack of awareness and understanding of their 

circumstances by professionals, which in turn, impacted on their sense of belonging.  

…not being clear about expectations and rules, and the difficulty of having to learn a 

new set of rules after each move…when these rules were not clearly 

communicated…this sometimes led to youth being kicked out. (Jones et al, 2018) 

I feel like we’re all here to learn and it’s just—I’m not learning anything. (Pescod, 

2024) 

…frustration that systems had essentially set them up for failure…youth are at the 

will of educational systems, given their limited development capacity and rights. 

(Jones et al, 2018) 

Two years ago when I re-did them, my English, the college tried not giving me a 

scribe and that made me really upset. I was distraught. I was so angry. I came here 

but crying. (Pescod, 2024) 

I was suppose to graduate and walk and all that stuff, but then the school said I 

couldn’t walk at graduation ‘cause I didn’t pass Government and I don’t have the 

credits. (Gupton, 2017) 
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High school failed me. I didn’t fail high school, I graduated. But high school definitely 

failed me, the system failed me… like the system…wanted to focus on like 

developmental issues or behavioural issues and not like educational issues. Not like 

I had a problem in school, it was just like if I didn’t understand something and I didn’t 

do my homework it was because I didn’t behave or I didn’t do this and that. And it’s 

like I never got the proper attention or the proper help that I needed. (Jones et al, 

2018) 

…if a kid is in trouble or in need, why is the first thing they think of is to kick them 

out? That makes no sense…I don’t think that out-of-school suspension is the way to 

go because there’s too many kids that once you kick them out there’s too much 

trouble they can get into. (Jones et al, 2018) 

This highlights how some YHP feel disadvantaged in education because of their 

homeless circumstance. They do not always feel able to learn. Some YHP shared 

that a lack of understanding by education professionals, about homelessness, meant 

they held negative and unhelpful perceptions of some young people. One YHP was 

assumed to be a ‘truant’ and one YHP found education difficult to access due to 

being sanctioned for behaviour expressing their unmet needs.  

Jade was labelled truant after a mid-year move, having missed class meetings in a 

course despite being unaware that she was enrolled. (Pavlakis & Pryor, 2021) 

When Mum pulled me out of school, I didn’t care because I was getting in trouble. I 

can’t read that well now and I’m not good at maths, but I don’t think I’m dumb – I just 

missed out. (Moore & McArthur, 2011) 

They just didn’t care…the first day of school, I started…[school staff told me] ‘I don’t 

know why you came to school. There’s only two months of school left’. (Jones et al, 

2018) 

 

2.5 Chapter summary 

In summary, the SLR highlighted a range of factors that can either facilitate or hinder 

YHP’s access to and engagement with education. The review revealed that YHP 

frequently encounter negative societal perceptions and systemic barriers which, 

despite their best efforts, obstruct their ability to remain in education. At the same 

time, several strengths were identified as supporting their engagement—for 

example, reframing their experience of homelessness as a source of learning, 

having personal goals and motivation, and building supportive relationships with 
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family, peers, educators, and professionals. When such relationships were positive 

and YHP felt understood, their educational engagement was better sustained. 

A key takeaway from the SLR was that every YHP had a unique narrative of 

homelessness. What emerged as a strength for one individual could serve as a 

vulnerability for another, and vice versa. This insight directly informed my chosen 

research methodology: valuing the individuality of each experience, embracing its 

uniqueness, and placing YHP at the centre of the research process. Consequently, I 

adopted a narrative approach, applying narrative-oriented analysis to the data. The 

review also shed light on the many challenges and vulnerabilities YHP face—

particularly the damaging stereotypes and discriminatory attitudes held by society 

and, at times, by education professionals. This further justified my decision to use a 

narrative approach grounded in positive psychology, as it creates space for 

participants to recognise their strengths while also acknowledging their challenges, 

ultimately aiming to provide a more empowering and therapeutic research 

experience. Importantly, a narrative approach allows participants to author their own 

stories, which I felt was essential to offer them. 

The SLR explored YHP’s educational journeys from their own perspectives, 

identifying both the resources that support their engagement and the obstacles that 

disrupt it. Strengths included the reframing of homelessness through narrative 

transformation, individual attributes, and supportive relationships. Vulnerabilities 

included the practical difficulties of homelessness, negative public attitudes, and 

systemic barriers, all of which posed significant challenges to educational 

engagement. The synthesis showed that for some YHP, what is considered a 

strength in one context may function as a vulnerability in another, and vice versa. 

Building on these findings, my research seeks to extend this underexplored area by 

focusing more broadly on YHP’s experiences in education, employment, and training 

(EET), an even less developed area within the field. The research questions are 

outlined in Section 3.3. 
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Chapter 3 Methodology 

3.0 Introduction 

This chapter begins with an exploration of different psychological research paradigms, 

the ontological and epistemological stance and the current research aims. My 

positionality as a researcher and research design will be outlined, including its 

limitations and considerations of other methodological approaches. 

 

3.1 Psychological Research Paradigms 

According to Guba and Lincoln (1998), a paradigm is a specific set of philosophical 

beliefs containing their own ontological and epistemological stances and methodological 

approaches. Ontology refers to the basic assumptions about the nature of reality and 

epistemology refers to the nature of knowledge (Robson, 2011). Specifically, what can 

be known about the relationship between reality and knowledge (Guba & Lincoln, 1998). 

There are varied paradigms in psychology including positivism, post-positivism, 

constructivism, social constructionism and pragmatism. 

 

3.1.1 Positivism 

The positivist paradigm implies realist ontology, assuming there is one single and 

measurable external reality (Robson & McCartan, 2016). It adopts objectivist 

epistemology which assumes that the researcher and the investigated phenomenon are 

separate entities and knowledge is value-free (Guba & Lincoln, 1998). Facts which 

demonstrate a causal explanation are considered the only valid forms of knowledge 

available to the scientific world which are gained from direct experience or observation 

(Hammersley, 2019). The linked methodological approaches are mainly quantitative, 

such as fixed research methods and statistical data analysis. The positivist paradigm 

has been subject to several critiques. Firstly, it is considered overly deterministic and 

reductionist because it disregards subjective human experience and reduces human 
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experience to numbers. It relies completely on observable phenomenon, meaning 

unobservable phenomena such as thoughts and feelings are ignored (Mertens, 2015). 

The notion of ‘pure objectivity’ is also contested. MacKay (2008) argues that pure 

objectivity can never be achieved because research is neither value independent nor 

neutral.  

 

3.1.2 Post-positivism 

Similar, but different, the post-positivist paradigm attempts to combine positivism and 

constructivism. It remains committed to objectivity but also recognises the potential 

impacts of subjective influences (Robson & McCartan, 2016). This implies that there is 

no cultural neutrality because each researcher’s assumptions influence every aspect of 

their research (Hammersley, 2019). Post-positivist ontology is realist; it assumes that 

there is one single external reality to be discovered. However, claims to understand 

truth can only be known imperfectly through probabilities (Campbell & Stanley, 1963; 

Shadish et al., 2002). The epistemology aligns with positivism. It assumes that the 

researcher manipulates and directly observes phenomena objectively (Mertens, 2015). 

Crucially, the findings are never considered absolute truth due to only framing them as a 

probability (Robson & McCartan, 2016). Despite its attempts to address the challenges 

of a purist positivist approach, Hammersley (2019) states that post-positivism is only 

revisionist because it holds onto positivism too closely. Groff (2004) positions post-

positivism as illogical because the epistemologies of positivism and constructivism are 

in direct opposition and cannot be combined.   

 

3.1.3 Pragmatism   

The pragmatic paradigm presents an alternative to the positivist versus constructivist 

discourse (Teddlie & Tashakkori, 2012). It is also a paradigm which is increasing used 

in the EP profession (Burnham, 2013; Meyer & Schutz, 2020). Importantly, it resists the 

debate over ontological and epistemological approaches and is concerned with only the 

practicalities of research. It assumes a pragmatic approach to ontology and 
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epistemology which is situated in critical realism. This argues that there is one external 

reality which can be interpreted differently by humans (Pawson & Tilley, 1997). Mixed 

method designs may be used, allowing the researcher to move between qualitative and 

quantitative approaches within the same research project (Cohen et al., 2013). A 

critique of pragmatism is time. Mixed methods can be time and resource consuming 

(McCrudden & Marchand, 2020) and lack a conceptual framework to hold potential 

opposing epistemologies together (Shah & Al-Bargi, 2013).   

 

3.1.4 Constructivism  

The constructivist paradigm enables researchers to explore unique human experience 

and their meaning-making. It embraces the multifaceted and subjective nature of human 

experience (Usher & Edwards, 2003). It is inspired by multiculturalism and individual 

diversity. It sits in direct opposition to the epistemological assumptions held by the 

positivist paradigm (Moore, 2005). It is grounded in relativist ontology which assumes 

that there are multiple, socially constructed realities which may contrast each other 

(Mertens, 2015). The epistemological approach recognises the interactive relationship 

between the research and researcher. The related methods are mainly qualitative which 

aim to develop rich data descriptions, interpretations and outcomes which are 

contextually rooted (Mertens, 2015).   

 

3.1.5 Social constructionism  

Similarly, social constructionism shares much of the pedagogy of constructivism, 

particularly regarding its ontological and epistemological views on knowledge and 

reality. However, there are key differences as it builds on the constructivist paradigm. 

Constructivists assert that individuals construct meaning based on their own 

experiences and cognitive processes. Social constructionists, however, propose that 

meaning is co-constructed through social interactions, language, and cultural practices. 

It suggests that what is considered as a form of knowledge is not a definite truth; it is a 

result of the social, relational, historical and cultural context it was constructed in. 
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Therefore, in social constructionism, more emphasis is placed on broader social and 

cultural processes. I have adopted the social constructionist paradigm for the current 

research which will be justified in the following section 3.2.  

 

3.2 Ontological and Epistemological Position 

3.2.1 Ontology  

Within this research, a relativist ontological position was adopted which conceptualises 

multiple socially constructed realities. It assumes that there is no single truth, but 

numerous constructions of the world (Burr, 2015; Gergen, 1985; Mertens, 2015; 

Robson, 2011). Thus, conceptual systems might be real for some individuals but not for 

others. Relativist ontology recognises the historical and cultural location of every social 

construction. The current research is concerned with listening to and understanding the 

lived experiences of YHP regarding their EET experience. It seeks to discover the 

multiple, uniquely different, and constructed narratives of YHP’s EET experiences, 

which aligns with a relativist stance.  

 

3.2.2 Epistemology 

I adopted a social constructionist epistemology which asserts that meaning is 

historically and culturally specific and develops through social practices, interactions, 

and institutions (Gasper, 1999; Moran, 2007; Young & Collin, 2004). It aligns with 

Lieblich et al's (1998) view that humans discover, understand, articulate and share 

themselves through storytelling. Language is a part of reality rather than reflecting it, 

and an individual’s reality is constructed through the stories they tell. I reflected that 

every experience of homelessness is unique and each YHP has a personal story. 

Constructionist epistemology asserts that language is a form of social action, and 

importantly, the construction of knowledge is interactional. Therefore, my positionality is 

openly acknowledged and considered integral at every stage of this research. 
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3.3 Research Aims, Question and Purposes 

My research aims to explore the narratives shared by YHP regarding EET, with a focus 

on their inherent strengths and resources which support them in their educational 

journeys. I focused on the following questions: 

 

1. What do the stories of YP without a permanent home tell us about the 

strengths and resources which support them to engage in EET? 

2. What do the stories of YP without a permanent home tell us about the 

vulnerabilities which disrupt their engagement in EET?  

3. What are the types of stories told by YHP in relation to their homeless 

and EET experience?  

4. What are YHP’s perceptions of their future?  

5. How do young people without a permanent home position themselves? 

 

3.5 Current Research Design 

A qualitative method was adopted to explore the unique experiences of YHP in EET 

through their personal narratives. A positive and narrative psychological framework 

using a life story approach was used (O’Riordan, 2011; Wilson et al., 2007). 

 

3.5.1 Positive Psychology 

The use of positive psychology is important when seeking the voices of marginalised 

groups, such as YHP. According to Wise (2000), much can be learned from stories 

shared without viewing an individual as impaired or damaged. The nature of positive 

psychology moves away from a discourse of deficit, which the researcher considers 

YHP to be subject to (Guise et al., 2023). Instead, it offers a model of strength and 

resilience which Wagner and Watkins (2005) consider to amplify those exact qualities. 

Positive psychology takes a stance against the notion that negative life experience 

causes an individual to be permanently damaged and disadvantaged (Boniwell, 2008). 
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Alternatively, it acknowledges those difficult experiences but facilitates space to curate a 

sense of hope to build positive qualities and resources for the future (Boniwell, 2008).  

This feels pertinent for the current research. I wanted to acknowledge the challenging 

experiences of YHP but also provide an opportunity to recognise, celebrate and build on 

their personal strengths with a look to their future. The current research also draws 

upon narrative psychology, which will be explored in section 3.5.2.   

 

3.5.2 Narrative Psychology 

‘Narratives are grounded in everyday life, from our conversations to films and books. 

We all create and tell stories, and we listen to other people’s stories’.  

(Hunt, 2024, p.1) 

 

Since the 1990s, narratives have been explored in a variety of fields, including medicine 

and health and social care (Greenhalgh & Hurwitz, 1999; Kleinman, 1988). In 

psychology, Bruner (1986), Sarbin (1986) and Riessman (1993) are some of the key 

theorists who have interwoven narrative with psychology. This shift, described as a 

‘narrative turn’ moves away from scientific positivist approaches where more attention is 

paid towards an individual’s story, how and why it is constructed, what it achieves and 

how the audience affects its narration (Riessman, 2008). Narrative approaches help to 

inform understandings of people (Hunt, 2024). 

  

There is considerable disagreement around the term ‘narrative’ due to it being 

constructed differently in many fields (Hunt, 2024; Riessman, 1993). In psychology, 

narrative refers to the biological, cultural and social resources and skills that people use 

to construct and share a story (Hunt, 2024). It operates at several levels: - the 

individual, interpersonal, social and cultural (Hunt, 2024). The application of narrative 

results in a story, and so ‘narrative’ and ‘story’ are two interlinked but separate 

constructs. To expand, narrative can be defined as two elements: (1) the cognitive skills 

that enable construction and (2) the story itself. Bruner (1986) explains that individuals 

tell real or imagined stories about a sequence of events. The purpose of narrative is to 
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convey a meaning of experience because a story resembles an understanding of the 

world and personal identity (Murray, 2008; Neisser & Fivush, 1994; Sarbin, 1986). 

Importantly, Morioka and Nomura (2021) share that meaning is co-constructed through 

the sharing of stories. This has implications for narrative researchers such as I, who will 

play an active role in that meaning-making process.   

 

3.5.3 Narrative Analysis 

The purpose of narrative analysis is to understand individual experience (Wells, 2011). 

Attention is paid to the chronology of a story, but also how it is shared, who produces it 

and how, who it is shared with, and how narratives are silenced, challenged or accepted 

by others (Andrews et al., 2008). The impact of a story can also be analysed (Andrews 

et al., 2008). Wertz et al (2011) expands that narrative analysis emphasises the link 

between the narrator and the researcher and considers the wider social and cultural 

context a story is situated in. A narrative researcher should therefore be reflexive 

(Given, 2008). Narrative analysis explores the whole story, the telling of the story and a 

critical exploration of the teller’s position of the story (Figure 3.1).  
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Figure 3.1: Relationship between the teller, told and telling 

 

 

Narrative analysis remains an emerging analytical approach in psychology. A formal 

model of narrative analysis has not yet been developed (Hiles et al., 2017). However, a 

framework for narrative analysis, Narrative-Oriented Inquiry (NOI), was created by Hiles 

& Čermák (2008) which will be outlined from section 3.5.4.   

 

3.5.4 Narrative Oriented Inquiry (NOI) and personal identity 

NOI is considered by Hiles et al (2009) a dynamic methodological approach to narrative 

research. It is a model which is rooted in narrative psychology and incorporates 

transparency, inclusivity, critical pluralism and reflexivity (Hiles et al., 2009). NOI is an 

exploratory method and acknowledges that individuals make sense of themselves and 

their world through unconscious meanings and motivations, a range of cognitive skills 

and cultural resources from stories. Through narratives, individuals position themselves 
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in relation to the events or phenomenon being narrated. NOI is closely linked to 

personal identity and positionality because it emphasises understanding individuals 

lived experiences through the stories they tell about themselves, which is a reflection of 

their personal identities. Hiles and Čermák (2008) explain that narratives are not just 

about recounting a chronology of events; it is about how humans implicitly and explicitly 

interpret those events and position themselves and others within them. Individuals often 

use narrative to recover from adverse life events or experiences (Wells, 2011). 

Positionality thus runs through the course of any narrative and are foundational to the 

way individuals understand themselves, others and their world around them. Personal 

identity is constantly shifting and evolving throughout a story thus making it an important 

part of narrative analysis, which will feature in this research through question five: how 

do young people without a permanent home position themselves? The question has 

been deliberately left open, as I recognise that positionality is woven throughout the 

narrative. Narrowing the focus could risk limiting the depth of analysis regarding 

participants’ personal identities. The overall NOI process is presented in Figure 3.2.
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Figure 3.2: NOI process by Hiles & Čermák (2008) 
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Hiles and Čermák (2008) state that a narrative approach to research should be clear 

from the beginning when intending to use NOI. Strategies for data collection may take 

the form of a narrative or semi-structured interview where co-construction of narratives 

emerge between the researcher and participant (Silverman, 2021). Transcription of the 

data then takes place. Data should be read and listened to multiple times to gain a 

strong sense of familiarity. The researcher then selects all or some of the six narrative 

analysis techniques depending on the research questions. 

  

One crucial purpose of NOI is to separate the sjuzet – how the story is told and consists 

of the unbounded parts of a story, and the fabula – the chronology and basic outline of 

the events that occurred. The fabula is considered the bound part of the text because 

any change to it would change the entire story. Exploring the tension between the sjuzet 

and the fabula is key to understanding the cognitive processes underpinning the story 

telling. The sjuzet reveals how an individual creates an identity position and meaning 

making through their story. A further five analytical techniques are embedded within NOI 

and are outlined in Table 3.1.  

 

Table 3.1: Interpretive techniques 

Interpretive technique  Explanation  

Holistic-content  Relating specific themes to the overall 

story. 

Categorical-content  Devising the text into separate parts to 

analyse using thematic analysis.  

Holistic-form  The overall plot that is forming throughout 

the entire story.  

Categorical-form  A targeted analysis of the distinct 

linguistic elements of telling a story which 

supports the overall story.  

Critical analysis  

  

How the teller positions their sense of self 

in relation to the fabula. 



   
 

67 
 

 

3.5.5 Narrative Plots 

According to Gergen and Gergen (1986), a plot, which links events together, is 

identified through a plot analysis where stories are converted to a linear form to 

represent their shifts throughout the holistic story. There are three forms of basic 

narratives which can be identified: - progressive, regressive and stability.  

 

3.5.5.1 Progressive Narrative 

Figure 3.3: Progressive narrative 

 

A progressive narrative refers to a narrative which moves closer to the positioned goal 

of the teller. Directionality is implied, with progressive narratives anticipating gradual 

increments.  
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3.5.5.2 Regressive Narrative 

Figure 3.4: Regressive narrative 

 

Contrastingly, a regressive narrative is where the individual moves away from their 

desired goal.  
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3.5.5.3 Stability Narrative 

Figure 3.5: Stability narrative 

 

A stability narrative refers to an unchanged, stable pattern within a single narrative. This 

means that the position of the teller remains relatively unchanged throughout their 

narrative.  

Despite these three common plots structures, Gergen and Gergen (1986) also highlight 

the messiness of narratives; therefore, not every narrative will be captured in these 

three rudimentary plot forms. They may take the form of complex plot structures. 
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3.5.5.4 Tragedy Narrative 

Figure 3.6: Tragedy narrative 

 

 

Tragic narratives begin with a progressive plot but ultimately end with rapid regression. 

So, it captures the downfall of an individual who once achieved a high position.  
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3.5.5.5 Romantic Saga 

Figure 3.7: Romantic saga narrative 

 

Romantic saga narratives are a series of progressive-regressive narratives.   
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3.5.5.6 Comedy-Romance Narrative 

Figure 3.8: Comedy-romance narrative 

 

In contrast, a comedy-romance incorporates both progressive and regressive plot 

structures, however, they begin with a regressive narrative and end with a progressive 

narrative – a positive ending.  
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3.5.5.7 Happily-Ever-After Narrative 

Figure 3.9: Happily-ever-after narrative 

 

This plot structure is characterised by a progressive plot structure ending in a stability 

narrative.  

 

3.5.6 Critique of Gergen and Gergen’s (1986) plot types 

Gergen and Gergen (1986) offer a range of narrative plots that can be used to explore 

the type of narrative being shared and the why this might be. While I find the distinctions 

between these narrative plots useful, I am less comfortable with the labels attached to 

them, particularly, when applying them to my participants’ stories. My participant’s 

stories relate to experiences of homelessness and engagement with EET which could 

be sensitive and personally challenging content. Therefore, it does not feel ethically 

appropriate to assign their narratives a label such as ‘comedy-romance’ or ‘happily-

ever-after’. For this reason, I have chosen to draw on Gergen and Gergen’s (1986) 

narrative plot types for comparison, but without adopting the original plot names. 
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3.5.7 Critique of Narrative Analysis 

Narrative methodology has significant limitations. Notably, the issues of validity, 

reliability and generalisability. Narratives are purely individual. They are based on a 

unique experience and are shared through unique storytelling. This may limit the 

generalisability of the findings to other people or phenomenon. Also, the subjective 

nature of narratives emerges from the narrative research process. Meaning is co-

constructed through the interactions between the teller and the listener, i.e. the 

participant and researcher. This suggests that the interpretations of the narrative are 

completely subjective, causing issues of validity, reliability and generalisability. 

However, this is recognised within the ontological status of the narrative methodology. 

Meaning is innately subjective, contextual, and individual, which corresponds with the 

quote “all we have is talk and texts that represent reality partially, selectively and 

imperfectly” (Riessman, 1993, p.15). Thus, the nature of narrative methodology enables 

a researcher to represent a co-constructed version of an experience, which arguably for 

homeless youths is crucial to listen to and learn from.    

 

The interaction between the participant and the researcher may challenge the validity of 

the findings. The researchers own life history, experiences and perceptions may steer 

the direction of the narratives at every point of the research: - research question, data 

collection, transcription, analysis and interpretation. This feels pertinent for me in my 

research due to my closeness and sensitivity to the topic. To mitigate against this, I 

adopted a reflexive approach by Willig (2013). I maintained an active diary throughout 

my research, noting reflections about the data and interpretations (appendix 2).  

 

Despite the emerging use of narrative psychology, there is a distinct lack of evidence 

around its theoretical and practical components (Hunt, 2024). As explained, the lack of 

consensus even begins at defining the term ‘narrative’. It is contested between theorists 

and researchers, meaning its ontological status may not be clear. There is also a lack of 

formal procedures for conducting narrative research, suggesting negative implications 

for its validity and reliability (Hunt, 2024). 

 



   
 

75 
 

Recognising the critiques of narrative analysis, I drew on Teddlie and Tashakkori’s 

(2009) criteria for assessing trustworthiness. Table 3.2 summarises the steps I 

undertook as a researcher to uphold the trustworthiness of this study. 

 

Table 3.2 Steps taken to ensure the quality of research 

Credibility • Triangulation – using multiple data sources including the 

interview transcripts, recordings, life path record and initial 

interview notes and reflections. 

 

Transferability The purpose of narrative research is not to generalise the findings to 

other contexts, as the focus is on individual stories; there, no 

measures of transferability were applied.  

 

Dependability • Clear account of methodological choice throughout the 

research. 

• Audit trail – logging comments and reflections throughout 

every stage of my research, particularly throughout the six 

phases of analysis. 

 

Confirmability • Transparency in interpretation – documented the process of 

making interpretations and recorded researcher reflections 

throughout. 

• Researcher reflexivity – an active diary to record overall 

reflections about the research and reflections related to the 

analysis were recorded on the working transcript for each 

phase of analysis and for every participant. 

 

Authenticity  • Placed the YHP are the heart of the research, ensuring their 

stories are at the centre of the research.  
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• Presenting multiple voices, each YHP having a unique story 

to tell, ensuring not one single story or narrative was told. 

 

 

3.5.8 Consideration of Other Methodological Approaches 

Other methodological approaches were considered and decided against for the current 

research. Firstly, interpretive phenomenological analysis (IPA) was considered. IPA is a 

qualitative method for data collection and analysis. Similarly to narrative, it is commonly 

used for exploring how individuals make sense of their life experiences. These 

methodological approaches share philosophical features such as valuing the linguistics 

in sharing their subjective experiences. However, the two can be distinguished in their 

view of narratives. NOI considered narratives to be a way of meaning-making which are 

socially and culturally located and could be re-told in different ways in the future. IPA 

assumes that narratives can become knowable facts through their formal IPA-specific 

methodological procedures (Wertz et al., 2011). IPA was discounted because it was felt 

that by breaking the narrative down into segments and creating themes, the overall 

individual experience of YHP might become lost.  

 

Discourse analysis (DA) is another qualitative methodological approach which was 

considered. DA assumes that words have functions which produce a particular version 

of events (Burr, 2015). Thus, linguistics plays an active role in creating and shaping the 

world, so access to someone’s reality is always through language (Jorgensen & Phillips, 

2002). NOI was selected over DA because the current research is less concerned with 

the individual function and consequence of small units of language. The meaning of 

YHP’s stories and the processes which they are constructed and shared through is the 

focus on the current research. The methodology of the current research will now be 

explored from section 3.6. 
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3.6 Research Context and Participants 

3.6.1 Context 

The research was conducted in the North of England in October 2024. Participants were 

recruited from a single hostel operated by the charity YMCA. YMCA is the largest 

voluntary organisation which provide safe and supported housing for young people 

(aged between 16-25) across England and Wales (YMCA, 2024). In total, YMCA offer 

9,466 beds and these take the form of: - emergency housing, supported longer-term 

housing, supported hostels and foyers. They are one of the few organisations which 

offer temporary accommodation from the age of sixteen.  

 

3.6.2 Participants 

Three participants were recruited, aged 18-23 years. All participants were living in the 

same YMCA hostel at the time of the interview. Two participants were not in EET at the 

time, and one had recently completed their college course and accepted a conditional 

place at university for the next academic year. According to Wells (2011), five 

participants is generally considered appropriate for most narrative research projects. 

However, this is dependent on the research. Wells (2011) adds that research involving 

highly detailed analysis of language may require fewer participants. This informed the 

decision to cease recruiting after three participants due to the richness of data already 

sought. 

 

3.6.3 Sampling and Inclusion and Exclusion Criteria 

Purposive sampling was adopted in the research. Denzin and Lincoln (1994) state that 

this method involves seeking out groups, settings, or individuals where the phenomenon 

being studied is most likely to be experienced. I contacted local charities known to 

support and provide housing to YHP which led me to YMCA. The inclusion of 

participants is based on the categories: - age, living status, EET and consent. Table 3.2 

summarises the inclusion and exclusion criteria.  



   
 

78 
 

 

Table 3.3: Inclusion and exclusion 

Inclusion  Exclusion  

Aged between 16-25  Aged under 18 and has a social worker   

Currently homeless or previously 

homeless during EET  

Currently experiencing additional difficult 

challenges which may impact wellbeing   

Deemed able to give informed consent   Homeless support staff feel talking about 

experiences will be too distressing.   

Any gender    

 

3.6.3.1 Age 

Young people aged between 16-25 were invited to take part in the research. This age 

range was chosen based on the requirements of narrative methodology, which involves 

participants reflecting on and sharing their personal experiences. It was considered that 

individuals from the age of sixteen onward would be more cognitively able to engage in 

the storytelling process which is required for narrative analysis. Three young people 

were recruited for the research, aged eighteen, twenty and twenty-three.   

 

3.6.3.2 Living Status 

The participants were required to be homeless at the point of the research or previously 

homeless during periods of EET. All participants were recruited from a YMCA hostel, so 

all participants were homeless at the point of the research.  

 

3.6.3.3 Education 

Another criterion for the research was EET. All participants must have experienced 

homelessness at some point in their education, training or employment and be able to 

reflect on their experiences. All participants experienced homelessness during their 

transition from statutory education to EET. At the time of the research, one was not 
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engaged in any form EET, another was undertaking further training, while one was 

preparing to begin university.  

 

3.6.3.4 Consent 

The issue of consent was used for the inclusion and exclusion criteria. All participants 

were living in a hostel without their parents or carers and were above eighteen. To keep 

the YP safe in the research, I liaised with the hostel staff to think about which YP met 

the Gillick Competencies which are: understanding the research, the outcomes and 

risks, holding the cognitive ability to process and retain information, be able to reason 

and make decisions and voluntariness (Gillick v West Norfolk and Wisbech Area Health 

Authority, 1985). If it was deemed by YMCA staff that the YP was Gillick competent, 

they would be able to partake. In contrast, those who did not meet the Gillick 

Competencies of consent were excluded from participation. Additionally, those who 

were under 18 with an assigned social worker were excluded, as the involvement of a 

social worker was considered indicative of an additional vulnerability for a YHP that 

could compromise their psychological and emotional safety in participating in the 

research.  

 

3.6.4 Stakeholder Engagement and Recruitment 

All participants were recruited from a national homeless charity. I initially contacted the 

organisation by sending out an email broadly introducing the concept and hopes of the 

research. An interest in the research was expressed by a Partnership and Pathway 

Manager from YMCA. Several online meetings took place to discuss the possibilities of 

research. The manager then signposted to two YMCA hostel bases, enabling links to be 

made between the researcher and a Housing Service Manager and a Trauma Informed 

Practitioner. Permission was granted by the stakeholders from a hostel in the North of 

England to recruit participants. The stakeholders explained that participation in the 

research was more likely in the recommended hostel because of the stability of the 

young people and their longstanding positive relationships with the homeless support 



   
 

80 
 

staff. Recruitment was then conducted via the stakeholders. They selected young 

people to potentially take part based on their knowledge of their young people and my 

inclusion and exclusion criteria.  

 

An initial meeting with the potential participants was offered, however this was not 

utilised. Alternatively, I met the participants on the day of the interview to explain the 

research. The individual narrative interviews were conducted in-person in the hostel’s 

communal ‘common room’. 
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3.6.6 Final Participant Sample 

Three participants made up the final sample for my research. The demographic 

information is summarised in Table 3.3.   

 

Table 3.4: Demographic summary of participants 

Pseudonym  Sex  Gender Age  Ethic 

group/heritage  

Homeless 

status  

Reason for 

homelessness 

EET status  

Matthew   Male  Male 23  White British  Living in a 

hostel  

Family 

relationship 

breakdown 

 

Further 

training  

Sam   Male  Male 20  White British  Living in a 

hostel  

  

Care leaver Not currently in 

any EET 

Charlie  Female  Male 18  White British  Living in a 

hostel  

  

Family 

relationship 

breakdown 

Education 

transitioning to 

university 

 

I aspired to be an anti-oppressive researcher throughout my research. As part of this, I 

asked my participants about their gender identity and preferred pronouns before each 

interview began. Charlie informed me that they prefer they/them pronouns, so I use 

these pronouns when referring to Charlie throughout my research. 

 

3.7 Data Collection Process 

3.7.1 Guided Narrative Interview 

A guided narrative interview was used to collect the data. According to Wells (2011), a 

narrative interview enables the participant to be placed at the heart of the study. It 

privileges the meaning that they assign to their own stories and helps the researcher to 
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better understanding people’s experiences and behaviours. Narrative interviews differ to 

other forms of interviewing because it is an open and flexible approach which enables 

the participant to control the direction, context and pace of the interview. The researcher 

does not impose a rigid agenda but may ask broad questions to gain insight into an 

experience situated in the participant’s story.   

 

A guided narrative interview is the combination of narrative and semi-structured 

interview techniques. The researcher develops a topic guide which aligns with the 

phenomenon of interest whilst still upholding an open and flexible approach where the 

participant decides what to share, what not to share, and how they share it. I considered 

this the best approach to data collection because of the risk that a participant may 

become distressed if the discussion centred around their difficult life experiences. 

Therefore, a guide for the interview framed the conversation around EET and homeless 

experiences with an emphasis on their personal strengths. The interview adopted the 

following guide, as outlined by Tellis-James and Fox (2016):   

1. Eliciting narratives about their future  

2. Eliciting narratives about their past, in particular, their past EET experiences.  

3. Identifying strengths and resources in their lives which have helped them to 

get through the experiences they have described in phase two.  

4. Exploration of how their strengths and resources may help the participants to 

overcome future challenges.  

 

Based on the interview guide, I designed prompt cards for the interview which helped to 

keep the interview focused on their experiences of homelessness and EET (appendix 

14). Each interview lasted between sixty and ninety minutes and was carried out 

individually. I used a life path tool during each interview solely as a facilitative aid and 

not for data analysis (Wilson et al., 2007). This is further explained in section 3.7.2.   

 

3.7.2 Life Path Tool 

I illustrated the life path of each participant during their interview. A life path is a visual 

record of the participant’s story. It aims to capture key life events shared by the 



   
 

83 
 

participant. O’Riordan (2011) states that a life path provides participants with a visual 

prompt which may help to structure their thinking. It is suggested to reduce the intensity 

of an interview by providing a shared focus, supporting the participants to share 

potentially difficult stories (O’Riordan, 2011; Wilson et al., 2007). Due to the sensitive 

and identifiable nature of the information captured on the life path, I have decided not to 

include copies in my findings chapter. There is no new information on the life path that 

was not in the transcript, nor was it used to analyse data. The life path tool was used 

only to facilitate my conversation with each participant during the interview. Each life 

path began as a blank piece of paper. As the interview progressed, I illustrated the 

participant’s story, resulting in a unique visual representation. An anonymised copy of 

Sam’s life path is featured below in Figure 3.10 as an example which was completed for 

each participant. It reflects his experiences throughout EET and homelessness as well 

as his hopes for his future.  
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Figure 3.10: Life path example from current research 

 

 

3.7.3 Audio Recording 

According to Wells (2011), good practice in narrative research is for the interview to be 

recorded. The purpose of this is to enable the researcher to produce a verbatim 

transcript of the data which highlights speech and nonverbal communication. I used a 

Dictaphone to record all interviews and recorded basic field notes after completion of 

each interview (appendix 16).  
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3.7.4 Member Checking 

Member checking is defined by Bryman et al (2004) as a method for researchers to 

check their understanding of the findings with the original participants. The purpose is to 

ensure the researchers’ interpretations align with the participants which can mitigate 

against the participant’s voice being overlooked. I decided not to conduct member 

checking due to my ontological and epistemological position. I assumed that knowledge 

is socially constructed, and I play an active role in this as the researcher. Therefore, I 

have my own unique interpretations of the participants’ narratives and there can be no 

single truth. Therefore, I did not seek validation for my interpretations which are 

acknowledged within a social constructionist paradigm. 

 

3.8 Ethical Considerations 

Ethical approval was sought from the University of Nottingham’s Research Ethics 

Committee on the 25th of April 2024 (appendix 3).  

 

3.8.1 Informed Consent 

Informed consent and assent were gained from each participant. Firstly, I discussed my 

research with the stakeholders (hostel housing manager), and they shared information 

about my research and shared the research documents: - participant recruitment and 

information form (appendix 6 and 7) with the YP in their hostel. Following this, I met with 

each participant who expressed interest in taking part. I introduced myself and the 

research with opportunities for questions. I then invited each participant to take part in 

my research by signing the consent form (appendix 8). The interview then took place 

once informed consent was given and signed by each participant. 
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3.8.2 Confidentiality and Data Protection 

The participants’ right to confidentiality, anonymity and data protection was made 

explicit on the participant information sheet, consent form and debrief form, as well as 

explained verbally before data collection. Participants were also provided with a copy of 

their data protection rights and this was also explained at the beginning of the interview. 

I explained my role as a Trainee Educational Psychologist and the purpose of my 

research. The interviews were recorded using a Dictaphone which is only accessed by 

myself. The participants were each assigned a pseudonym for anonymity, and I made 

the decision to omit the full transcripts and life paths of each participant from the 

appendices. Only selected examples will be presented.  

 

 3.8.3 Risk of Harm 

According to the BPS Code of Human Research Ethics (2021), research concerned with 

personal challenging life events is categorised high risk. Due to the nature of this 

research, there is an increased risk of emotional distress to the participants. The YHP 

are required to reflect on past and current experiences related to their homelessness 

and EET experience, and it may lead to discussions around challenging experiences. 

To mitigate this risk, I clearly defined my role as the researcher at the beginning of the 

interviews. I worked with the homeless support staff to identify who and where YP can 

go if they require emotional support. Other support services for YHP such as such as 

Crisis and CentrePoint were also signposted on the participant debrief form.  

 

The selected methodology and psychological underpinnings of the research, narrative 

and positive psychology, also mitigate against the risk of harm. My rationale for this was 

to facilitate a comfortable, safe, therapeutic, and empowering environment for the 

participants. Their stories and voice are at the heart of my research. The facilitative use 

of a life path is also evidenced to reduce the intensity of the interview causing 

participants to feel safe and relaxed. My research aims to explore YHP’s future hopes, 

offering a narrative of strength and resilience as opposed to deficit, which amplifies 

those exact qualities (Wagner & Watkins, 2005). Thus, it is hoped that the participants 
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will experience my research as therapeutic and empowering due to the underpinning 

psychology and methods drawn upon.   

 

3.8.4 Power 

I carefully considered the power dynamic between my participants and myself. I was 

aware that due to my title ‘Trainee Educational Psychologist’ I may be viewed as a 

person with power. I may also be considered a part of the EET system which may 

cause some YP to feel defensive and anxious. Some of the strategies I used to help 

mitigate against the negative impact of power dynamics were:  

• Snacks to facilitate an informal and relaxed feel to the interview (but not 

advertising this beforehand). 

• Clearly explaining the YP’s right to partake and withdraw in the research. 

• Following the YP’s lead on conversation and tuning into their interests.  

• The life path reduced the intensity of the interview. 

• Using empathy and compassion, validation, and active listening skills. 

 

3.8.5 Consideration of Language 

Throughout the research, the terminology ‘homeless’ was carefully reflected on. Before 

and during my data collection, I decided not to use this term with the participants and in 

my research title. My rationale for this was because I was aware that many homeless 

people do not refer to themselves as homeless. I was keen to find out how YP 

conceptualised their living status. I was also aware of the impact of negative social 

discourses around the term ‘homelessness’. Therefore, I used a descriptive and factual 

term to highlight the YP’s living situation, which I considered to be freer from negative 

social discourse – ‘YP without a permanent home’. Interestingly, each participant 

referred to themselves as ‘homeless’ which is why I use the term ‘YHP’ throughout my 

research.  
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3.9 Data Analysis Process Using NOI 

3.9.1 Transcription 

The purpose of narrative analysis is to elicit an individual’s story in its purest form 

(Wells, 2011). The inclusion of all the participants words is considered central by Wells 

(2011). Poland (2002) recommends that interviews should not be ‘tidied up’ and should 

include all ungrammatical or colloquial speech. In keeping with the social constructionist 

paradigm, narratives are considered a product of social interchange. Therefore, the 

interview data was transcribed in verbatim and included all words and vocalisations 

from both the participant and myself to complete a full analysis of the co-constructed 

story. Poland (2002) outlines an approach to enhance the quality of transcription which 

captures verbal and nonverbal communication: 

• Pauses  

• Expressive sounds  

• Interruptions  

• Overlapping speech  

• Garbled speech  

• Emphasis  

• Held sounds  

• Paraphrasing others 

  

Transcription was conducted manually to support my familiarisation with the data.   

 

3.9.2 Reading and Re-Reading 

Once the transcript was created, I read and re-read the stories, listening to the interview 

recording alongside to immerse myself in the data and gain familiarity with the overall 

stories. This follows Hiles and Čermák's (2008) NOI framework. Crossley (2000) 

recommends that the interview data should be read at least six times before moving 

onto further stages of analysis. Once familiarity was gained, Hiles & Čermák (2008) 

suggest that the data should be broken down into numbered segments to represent 
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meaningful episodes and events relevant to the research questions. The episodes were 

arranged down the left-hand side of a working document with the coding and comments 

displayed on the right. An example of a working transcript is shown in appendix 17. 

 

3.9.3 NOI Data Analysis 

The next stage in analysis was the application of analytical techniques. Hiles and 

Čermák's (2008) propose six analytical techniques are applied to the narrative by 

working through the text and asking different questions each time. The selection of 

analytical techniques is dependent on the research question; they may be applied 

individually or in any combination (Hiles & Čermák's, 2008). Ultimately, the overall 

purpose of narrative analysis is to analyse the content and chronology of the story, the 

character positioning and the themes within it. All six analytical themes were applied to 

the data because they contributed to answering the research questions.  

 

3.9.3.1 First phase of analysis: Sjuzet and fabula and identity positioning 

The first phase of analysis separated the text into its most basic components – the 

sjuzet and fabula. The sjuzet is unbounded and refers to linguistic features such as the 

selected vocabulary, tone of voice, volume, pitch changes, emphasis and more. This 

aligns with Poland’s (2002) approach to data transcription which provides a means of 

coding these aspects of the sjuzet. The fabula is bound and refers to the content of the 

story. Identifying the sjuzet and fabula facilitated the exploration into the participants 

identity positioning, which refers to the ways in which the participant experiences their 

sense of self through their process of storytelling. 

I separated my working transcript into two columns: on the left-hand side with the data 

set and the right-hand side with space for analysis notes and comments. Following 

Hiles and Čermák's (2008) guidance, I underlined the fabula in the text and added a 

basic description in the notes section about the differentiated fabula and sjuzet. Once 

this process was completed, I moved onto the second stage of analysis which was 

holistic-content analysis.  
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3.9.3.2 Second phase of analysis: Holistic-content 

The holistic-content technique follows guidance by Lieblich et al (1998). The purpose of 

this technique is to gain a global impression of the participant’s entire story and to 

identify specific themes which emerge and evolve throughout the narrative. I used this 

analysis technique to answer the following research questions: 

• What do the stories of young people without a permanent home tell us about the 

strengths and resources which support them to engage in EET? 

• What do the stories of young people without a permanent home tell us about the 

vulnerabilities which disrupt their engagement in EET? 

 

Lieblich et al (1998) details a specific process for this stage of analysis which I followed.  

• Firstly, I repeatedly read and listened to each interview to gain a global 

impression of the story. Lieblich et al (1998) states that there is no clear direction 

for the researcher at this stage. The researcher must read the material several 

times until a pattern emerges.  

• I then recorded my initial global impressions of each story on the working 

transcripts. I explored and noted any exceptions in the story, for example, where 

an episode in the story contradicts the overall impression, a topic which produced 

disharmony for the participant or an unfinished part of the story. There were also 

detailed in the working transcripts. 

• Through a repeated process of reading, I then identified specific themes at the 

centre of the participant’s story. I tracked each theme from the beginning to the 

end of each narrative, the interactions between themes and any contradictions to 

them throughout the text in terms of content, mood or evaluation. Lieblich et al 

(1998) states that specific content can be constructed as a theme if it is repetitive 

throughout the story and the participant gives detailed information about it. 

Importantly, where the participant shares brief detail or does not share parts of a 

story, this can indicate that as the focal topic of interest.  
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• Using a method by Brown et al (1988), each text was re-read separately for each 

theme. This enabled me to trace the transition and evolution of each theme 

throughout the story. I highlighted in each working transcript where each theme 

emerges in the text and where is first and last appears. Also, I explored and 

recorded any exceptions to the themes. I noted my conclusions at the end of 

each working transcript with a summary of the themes, conclusions and my 

reflections. 

• An example of the holistic-content analysis, including a global impression and 

emergent themes, is presented in the appendix 18 which was completed for each 

participant.  

 

Brown et al’s (1988) method, detailed as part of Hiles & Čermák's (2008) NOI process, 

is an interpretive method which resists coding used by researchers. Coding is 

suggested to restrict a researcher’s reflexivity and space for interpretation. Therefore, 

my interaction with each text must be transparent throughout my analysis, particularly 

during this stage. I recorded my reflections on each working transcript, during the 

analysis process as they emerged and following the overall analysis (see appendix 2 for 

an excerpt). 

 

3.9.3.3 Third phase of analysis: Holistic-form 

Holistic-form analysis, as outlined by Lieblich et al (1998) refers to the progression of 

the overall plot that is forming throughout the entire story. Lieblich et al (1998) states 

that the main events, progression between events, story cohesion and genre of the 

narrative should be described, in line with Gergen and Gergen’s (1988) plot types. The 

purpose of this analytical technique is to showcase the variations in the narrative 

structure and what this means for the participant’s identity, perceptions, and values 

(Lieblich et al., 1998). Additionally, it demonstrates the participant’s construction of their 

evolving life experience. Thus, I used holistic-form analysis to explore:  

• What are the types of stories told by YHP in relation to their homeless and EET 

experiences? 
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• What are the young people’s perceptions of their future? 

As recommended by Lieblich et al (1998), I followed three stages within this form of 

analysis. Firstly, Lieblich et al (1998) states that a thematic focus for the plot must be 

identified. I chose the participants’ experience of homelessness and EET to explore the 

relationship between not having a permanent home and their EET experience over time.  

Next, Lieblich et al (1998) states that plot dynamics should be identified. This refers to 

specific forms of speech in the transcript, such the participant’s reflections on a stage of 

their life, or evaluative comments about their life journey. Key elements of the narrative 

which indicate a shift in the narrative plot should also be included. My first stage of 

analysis supported this because I organised my working transcripts into a series of self-

contained episodes, each representing a shift in topic. Importantly, Lieblich et al (1998) 

explains that this form of analysis can be enhanced when the researcher reflects on 

their own personal perspectives and evaluation impressions. To support this, I followed 

guidance by Murray (2008) who recommends that researchers should provide a 

summary of their interpretations at each stage of the story, the beginning, middle and 

end. Therefore, I created a table to showcase the plot dynamics of each story, key 

supporting excerpts from the transcripts and my personal reflections which demonstrate 

my process of meaning making.  

The final stage of this form of analysis was to produce a visual graphic of each narrative 

which was a visual representation of my interpretation. Lieblich et al (1998) 

recommends using a structural graph because it is an effective way of presenting 

complex and detailed narrative information in a clear way. The structural graph will be 

presented in the findings chapter for each participant along with a narrative summary. 

An example of the holistic-form tables used to support my interpretations is presented in 

appendix 19. 

 

3.9.3.4 Fourth phase of analysis: Categorical-content 

Categorical content analysis typically involves analysing the smaller, self-contained 

episodes thematically. There are several ways to approach this, however, I adopted 
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Lieblich et al’s (1998) method for ‘content analysis’ because it allows themes to 

organically emerge from the dataset rather than following a deductive process of 

analysis. Lieblich et al’s (1998) imposes a four-step model for content analysis: 

• Firstly, the text should be broken up into small, separate units and selected to 

analyse based on their relevance to the research questions. However, due to the 

exploratory nature of my research question and fluidity of the guided narrative 

interviews, the entire transcript will be analysed using categorical-content 

analysis.  

• Definition of the content categories then takes place. The purpose of this is to 

identify themes in the narrative and organise them into ‘clusters of meaning’ 

(Lieblich et al., 1998). This happens through an iterative process of reading, 

suggesting a category of meaning, organise into subcategories and then 

generating additional categories or redefining existing ones. My second stage of 

analysis, holistic content, supported this. Themes had already begun to emerge 

from each dataset from the holistic content analysis. These themes will be built 

upon through this analysis, redefining them and creating subcategories. 

• Units of analysis such as phrases, utterances and story episodes were then 

organised into themes. A principal sentence was assigned to each theme which I 

considered to best represent the meaning of the category.  

• The fourth stage of categorical-content analysis proposed by Lieblich et al (1998) 

is to draw conclusions from the results. This will be discussed in detail in chapter 

four. An example of the categorical-content analysis tables, including my 

reflections at this interpretation stage are presented in appendix 20.  

 

3.9.3.5 Analytical Technique 5: Categorical-Form 

The purpose of this technique is to explore the cognitive process and emotional content 

of the story. Lieblich et al (1998) states that it is important to understand from the 

narrator something which may not be visible from the content alone. This form of 

analysis was helpful to answer the research question: how do YHP position 

themselves? Therefore, only a small number of episodes about EET were analysed 

following this two-stage process by Lieblich et al (1998):  



   
 

94 
 

• Firstly, an investigation of the cognitive and thinking skills should take place. For 

example, communicating at a metacognition level, avoiding unsubstantiated 

generalisations, identifying values, taking responsibility for actions, well explained 

criticisms, restrained criticism to showcase an awareness of other people’s 

perspectives, holding several perspectives in mind and seeing beyond the 

immediacy of a situation.  

• Stage two involves an investigation into the emotional content. This refers to the 

deep structures of the text within the sjuzet and fabula. To do this, the following 

structures are explored within the text: linguistic expression at the lexical, 

syntactic and structural level, intonation, tone, volume and non-verbal 

communication.  

I did not video record my interviews so the analysis of non-verbal communication 

(gestures, facial expressions, body language) was not possible but the linguistic 

expression and paralinguistic indicators will be analysed. An example of this analysis is 

presented in appendix 21. 

 

3.9.3.6 Analytical Technique 6: Critical Narrative Analysis 

Critical analysis is presented by Hiles and Čermák's (2008) as the final analytical 

technique which can be used in narrative analysis. It originates from Emerson and 

Frosh (2004) and helps to explore how the narrator becomes the author of their own 

lives. Emerson and Frosh (2004) recommend a thorough and reflective approach to 

critical analysis, which can be achieved through the following six principles:  

1. Contextualizing the narrative – exploring the context in which the narrative was 

produced, the broader social, historical and cultural settings and how these 

influenced the content, structure and meaning of the narrative. 

2. Interpreting the construction of identity – how individuals position themselves 

and others.  

3. Challenging assumptions and norms – challenging the assumptions made by the 

researcher’s interpretations and the narrative itself through exploring how social, 
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historical and cultural assumptions influence the content, structure and meaning 

of the narrative. 

4. Exploring power and agency – how the individual positions themselves and 

others in terms of empowerment and disempowerment throughout the narrative.  

5. Researcher reflexivity – how is the narrative shaped by the researcher’s 

perspective? 

6. Exploring the function of the narrative – why is a narrative told and what does it 

achieve? 

An example of the critical analysis notes is presented in appendix 22. 
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Chapter 4 Findings 

4.1 Introduction 

Within this chapter, the six analytical techniques from NOI will be synthesised to answer 

the following research questions:  

1. What do the stories of YP without a permanent home tell us about the 

strengths and resources which support them to engage in EET? 

2. What do the stories of YP without a permanent home tell us about the 

vulnerabilities which disrupt their engagement in EET?  

3. What are the types of stories told by YHP in relation to their homeless 

and EET experience?  

4. What are YHP’s perceptions of their future?  

5. How do young people without a permanent home position themselves? 

Each participant’s story will be presented separately to highlight the individual voice of 

Sam, Matthew and Charlie. The following structure will repeat for each participant:  

• A graphic overview of life story 

• Overarching message of the story which was formed during the holistic-content 

stage of analysis.  

• Life story plot reflections which were formed during the holistic-form analysis.  

• Themes relating to strengths and vulnerabilities. Each theme will be presented 

with connected sub-themes. Each sub-theme will be colour coded, either green 

(a strength) or purple (a vulnerability) and each quote is numbered to represent 

the story episode it pertains to. In NOI, a story episode refers to a single topic of 

conversation, with each shift in topic marking the beginning of a new story 

episode. Throughout my analysis, it became evident that some themes could not 

be simply assigned a strength or vulnerability. Some were positioned as both. 

This was formed during the categorical-content analysis.  

• Positioning of identity, which was synthesised throughout all stages of analysis, 

but mainly categorical-form and critical analysis. 
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4.2 Sam’s story 

4.2.1 Overview of Sam’s life story 

 

Figure 4.1: Graphic overview of Sam's story 
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4.2.2 Holistic-content: Overarching message of the story 

 

Despite the challenges I have faced, including homelessness and difficulties in 

education, I have drawn strength from my personal resilience and the support of 

others. I am determined to take control of my future even though the system still 

presents significant obstacles. 

 

This global message of Sam’s story was interpreted through this sharing of his many 

challenges in his life so far. He has experienced homelessness in several ways from an 

early age, including rooflessness and is a care leaver. This in turn has made his 

experience of education and EET difficult and contributed to him not being able to 

complete his college course. But, through drawing on his personal strengths and the 

help provided by others, particularly the homeless support staff, he has demonstrated 

resilience and is hopeful for his future life. Sam has reclaimed his narrative of adversity 

and is using it as a source of strength. However, he acknowledges the challenging 

system he is living in, such that he is struggling to access EET opportunities to create a 

better future due to his homeless status and lack of financial resources. 
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4.2.3 Holistic-form: Life story plot reflections 

Figure 4.2 demonstrates Sam’s EET experiences throughout his changing living 

circumstances, and perceptions of his future.   
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Figure 4.2: Graphical representation of Sam's life story 
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4.2.3.1 Narrative summary of Sam’s living circumstances and education experiences  

It was difficult to plot Sam’s primary education experience due to the limited 

conversation around this. However, he did share that this was a difficult period in his life 

due to the loss of a great grandmother through tragic circumstances and it marked the 

time he first entered the social care system. He also shared that he had moved primary 

schools due to his birth parents moving house. However, Sam constructed a negative 

trajectory during secondary education. He shared that he had experienced multiple 

moves, including broken down foster placements and moving to two secondary schools 

because of this. He used the phrase ‘really awkward’ when discussing these moves 

because they occurred at the worst time during his GCSE examinations, suggesting this 

was increasingly difficult during an already challenging time in his life. Partly, this was 

because his new school used a different teaching and assessment syllabus which 

disadvantaged him in his mock results. Despite this, there was an uplifting tone in 

Sam’s plot line because he said the one good thing about moving schools was leaving 

behind the bullying and lack of school support which he experienced.  

 

A sharp regression line appeared during Sam’s time in college and his personal living 

circumstances. He shared that his foster placement broke down and he moved back in 

with his birth parents. This meant that he was living further away from his college and 

the public transport required to make it to the college site was limited. One progressive 

tone in his time in college was the initial support and understanding provided by the 

college staff, particularly his course leader who he described as “fine” because “he 

understood”. He described some reasonable adjustments which his course leader made 

for him, such as letting him start his day at college later and leaving earlier so that he 

could safely make it to college and home. However, the sharp regression returned 

because after a while the college staff “were funny about it”. Sam’s regression occurred 

also because he was experiencing problems in his family home, often sleeping on the 

streets for the night. 

 

After being placed into emergency accommodation, and a later referral to his current 

hostel, Sam is not enrolled in any EET. He shared that his priorities have changed. He 

wants to focus on getting a job and earning money. Despite not being enrolled in any 
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EET, Sam constructed a progressive trend because I inferred him to be more physically 

and emotionally safe and supported “I’ve settled in yeah” and “I like it here”, and able to 

think about his future and opportunities which may help him reach his goals. He shared 

that the key adults in the hostel provide support from all angles and “they WILL” help 

when they say they will help. He offered lots of detail about the opportunities he’s 

currently got such as a voluntary job, playing for a football team and being able to spend 

time with his friends. He reflected that he now has opportunities which he never had 

growing up as a child due to his circumstances.   

 

This progressive trajectory continued when discussing his future goals. He shared that 

he would like to become a fire fighter, inspired by his own personal trauma back in his 

primary-age phase of losing his great grandmother in a housefire. But importantly, he 

shared that he hopes to get a job and have his own permanent place to live. He used 

the phrase “I’m more than ready to live on me own” suggesting that he feels prepared 

enough to live independently. However, this conversation began to incur a regressive 

tone because Sam shared the challenges he faces as he transitions into adulthood. For 

example, he used the word “scary” when talking about having to pay more bills and the 

uncertainty around which jobs will be available to him due to many requiring 

qualifications, which require financial resource for him to gain. Sam refers to his 

situation as a “standstill” because he is acutely aware of what the requirements needs 

to enter professions and reach his goal of financial stability, but he is currently unable to 

do so due to his circumstances.   

 

4.3.3.2 Life story plot comparison 

The beginning of Sam’s story begins with a negative trajectory, with the following 

challenging experiences, the loss of his great grandmother in a house fire and entry into 

the care system. He also experiences multiple foster placements, leading to school 

changes and a lack of stability. The period of moving schools during his GCSE exams 

aligns with the romantic-comedy narrative where the individual experiences multiple 

setbacks. However, moving schools enabled Sam to escape the bullying he had been 

subjected to, offering him a moment of potential optimism and hope.  



   
 

104 
 

 

The middle of his story shows further challenges during his time at college and 

resembles the point where Sam faced some of his most significant setbacks. His foster 

placement broke down and he moved back in with his birth parents. The challenges of 

his long commute to college, family difficulties, homelessness, including rough 

sleeping—and the lack of support created additional instability, ultimately preventing 

Sam from continuing his college education. The turning point in Sam’s story came after 

he moved into his hostel. It appears to mark the point at which his circumstances 

stabilise, enabling him to reflect on his past, present and future goals with hope. The 

safety and support Sam now feel in his hostel reflects the beginning of the progressive 

narrative, where circumstances improve once they have become problematic.  

 

The ending of Sam’s story appears hopeful yet uncertain. He shared that he is ready to 

move on with his life and live independently. However, he acknowledges that the 

challenges are not entirely over just yet. Sam’s story follows a similar pattern of 

undergoing struggles, personal growth and the pursuit of a better future, all while 

dealing with personal and systemic challenges.  
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4.2.4 Categorical-content: Themes relating to Sam’s strengths and 

vulnerabilities 

In this section, the themes related to strengths and vulnerabilities are discussed. Each 

sub-theme is colour coded: green (a strength) or purple (a vulnerability). The tables 

include key quotes along with the story episode number to which they correspond. In 

NOI, a story episode refers to a single topic of conversation, with each shift in topic 

marking the beginning of a new story episode. Figure 4.3 offers a summary of Sam’s 

strengths and vulnerabilities. This format is repeated for each participant.  

 

Figure 4.3: Overview of Sam's themes regarding his strengths and vulnerabilities 

 

5.2.4.1 Theme 1: Football 

Football has been central to Sam’s identity and sense of self, with him positioning 

himself as a fiercely loyal fan to his local team (2) and finding joy in training with his 

team (6). He described football as a fundamental part of his life (2) and without it, he 

feels like he is ‘losing’ (6). I interpret this as reflecting more than just a passion for sport. 

Football has provided Sam with meaningful opportunities, such as building friendships 
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(52) and playing for a well-established team (56). It has also worked as a coping 

mechanism during the challenges he has faced (54). Most significantly, Sam shared 

that football has remained a constant presence throughout his life, regardless of where 

he has lived, how he has felt or where he has moved to (55, 56). In a life marked by 

change, instability and unpredictability so far, football has provided him with a sense of 

safety and stability, supporting both his identity and mental health.  

 

Table 4.1: Summary table from categorical-content analysis linked to football 

Quotes linked to theme 1: Football Sub-themes and 

reference to 

additional examples  

(2) S: Football dominates everything. 

 

(53) S: I get that some people might say that me and me 

mates take football too seriously but me and me mates would 

happily die for our team. 

 

Watching and playing 

is important to Sam’s 

identity (2, 8, 10, 52, 

53, 55) 

 

(52) S: Best thing wo football and me mates cos obviously 

(1.0) we’re like proper loyal XXX city fans. 

 

(56) S: Yano like Saturday and Sunday league team (.) I've 

never played in these before because I never got these 

opportunities as a kid with the issues I've gone through... 

 

Football has 

facilitated positive 

opportunities (43, 52, 

56) 

(54) S: You get like 2 hours of (2.0) not feeling any emotion 

(1.0) you're just there (.) chanting jumping celebrating (1.0) 

every now and then you have a bad game but still.  

 

Football as a form of 

emotional escapism 

(53, 54) 

(55) S: Like I was in I was on the primary school team and I 

was on the secondary school team (2.0) and then with the 

Football as a source 

of constancy (55, 56) 
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moving and foster care (1.0) I kinda cunt continue through 

college which put me back. 

 

(56) A: So it sounds like its always been there in your life 

 

S: Yeah yeah  

 

 

4.2.4.2 Theme 2: Relationships 

Relationships were presented as a mixed theme by Sam, containing both strengths and 

vulnerabilities. He shared his friendships have been a crucial source of support 

throughout his life (52) as they are built on shared passions and values and have 

remained constant since his early childhood, forming a core part of his identity. He also 

acknowledged the valuable support provided by the staff at his hostel, reflecting that he 

can rely on them for help whenever needed (28). Sam highlighted the ongoing 

connections he has with some of his birth family, which continue to be important for him. 

Reflecting on his time at college, he acknowledged one supportive relationship with his 

tutor (20) which helped him to access education for a while. However, Sam also noted 

some ruptured relationships, particularly the lack of support from his birth family (50) 

which has been an unprotective factor in his life.    
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Table 4.2: Summary table from categorical-content analysis linked to relationships 

Quotes linked to theme 2: Relationships Sub-themes and 

reference to 

additional examples  

(52) S: Best thing wo football and me mates cos obviously 

(1.0) we’re like proper loyal XXX city fans 

 

Friends are important 

source of support (2, 

11,  52) 

 

(28) S: You've always got the support of the staff so you 

know like if you if you've got any like issues (.) where it's 

personal or (2.0) dealing with girlfriend or boyfriend issues if 

you've got a partner (.) there like (.) they are there to like 

support ya 

 

Hostel staff provide 

valuable relational and 

tangiable support (7, 8, 

28) 

(50) S: Like I'll not see a lot of him but obviously like we 

never like drop contact 

 

Links to family are 

important to Sam (12, 

50) 

 

(20) S: Yeah he understood my situation. He was fine… 

 

(20) S: ...so (.) the agreement was I'd be I'd (.) me form tutor 

(.) he's let me start at 10 but then because of the buses 

getting back (.) he'd let me finish a bit earlier so I could get 

home 

 

One helpful education 

professional (20) 

(50) S: Me and me mum (2.0) it's done (1.0) on a really 

rocky road and one of me sisters I don't talk to and the other 

one (1.0) it really depends what mood she's in 

 

Ruptured relationships 

(25, 50) 
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4.2.4.3 Theme 3: Future goals 

Sam spoke about his future goals with a mix of hope and inspiration, but a sense of 

anxiety and uncertainty. He aspires to achieve independence and stability by securing a 

full-time job and finding a permanent place to call home (57). He also expressed an 

ambition to become a firefighter (56) driven by the traumatic experience of losing his 

great grandmother in a house fire during his early childhood (40). Sam is using his 

narrative to transform it into a source of strength that is guiding his path towards the 

future.  

Table 4.3: Summary table from categorical-content analysis linked to future goals 

Quotes linked to theme 3: Future goals Sub-themes and 

reference to 

additional examples  

(57) S: I (2.0) I don't care (1.0) it's gonna be long-term innit 

(.20  

 

A: What you thinking? 

 

S: Full-time job and me own place 

 

Aspiration for 

independence and 

stability (23, 41, 57) 

 

(56) S: You see like cus obviously my dream job is a 

firefighter... 

 

Aspiration to become a 

firefighter (35, 56) 

 

(40) S: So obviously (.) when I wa young (2.0) my great 

grandma actually (.) died in a housefire” 

 

A: Ohh gosh;- (overlapping) 

 

S: So its more (1.0) a lot from that yano like trying to stop 

other people losing family and friends (.) in a housefire 

 

Future is inspired by 

past challengjng 

experiences (40, 58)  
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4.2.4.4 Theme 4: Frequent moves and mobility 

Sam discussed his frequent moves and high mobility as disruptive factors in his life, 

particularly affecting his education. Throughout his primary and secondary education, 

Sam moved several times due to being placed into care and changing foster 

placements, which also meant changing school multiple times. He recalled the difficulty 

that presented in his final year of secondary school where his new school followed a 

different teaching and assessment syllabus, resulting in him not achieving some of his 

GCSEs (14). In college, he moved back with his birth parents, but poor travel links 

made it difficult for him to attend college (20). However, he also reflected that the one 

positive aspect of his high mobility was that it allowed him to escape the bullying he had 

been experiencing in school (60) so mobility in this sense was positioned as a protective 

factor to his mental health.
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Table 4.4: Summary table from categorical-content analysis linked to frequent moves and mobility 

Quotes linked to theme 4: Moves and mobility Sub-themes and 

reference to 

additional 

examples  

(14) S: A LOT of moves and it wo really awkward because (.) 

around the time I wo moving (.) was around the time I'd be doing 

me GCSEs and I had (.) I had I had to like (.) change from the 

school I'd been at since (.) I started in year 7 (2.0) and then I got 

transferred to X but it was (.) because in English (2.0) especially 

it was a completely different like (.) set up to what they were 

doing 

 

Multiple moves 

(home and school) 

had a negative 

impact (14, 15, 16, 

22) 

 

(20) S: ...he was fine so obviously the issue (.) a lot of my issue 

getting into college on time would be (.) well (.) you know like a 

lot of the villages around XXX are really small and the first bus 

would be like 8 o'clock but they'd be no chance I'd be able to get 

from XXX to XXX in one hour… 

 

Barrier to access 

education due to 

mobility and travel 

requirements (19, 

20, 21, 60) 

(60) S: It happened at high school and staff didn't deal with it so 

it was the only bonus of moving (.) leaving that school 

 

The bonus of high 

mobility (60) 

 

4.2.4.5 Theme 5: Competing priorities and basic needs 

Sam shared his experiences of homelessness, including acute homelessness (sleeping 

on the streets) (25) and moving into and living in a hostel (37) meant that he was 

understandably not in a physical or psychological place to engage in further education 

during that time. He also reflected on his basic needs and how they took priority over his 

education. For example, settling back into his family after being in the care system for 

five-years (24) and settling into the hostel (28).
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Table 4.5: Summary table from categorical-content analysis linked to competing priorities and basic needs 

Quotes linked to theme 5: Competing priorities and basic 

needs 

Sub-themes and 

reference to 

additional 

examples  

(25) S: It was really odd cos because my parents are one of 

them where they'd kick you out on the streets for the night (.) 

and it could happen at like throughout the year (.) a few times I 

was spending a night on the street (2.0) and then they did it 

around New Year this year... 

 

(22) S: Erm no they kicked me out so I went to my parents and 

then finished (.) I had to drop out of course for a few weeks 

(2.0)… 

 

Facing acute 

homelessness (22, 

37, 25, 38, 24) 

(24) S: And then obviously (.) a lot of time (.) my parents last 

year it was more like getting settled back into family and stuff 

cos I hadn't seen any of me family for like 5-years 

 

(38) S: If you're like (.) for example (.) if I was like sixteen 

seventeen and I'd just got kicked out or I'm moving in (.) last 

thing I'd wanna do is someone moaning at me to get a job” 

 

A: Exactly 

 

S: You'd wanna get your place sorted first wunt ya 

 

A: Yeah 

 

S: But at the same time you need money to do that as well 

 

Basic needs over 

education 
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4.2.4.6 Theme 6: Systemic challenges 

Sam shared about the systemic challenges he faces, positioning the EET system as 

flawed for young people in his situation. He highlighted the difficulties of wanting to work 

but being unable to do so full-time due to living in the hostel and receiving Universal 

Credit (26). He also expressed frustration with the tension between desiring a good job 

and the requirement to return to college (35). Because Sam is no longer in statutory 

education, this would incur a cost, and his lack of financial resources leaves him feeling 

stuck in the system (38). Additionally, he shared how the system fails to prepare YHP 

for adulthood, specifically his anxiety over budgeting a small amount of money (31). 
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Table 4.6: Summary table from categorical-content analysis linked to systemic challenges 

Quotes linked to theme 6: Systemic challenges Sub-themes and 

reference to 

additional 

examples  

(35) S: ...but it's more like a lot of people erm (.) a lot of young 

people are wanting to be (.) yano like builders or something like 

that's where you're out (.) like physical doing jobs but obviously 

you gotta pay for your CSC (.) JSC and that and obviously (.) 

some some places do require you to go back to college but if 

you're like at my age where you've gotta pay for it yourself and 

you need that money you're kind of at like a standstill 

 

(38) S: You see like cus obviously my dream job is a firefighter 

but obviously (5.0) the issue I've got is I'm sure (.) I'm not too 

sure if I do or not (.) so I'm still like you know looking at like all 

about it and everything (.) but I don't know if you've gotta go 

back college 

 

A flawed system 

for YHP (26, 27, 

35, 38) 

(31) S: ...if you've lived here for two years but you've been 

working part time for two years (.) you're gonna get used to 

budgeting (.) ON (.) sixteen hours a week (.) but if you start 

bringing like a grand and half home (.) you're just gonna flunk it 

 

 

The system 

causes a lack of 

preparation for 

adulthood for YHP 

(31) 
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4.2.5 Categorical-form and critical analysis: Sam’s identity positionings 

 

Figure 4.4:Overview of Sam's positioning of the self, others and systems 

 

4.2.5.1 Summary of Sam’s identity positionings 

Sam positions himself as resilient yet vulnerable. He shared his experiences of 

homelessness, difficult family relationships, being in the care system and losing his 

great grandmother in traumatic circumstances. All these circumstances increased 

Sam’s vulnerability at the time, potentially causing him to feel powerless. However, he 

has survived it all and is now more settled and ready to progress further in his personal 

life. He has even used some of his challenging experiences as inspiration for his future 
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goals, such as wanting to become a firefighter (40), or help other YHP by giving up his 

room for somebody else that really needs it (58). This suggests that Sam has 

undergone a narrative transformation and reclaimed part of his story, turning something 

challenging into something inspirational and positive (40). Sam positions himself as 

aspirational for his future. He is focused on family-life (24) and employment (23), rather 

than education which I interpreted to have influenced his capacity to engage with 

education. His living circumstances also mean that employment is the best immediate 

option for him to break the cycle of homelessness. He positions himself as forced out of 

education due to his personal circumstances and experience of homelessness (14, 15, 

19). For example, moving around and living far away from college, paired with lack of 

transport and poor understanding and adjustments made by education professionals 

(21), Sam had no option but to withdraw from his college course. This links with his 

positioning of himself as being educationally disadvantaged; Sam was not able to 

access education due to his circumstances and the lack of adjustment by the college 

meant that he could not continue.   

Sam positions young people like him to be drawn towards ‘physical’ jobs and not a nine-

to-five office job (35). This construction perpetuates his positioning as a worker, not an 

academic. He positions his friends as loyal, unwavering and unconditional (44, 45, 52). 

They are the one few sources of constancy in his childhood and have offered him 

instrumental support throughout his life. Similarly, the staff at the hostel were positioned 

as helpful, genuine, reliable and supportive (29). They offered invaluable support in 

many spheres of Sam’s life which have supported him whilst being 

homeless. Recounting his college experience, he shared that there was one education 

professional who was supportive, but this was positioned as rare (20). Most education 

professionals were positioned as not understanding the needs of YHP.   
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Sam positions education as a barrier for reaching his ideal future goals. For example, 

he shared that he is not sure whether he could be or wants to be a firefighter if he must 

go back to college (36). He is now no longer in statutory education and so financial 

resources would be required to enrol in education. This is a barrier for Sam and 

positions education as out of reach for him, again reinforcing the employment 

pathway. The EET and homeless ‘system’ is positioned as broken and illogical. He 

shared that it often felt ‘back-to-front’; a YHP often needs to get back on their feet after 

becoming homeless and moving into the hostel — the last thing they want to do is be 

pressured into getting a job or getting back into education (37). He reflected that a YHP 

will likely want to get their room feeling homely, but they need money to be able to do 

that, positioning the system as stuck for YHP (38). He also shared his frustration around 

not being able to have a full-time job, further perpetuating the cycle of homelessness 

which he was trying to break free from (26, 27). In this sense, the ‘system’ was 

positioned as unhelpful. It hinders him from engaging in any EET. However, aspects of 

the system (more focused on the hostel) were positioned as helpful. The invaluable 

support he receives from the homeless support staff.   

 

 

 

 

 

 

 

“I mean It’d be nice (1.0) cos like I say don’t get me wrong I like 

it here (.) but the way I see it is that I’m more than ready to live 

on me own and my room (1.0) can be used for someone else that 

is literally struggling” 
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4.3 Matthew’s story  

4.3.1 Overview of Matthew’s life story  

Figure 4.5: Graphic overview of Matthew's story 
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4.3.2 Holistic-content: Overarching message of the story  

 

Despite my past experiences with those who were supposed to care for me, I’ve 

developed resilience and learned to take life one day at a time, focusing on 

building my future with the support of the caring adults at my hostel, working 

towards my goals of securing a full-time job and a permanent home through 

learning and gaining qualifications. 

Matthew has not always had the best experiences with those who were supposed to 

care for him, including professionals. He has developed an expectation that things often 

go wrong and has become cautious about planning for his life too far ahead. Despite 

this, he continues to move forward, taking life one day at a time. He is grateful for the 

support he receives from the caring adults at the hostel where he currently lives. When 

his relationships are working well, his life feels better. Now that he is safe and settled, 

he is enjoying the opportunity to learn and build his portfolio of training qualifications in a 

variety of fields, including health and safety and construction. He is hopeful that these 

qualifications will open doors for him, helping him work toward his goal of securing a 

full-time job and a permanent place to call home. One of Matthew's key strengths is his 

resilience, which his life experiences have fostered, and he has learned to keep focused 

on his personal development instead of dwelling on the past. 

 

4.3.3 Holistic-form: Life story plot reflections 

Figure 4.6 demonstrates Matthew’s life plot throughout his changing living 

circumstances, his EET experiences and his perceptions for his future.
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Figure 4.6: Graphical representation of Matthew's life story 
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4.3.3.1 Narrative summary of Matthew’s living circumstances and education 

experiences 

Matthew did not discuss in much detail his life circumstances during his primary and 

secondary school years (aged 5-16). However, he shared that he was home educated 

by his mother throughout this period. In retrospect, he feels this was to his educational 

disadvantage, as he entered early adulthood with limited academic knowledge and 

understanding due to the lack of structured learning opportunities. 

From a young age, Matthew’s trajectory has been focused on employment, and he 

described getting his first job at age 16. For a while, he enjoyed his role, partly because 

of a positive relationship with his supervisor. However, over time, this relationship 

ruptured, and Matthew left the job at age 19. He went on to work as a forklift driver until 

age 21, but once again, the job became overwhelming, compounded by other 

challenges in his life. He explained that he felt overworked and unable to continue, 

which marked a difficult point in his journey. 

Matthew's life then took a significant turn when he faced a series of personal 

challenges, including issues with alcohol and drugs, and a drink-driving offence. This 

led to a ruptured relationship with his mother and, ultimately, homelessness. He spent 

three months living on the streets before being referred to emergency accommodation 

by his probation officer. This temporary stay in a BnB hotel in another part of the country 

was only for five days, but he was then moved to a different hotel for two months. 

During this difficult period, Matthew struggled with alcohol, which, despite its dangers, 

helped him cope and feel “normal” in a vulnerable and uncertain time. 

Matthew was later referred to a homeless charity, which offered him the opportunity to 

move back to his hometown and live in a shared house. Although he settled in quickly, 

his experience was marked by physical, emotional, and financial abuse from 

housemates. His money and belongings were stolen, and he faced repeated threats in 

his own bedroom. After reaching out to a homeless support staff, Matthew was offered 

the chance to move into supported living accommodation, where he currently resides. 

He speaks positively about his experience at the hostel, appreciating the supportive 

staff and the safe, stable environment it provides. 
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With this newfound stability, Matthew has been able to explore learning opportunities. 

With the support of the homeless support staff and the Job Centre, he has completed a 

range of qualifications, including first aid, catering, health and safety, and boating, 

through the CatZero program. He described this as the best 12 weeks of his life, as it 

kept him occupied and contributed positively to his mental health. The training staff 

were understanding of his personal circumstances and helped him regain the 

confidence he had lost. Matthew is now pursuing Construction Skills Certificate Scheme 

(CSCS) training, which he hopes will open further employment opportunities.  

In addition to his professional training, Matthew has taught himself practical skills such 

as basic arithmetic and how to use a tape measure. He reflected on his educational 

disadvantages stemming from being home-schooled without access to suitable learning 

resources, but this has only fueled his motivation to improve and build a better future. 

Despite not attending formal education settings, once he felt safe and secure, Matthew 

eagerly engaged in professional training and has now identified clear goals for his 

future. He aspires to return to full-time work and, eventually, to secure a permanent 

home of his own. 

 

4.3.3.2 Life story plot comparison  

At the beginning of Matthew’s story, a negative trajectory is present with a sharp 

regression during his college years. Here, Matthew experiences a series of personal 

challenges such as homelessness, difficulties with education, employment and alcohol 

and substance misuse. These challenges cause significant disruption to his life and 

contributed to Matthew using alcohol as a coping mechanism to provide him with 

temporary relief. Also, causing him to receive a drink driving offence, further disrupting 

his life and relationships. I inferred this to mean Matthew was in no physical or 

psychological place to be engaging with EET. 

Recovering from these hardships, in the middle of his story he shared that he moved 

into the hostel after a referral from his probation officer and this marked the point where 

a progressive trajectory began. Matthew received help from the homeless support staff 

and other professionals who helped him to meet his basic needs and rebuild his life. His 
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story shifts from using unhealthy coping strategies such as drugs and alcohol to finding 

more positive ways to cope and thrive, such as sticking to his routine. Through his 

personal growth since moving into the hostel, gaining qualifications, improving his 

mental health and focusing on his future, he is working towards the goal of securing a 

permanent home and returning to full-time work.  
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4.3.4 Categorical-content: Themes relating to Matthew’s strengths and 

vulnerabilities  

 

Figure 4.7: Overview of Matthew's themes regarding his strengths and vulnerabilities 

 

4.3.4.1 Theme 1: Equity and access 

Matthew acknowledged the access he has been given to different opportunities, such as 

further training (4) and previously, opportunities for employment (8). These have been 

important to his self-growth and development and facilitated a sense of hope for his 

future (24). Since finding a sense of physical and psychological safety in his current 

hostel, Matthew has been able to accept and engage with the opportunities provided to 

him and he is looking forward to more opportunities in the future after all the hard work 

he is putting in now. This is central to his identity around being a worker, not an 

academic.  
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Table 4.7: Summary from categorical-content analysis: Equity and access 

Quotes linked to theme 1: Equity and access Sub-themes and 

reference to 

additional 

examples  

(4) M: Anyway I was I wa doing a program erm it’s called Cat0 

(.) so I’d done that (.) it wa for 12-weeks so I’ve done all my 

qualifications like health and safety, first aid, all the other stuff 

(1.0) and I gets a phone call whilst I’m there doing my first aid 

training 

 

(24) M: Erm and then I’ve got my proper CSCS card test (.) 

hopefully at end of this month and once I’ve got that there’s 

that many opportunities I can have.  

 

Access to further 

training (4, 18, 19, 

20, 23, 24)  

(8) M: Yep so when I got to (3.0) 16 I decided myself (.) I’m 

gonna go get a job (.) I got a job (.) I literally got a job like 

(clicked fingers) that (.) STRAIGHT away (2.0) So I applied for 

one specific job and it was only (.) cos I was (.) it was only 

minimum wage because of my age… 

 

Opportunities for 

employment (6, 8, 

9) 

 

4.3.4.2 Theme 2: Comfort in consistency 

Consistency and predictability are important to Matthew as a protective factor for his 

overall health and wellbeing (12). He positions his fixed daily routine as a source of 

personal strength (12) so that he knows each day what to expect and that he will make 

it through each day. One source of consistency which Matthew shared is fundamental to 

managing is keeping busy each day (1). He likes to have something to keep his mind 

and body occupied, mainly, so that he lives in the present (17) and not his challenging 

past. Interestingly, he positions himself as living moment-by-moment due to holding fear 

around something going wrong if he planned too far in advance (17). Nonetheless, 
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Matthew tries to foster a sense of consistency in his everyday life, and this is crucial to 

him feeling able to manage and succeed.
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Table 4.8: Summary from categorical-content analysis: Comfort in consistency 

Quotes linked to theme 2: Comfort in consistency Sub-themes and 
reference to 
additional 
examples  

(1) A: Aww really what like a job or something 

 

M: Nah its just sommet to do (.) to pass the day, to pass MY day 

really a little bit easier because it saves me SITTIN all day, I’m not 

I’m one of these where I don’t like sitting for long periods of time. 

 

Keeping 
consistently busy 
(1, 6, 19) 
 

(12) M:…And for me, getting through day to day life (1.0) I have a 

routine on a morning (.) I get up, make a coffee come downstairs 

(.) go and have a fag (.) come in here (.) make x a coffee (.) talk 

with x for a bit go back outside for another fag and then (1.0) 

that’s my routine for morning and I do that EVERY SINGLE day 

 

A: Every single day? 

 
M: Yeah and that helps me (.) with my day to day life at this 

moment in time (.) erm (1.0) yeah 

 

Safety in daily 
routine (12) 

(17) M: Yeah I try and keep I try and go day by day and see what 

happens because if I don’t (.) if I plan too much ahead (.) 

something will go wrong (2.0) So I just have to keep (.) a level 

head and think right (.) this is what todays gonna be (.) im gonna 

do this do that (.) and then the next day will probably be (.) ill have 

to go and do something else…”  

Living in the 
present (17) 

 

4.3.4.3 Theme 3: Future goals 

Matthew’s future goals continue to position him as a worker. He said he wants to get 

back into full-time work so that he’s able to gain stability, independence and freedom 
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(29), so he can live his adult life with autonomy. Importantly, he shared that living in the 

hostel was only ever a pit-stop for him so that he can receive the support he needs to 

get back onto his feet (32). He shared that he is future-driven but only because he has 

needed to be for his own survival. Focusing on his past was constructed as a barrier for 

him. He needs to focus on a bright, better future where he can position himself as 

resilient, hopeful and aspirational. 
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Table 4.9: Summary from categorical-content analysis: Future goals 

Quotes linked to theme 3: Future goals Sub-themes and 

reference to 

additional 

examples  

(12) M: For that f- that (.) for (.) all that [pointing to graphic] 

yeah, to help me (1.0) keep going is I’ve had to like think about 

what I want (.) in future because obviously (1.0) I can’t (2.0) get 

stuck back in time (2.0) Yano it’s one of them where (.) if you 

get stuck back in time (.)and you keep going round and round 

and round which is what I used to do I used to do it whilst I was 

in here and I used to get TOLD I used to get told in ere there’s 

no point (2.0) going round in circles because (.) it doesn’t get 

you anywhere (.) which it dunt… 

 

Future-driven (12, 

32) 

(29) A: What about the future then what are you hoping for in 

your future? That can be your goals ambitions it can be;- 

(overlapping) 

 

M: Hopefully getting back to work  

 

A: Yep. 

 

M: That’s the one goal 

 

A: Is that like your main  

 

M: That’s the MAIN focus at the moment (.) And getting my 

own place 

Stability, 

independence and 

freedom (29) 
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4.3.4.4 Theme 4: Resilience and motivation  

Resilience and motivation have been key strengths for Matthew, enabling him to 

overcome numerous challenges throughout his experience of homelessness. He 

positions himself as someone who can overcome adversity and push forward despite 

setbacks (27). For example, Matthew recognised the educational disadvantage he 

faced in his childhood and took the initiative to teach himself basic addition (27). Living 

independently, without formal guidance, he gradually learned essential living skills such 

as cooking (32). Through his narrative, his motivation and determination are 

foundational strengths which help him to persevere through challenge.  

Table 4.10: Summary from categorical-content analysis: Resilience and motivation 

Quotes linked to theme 4: Resilience and motivation Sub-themes and 

reference to 

additional 

examples  

(27) M: Erm (2.0) and it had a knock on effect (1.0) so when I got 

older I was like (.) I can’t even add up (.) I can’t do anything (.) 

and I taught myself how to add up (.) and the first thing I used 

was a calculator (1.0) to teach myself and then I started doing it 

on paper (.) doing it the old school way (.) where you (.) put two 

numbers together and then put a line underneath and then add it 

up like that and I can do THAT 

 

(32) M: And I’ve had to do things for myself I’ve had to cook for 

myself and luckily I can cook. 

Turning struggles 

into strength (27, 

28, 32) 

 

4.3.4.5 Theme 5: Relationships 

Relationships were positioned as both a strength and a vulnerability for Matthew. He 

attributed much of his success and commitment to further training in the safety, care 

and compassion he received from the homeless support staff (20). Their support went 

beyond physical teaching; they demonstrated genuine care and unconditional support. 

Matthew also highlighted the critical, tangible support he received from some 
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professionals, such as his probation officer, during his experience of acute 

homelessness (4). This support helped him to begin regaining his stability enough, so 

he is now able to engage in further training and look forward to his future. In contrast, 

Matthew shared how difficult life experiences were linked to fractured relationships. His 

ruptured relationship with his mother, which led him to seek comfort in alcohol and 

resulted in a drink-driving offence (3), leaving his first job due to a relationship 

breakdown (8) and challenging interactions with his key adult as the Job Centre (26). 
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Table 4.11: Summary from categorical-content analysis: Relationships 

Quotes linked to theme 5: Relationships Sub-themes and 

reference to 

additional 

examples  

(20) A: and it sounds like from what you’re saying they gave you 

that support to get your qualifications but also they were 

supportive in the other forms of support that you might have 

needed to access and engage with it  

 

M: they did they did (.) really really really well in supporting me 

 

A: Mm-m-n  

 

M: When I was going through my difficult times (.) they were just 

(.) they were always there 

 

Positive 

relationships 

(incl. tangible 

support) (4, 8, 20, 

21, 30, 31,  

(3) M: So that one (.) I got put on bail for that and I didn’t lose my 

license (.) first time round erm (.) and then next day I did same 

thing again but because I wasn’t in contact with ma mum and I 

didn’t have anywhere to LIVE (2.0) it was a cry out for help (1.0) 

So (.) and I had I had  to go to court and pay a lot of fines (1.0)  

luckily I didn’t go to prison.  

 

Ruptured 

relationships (3, 

14, 8, 26) 

(4) M: Yep Erm cos I stayed in this BnB for 2months 

 

A: Right 

 

M: And (1.0) it was alright but because I didn’t have anybody to 

talk to (1.0) it was quite isolating, quite lonely (1.0) I didn’t have 

anybody I didn’t have many friends (3.0) erm 

Social isolation 

(4, 15, 32,  
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4.3.4.6 Theme 6: Educational disadvantage and employment pathway 

Matthew positions himself as educationally disadvantaged due to being home schooled 

but his mother not facilitating academic learning opportunities (7). As a result, he 

positions himself as ‘not the brightest spark’ which steered him away from education 

and towards an employment-focused path. This reinforced his pathway into employment 

from an early age, securing his first job aged 16 which he loved but later broke down 

due to ruptured relationships (9). Matthew constructed his eagerness to work as a 

strength, but I argue that it can be seen as a vulnerability because it limits his access to 

education by removing it as a possible option for him. Despite this, Matthew continues 

to be focused on getting back into full-time work (5), and working towards this goal is a 

source of strength and inspiration for him. 
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Table 4.12: Summary from categorical-content analysis: Educational disadvantage and employment pathway 

Quotes linked to theme 6: Educational disadvantage and 
employment pathway 

Sub-themes and 
reference to 
additional 
examples  

(8) M: Yep so when I got to (3.0) 16 I decided myself (.) I’m gonna 

go get a job (.) I got a job (.) I literally got a job like (clicked 

fingers) that (.) STRAIGHT away… 

 

(9) M: Yeah (1.0) So in the end I ended up quitting my job and (.) I 

went into another job and I worked as a (.) forklift driver for 3 

years (1.0) BEST job I ever did… 

 

Starting work 
early (8, 9) 

(7) M: I was not in (1.0) I’ve never been in school. 

  

A: Okay so you’ve never been in school (2.0) and that’s- 

(drawing) so you’ve never been in school;- (overlapping) 

 

M: I was home schooled (1.0) but my mum never REALLY did 

anything with us 

 

Limited 
educational 
opportunities (7, 
27, 28) 

(5) M: Erm erm (2.0) it is difficult living in here (2.0) Not so much 

being in here (3.0) its money that’s the issue (1.0) Because I want 

to try and get back to work 

 

Employment 
orientated (5, 29) 

 

4.3.4.7 Theme 7: Systemic challenges 

Matthew discussed the systemic challenges of being a YHP. Firstly, it is difficult being a 

YHP and living in a hostel because they have bills to pay and claim Universal Credit to 

assist with that, but they are unable to work full-time. This causes Matthew to worry 

about his finances, causing him to experience psychological unsafety (5). He positions 

himself as stuck in a vicious cycle of needing to work to pay his bills but unable to get a 

full-time job, making the cycle of homelessness much harder to break. I believe that this 
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removes further education as an option because Matthew’s priority is to earn money to 

meet his basic needs. Similarly, the support provided by the staff at the Job Centre 

lacks meaningfulness (25) and at times has been harmful to Matthew (26). This raises 

the question of what support is available to YHP and whether it is helpful or hindering. 

Table 4.13: Summary from categorical-content analysis: Systemic challenges 

Quotes linked to theme 7: Systemic challenges Sub-themes and 

reference to 

additional 

examples  

(5) M: Erm erm (2.0) it is difficult living in here (2.0) Not so much 

being in here (3.0) its money that’s the issue (1.0) Because I want 

to try and get back to work 

 

 

A flawed system 

for YHP (5) 

(25) M: Yep. I mean the job centre they’re alright (.) there’s times 

where I get stressed over something cos if like (2.0) sometimes 

they don’t help 

 

A: Yeah 

 

M: But all they think about it you putting a job on every day (2.0) 

Sometimes its not possible because you cant (1.0) put your life on 

hold to put jobs on every single day (.) I mean I put some on this 

morning 

 

Lack of 

meaningful 

support (25, 26) 

 

4.3.4.8 Theme 8: Basic needs  

Matthew’s unmet basic needs were positioned as a vulnerability, and one which I 

interpret that would act as a barrier for engaging with any EET. Matthew experiences 

anxiety due to his financial situation (26), particularly the challenges of receiving 

Universal Credit to cover his rent and bills but being unable to work full-time. He 
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positions himself as stuck in the system because of this. Matthew sometimes cannot 

afford food (5) leaving his fundamental needs unmet. He also recalled a period of acute 

homelessness when he lived on the streets, using alcohol to cope and feel ‘normal’ 

(13). This suggests that during this time, his basic human needs were not being met, 

making it unsurprising that he was not engaged in EET. 

Table 4.14: Summary from categorical-content analysis: Basic needs 

Quotes linked to theme 8: Basic needs Sub-themes and 

reference to 

additional 

examples  

(26) M: Cos that’s what I worry about you see 

 

A: Yeah 

  

M: Yano (1.0) and its always a worry because if I don’t (3.0) keep 

to my commitments, there’s a sanction 

 

A: Yeah  

 

M: And I can’t pay my rent (.) I cant (.) then I’m gonna fall behind 

in here  

 

Financial 

difficulties (5, 26, 

27) 

(13) M: From morning till night and my rucksack used to be 

ABSOLUTELY FULL of booze (.) literally (.) and I used to sit there 

and drink (.) but because I was living on my own and I was living 

on the streets (.) it was the only thing that was keeping me feeling 

normal  

 

Unmet 

fundamental 

needs (5, 13, 25) 
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4.3.4.9 Theme 9: Intersecting risk factors 

Matthew shared many challenging circumstances and events in his life which have 

made it more difficult for him to engage in EET. Notably, his varied experience of 

homelessness and the multiple residential moves (4), problems with alcohol and drugs 

(13), a drink driving offence (2) and the feeling of overwhelm from a combination of 

challenging factors and limited support mechanisms (9). Given these significant 

barriers, it is no surprise that Matthew was not able to engage in EET during these 

moments of his life.  
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Table 4.15: Summary from categorical-content analysis: Intersecting risk factors 

Quotes linked to theme 9: Intersecting risk factors Sub-themes and 

reference to 

additional 

examples  

(2) M: … I dint feel I felt really under the weather (.) I had a cold 

as well but I just didn’t feel right (1.0) and I was comin up to X 

area and there’s like a set of crossroads and there was a petrol 

station on left hand side and there’s like a bridge on other end (1.) 

and I started slowing down and I just (2.0) it just went dark (3.0) I 

fell (1.0) 

 

Drink driving 

incidents (2, 3) 

(4) M: It was (1.0) so (.) at first (.) I ended up (1.0) when after I 

lost my car (1.0) (coughing) excuse me (1.0) erm (1.0) I ended up 

(2.0) living on the street (1.0) for 3month (1.0) erm then I gets a 

phone call from my probation worker (2.0) and (.) I was on 

probation for about (.) well it was supposed to be a year but they 

reduced it to 6months (3.0) Erm and then I gets a phone call 

saying “you need to go to B” (1.0) So I had my appt in B and then 

they found me some accommodation in like a BnB for about 5 

days in B. It was to get (1.0) me sorted to get to go somewhere 

else (1.0) So once I’d been in B for 5 days I ended up getting 

another phone call from my probation worker saying “we’ve got 

you somewhere in X (1.0) in a BnB” (1.0) so I stayed in there for 

(1.0) about 2-months 

 

Multiple moves 

and losses (3, 4, 

10, 17) 

(9) M: And when you’re sat down as well and just like waiting (.) 

so I used to just go driving around and see what else I could go 

and pick up I was doing like 4 jobs in one so (.) I was trying to 

manage that (.) I was picking empty boxes from the other end (.) 

then picking full boxes out from that are all the bad ones and they 

Overwhelm and 

pressure (9, 10) 
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are kept separate (.) then coming back again putting (1.0) another 

load in that and doing the same thing round and round and round 

(2.0) and then it got to a point where I was getting overworked 

(1.0) overloaded with it and erm I couldn’t do it anymore (2.0) and 

after that (.) it REALLY-Y-Y-Y did (1.0) affect (1.0) my life (2.0) it 

also affected relationships… 

 

(13) M: Last year for me (1.0) I was drinking every single day.  

A: Hmm 

 

M: From morning till night and my rucksack used to be 

ABSOLUTELY FULL of booze (.) literally (.) and I used to sit there 

and drink (.) but because I was living on my own and I was living 

on the streets (.) it was the only thing that was keeping me feeling 

normal 

 

A: Yeah;- (overlapping) 

 

M: At that time and then (.) before all that (.) I used to be a 

cocaine addict (2.0) erm (.) and that was hard (.) VERY hard (.) 

I’ve been clean for 3-years 

Alcohol and 

drugs (12, 13, 14, 

15, 16) 
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4.3.5 Categorical-form and critical analysis: Matthew’s identity positionings 

  

Figure 4.8: Overview of Matthew's positioning of the self, others and systems 

 

4.3.5.1 Summary of Matthew’s identity positionings  

Matthew positions himself as a worker, not an academic. He has been on an 

employment pathway ever since he was sixteen years old (8). This positionality has 

previously excluded further education as an option for him, which relates to his identity 

of being an underperforming, struggling student. He shared his journey with 

homelessness, including sleeping on the streets. He used alcohol and drugs as a 
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mechanism to cope and feel somewhat ‘normal’ about his circumstances (13). By doing 

so, this positions him and his homeless circumstance as abnormal which is a 

detrimental perception to have about oneself (13). He positioned himself as ‘alone’ (4, 

32) and ‘better off alone’ (15, 32) throughout his narrative. He shared about his 

relationship breakdown with his family, and how he prefers to keep to himself now to 

keep safe and away from risky situations. Matthew talked about wanting to ‘keep his 

head down’ and work towards a better future. The combination of challenging 

experiences has meant that he positioned himself as vulnerable, particularly at his 

lowest point when he became homeless and was using drugs and alcohol and received 

a drink driving offence (3). However, Matthew positioned himself towards the latter of 

his narrative as resilient (17). He is committed towards his goals of getting back into full-

time work and securing a permanent place to live. With the support of others, he has 

accessed and engaged with further training which he hopes will unlock many work 

opportunities. He shared that he has taught himself many skills and therefore he 

positions himself as very capable of learning and achieving (27, 28). 

Matthew positions other people in his life, such as his family to have let him down — 

linking with his personal identity of feeling alone and abandoned (3). Whereas, since 

living at the hostel, he has experienced more positive relationships with the homeless 

support and further training staff, which he positioned as helpful and supportive 

(30). However, professionals from the Job Centre are positioned as harmful to YHP as 

they caused Matthew to feel dehumanised and worthless (25, 26).   

Matthew positions the education system as out of reach for him — he is focused on an 

employment pathway because he needs to earn quick money to be able to live (29). He 

spoke about the systems for YHP who want to better themselves and no longer be 

homeless but positioned this system as broken and illogical. Living in the hostel and 

claiming Universal Credit means YHP cannot work full-time, which makes breaking the 

cycle of homelessness more difficult (5). This represented one of Matthew’s greatest 

personal challenges, some days having to go without food to make ends meet. He 

passionately spoke about the unfairness of the system and offered a better idea of YHP 

being able to work full-time, pay their rent and bills and progress towards more stable 
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living circumstances. This represents the overlap between Matthew’s self-identity and 

positioning of the system where he feels trapped in a vicious cycle, causing him to feel 

hopeless and disempowered in his life (27).  

In addition, he spoke about the systems which are meant to be there to protect him, 

have sometimes hindered him or put him at risk. In one example, Matthew shared how 

he was subjected to physical threats and violence whilst living in a shared house, 

causing further harm and disruption to his life which I interpreted as a hindering factor to 

accessing EET. His current hostel was positioned as helpful; it meets his basic needs, 

and the staff provide valuable support, predictability and safety (30). However, he also 

positioned it as unhelpful due to the restrictions on his autonomy and freedom and the 

inability to work and earn money, which he wants to do. He constructed the EET system 

for YHP as confusing and mixed. However, there was a sense of hope for Matthew’s 

future. He positioned the hostel as a pitstop in his life which has helped him to get back 

onto his feet and reengage with EET. It has offered him a sense of optimism, despite its 

challenges and drawbacks.   

“It’s just (.) things are a bit (.) trying to get myself sorted and 

getting ma sen ready to get moved on cos this isn’t forever (2.0) 

it’s a pitstop to try and get me back into (.) cos I’ve never lived 

on my own (.) so for me living on my own in ere (.) it took a lot of 

time to get used to”. 
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4.4 Charlie’s story  

4.4.1 Overview of Charlie’s life story 

 

Figure 4.9: Graphic overview of Charlie’s story 
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4.4.2 Holistic-content: Overarching message of the story 

 

I consider myself heavily fortunate to have had a positive experience in college 

whilst living in a hostel. I know from the experience of my friends, who also live in 

the hostel and attend college, a positive educational experience for young people 

like us is rare. My needs were met in college, though this does not mean I did not 

struggle at times. I am looking forward to moving in with my grandparents and to 

finally start my university degree that I earned a place on, so that I can work 

towards building a career in the art industry.  

 

Charlie had a mix of experiences in education, mainly, struggling with their needs 

associated with autism and identity during primary and secondary education. They 

became homeless during their first year of college after struggling to live at home with 

their parents and siblings. They shared that their experience of college whilst living in 

the hostel did not feel different to when they lived with their parents. They 

acknowledged the strengths in their relationships which supported their personal and 

academic development, such as their tutor, supportive friends and homeless support 

staff, Charlie achieved a place at university to study art and design however was left 

emotionally devastated when they were refused due to living in a hostel and claiming 

Universal Credit. Luckily, their place was deferred for a year, but this was a significant 

loss. Despite this obstacle, Charlie remains positive and is looking forward to their next 

chapter, moving to their grandparents and starting university.  
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4.4.3 Holistic-form: Life story plot reflections 

Figure 4.10 demonstrates Charlie’s life plot throughout their changing living 

circumstances, education experiences and perceptions for their future.



   

 

146 
 

 

Figure 4.10: Graphical representation of Charlie's life story 
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4.4.3.1 Narrative summary of Charlie’s living circumstances and education experiences 

Charlie spoke predominantly about their experience in college because this represented 

the point in their life when they officially became homeless and moved into a hostel. 

However, they did share that their experiences of primary and secondary education 

were difficult due to struggling with their needs related to autism, identity struggles, 

mental health and ongoing difficulties in their home environment. Charlie was not 

officially homeless at this point, however the trajectory in their personal life and 

education felt regressive.  

After their first year at college and through the help of a friend, Charlie acknowledged 

that their home life was ‘awful’ and decided to apply to live in a hostel. This marks the 

point of a progressive trajectory in Charlie’s life. They shared that once they moved out 

of their parent’s house, life became ‘even better’. They shared that they enjoyed their 

two-year course in art and design at college and were fortunate enough to have many 

supportive relationships during this time. Mainly, with their tutor, friends, homeless 

support staff and their grandparents. However, Charlie shared these positive 

experiences with caution due to their friends, who were also homeless, having a 

negative experience in college. Charlie was offered a place at university to study art and 

design. However, they were unable to progress onto university because they were living 

in the hostel and claiming Universal Credit, and there was not enough time for them to 

safely change their living circumstances. Charlie described this as ‘emotionally 

devastating’ but with the support of the homeless support staff, they were able to defer 

their place for a year. Charlie maintained a positive outlook on this experience, despite 

feeling incredibly hurt and disadvantaged, and views it as a minor step-back, hence a 

slight negative trajectory between finishing college and now. Charlie’s perception of 

their future remained positive as they plan to move in with their grandparents to be able 

to begin their university course in the next academic year. 

 

4.4.3.2 Life story plot comparison  

Charlie’s life story is characteristed by a series of progressive-regressive narratives. At 

the beginning of Charlie’s life, they talk about the difficulties living with their parents and 
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siblings and attending primary and secondary school. Charlie shared that they struggled 

to manage their needs related to autism, identity and mental health and home life was 

described as ‘awful’. The progressive turning point arrived in the middle of Charlie’s 

story, once they had moved out of their parents and into the hostel and accessed the art 

and design course at college. After moving into the hostel, life became ‘even better’ and 

Charlie accepted support from their friends, their college tutor and the homeless support 

staff. Charlie even achieved a place at university to study art. Here, I interpreted Charlie 

to start feeling better about themself and their situation which created a sense of 

optimism for the future.  

However, a moment of crisis happened when Charlie’s homeless circumstances 

prevented them from starting university. For Charlie, the inability to move forward with 

their university plans due to systemic barriers created a significant emotional impact. 

Despite this, they received support from the homeless support staff to negotiate and 

delay their place at university for the following academic year. This gave Charlie enough 

time to plan how to move out of the hostel so that they can study at university. This 

suggests that Charlie was able to process their setback, learn from it and adapt to the 

situation, all with help from supportive professionals. Charlie perceived it as a ‘minor 

setback’ and one which will not matter much in the grand timeline of their life. The 

support from the professionals and their grandparents helped to restore their sense of 

optimism about the future.  
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4.4.4 Categorical-content: Themes relating to Charlie’s strengths and 

vulnerabilities 

Figure 4.11: Overview of Charlie’s themes regarding his strengths and vulnerabilities 

 

4.4.4.1 Theme 1: Autism  

I interpreted Charlie’s autistic profile to be central to their sense of identity. They openly 

discussed how their autism impacted their life, noting that the diagnosis they received 

whilst at secondary school helped them to have closure and manage better in college 

(1). They mentioned that they generally felt their needs were met in college, which 

contributed to their success in completing his two-year art and design course and 

securing a place at university (6). However, they acknowledged that there were 

moments when they struggled, and these struggles went unnoticed by education 

professionals (7). This is further problematic when we acknowledge the invisibility of 

YHP in education. 
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Table 4.16: Summary from categorical-content analysis: Autism 

Quotes linked to theme 2: Autism Sub-themes and 

reference to 

additional 

examples  

(1)C: Yes I do I was diagnosed at (.) 15 years old yet (.) the 

symptoms have been EVER present (laughing) 

Autism is an 

important part of 

Charlie’s identity 

(1) 

(6) C: Which like I und- I everybody has their own nee-e-eds and 

while mine were met (.) my my friends weren’t  

 

Met needs 

contribute to 

positive 

education 

experience (6, 7) 

 

(7) C: Yeah it is (.) I am very lucky to be to have like very low 

support needs (.) THOUGH that doesn’t mean that I don’t struggle  

 

A: Yeah of course (.) can you tell me more about that? 

 

C: Cos that’s err-r-r-r (.) sometimes I do wish my autism was like 

slightly a bit more disabling so people take me seriously  

 

Invisibility of need 

(7. 8, 19) 

 

4.4.4.2 Theme 2: Relationships  

Charlie’s relationships were positioned as both a strength and a vulnerability to their 

access and engagement with EET. They shared how their grandparents offered both 

emotional and practical support, including providing them with a place to live so they 

can progress to university (25) and assisting them with personal tasks (36). Additionally, 

the homeless support staff helped them in various ways (40), and Charlie valued their 

strong relationship with his college peers, referring to them as the “fantastic four” (17). A 
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positive relationship that helped with their engagement with EET was with one of their 

tutors, who offered academic and pastoral support by taking the time to check in on 

them (23). Charlie expressed how fortunate they felt to have positive relationships with 

college staff, especially after hearing about the negative experiences of their friends, 

who were publicly outed as homeless in front of their class (16). Charlie also recounted 

some negative relational experiences, such as struggles with peer relationships and 

bullying (16) and limited parental support which caused them to feel unable to ask for 

help (5).  
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Table 4.17: Summary from categorical-content analysis: Relationships 

Quotes linked to theme 2: Relationships Sub-themes and 

reference to 

additional 

examples  

(25) C: Erm (2.0) I don’t really know aside from (.) you know 

moving to X I’m moving in with my nan (2.0) and err-r-r-r (.) we’ve 

(.) err-r-r-r my nan and my grandad I have all agreed that it is 

going to be (2.0) quite the adjustment… 

 

(36) C: Yeah I made that cus er-r-r-r (.) my nan is very good at 

like helping (.) finding jobs… 

Grandparents are 

important source 

of support (3, 25, 

36) 

 

(23) C: I yeah (.) my my (1.0) err-r-r-r my tutor my favourite (.) 

tutor X (1.0) err-r-r-r was (.) very (.) supportive and even though 

(.) err-r-r-r (.) she was off on a New York trip with the rest of the 

class while I was moving (1.0) she she gave me her best wishes 

and (.) like made sure to (.) check up on me if I was settling in 

well 

 

Supportive 

college tutor (6, 

14, 23) 

 

(40) C: Er-r-r-r I def- (1.0) X and X were very supportive and they 

(1.0) you know helped (1.0) like calm me down and like (1.0) so 

that I could get everything in order 

 

Supportive hostel 

staff (38, 40)  

 

(16) C: …I wouldn’t say it was hard to make friends because I did 

find a lot of people who DID vibe with me (2.0) er I think I was 

lucky and they were (.) they were just also undiagnosed autistic 

(laughing) so we just we just vibed… 

 

(17) C: …and then she started dating my best friend X so (1.0) we 

kind of formed like a fantastic four (2.0) it’s me my girlfriend X and 

X 

Strength in 

supportive 

friendship (16, 

17, 20, 21) 
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(16) C: …and somebody who used to live here X (.) err-r-r-r went 

to the same college (1.0) and they they’ve had experiences where 

(2.0) err-r-r-r like (.) especially wh- (.) the head of the art 

department X (1.0) err-r-r-r err-r-r-r-r-r b- basically like (.) outed 

them as homeless (1.0) in front of (1.0) like all of the class and 

like X and X’s class was ruthless… 

 

Impacted by 

challenges faced 

by friends (6, 13)  

 

(16) C: Because (1.0) I’ve been (1.0) err-r-r-r for a lot of my life I 

thought there was something wrong with me because it was- (.) 

aside from (2.0) err-r-r-r (.) there was like a load of people who 

just didn’t like me and I didn’t know WHY… 

 

(13) C: …there was this one dude in there who harassed me for 

over a year on the bus before I could drive (2.0) err-r-r-r (.) 

basically because I dress alternatively (.) he would like bark and 

growl at me… 

 

Challenging peer 

relationships and 

experiences of 

bullying (13, 16, 

17, 18, 42,  

(5) C: Yeah I (.) am (.) a (.) person who is very reluctant to ask for 

help  

 

(5) C: I mean my (.) my parents (.) kind of instilled that in me… 

Limited parental 

support and 

relationship 

breakdown (5, 

12) 

 

 

4.4.4.3 Theme 3: Future goals  

Charlie expressed clear future goals which are centered around establishing a career in 

the art industry by pursuing a university degree in art and design (24). To progress 

towards this goal, they plan to move back in with their grandparents (25).  
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Table 4.18: Summary from categorical-content analysis: Future goals 

Quotes linked to theme 3: Future goals Sub-themes and 

reference to 

additional 

examples  

(25) C: Erm (2.0) I don’t really know aside from (.) you know 

moving to X I’m moving in with my nan (2.0) and err-r-r-r (.) we’ve 

(.) err-r-r-r my nan and my grandad I have all agreed that it is 

going to be (2.0) quite the adjustment (1.0) err-r-r-r (.) cos I’m 

used to my own space they’re used to theirs (2.0) err-r-r-r 

although we kind of muddle along quite nicely (2.0) err-r-r-r it is (.) 

there is still going to be an adjustment phase 

 

Transitioning 

from hostel life to 

living with 

grandparents (25)  

 

(24) C: Erm I’m doing I’m doing art I’m doing art again (.) I’m 

doing (.) err-r-r-r (.) hoping to get an art degree (1.0) and err-r-r-r 

(.) to build up my portfolio so that I can start a CAREER in the art 

industry  

 

Pursuing a 

university degree 

and career in art 

(24)  

 

 

4.4.4.4 Theme 4: Personal attributes  

Charlie primarily positions themself as resilient, which has supported their engagement 

with EET. Despite the personal obstacle, Charlie is persistent and continues to move 

forward which is reflected in their college success (45). They shared that they believed 

their positive college experience was attributed to their naturally quiet nature, as being 

quiet meant that they got along with the tutors more than their louder friends (6). 

However, this came with a personal cost. Charlie recounted that their quietness 

sometimes meant that they went unnoticed in college. Similarly, Charlie shared about 

their independence skills which they have learned, such as being proactive and 

practical (5). However, these developed from hardship as Charlie often felt they lacked 

support from others in their life.  
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Table 4.19: Summary from categorical-content analysis: Personal attributes 

Quotes linked to theme 4: Personal attributes Sub-themes and 

reference to 

additional 

examples  

(26) C: Yeah (.) I’m looking forward to it but I’m also TERRIFIED 

of change (laughing) (2.0) so (.) you you can imagine (.) I mean 

(1.0) but I have accomplished (higher tone) a LOT in the past 

year relating to change (2.0) I I mean I started working my first job 

I started driving 

 

(41) C: Yeah it’s a minor step back (1.0) because I’m still young 

(.) there’s still plenty of time for me to (.) like (.) earn a degree  

 

Unwavering 

resilience (26, 41, 

45,) 

 

(6) C: Yeah I quite enjoyed it (1.0) my tutors were really nice (.) 

and (.) I (1.0) my (.) a lot of my friends won’t agree because they 

(.) didn’t really go (.) get a long with a- a lot of tutors but ah (.) I 

did I think it’s because I’m quieter and more reserved than my 

friends are (.) ma my friends can be more (.) they need more help 

and can be a bit more combative if they don’t receive said help 

 

(7) C: Cos that’s err-r-r-r (.) sometimes I do wish my autism was 

like slightly a bit more disabling so people take me seriously  

 

Quietness and 

college success 

(6, 7, 19) 

 

(5) C: Yeah I I try to be as proactive (.) and practical as I can  

 

A: Yeah (drawing) there good sort of skills and strengths to have 

really  

 

C: Is it yeah (.) especially (.) if you know (.) aren’t equipped with 

(.) you know any kind of help i- for the most part  

Learned 

independence 

through 

challenging 

circumstances (5) 
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4.4.4.5 Theme 5: Systemic barriers  

Charlie shared about the significant systemic barrier which they encountered which 

blocked their access to further education (2). They described themself as emotionally 

devasted when they were informed that they could not utilise their university place due 

to living in a hostel and claiming Universal Credit (39). 

Table 4.20: Summary from categorical-content analysis: Systemic barriers 

Quotes linked to theme 5: Systemic barriers Sub-themes and 

reference to 

additional 

examples  

(2) C: I was supposed to go this year but then I found out that UC 

were just like “ah ah ah-h-h” and I didn’t have enough time to fix it 

unless I like (.) dropped out (laugh)  

 

(39) C: It it was er-r-r-r emotionally devastating because it’s like 

well I wannu (1.0) I want to do this (1.0) so that I can further my 

education so that I can be able to get a good job and NOT have 

to rely on benefits (1.0) and then it’s like “okay erm well you’re 

trying to be good at something so we’re gonna to take away the 

benefits you need”  

 

Systemic failures 

preventing 

access to 

university (2, 39)  
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4.4.5 Categorical-form and critical analysis: Charlie’s identity positioning 

  

Figure 4.12: Overview of Charlie's positioning of the self, others and systems 

 

4.4.5.1 Summary of Charlie’s identity positionings 

Charlie described having a positive experience in college which they felt ‘lucky’ to have 

(19). Positioning themself as lucky suggests that having a positive experience for YHP 

is rare; this is founded in their awareness of their friends’ negative experiences at 

college. Charlie positions themself as independent and resilient in their learning (45). 

Despite the obstacles they have faced, they persevered to go to university, which other 

young people do not have to do (2, 39). However, they developed their resilience and 
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independence out of hardship and limited support (5). Charlie positions themself as a 

vulnerable student who has previously struggled in education, due to intersecting 

factors such as their autism and unmet needs (1), mental health (1), identity struggles 

(16) and problems in their family home (21). They position themself in college as a 

successful learner who generally had their needs met and was liked by education 

professionals (6) though they had moments of struggle which went undetected (7). 

When talking about the homelessness and education system, Charlie positions 

themselves as helpless (39) and hopeful (40). They hope to access further EET 

opportunities despite the obstacles.   

Charlie positions their friends, who are also homeless, as marginalised, dehumanised 

and disrespected in EET spaces. For example, they were outed as homeless in their 

class and did not have positive relationships with the education professionals from 

college (13). Charlie positioned some college professionals as ‘ruthless’ (13), 

suggesting that they did not show much care, empathy or compassion towards them as 

students. It also implies they do not understand the needs of YHP, which points to a 

systemic issue. I interpret this to have caused Charlie and others to feel helpless and 

disempowered in EET spaces, which may have contributed to negative experiences by 

some YHP. Charlie positioned one tutor as supportive; they tuned into their interests by 

complimenting their fashion sense, always seemed happy to see them and checked in 

on them when they were moving into the hostel. This contributed to Charlie’s needs 

being met in college, and in turn, their engagement with their two-year art and design 

course (6, 14, 23).   

Overall, Charlie described having a positive experience in college which they felt ‘lucky’ 

to have (19). They enjoyed going to college and earned a place at university to study a 

degree in art, causing Charlie to feel empowered, hopeful and optimistic about their 

future. This is because they position education as the path to a better future (39). 

However, later in their narrative, they position the EET system as broken, illogical and 

impossible for YHP. The system stopped their access to university because they lived in 

a hostel and claimed Universal Credit (39). Charlie received help from the homeless 

support staff to problem-solve the issue and it was later agreed that Charlie’s place 
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would be deferred a year. They recognised that they were good at something and 

wanted to pursue their further education so that they are no longer relying on benefits. 

Therefore, “the system” either take the benefits away or YHP continue claiming benefits 

but cannot access further education. It is a difficult system to navigate as a YHP trying 

to better themselves and their circumstances. Charlie’s positioning in terms of the wider 

system of EET for YHP seems both helpless yet optimistic (40). They had to accept not 

being able to utilise their offered university place this year. This seemed to leave Charlie 

in a helpless and disempowered state. However, they remained optimistic and hopeful 

about the future because of the help they was given to resolve the issue. Their 

university place was deferred one year and meanwhile they plan to move in with their 

grandparents. This has left Charlie feeling empowered that through the help of 

supportive professionals, they still can go to university, albeit a year later than planned.  

“…what I normally say is I’m like mould (.) I’m very autistic 

about mould (.) It’s very complicated you think it’s just a bunch 

of mushrooms having a party but it’s really complex biologically 

there’s a lot goin on there (1.0) like it’s always in the air and it 

attaches to the first thing it can find (.) and no matter HOW 

many times you wipe it away in the shower it ALWAYS comes 

back (.) It’s persistent and that’s like me (.) I’m like mould (.) I’m 

like I’M STILL HERE BABY” 
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Chapter 5 Discussion 

5.0 Introduction 

This chapter reflects on participants’ individual stories, draws comparisons, and relates 

them to existing literature and relevant psychological theory. Each research question is 

presented separately to ensure the findings reflect the intended aims of my research. 

Limitations of the research design are discussed, followed by implications for EP 

practice and recommendations for future research.  

 

5.1 Research questions 1 and 2:  

What do the stories of YP without a permanent home tell us about 

the strengths and resources which support them to engage in 

EET?  

What do the stories of YP without a permanent home tell us about 

their vulnerabilities which disrupt their engagement in EET? 

Similarities and differences were drawn across the participants’ narratives in terms of 

their strengths and vulnerabilities. I noticed similarities across the themes, particularly 

the vulnerabilities.  

 

5.1.1 Strength and vulnerability in relationships 

All three YHP shared that positive relationships supported their access to and 

engagement in EET. However, the sub-themes within these strengths differed for each 

participant.  
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5.1.1.1 Homeless support staff  

Sam, Matthew and Charlie shared that they had positive experiences with their 

homeless support staff who provided them with invaluable, unconditional and holistic 

support, helping them in all areas of their life including EET. These relationships were 

positioned as family-like, demonstrating the importance of their relationship. This 

appeared to mitigate against the lack of support from their family which each YHP 

identified as a challenging factor, particularly because family relationship breakdown 

was attributed to their cause of homelessness for each participant. This resonated with 

existing literature which suggests YHP often experience broken or ruptured 

relationships with their family (McKenna & Scanlon, 2024; Roovis & O’Hare, 2024) and 

external professionals offer invaluable support to YHP (Edwards, 2023; Gupton, 2017; 

Jones et al., 2018; Pescod, 2024). 

 

5.1.1.2 EET professionals 

Matthew spoke about supportive professionals from his further training. Importantly, 

they provided unconditional pastoral support during some of his darkest times. Charlie 

and Sam each shared a positive experience with just one education professional in their 

setting. For Sam, the support from his tutor was helpful but due to a lack of 

understanding from the wider college team about his homelessness, his education 

placement broke down. However, Charlie valued the supportive relationship they had 

with one college tutor, and this played a significant role in Charlie’s perceived 

successful college placement. This reinforced that EET professionals play a vital role in 

understanding and supporting the needs of YHP (Edwards, 2023; McKenna & Scanlon, 

2024; Moore & McArthur, 2011; Pavlakis & Pryor, 2021; Pescod, 2024; Roovis & 

O’Hare, 2024). Even a single professional can have a profound impact on a YHP’s life 

and their engagement with EET. However, it is concerning that for each participant, a 

positive relationship with an EET professional was rare. The majority of YHP report 

negative experiences in EET settings which impact on their self-image and motivation to 

continue with education or learning (Jones et al., 2018; Pavlakis & Pryor, 2021; Pescod, 

2024). Based on their negative experiences, some YHP view themselves as 
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unacademic which removes further education as a realistic option. In research, this has 

been attributed to a lack of academic and pastoral support by adults in EET settings 

which YHP may need (Pescod & Gander, 2024). 

 

5.1.1.3 Limited understanding of YHP’s needs 

Sam, Matthew and Charlie shared that adults in EET settings have rarely understood 

their needs. This reflects Pescod’s (2024) research who stated that being homeless is 

like having an additional educational need which requires adequate support. Many 

professionals within EET, including EPs, have a limited understanding of the impacts of 

homelessness on CYP (Edwards, 2023; Moore & McArthur, 2011; Roovis & O’Hare, 

2024). This was reflected by Sam, Matthew and Charlie.  

Sam shared that he felt supported by his form tutor who understood his homeless 

situation and allowed him to have a different timetable at college due to his difficult 

travel requirements. However, the wider college team did not understand Sam’s needs 

and this form of support was stopped; Sam’s education placement broke down and he 

did not return to education. Matthew equally felt misunderstood and marginalised by 

professionals in the Job Centre. This aligns with research indicating that Job Centres 

usually have limited awareness of the issues facing YHP and fail to take a holistic 

approach to supporting their engagement with EET (Buzzeo et al., 2016; CentrePoint, 

2015). Charlie described only one supportive education professional, and that was 

enough for them to feel ‘lucky’. Charlie shared their expectation of YHP being 

marginalised and discriminated against in education spaces, a reality their friends, also 

experiencing homelessness, faced as well. This reflects existing literature which 

suggests that ruptured relationships and a lack of understanding of the issues YHP face 

can act as a vulnerability to their access and engagement with EET (Edwards, 2023; 

Jones et al., 2018; Moore & McArthur, 2011; Pavlakis & Pryor, 2021). 
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5.1.1.4 Family and friendships 

Friendships were positioned differently between each participant. For Sam and Charlie, 

friendships were important and protective. They were positioned as a source of safety 

and constancy in their lives. For Charlie, their friends attended college, and these 

relationships supported their engagement with education, which aligns with themes in 

existing research (Edwards, 2023; Gupton, 2017; McKenna & Scanlon, 2024; Moore & 

McArthur, 2011; Mulrenan et al., 2020). Whereas for Matthew, it felt safer to socially 

withdraw and be more reserved. Multiple moves also meant that Matthew had no 

existing relationships in his new community (Gupton, 2017; Mulrenan et al., 2020).  

For all participants, difficulties with their family relationships were linked to the root 

cause of their homelessness. After becoming a care leaver, Sam decided to move in 

with his birth parents but experienced much uncertainty and acute homelessness, 

including rough sleeping, which impacted on his accessibility and engagement with 

EET. Matthew shared openly about the ruptured relationships with his family and how 

he is no longer in contact with his mother. I interpreted this as having a significant 

emotional impact on Matthew. Charlie’s reason for becoming homeless was caused by 

difficult relationships with their parents and siblings. However, the protective relationship 

Charlie has with their grandparent’s provided strength. They described the emotional 

and practical support their grandparents offered, including a place to live as they begin 

their university studies. Research with YHP’s has highlighted that support from 

extended family members can play a key role in meeting their basic needs (Pavlakis & 

Pryor, 2021). For individuals like Sam and Matthew who lack this support, meeting their 

basic needs can be even more challenging, as they must navigate life independently 

(Jones et al., 2018; Mulrenan et al., 2020). 

 

5.1.1.5 Attachment Theory 

I interpreted that each participant experienced periods of upheaval in their 

homelessness experience, such as when they first become homeless, their relationship 

breakdowns and general instability and uncertainty in their lives. This appeared to 

coincide with greater difficulty engaging with EET. For Sam and Matthew, they were not 
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in a physical or psychological state to be able to engage with EET. Bowlby’s (1997) 

attachment theory can be used to explain this. Given the innate human need to form 

connections, feel valued and understood, the absence of these connections means they 

are less likely to experience emotional stability, develop resilience, or engage in 

opportunities for self-development. The frequent and sometimes sudden moves which 

YHP experience mean they suffer a lack of connection to their communities. During 

these times, it is more important than ever for EET professionals to strengthen their 

relationships with YHP to help mitigate the impact of their broader relational losses. 

However, the systemic challenge lies with not always knowing when a young person is 

experiencing homelessness, unless they feel comfortable sharing this with a trusted 

adult. Nonetheless, each participant shared that once they moved into their hostel and 

received ongoing support from the homeless support staff, they experienced greater 

stability in their lives. This allowed them to reflect on their future goals or reengage with 

EET. It acts as a powerful reminder that positive relationships help YHP to feel safe, to 

belong and be resilient.  

 

5.1.2 Individual factors and experiences 

All participants shared individual factors and experiences which supported their daily life 

and access and engagement with EET. Edwards (2023) argues that YHP’s successes 

and strengths in education are often marginalised and ignored due to the negative focus 

within existing research. This resonates with my research findings but is extended 

further to include training and employment. The following strengths and experiences 

were found to support YHP: personal hobbies such as football, having access to EET 

opportunities, daily routine and consistency and having their SEND needs met.  

Sam shared in detail the importance of football in his life, such that football has been a 

source of constancy amongst his difficult life experience; it is a means of escape and 

has facilitated the connection with his friends who have supported him. He also 

reflected in part his experience of being in the care system and the role this played in 

his wellbeing and access to education. Primarily, it was the numerous moves between 

residential and education settings that he had experienced, which increased once he 
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became a care leaver and officially homeless. Charlie highlighted the positive 

experience they had during college, a time when they were homeless because they felt 

overall their SEND needs were met. Charlie went on to gain a place at university to 

study art and design. This part of Charlie’s story highlights the positive experiences in 

education which challenge the often derogatory and negative portrayal of YHP by news 

headlines and existing literature. Matthew shared that he felt educationally 

disadvantaged due to his home-schooling experience and lack of education 

opportunities during his childhood. He reflected on his experiences leading to his 

homelessness which meant that he was not in a physical or mental state to engage with 

EET. He described a difficult home life and an alcohol and drug addiction which 

contributed to his lack of self-care and compassion.  It is only since living in the hostel 

and experiencing more stable life circumstances that he has been able to engage with 

EET opportunities. Since adolescence, Matthew has worked towards securing full-time 

employment and continues to do so, which aligns with his urgency to earn money to 

safely live. This resonates with existing literature that states YHP often are pushed into 

short-term employment, rather than education with long-term employment options 

(Buzzeo et al., 2016). Nonetheless, Matthew has positive goals to work towards 

regarding training and employment.  

 

5.1.2.1 Ecological Systems Theory 

Homelessness often occurs alongside other forms of trauma and adversity which in turn 

make it almost impossible for some to engage with EET opportunities. This serves as a 

reminder of Bronfenbrenner’s (1979) ecological systems theory that each YHP has 

interconnected systems around them but there is often added complexity for YHP which 

needs to be considered. Each YHP in my research had a unique story, with individual 

factors and experiences that either supported or hindered their experience and capacity 

to engage in EET. Notably, it suggests that professionals working with YHP must take a 

holistic approach. As highlighted by Pescod (2024), this may involve adapting 

previously used strategies and systems to better meet the unique needs of YHP. This 

way of working aligns with the role of EPs who work at multiple systems around CYP 
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and can influence other professionals to adopt a similarly holistic and systemic 

approach. This aligns with existing research that suggests those who do not take a 

holistic approach in their practice, such as the Job Centre, fail to effectively and 

meaningfully support YHP (Buzzeo et al., 2016). This was reflected in Matthew’s 

experience, who described feeling dread and worthlessness each time he visited the 

Job Centre.  

 

5.1.3 Challenges of living without a permanent home and unmet basic 

needs 

Two participants shared in detail the practical challenges of living without a permanent 

home which contributed to their unmet needs. Sam shared his experience of acute 

homelessness, including rooflessness and frequently had to move residential and 

education settings. This made it difficult for Sam to attend education, particularly due to 

poor transport connections and limited financial resources. Sam also shared that his 

needs were not understood by his college setting, thus reasonable adjustments were 

not made, and he was not able to complete his college course. This follows the pattern 

in existing literature that YHP are likely to experience significant disruption to their 

education (Gupton, 2017; Jones et al., 2018; Murran & Brady, 2023; Pescod, 2024). 

Even in the hostel, Sam continued to share worries around his financial security, a 

theme consistent with other YHP (Toolis & Hammack, 2015). 

Similarly, Matthew shared that being homeless caused his unmet needs. Matthew 

experienced rooflessness and used alcohol and drug as a coping mechanism. Even 

living in the hostel, Matthew shared that he struggles with financial worries and 

sometimes must go without food. In previous homeless accommodation, he shared 

being subjected to physical threats, violence and had his personal belongings stolen. 

This aligns with themes from other YHP that often their temporary accommodation is 

unsuitable and unsafe (Roovis & O’Hare, 2024). According to Maslow (1943), without a 

sense of physical and psychological safety, YHP’s basic needs are unmet. YHP often 

resort to survival behaviours simply to make it through each day, or as Matthew 

highlighted, unhealthy survival behaviours such as alcohol and drug use. Matthew 
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began reengaging with EET after receiving support from the homeless support staff 

from his current hostel. Due to his interconnected challenging experiences related to 

homelessness, it is no surprise that Matthew was not in a physical or psychological 

state to engage with EET until recently. This supports existing literature that YHP often 

have a range of unmet basic needs (Jones et al., 2018; Pavlakis & Pryor, 2021; Toolis & 

Hammack, 2015). 

 

5.1.4 Systemic obstacles in EET 

All three participants shared the systemic obstacles they face due to their homeless 

circumstance (Gupton, 2017; Jones et al., 2018; Pavlakis & Pryor, 2021). Sam and 

Matthew shared the feeling of being stuck in a ‘flawed’ system for homeless people. 

Both participants expressed a desire to secure full-time employment but were unable to 

due to bureaucratic barriers. It was not possible to work full-time while living in a hostel 

and claiming Universal Credit. Both participants expressed frustration over this, as they 

recognised the financial resources needed to live a healthy life and break their cycle of 

homelessness. However, they were unable to secure full-time employment, meaning 

they continued to rely on Universal Credit and their employment opportunities were 

limited. This further reinforces Slesnick et al's (2018) research that YHP are less likely 

to be employed than their housed peers due to the many systemic obstacles in the way 

of EET.  

Due to the financial pressures imposed by the system Sam and Matthew found 

themselves in, I felt that education was removed as a viable option. They recognised 

the urgent need to earn money quickly to not be homeless and meet their most basic 

needs. Thus, both participants were focused on training and employment to secure 

stable work. This however was not necessarily their preferred path to employment. Sam 

expressed his desire to become a firefighter but felt it was an unrealistic goal if it 

required further education due to the financial cost. Therefore, YHP not only are more 

likely to experience a disrupted education experience but are excluded from EET 

opportunities due to needing to prioritise their finances to meet their basic needs: - 
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shelter, food and clothing (Buzzeo et al., 2016; Dibb et al., 2019; Pescod, 2024; Roovis 

& O’Hare, 2024). 

Matthew also shared that he felt the existing systems in place to support YHP to 

reengage in EET were not appropriate or meaningful. This highlights that even when 

there are support systems in place for YHP, they are not always helpful and can 

sometimes act as a systemic barrier to engaging in EET. Additionally, Charlie was 

subjected to an emotionally devastating failure which left them unable to accept their 

university offer to study art and design. Charlie could not progress to university whilst 

living in the hostel and claiming Universal Credit. This was not discovered until it was 

too late to find a solution, meaning they were unable to move to university with their 

friends as they originally planned. Charlie felt that they were good at something, and 

wanted to improve their education and life prospects, but to be better the ‘system’ had 

to take away the one thing they needed to survive – Universal Credit. Fortunately, with 

the support of the homeless support staff, Charlie was able to find a solution. However, 

this raises an important question: what might have happened if that support hadn’t been 

available? 

 

5.1.4.4 SDT  

YHP are more likely to experience a disrupted education experience and are more likely 

to be NEET (Coles et al., 2010). Deci and Ryan’s (1985) SDT can be used to explain 

this. SDT recognises the role of motivation which applied to YHP’s engagement with 

EET opportunities. Pescod (2024) highlighted that YHP are often left in positions with no 

adult support or guidance to support them and so often present in the ‘amotivation’ 

scale where they are not motivated to engage in EET. Each YHP found it difficult 

engaging in EET without the support from the homeless support staff. However, they 

were intrinsically motivated to change their life circumstances through EET. They all 

aspired to not be homeless and were trying to navigate through a very complex system 

which actively disadvantages them. My findings locate the ‘issue’ away from YHP 

themselves and towards the EET system for YHP. This reinforces the key message 
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shared by Action for Children (2024), despite every intention of YHP to remain in EET, 

they are inevitably forced out of it. 

 

5.1.5 Resilience and Attribution Theory 

All participants demonstrated unwavering resilience in the face of their adversities which 

I found truly inspiring. Each participant shared challenging narratives around their 

experience of homelessness and EET. Yet, through their personal determination and 

the help of supportive adults from their hostel and occasional education professional, 

each participant was able to skillfully reflect on their past experiences and look towards 

their future with hope. I interpreted being resilient as an important attribute for the YHP 

to hold about themselves because it facilitated a sense of personal growth for each 

YHP. According to Weiner's (1972) attribution model, the attributions one holds about 

themselves, others and situations impacts their behaviour. Thus, positioning themselves 

as resilient supported their self-development and motivation to persevere with a form of 

EET. This was considered a personal strength of each participant. However, I believe 

this resilience was likely shaped by the many adversities and disappointments they 

have faced throughout their life. 

Nonetheless, this suggests that there are several supportive factors for YHP in EET 

which should be celebrated and built upon (Edwards, 2023). It challenges the false and 

damaging narratives that YHP inevitably ‘fail’ in EET and are projected to become 

homeless adults. I believe that for any YHP who does not view themselves as resilient, 

this can be concerning, as it may negatively impact their self-identity, overall health, and 

wellbeing. 
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5.2 Research question 3: What are the types of stories told by 

YHP in relation to their homeless and EET experience? 

Each participant’s overall story was compared to identify similar patterns in the types of 

narratives shared. 

 

5.2.1 Reflection on the types of stories told 

I interpreted all three participants to share similar types of narrative. The narratives 

largely reflected a stable or regressive narrative plot prior to each participant becoming 

homeless. Each participant shared a unique circumstance leading to their 

homelessness. Sam was a care leaver and had experienced trauma in his early 

childhood, Matthew experienced addiction and alcohol misuse, and Charlie struggled 

with their identity and SEND needs not being met during primary and secondary 

education. Sam, Matthew and Charlie all shared difficult relationships with their family 

which contributed to the cause of their homelessness.  

Sam and Matthew experienced challenges in EET due to their homelessness 

circumstance. Sam’s narrative showed further regression during college. He moved 

back in with his birth parents but often experienced rooflessness, before officially 

becoming homeless and moving into the hostel. His experiences of homelessness 

meant that he could no longer attend college. I considered Matthew’s narrative to follow 

a similar trajectory. Matthew was initially homeschooled and had limited access to 

formal education. His experiences with homelessness, along with issues related to 

drugs and alcohol, led to significant disruptions in his life. As a result, he was not ready 

to engage in EET. Matthew’s narrative turned progressive towards the end during the 

time they moved into their current hostel. They shared the valuable support they 

received from the homeless support staff, helping their circumstances to stabilise and 

have their basic needs met. This eventually enabled Sam to begin exploring his future 

goals and career ambitions, and for Matthew to reengage with further training and work 

towards employment opportunities. This highlights the importance of providing early 

support to YHP so that their basic needs are met, allowing them to work towards self-

actualisation and re-engage with EET. 
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Charlie described their life before living in the hostel as a difficult time. They struggled 

with family relationships, mental health and negative experiences in education. Similar 

to Sam and Matthew, Charlie's narrative shifted to a more positive trajectory after 

moving into their current hostel. During this time, Charlie was attending college and felt 

fortunate and grateful for having a positive experience, with their needs being met at 

college. They described the valuable support offered by a college tutor and the 

homeless support staff. Charlie completed college and was offered a place at university, 

but I interpreted the next series in their narrative to be regressive. Due to Charlie’s 

homeless circumstance, they were unable to accept their place at university. At this 

point, homelessness was a barrier for Charlie pursuing further education. With the 

support of the hostel staff, a solution was found, representing a progressive turn in their 

narrative plot. It was agreed that Charlie’s university place would be deferred for the 

following academic year.  

The stories shared by each participant are diverse, yet they all highlight similar key 

points that are important to reflect on. Homelessness can be a barrier to the access and 

engagement with EET. Being homeless often means that an individual’s most basic 

needs are not being met. As such, it is more difficult to continue engaging or pursuing 

EET. Homelessness, due to bureaucratic obstacles, can also prevent YHP from 

pursuing further education, as revealed by Charlie’s story. Each participant’s story 

revealed a positive turning point after they moved into their hostel, suggesting that the 

support provided by the homeless support staff helped the YHP recover from their 

challenging experiences with homelessness. All three participants were able to reflect 

on their ambitions for the future, which I believe was made possible by the stability and 

safety they found while living in the hostel, giving them the space to explore their 

potential. 

 

5.3 Research question 4: What are YHP’s perceptions of their 

future? 

This section compares each participant’s perceptions of their future, highlighting similar 

reflections. The future dreams were constructed as a supportive factor in their 
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engagement in EET. However, each participant alluded to uncertain and discriminatory 

systems which were perceived as a barrier to achieving their future goals.  

 

5.3.1 Dreams and fears 

5.3.1.1 Stability, independence and freedom 

The theme, stability, independence and freedom were present in all three narratives. 

They each aspired to build a future where they have a permanent home, stable life 

circumstances or the freedom to live life with autonomy, healthy relationships and 

financial independence. Charlie aspired to a career in art so that they would no longer 

need to access benefits to live. For all, these aspirations appeared to reflect the 

absence of these in their past and current life circumstances.  

Research into the experiences of YHP showcases how homelessness can cause many 

practical challenges. YHP are often subjected to multiple moves and frequent mobility 

meaning their attendance and engagement with EET is a barrier (Edwards, 2023; 

Gupton, 2017; Jones et al., 2018; Pavlakis & Pryor, 2021). YHP can often find 

themselves living far away from their EET setting and with a lack of financial resource, 

the time, travel and expense required to continue their engagement is prevented 

(Edwards, 2023; Pescod, 2024; Roovis & O’Hare, 2024).  

 

5.3.1.2 Engaging with EET 

Each participant aspired to reengage with EET. Matthew aspired to continue engaging 

with any training opportunity offered to him, including his CSCS qualification which he 

hoped will create many employment opportunities. Reengaging with employment was 

important for him because he needed to earn money to break his cycle of 

homelessness. Similarly, Sam was not enrolled in any EET at the time of my research 

interview. He did express the dream of becoming a firefighter, having a ‘physical’ job 

and earning money. This was inspired by his own traumatic experience of losing his 

great grandmother in a housefire during his childhood. This links back to YHP using 

narrative transformation to reclaim difficult part of their story, turning them into a 

resource and strength (Moore & McArthur, 2011; Pavlakis & Pryor, 2021; Toolis & 
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Hammack, 2015). Charlie had completed their college course and was working part-

time whilst waiting to start their university degree. Charlie was determined to pursue a 

career in art and design. All three participants used their dreams and ambitions to guide 

their path towards a more stable future through engaging with EET. 

 

5.3.1.3 Systemic inequality  

Despite the participants’ dreams and hopes for their future, these were overshadowed 

by anxiety about a system that actively marginalises them. YHP feel disadvantaged due 

to being homeless (Jones et al., 2018; Moore & McArthur, 2011). They are treated 

differently, subjected to oppression and shamed by negative public perceptions (Jones 

et al., 2018; Moore & McArthur, 2011). Some YHP faced limited educational 

opportunities and were set low expectations for their academic progress (Jones et al., 

2018; Toolis & Hammack, 2015). Some YHP felt they did not belong in EET spaces 

(Moore & McArthur, 2011).  

All three participants shared their experience of educational disadvantages and 

discrimination due to their homeless circumstance. Matthew shared that he has felt 

educationally disadvantaged due to his upbringing and lack of opportunity. Sam shared 

that he was unable to continue with his college education due to the lack of 

understanding of YHP’s needs and failure to make adjustments. His aspiration to 

become a firefighter was positioned as unattainable if further education was required. I 

reflected that the wider political systems around YHP push them out of education and 

into short-term employment due prioritising their basic needs (Buzzeo et al., 2016; Dibb 

et al., 2019; Pescod & Gander, 2024). Charlie was stopped from progressing onto 

university because they were homeless and claimed Universal Credit, meaning they 

had to defer their place for another year.  
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5.4 Research question 5: How do young people without a 

permanent home position themselves? 

In this section, the identity positionings of each participant are analysed and compared. 

It outlines how they position themselves, others and their perspectives on the broader 

systems of homelessness and EET. 

 

5.4.1 Self-identity 

Each participant presented similarities in how they positioned themselves. Resilient 

emerged as a predominant identity in each participant’s story, unsurprisingly given the 

uncommon challenges they have faced through homelessness and navigating EET. 

There were also differences based on experiences and contextual factors in each 

participant’s lives. Charlie identified as a determined learner. They persevered with 

education through the help of homeless support staff even when homelessness acted 

as a physical barrier for starting university. They spoke positively about their educational 

experience in college whilst being homeless and thus positioned themselves as lucky. 

This suggests that having a positive educational experience whilst homeless is outside 

of the norm (Edwards, 2023). Matthew and Sam, however, identified differently to 

Charlie, having had less positive educational experiences in their past. These identity 

positioning align closer to existing literature which suggests YHP typically do not have 

positive educational experiences which in turn makes them more likely to become 

NEET (Coles et al., 2010; Dibb et al., 2019; Pescod & Gander, 2024). Sam and 

Matthew positioned themselves as focused on employment, rather than education. But 

their reasons for their identity differed. Sam positioned himself as forced out of 

education due to his homeless circumstance. The lack of understanding of 

homelessness by his college at the time meant he could not continue with education. 

Matthew positioned himself as an underperforming and disadvantaged learner which 

meant that he did not view education as an option for him.  
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5.4.2 Positioning of others  

Similarities appeared in how the participants positioned others in relation to themselves. 

All participants generally positioned professionals as mostly unsupportive and unhelpful. 

Supportive professionals in EET were positioned as rare. The context of this positioning 

is important because it highlights how each participant had felt let down by an adult at 

multiple points throughout their lives, particularly in EET spaces. Charlie deepened this 

by positioning YHP as marginalised and dehumanised in education spaces. This again 

originated from a difficult experience their friends, also experiencing homelessness, had 

whilst in a college setting. The positioning of others in this way reflects Bowlby’s (1997) 

attachment theory. It suggests that everyone has an internal working model which 

impacts their perception of self, others and the world around them. If a person has 

encountered multiple negative experiences, they are likely to develop a negative 

internal working model which can mean they expect the worst from others and the 

world.  

Bowlby’s (1997) internal working model links directly to mental health and wellbeing. It 

helps to shape emotional regulation, self-concept and interpersonal relationships. A 

secure internal working model, for example, the belief that positive relationships are 

both possible and valuable, can promote young people’s mental health and wellbeing. 

Conversely, a negative internal working model may be detrimental to a young person’s 

mental health. Importantly, these models are not fixed; supportive and nurturing 

relationships can help individuals to shift away from negative models that developed 

through their real-life adverse experiences. This reinforces the need for all YHP to 

experience positive relationships, and this should be a priority for all professionals 

working with this population so they can help challenge and reshape negative internal 

working models that may have developed from past experiences of negative adult 

interactions or relationship ruptures. Interestingly, Matthew, Sam and Charlie positioned 

the homeless support staff as supportive. They each spoke about the invaluable holistic 

and unconditional support provided.  
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5.4.3 Positioning of the broader homelessness and EET systems 

The broader homelessness and EET systems revealed key similarities across the 

participants. Both Sam and Matthew described feeling ‘trapped’ in an unfair and illogical 

system for YHP. They spoke about wanting to improve their life circumstances by no 

longer being homeless, but to do so they required full-time employment to be able to 

afford to live, which they were not allowed to have whilst claiming Universal Credit. But 

to give up Universal Credit and their accommodation would risk returning to acute 

homelessness. This system makes it almost impossible for YHP to escape 

homelessness, despite their best attempts and intentions to improve their life 

circumstances. This echoed Charlie’s positioning of the system as fraught with 

disadvantages for homeless youth. Even Charlie who gained a place at university was 

blocked from accepting their place due to claiming Universal Credit. Despite this vicious 

cycle which YHP are subjected to, they each described how their current 

accommodation was helpful because it enabled them to feel safe and supported.  

 

5.5 Reflective synthesis of results 

This section provides a reflective synthesis of the findings, linking them with existing 

literature, theory, and my own reflections as the researcher.  

In summary, I found that the greatest variation between participants related to the kinds 

of support that enabled their engagement with EET. This reflects the uniqueness of 

each participant’s story and lived experience. Factors that supported YHP included 

having hobbies such as football, access to EET opportunities, the stability of daily 

routines, and having SEND needs met within EET settings. The psychological theory 

that most strongly resonated with the participants’ stories was Maslow’s (1943) 

Hierarchy of Needs. What was striking across different forms of homelessness, whether 

roofless, living in a hostel, or staying with family or friends, was that young people often 

did not have their most basic needs met. This raises the question: how can they be 

expected to engage fully in learning under such circumstances? Perhaps the most 

disheartening realisation for me as a researcher was that, sadly, this finding did not 

come as a surprise based on the findings of the SLR. 
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A particularly striking finding across all three participants was their relationships. Where 

participants reported positive and nurturing relationships, their access to and 

engagement with EET were also enhanced. This finding was reinforced during the 

holistic-form phase of the NOI analysis, which captured the regressive and progressive 

trajectories of their stories; regressive points frequently coincided with fractured or 

absent relationships. Through the attachment theory lens, I reflected on how forming 

and sustaining meaningful connections allow individuals to feel valued and understood, 

which in turn supports their ability to engage in self-development opportunities such as 

EET when relational needs are met. It was therefore unsurprising that participants 

described struggling to access or engage in EET when faced with ruptured or absent 

relationships. A more striking reflection and perhaps a limitation of attachment theory is 

that the model can appear to position difficulties within the YHP, rather than 

emphasising the responsibility of the adults around the YHP to build consistent, positive 

and nurturing relationships with them over time.  

Interestingly, the strongest similarities between participants related to the challenges 

hindering access to and engagement with EET. These echoed the findings of the 

systemic literature review in Chapter 2 which did not surprise me as the researcher. As 

highlighted in the literature, YHP frequently dace practical barriers associated with 

homelessness, unmet basic needs, and experiences of discrimination and systemic 

disadvantage within EET spaces. These same themes emerged across all three 

participants in my study. In particular, they consistently described the impact of systemic 

disadvantages linked to homelessness. Another shared theme, consistent with existing 

research, was the negative experiences participants reported with EET professionals. 

Often these stemmed from a lack of understanding of YHP’s specific needs and 

circumstances. Positive relationships with professionals were positioned as rare, which I 

believe highlights a critical area for change. All children and young people have the right 

to be treated with care and respect, regardless of their circumstances. Unfortunately, as 

Chapter 2 illustrated, these negative interactions are not uncommon for YHP on a 

broader level.  
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Although the SLR highlighted the systemic disadvantage faced by YHP, I felt it did not 

fully capture the lived experiences of these challenges. One of the most striking findings 

in my research was the depth and intensity of systemic barriers which my participants 

described. Charlie shared how they were blocked from attending university due to living 

in a hostel and claiming Universal Credit at the time. While the literature describes 

systemic disadvantages, hearing vivid and personal accounts brought home the 

seriousness of the issue. It was surprising, powerful and deeply concerning that such 

discrimination is happening to YHP in England. Matthew and Sam similarly shared the 

broken and illogical system governing EET for YHP, where restrictions on working hours 

made it difficult to earn enough to pay rent and bills, trapping them into cycles of 

homelessness. In addition, financial costs associated with further education or training 

often exclude such opportunities, further limiting their options.  

Alongside these challenges, another important finding was the extraordinary resilience 

and self-compassion demonstrated by each participant. They described facing 

discrimination, disadvantages, and negative societal perceptions, yet each held onto 

hope for their future and persevered despite these difficulties. This is strongly connected 

with the attribution theory which I drew upon throughout the research. I felt it was both 

powerful and significant that participants positioned themselves as resilient, as this 

perspective supported them to navigate and overcome adversities they have faced and 

may encounter again in the future. This was profoundly inspiring to listen to and to 

represent in their stories. Unlike the SLR, which necessarily synthesised findings into 

broad themes, my research approach enabled me to foreground each individual’s voice 

and to highlight the resilience that shone through at different points in their narratives. 

Personally, this was among the most powerful findings. It prompted me to reflect on 

whether I could show the same resilience and compassion in the face of comparable 

challenges, something I have never had to consider before. These young people are not 

only experiencing homelessness but are also individuals with rich, unique stories and 

significant personal strengths, which this research sought to emphasise, celebrate and 

honour. The SLR findings shocked me because there was very little on the strengths of 

YHP in education, so I hope my research can help to flip the narrative by showcasing 

the strengths.  
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The central reflection I have taken from this research is that psychological theories, 

while valuable, can only go so far in explaining complex phenomena—highlighting their 

fallibility. A recurring pattern in many theories is that they locate explanations within the 

individual: attribution theory considers the attributions one makes about themselves, 

attachment theory focuses on the quality of relationships and the internal blueprints 

these create, and self-determination theory explores intrinsic and extrinsic motivation. 

Each of these frameworks has its place; however, my findings suggested something 

broader. While participants recognised the personal factors that supported or hindered 

them, they also illuminated the oppressive systems in which they are embedded. This 

shifts the emphasis from individual responsibility towards systemic accountability. 

Theories themselves can be extended in this way. For example, in relation to attribution 

and attachment, we might ask: what attributions do adults in EET hold about YHP, and 

how does this shape the quality of their relationships? Or in the case of self-

determination theory: what environmental and systemic conditions act as motivating or 

demotivating forces, and which of these can be changed? Importantly, why are YHP in 

England, who wish to engage in EET, still being prevented or blocked from doing so? 

YHP have the same right to access EET as anyone else. I hope this research 

contributes to amplifying their voices and lived experiences, while also shifting the focus 

back onto communities and systems to advocate for meaningful change. 

 

5.6 Strengths and limitations 

5.5.1 Methodological considerations 

Several limitations exist in all phases of my research. The use of purposive sampling 

meant that one group of YHP was recruited, for example, those living in a hostel in the 

North of England. As highlighted by Fitzpatrick et al (2000) there are multiple ways 

homelessness can be experienced and thus my research does not represent those with 

other experiences of homelessness. However, each participant had a varied experience 

of homelessness prior to living in the hostel which they reflected on during their 

interviews. In addition, I interviewed three YHP for my research. Whilst it is acceptable 

for as few as three participants to be in a narrative analysis, it means that the findings 
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are not generalisable. This is balanced by the current lack of research in this area, 

making it essential to start with those whom it directly concerns—the YHP themselves. 

However, in narrative research, the goal is never to generalise, but to explore individual 

experiences in depth. As such, a unique strength of the research is that it emphasises 

the individual voices and lived experiences of those directly affected by youth 

homelessness through a narrative approach. 

5.6.2 Narrative interview 

Wells (2011) acknowledges the potential methodological issues associated with 

narrative interviews. Patton (2002) states that open questions support the participants to 

share their experience in their own words. This is central to a narrative interview. I 

noticed at the beginning of my interview that both I and my participants felt 

understandably nervous. The use of the life path was completely new to each 

participant so at the beginning of each interview, it sometimes became a barrier to 

evoking prolonged storytelling. I believe this may have hindered the openness of the 

questions I asked and therefore the responses given. Narratives are inherently 

connected to the questions that precede them and the way the participant’s responses 

are acknowledged both verbally and non-verbally (Wells, 2011). It is possible that 

despite my efforts of reflexivity, the entire interaction between myself and my 

participants may have hindered the types of stories shared. I endeavored to ask open 

questions throughout the narrative interview and used active listening skills to truly 

listen, respect and empathise with each participant. Alongside this, I illustrated each life 

path which helped to facilitate the conversation and reduced the intensity of the 

interview.   

Upon completion of each interview, I adopted Poland's (2002) method for transcription 

based on its suitability to most narrative studies and the guidance on enhanced 

transcription quality. However, there is no guarantee of a perfect transcription due to the 

practical challenges of accurately representing oral speech into written text (Poland, 

2002). I transcribed each interview manually which I believe supported my familiarity 

with the transcript but also it may have increased the risk of inaccurately representing 

the text. Inaccurately representing the interview may result in the loss of the narrative's 
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meaning. However, I did implement Poland’s (2002) strategies for enhanced 

transcription quality, such as completing a high-quality audio recording, recording basic 

field notes after an interview and writing a verbatim transcript of each interview.  

 

5.6.3 Narrative analysis 

NOI is a relatively new methodology in psychology and there is no single prescriptive 

framework to complete the analysis. As such, NOI can be approached in several ways. I 

decided to use Hiles and Čermák's (2008) framework and applied every analytical 

technique recommended because they were appropriate to my research questions. It is 

possible that another researcher may have approached the narrative analysis 

differently. Prior to the narrative analysis, I was new to NOI and so I had to engage in an 

ongoing process of learning about narrative analysis before applying it to my research. I 

also created multiple visual symbols to display my findings which originated from my 

interpretations. This could have impacted on my analysis because other researchers 

could have interpreted the data in several ways. However, this is recognised within the 

adopted epistemological position of social constructionism, such that the researcher is 

an active part in the research process.  

At the beginning of my research, I acknowledged my personal rationale for exploring 

this topic. My initial hesitation was due to the risk that my close emotional connection to 

the topic would dominate the research process resulting in biased findings, as reflected 

in my reflective diary (appendices 1). Nonetheless, I felt that my experiences could 

complement my research if I practiced reflexivity throughout. Whilst I maintained 

reflexivity as a researcher, it is possible that my own experiences, perceptions and 

beliefs still impacted on my research. The social constructionist paradigm recognises 

that the researchers’ own life experiences cannot be separated from the research itself, 

but they can be acknowledged.  
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5.7 Implications 

5.7.1 What are the potential implications for EPs? 

My findings raise many implications for EPs within the field of community educational 

psychology using research, consultation, assessment, intervention and training (Fallon 

et al., 2010). The participants shared their experience of ruptured or loss of 

relationships before and since becoming homeless. Often the relational rupture 

occurred in an EET setting where they felt a professional did not understand their 

situation or needs. EPs have the skills to facilitate positive and respectful relationships, 

which, if working alongside a YHP, may offer a valuable pause-point amid their 

experience of unhelpful and unsupportive adults. EPs are trained to recognise the 

importance of relationships in all that we do, aligning with Treisman (2020) who asserts 

that ‘every interaction is an intervention’ even the smallest, everyday moments. EPs can 

draw on key psychological theories, such as Bowlby’s (1997) Attachment Theory and 

Maslow’s (1943) Hierarchy of Needs, to facilitate others to recognise fundamental 

psychological needs and ways to support. EPs can support EET settings to create 

psychologically informed environments that foster secure, supportive relationships 

which are essential for YHP to engage with EET. 

Through EPs developing their understanding of the links between housing and EET, 

their practice can be more informed, contextualised and responsive to the lived realities 

of YHP. For example, using person-centered and strength-based approaches in their 

assessments, interventions, preparing for adulthood and Post-16 work. EPs can support 

YHP to reach their goals, facilitating opportunities to elicit their views and have their 

voices heard, something which YHP have not always been afforded. The Cultural 

Assets Identifier (Aganza et al., 2015) is a strength-based assessment tool which EPs 

could use to inform hypotheses formulation and appropriate interventions when working 

with YHP. Furthermore, EPs have a responsibility to ensure they engage in critical self-

reflection, challenging discrimination and social exclusion to ensure that the complex 

needs of YHP are not overlooked, and their inherent strengths and resources are 

effectively supported, nurtured and developed.   
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Aligning with existing literature, the findings suggest there is a lack of professional and 

societal understanding of YHP’s lived experiences and its impact on their education and 

learning through EET (Edwards, 2023; Moore & McArthur, 2011). As scientist 

practitioners, EPs can make a valuable contribution to the call for more empirical 

research about YHP and their SEND needs. There is a need for EET professionals to 

develop their understanding of homelessness and raise the profile of YHP so there are 

more opportunities for timely support. EPs are well placed to support YHP through their 

work with educational and post-16 settings, health and social care, across multiple 

levels: individual, group and systemic. EPs can use their consultation skills within 

collaborative relationships to encourage conversations about YHP, raising their profile in 

EET settings. EPs could also provide training to EET settings about the impacts of 

homelessness on education and learning, incorporating links with psychological theory 

and models such as the importance of meeting basic needs, relationships and 

belonging and factors which support YHP’s motivation. Given the complex stories of 

each participant, EPs can raise awareness of the intersectionality with discrimination 

YHP face and highlight the added layer of complexity which homelessness brings to a 

CYP’s life.  

The SEND CoP (2015) explains the role of EPs in supporting young people with SEND 

through Post-16 work and Preparing for Adulthood. EPs play a key role in supporting 

young people to transition from school to EET with a focus on developing skills for 

independent living and participation in society. However, it is clear from the findings and 

existing literature that this support is rarely provided to YHP, despite being recognised 

as one of the most vulnerable groups in society and disproportionately more likely to be 

NEET compared to their housed peers (Coles et al., 2010). Thus, there is a significant 

mismatch between the level of need experienced by YHP and the amount of early 

support they receive from professionals, including EPs. Educational Psychology 

Services could play a more active role in the Post-16 and youth homelessness field by 

offering early support to CYP whilst they are still in statutory education.  
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5.7.2 EET professionals 

More CYP are facing homelessness, with and without their families, so it is important 

that EET professionals start to place homelessness on their agenda for supporting 

vulnerable groups within their community. Professionals need to be aware of youth 

homelessness and how it impacts learning. Even the term ‘homeless’ is fraught with 

inaccurate and harmful stereotypes which fail to consider the lived experience of young 

people and their humanity (Paat et al., 2021). Lang (2024) highlighted that homeless 

individuals are often blamed for their circumstances, with homelessness being viewed 

as something within their control. This perception, as suggested by Weiner’s (1972) 

Attribution Model, leads to a reduction in empathetic and compassionate responses 

from adults. EPs can support EET settings by starting with a fundamental understanding 

of homelessness and the diverse ways it can be experienced, helping to strip back 

assumptions and create more tailored and effective support strategies. This could be 

delivered through commissioned services such as training and ongoing support through 

consultation and supervision.  

 

5.7.3 Local Authorities 

The United Nations Convention on the Rights of the Child (1989b) states in Article 27 

that all children have a right to an adequate standard of living including safe, secure and 

stable housing; to enable their physical, mental, spiritual and social development so 

they can fulfil their full potential. Local Authorities (LA) have a duty under Section 20 

(Children Act 1989), Part 7 of the Housing Act (1996) and the Homelessness Reduction 

Act (2017) to ensure that children and young people have accommodation and basic 

living needs. Despite these rights, increasing numbers of young people experience 

homelessness which is often to the detriment of their education and learning 

opportunities.  

The findings reinforce the consistent message across existing literature that there is a 

misconception about homelessness. The term ‘homeless’ is often used by society in a 

way which dehumanizes homeless people of all ages (Robinson, 2008) and my 

participants described feeling marginalised and helpless within EET systems. The 
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stories of my participants illuminate that there is a total lack of awareness and 

understanding of what it means to be homeless, the impacts of homelessness and 

appropriate forms of support. One potential solution could be a top-down approach, 

where LAs collaborate with EET settings to emphasise the importance of supporting 

YHP and their families.  

EPs are well placed to contribute to this work by collaborating with LAs and EET 

settings to support the development of policies and practices which focus on YHP. EPs 

could contribute by providing training to LA professionals, such as counselors, who are 

responsible for the educational and employment outcomes of young people in their local 

area. This would ensure that these professionals are equipped to understand and 

support the needs of YHP which can then be shared wider within the LA.  

Finally, EPs have a duty to prioritise and advocate for vulnerable young people. 

Particularly those that are homeless without their families. YHP for varied reasons do 

not always have supportive adults to offer care, help and guidance. As highlighted 

through Charlie’s experience of not being able to progress to university, a solution was 

found due to the help of the homeless support staff. This raises an important question: - 

would a solution have been found without their support? Perhaps EPs can position 

themselves in more systemic and political spaces to advocate for the rights of YHP.  

 

5.8 Recommendations for future research 

My research revealed there is limited research about YHP’s EET experience in 

England. EPs can make a valuable contribution to the call for more empirical research 

about YHP and their SEND needs. As my research did not explore YHP’s 

intersectionality, such as sex, gender, race and sexuality, this highlights a potential area 

for future research.  
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Chapter 6 Conclusion 

6.1 Summary 

My research highlights the uniqueness of each YHP’s voice and story, an otherwise 

silenced population in society. It affirms existing literature that reveals the significant 

challenges which YHP face in EET (Buzzeo et al., 2016; Jones et al., 2018; Murran & 

Brady, 2023; Pavlakis & Pryor, 2021; Pescod, 2024). They are more likely to be NEET, 

yet they remain one of the most invisible, misunderstood and unsupported groups of 

CYP. There are both similarities and differences in the strengths that facilitate YHP’s 

access to and engagement with EET, and the vulnerabilities which hinder their 

engagement. A summary of my interpretations includes: -  

• Each YHP has unique strengths and resources which support their motivation 

with EET.  

• Positive relationships with a variety of people: - professionals, friends, homeless 

support workers, support YHP in EET but the absence of or ruptured 

relationships hinders their access and engagement in EET. 

• The limited understanding of homelessness by professionals is unhelpful.  

• Homelessness is often accompanied with unmet basic needs, including financial 

insecurity and lack of essentials like food. Even for YHP living in a hostel, 

financial pressures can impact their capacity and available resources to engage 

in EET. 

• Systemic issues create barriers for YHP, making it nearly impossible for them to 

remain in EET, despite their best intention to do so.  

• Resilience is a key attribute of each participant, and an attribute which has 

supported them to persevere in a system which actively disadvantaged them. 

Importantly, the findings illustrate that for some YHP, a strength can also be a 

vulnerability, and vice versa. For example, relationships can be a source of strength for 

YHP in EET, but conversely, a ruptured relationship can be a vulnerability. A strength 

can also develop from a vulnerability. For example, all YHP in my research 

demonstrated their unwavering resilience in the face of their challenges related to 
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homelessness and EET. This may stem from the significant challenges they have 

already faced in their lives, challenges that those of us who are housed may not have 

experienced, considered or even have awareness of. There are key psychological 

theories which help explain why homelessness can help or hinder access and 

engagement with EET. Primarily, Maslow’s (1943) hierarchy of needs and that being 

homeless, in whatever capacity, can mean that YHP need additional support before 

they are ready to engage in EET.  

My findings revealed key themes around YHP’s perceptions of their future: -  

• Each YHP had plans to engage in EET in the future.  

• Stability, independence and freedom were important goals, and EET was 

positioned as the pathway to achieving it.  

• Charlie aspired to be an artist, Sam aspired to be a firefighter and Matthew was 

skillful in many trades. Despite this, each participant presented a level of fear 

about their uncertain future given the systemic obstacles.   

I interpreted key themes from each participant’s narrative about their positionality: -  

• YHP feel helpless in the EET system yet remain hopeful for their future.  

• The homeless and EET system is illogical and oppressive. The participants felt 

that they do not belong in academic or learning spaces.  

• Adults are generally unhelpful and unsupportive due to a lack of understanding of 

homelessness. Supportive adults in EET are rare.  

• YHP are resilient because they have had to be.  

 

6.2 Unique contribution 

My research contributed to the knowledge around YHP’s experiences with EET, an area 

often dominated by negative and challenging experiences (Edwards, 2023). My 

research illuminated the inherent strengths that each participant had, regardless of their 

circumstance or background. The use of narrative methodology enabled a rich analysis 

of each story. For those not currently engaged in EET, blame should not be placed on 

YHP themselves, but on the systems that actively disadvantage them and fail to provide 
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adequate support. Sam, Matthew and Charlie each shared an inspiring story. Their 

narratives reflected a clear ambition for their future, to improve their life circumstances 

through EET. It is vital to continue thinking about how to support YHP in achieving their 

goals through drawing on key psychological theories to inform best practice. As part of 

my research, I published the findings of my SLR in the British Psychological Society 

(BPS) special edition on Homelessness and Educational Psychology in 2024 (Ferguson 

and Francis, 2024). My work has contributed to the growing body of literature on 

homelessness and its impact on EET experiences. I hope that my wider research will 

facilitate ongoing conversations about youth homelessness.  
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Appendix 10: Summary checklist from Critical Appraisal Skills Programme (CASP) (2018) 

 Clear 
resear
ch 
aims 

Was 
qualitativ
e 
methodol
ogy 
appropria
te? 

Was 
the 
researc
h 
design 
relevan
t to the 
aims? 

Recruitment 
strategy  

Data 
collection 

Research
er 
position
ality  

Ethical 
considerat
ions 

Rigor of 
data 
analysis 

Clear 
statem
ent of 
finding
s 

Value of 
findings 

Mulren
an et al 
(2020) 

✓  ✓  ✓  Email to 
schools for 
participants 
to sign up 

Interviews 
and focus 
groups 

X Informed 
consent, 
signpost 
to further 
support 

TA  
Researcher 
revisited 
data 
numerous 
times to 
check 
codes  

✓  What 
supports YHP 
access to 
higher 
education 
Recommenda
tions for 
universities 
to support 
YHP 

Jones 
et al 
(2018) 

✓  ✓  ✓  Partnered 
with local 
youth-
serving 
organisation 
supporting 
YHP – they 
shared 
research 
flyers and 
resources  
 

Questionn
aire then 
interview 
using life 
course 
framewor
k 

X Informed 
consent  

Expertise in 
research 
area by 
team, 
member 
checking, 
multiple 
coders 

✓  Recommenda
tions to 
improve 
educational 
outcomes for 
YHP  
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Edward
s 
(2023) 

✓  ✓  ✓  10-month 
outreach 
initiative 
with 
community 
stakeholder
s  

Interviews ✓  X Validity 
checks – 
member 
checks 
with YP 

✓  Challenge the 
negative 
discourse of 
educational 
outcomes for 
YHP 
Highlights 
protective 
factors for 
YHP in 
education 

Pavlaki
s & 
Pryor 
(2021) 

✓  ✓  ✓  Recruited 
from 
homeless 
charity, 
invitation to 
participate  

Interviews  ✓  X Multi-step 
coding 
process; 
Separate 
coding, 
checklist 
for 
alignment 
of codes 
before 
group 
coding 

✓  Understandin
g experiences 
of YHP and 
how this can 
impact on 
education  
Intersectional
ity with race 

Gupton 
(2017) 

✓  ✓  ✓  Introduced 
through 
staff 
member – 
recruited 
from 
emergency/l

Interviews ✓  X Extensive 
field notes 
provided to 
external 
reviewer to 
check for 
researcher’
s 

✓  Understandin
g of YHP 
experiences 
and impact 
on education  
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ong-term 
shelter  

interpretati
ons, 
research 
reflexivity 
throughout 

Moore 
& 
McArth
ur 
(2011) 

✓  ✓  ✓  Through 
homelessne
ss and 
family 
support 
networks 
and 
children’s 
youth 
centres. 
Stakeholder
s contacted, 
families 
shared 
research 
invite with 
other 
families 

Interviews 
& child 
friendly 
approach
es 

X X X ✓  Understandin
g of homeless 
experience 
and impact 
on education  

Toolis 
& 
Hamma
ck 
(2015) 

✓  ✓  ✓  Nonprobabil
ity sampling, 
guests of 
the shelters 
approached 
by 
researcher 

Narrative 
interviews  

X X Narrative 
analysis: 
bottom-up 
analysis of 
each story, 
line-by-line 
coding, 
multiple 

✓  Experiences 
of YHP and 
how they 
make 
meaning of 
their lived 
experience; 
YHP are able 
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where they 
volunteered 

readings, 
drawing 
patterns 
from the 
data, 
themes 
repeatedly 
refined.  
 

to resist and 
challenge 
negative 
perceptions 
around 
homeless 
youth.  
 

Pescod 
(2024) 

✓  ✓  ✓  Invited to 
initial 
meeting 
with the 
researcher 
before 
giving 
informed 
consent 

Interviews ✓  Procedura
l and 
wider 
ethics 
considere
d 

IPA – 
recorded 
interviews 
– 
researcher 
transparen
cy  

✓  Experiences 
of YHP in 
education, 
drawing links 
to 
psychological 
theory – SDT 
and the role 
of motivation 
 

Day 
(2002) 
EXCLU
DED 

✓  ✓  Intervie
ws with 
YP and 
teacher
s 

Theatre 
company 
book to 
deliver 
workshop  

Not clear Not clear Not clear Not clear ✓  Impact of the 
workshop on 
participants 
being more 
‘moral’ – not 
much value 
to my 
research.  
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Appendix 11: SLR: Descriptive themes: Strengths  
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Appendix 12: SLR: Descriptive themes: Vulnerabilities 
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Appendix 13: SLR: Summary of main themes and findings from chosen papers 

Study  Main themes Summary of findings 

Mulrenan 
et al 
(2020) 

• Homelessness and education participation  

• Individual characteristics  

• Supportive relationships 
 

 Homelessness significantly impacted YHP’s education 

 YHP have strengths which support them in education, 
particularly strengths within their relationships 

 Self-determination, which may emerge from their personal 
circumstances supports YHP to engage with & complete their 
studies 

 Having determination and resilience, a purpose and family 
relationships supported YHP in education  

 Family and friendships were supportive of YHPs education. 

Jones et al 
(2018) 

• Supportive professionals 

• Relational approaches 

• Lack of awareness of YHPs situation 

• Mental health 

• Discrimination, oppression and stigma   

• Mobility 

• Mental health 

 The use of relational approaches is important to support YHP 
in education 

 Caring, understanding, supportive adults can provide stability 
in a YHPs life which supports wellbeing and education 

 Importance of YHPs relationship with professionals as key 
factor for success in education 

 The impacts of homelessness are exacerbated when positive 
staff-pupil relationships are not formed 

 YHP experienced high mobility, a lack of agency over their 
lives, and a distrust towards the systems there to protect them 

 YHP reported feeling isolated 

 Missed opportunities for intervention by schoolsLack of 
understanding by education settings and professionals 

Edwards 
(2023) 

• Religion, faith and spirituality 

• Practical support 

• Mobility 

 Positive relationships are key to education success of YHP 

 Adults who are caring, offer time, look beyond pupils’ 
behaviour are supportive of YHP  
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 The practical implication of homelessness, mobility, made it 
more difficult for YHP to attend education 

 The importance of physical and psychological safe places for 
YHP, such as church; Church was a safe place because there 
was no judgement 

 Peer relationships, caring professionals, and attending church 
supported YHP to graduate high school 

 Tangible support such as a place to sleep was valued amongst 
YHP  

 YHP often experienced high mobility meaning accessing 
education was more difficult 

 

Pavlakis & 
Pryor 
(2021 

• Mobility 

• Supportive relationships 

• Discrimination, oppression and stigma 

• Future aspirations 

• School structures  
  

 YHP have inherent personal strengths which can be built upon 

 Interpersonal strengths, such as self-reflectiveness and having 
aspirations, support YHP in education.  

 Relationships from school, with family and in community are 
key in supporting YHP  

 YHP also experienced challenges which can prevent education 
engagement, such as mobility, systemic failing and 
intersectionality with racism  

 YHP had a greater awareness of socio-political issues 

 YHP had hope for a better future and aspirations such as 
financial security  

 Family, school and community support was vital in support 
YHP 

 High mobility often meant YHP were wrenched from support 
systems 

 School quality issues, such as lack of transition preparation for 
YHP  
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Toolis & 
Hammack 
(2015) 

• Individual characteristics 

• Discrimination, oppression and stigma 

• Sense of belonging and community 
 

 Some YHP engage in narrative transformations where they 
reclaim their story as a source of strength and resilience 

 Such narrative transformation is paramount for YHP to have 
hope and motivation for a better future 

• YHP have acknowledged and reflected on the social stigma and 
negative perceptions surrounding homelessness, which may 
act as a motivator to prove others wrong  

• YHP constructed alternative narratives of their homelessness 
story which supported their wellbeing and education 

• YHP acknowledged that they were constructed as ‘bad people’ 
but they were in fact in ‘bad circumstances’  

 Some YHP have a sense of belonging with other homeless 
people 

Moore & 
McArthur 
(2011) 

• Mobility 

• Homelessness and education participation 

• Mental health 

• Individual characteristics 

• Discrimination, oppression and stigma  
 
 

 

• Attending and engaging in education was more difficult when 
experiencing homelessness due to constant mobility and 
disruption  

• YHP were exposed to high stress, loss and grief and social 
isolation   

• Challenges in finding and reconnecting to new schools meant 
some YHP left education early 

• YHP placed great value on education  

 YHP were often embarrassed about their circumstances 

Gupton 
(2017) 

• Homelessness and education participation  
 

 YHP face many barriers to accessing support 

 YHP have internalised stigma and shame surrounding 
homelessness meaning they are less likely to share with others 
and receive support  

 Being identified as homeless can be a vulnerability for some 
YHP due to the shame surrounding it  

 If a YHP can engage in education, it has the power to be a 
significant protective factor  
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 YHP are invisible in education 

 Being able to blend in with other students helped to relieve 
some of the stresses of homelessness 

 YHP might struggle to access support. The YHP did not seek 
out the institutional support on offer 

 Education can provide stability in the lives of YHP which 
supports their resilience 

Pescod 
(2024) 

• Avoiding failure 

• Future aspirations 

• Motivation  

• Support in setting 

• Basic needs  

 Education is a way of building a better future and avoiding 
further adversity in adulthood 

 YHP were motivated to engage in education to improve their 
life circumstances 

 Some experienced negative shifts in motivation towards 
education or a lack of drive to engage 

 YHP felt they needed additional support in school 

 YHPs SEN needs prevented access to education  

 Experience of academic failure reinforced difficulty accessing 
education  

 Some education professionals were supportive which 
supported YHP in education, but many had experience of 
unsupportive education professionals 

 YHP struggled to access resources to meet their basic needs 
resulting in reduced capacity to engage in education 
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Appendix 14: Guided narrative interview prompt cards 
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Appendix 15: Interview schedule 
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Appendix 16: Basic field notes after completion of each interview 
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Appendix 17: Example of a working transcript 

 

Story episode 1 

 

S: A lot of moves and it wo really 

awkward because around the time I’d be 

doing me GCSEs and I had I had to like 

change from the school at been at since I 

started in year 7 

 

Moving schools due to homelessness 

Reflecting on challenge of that 

experience to education  

 

Story episode 2  

 

Well it wasn’t just that obviously we were 

the first set of year 11s that we couldn’t 

do our exams at the normal time  

Movement in topic  

Reflecting on further challenge in 

education due to impact of pandemic  

Story episode 3  

 

They were alright with it at first but then 

the staff started getting really funny with it  

Movement in topic 

Reflections on support from adults in 

education setting 
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Appendix 18: Example of a holistic-content for analysis that was completed for each participant 

Sam’s holistic-content analysis 
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Appendix 19: Example of descriptive and interpretive summary tables that were created for each participant 

Matthew’s holistic form analysis 
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Appendix 20: Example of a table of principal sentences and subcategories that were created for each participant 

Sam’s categorical-content analysis 
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Appendix 21: Example of categorical-form analysis notes and summary of cognitive skills and emotional content that 
was completed for each participant 

Charlie’s categorical-form analysis 
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Appendix 22: Example of critical analysis with summary of identity positioning that was completed for each participant  
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Matthew’s critical analysis  
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