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Abstract

Background:Transition into school is an important time for children and parents and can
have longlasting effects. It is a worrying time for parents, particularly when their child

has special educational needs (SEN). Parental concern can have a negative effect on the
transition process. Persaentred planning (PCP) has been identified as an effective

way of involving and reassuring older children and their families during transition,
althoughit has not yet been explored a way of involving familiewith preschool

children.

Aims: This study aimed to explore the use of a PCP meeting, through an adapted PATH
(Planning Alternative Tomorrows with Hop) supporthe transition of preschoolers
into schoolwith a focus on parental concetansd whether this meetirigelped to

address them
SampleParents, preschool staff and school staff from 6 different adapted PATH

meetings were selected as an opportunistic sample. The views of other professionals

who had attended and had facilitated were also sought.

Method:Semistructured interviewwereused to gather data and a thematic analysis

was carried out.

ResultsPCP is an effective way of addressing mpagentalkconcernsand is also
helpful for school stafflt helps to form a clear picture of the child and tarfgositive
relationships between parents and schools. Insight is provided as to factors which

influenced this.



ConclusionsPCP has a positive impact on parents and schools and shows promise as a

method for use during the transition of children from gines! into school.

1. Introduction to the Thesis

Transition from preschool into school is ¢
(Earley, Pianta, Taylor & Cox 2001; EckertMcintyre, DiGennaro, Arbolino, Begeny
&Perry,2008) . O6Successful 6 transition into sc
achievement (Entwisle & Alexander, 1998; Gutmaameroff & Cole2003), stable

peer relationships and increasathool attendance (Ladd & Prjd®87). One of the

most salient factors described as important for positive outcomes in transition is family
involvement (DockeftPerry& Kearney 2011; RimmKaufman & Pianta, 1999).

Positive parent beliefs, attitudes and feelings about school havedugehtd impact

positively on a successful transition (Dockett & Perry, 19B8jental anxiety about

managing the transition peritaweverhas been associated with poorer academic and

social adjustment outcomes for children, and greater resistancengptgachool

(Giallo, Kienhuis, Treyvaud & Matthew 00 8) . As mi ght be expect
transition to school is naturally a worrying time for parents, particularly if the child has

special educational need€(S) (Wildeneger & Mcintyre2011). Therefore, it is

crucial that careful thought is given to how families of children with SEN are involved

with the transition process and to how their concerns are addressed.



I ncreasingly part of the govewaeameneinthers agen
childbés education is the use of Person Cen
mentioned within the Code of Practice for SEN ([8flboH, 2014) as being something

which schools should be adopting as a useful way to genuinely involMe pogditheir

families more closely in planning for their futures. PCP uses different techniques, which

have threeommon characteristics: they atmconsider aspirations and capacities rather

than deficiencies and needs, with the emphasis on giving¢he ferson/ family a

voice and thus attending to athmatters most to them; they attertgptnobilise a o6 ci r c |
of supportdéd, including friendstingghed f amily
individual; and theyattempt to emphase providing the suppo# person will require to

reach their goals, rather than limiting it to what the service can manage (Mansell &

BeadleBrown, 2003).

The inspiration for this thesis came from the researcher's work within the Early Years,
having experienced many parentsoniere very anxious about their child's transition

and having experienced the process personally as a parent. Having used PCP techniques
with older children and anecdotally received positive feedback about the process, this is
something that appeared irgsting to explore further as a potential for use for

supporting families transitioning their child into school.

This thesis aims to explore and critically evaluate the use of PCP (in the form of an

adapted PATH meeting) in the transition of-godhoolersvith SEN into school, as a



potential method for supporting careful planning for transition and addressing parental
concerns. It aims to explore what concerns parents have and whether the meeting helps
to address these. It aims to understand how paretitschnolstaff perceive that the

meeting impacts upon them, what factors influence this and what participants views are
around including children in this type wfeeting. It then hopes to considhe

implications for using and improving tlaelapted®ATH process for families with

preschool children with SEN, in future.

The study uses an exploratory, flexible, qualitative design, usingsteumatured

interviews as a method in order to explore and gathéefth perspectives from

participants, and usingpématic analysis as a method for interpretation of results. Such
methods fit with a realist approach to ontology and epistemology. This approach

assumes that the world is made up of structures and processes of a social and

psychological nature, which hagause and effect relationships with one angther

independent of our own beliefs and constructs (Maxwell, 2011). Research then seeks to
generate valid and reliable knowledge abou
captures and reflects, as truthfudly possible, something that is happening in the real

world. Whilesuch realities are notseenasdi sput abl e &6factsd and |
be made probabilistically (Robson, 2011), the assumption is that there are processes of a
social and psychologicalature which can be identified and that they charaeténe

behaviour and thinking of the participants, even if they are unaware of this. Therefore,

this view is compatible with the current study, as it aims to gather multiple perspectives

fromindividbwl s i n order to gain a better wunders



particular context (Maxwell, 2011). 't ain
relationshipsé between peopleds unique exp
their views ad feelings, and the complexities of the context and its outcomes (how it

impacts on those experiencing it) (Robson, 2011).

The thesis begins with a scoping review of the literature around transition from

preschool into school. The aim of this is to pdeva broad overview of the literature, in

order to better understand the rationale for supporting this process (why is it important?)

and to understand factors which are important to consider when doing so: What helps to
make it a positive experience? Wéuyd how should families be involved? What about

the involvement of the child? It also aims to consider how parents of children with SEN
experience the pr oc erdosschooland wiaethey wooyraboutd 6 s t r
in an attempt to understanchat specifically needs to be addressed from their point of

view.

A broad description of PCP then aims to provide an understanding of what it is, its

general principles and why it is part of the agenda for involving families in planning for
theirchildre® s f utures. A more in depth, systemat
to gather a full picture of how othenave experienced/ perceived PCP within the

context of educatiorlhis provides further rationale for the use of PCP in planning for

transitionfrom preschool into school, an understanding of some of the methodological

10



issues in exploring the use of PCP and a deeper understanding of the current findings

and the contexts in which they occur.

An account of the empirical work carried out as pathis research follows. The
findings ae reported andiscussed in light of previous research carried out in this area.
Implications for practice are considered and possible directions for future research

suggestedThethesisends with a critical apprsal of the study.

2. Literature Review

2.10verview: Transition from Preschool into School

2.1.1.Transition- what is it, why is it important and what makes it successful?

Transition from preschool into school is an important time in the livehitadfren, their

families, and their school communities (Pianta & Cox, 1999), involving changes in the
relationships, roles and identities for all of those involved (Dockett et all) 20/hile

every transitiordiffers, t he t er m o6t r ®dockeit and Pemy2007sasd e f i n €
Oprocess, beginning before children start
and make decisions, and extending beyond the actual start of school until children and
families start to f g.dnlthe UK mahsitionttossthbokusually s c h o

occurs when the child is four years old, usuallyvmg from a preschoothildcare or

11



home environment into school. Some may not yet have segdratn their parents or

have mixed with peers or other #idoutsde of the home beforteansition, whereas

others may have experienced a preschool environment more similar to the school
environment for up to two years before transition. However, regardless of the

environment in which the child is transitioning frome tinansition into school is likely

to signify a big change, with this being t
time a child has been separated from their home environment for a longer period of time.

The goals, demands and structure of thesrioom are differemd the preschool

environmenand as Feiring and Lewis (1989) point
social networks starts to change from networks in which children primarily interact with

adults to networks in which childrgmimarily interact with other childreand on an

increasingly autonomous basis

Transition practices vantyetween different schools and different teachers. General

practices might involve visits to the school to meet teachers and peeosbaodme

familiar with the routines and environmentise provision ofnformation packs and

information sharing eveningsmdparents and staff from the receiving school going into
preschools to meet with children and possibly their parents. Other practices may include
Otransition meetingsd in which parents, pr
particular child. In the document OPrepar:
(Professional Association for Childcare and Early Years, (PACEY) 2014), advice for all
parents in the UK around transition includes: parents being aware of how their own

anxieties and memories of starting school can impact upon their child, communicating

12



confidence to children, preparing together by reading books about school or visiting it,
and supporting friendships by having play dates and practisingatking skills.
Schools are encouraged to create an open dialogue with parents, to anticipate the

physical, emotional and social skills that children will require when they start

Early school experiences have been associated with later school adjustment and can
have an impact on children academically and socially for a long period of timey(Egrl
al., 2001; Eckert et al., 2008)hen children adapt well to school, this is thought to
have a positive impact on theicademic achievement (Entwisle & Alexandei98:9
Gutman et al., 2003) and their peer relationsiBgsg able to meet social and
behavioural expectations early on is also thought to make children more receptive to

academianstruction (LoCasal€rouch Mashburn, Downer & Piant@2008).

However, research around what constieis a O s u c ¢ e sthdmediadingt r ansi t
factors associating successful transition with longer term outcomes is not always clear.
Opinion varieonwhatma k e s t r ans i t i oefinitians andautcotne s s 6, as
measuresised within the researcBased on a review of previous research, Rous

Teeters Myers and Buras Strickl(2007) refer to engagement with the new setting,

adaptation to the nestructure and culture and continued growth and development, as
factors which constitute Osuccessd0O. 0Schoo
researchers have attempted to use standard

the OChil drtentbs ShadjGate|Téeywaud, Matthews & Kienhuijs

13



2010), and the 6Family Experienckckert,of Tr an
Fiese, Digennaro & Wildenge?2007) to measure perceived outcont@ihers have

focused omretrospectivdeacher reports of whether they feel ddcbncountered any

difficulties (Rimm-Kaufman Pianta & Cox200Q , or parent reports o
increased worries, fears, crying, temper tantrums, and showing negative attitudes

towards school (Ladd & Pric&987), which are very subjiee. It is alsounclear what

constitutes issues that one might expect when a child starts school and issues which may
have more of a longitudinal impact, or how factors sudhekength of time such issues

occur for or howrequently, may influence thijudgement

Much of the research has focused on withild factors which contribute to successful

transition, such as cognitive readiness, language abilities, gender, ethnicity and

tenmperament, (LaParo & Pianta, 2Q08swell as ececutive functioning, emotion

knowledge, emotion regulation and metacognition (Blanké@aver., Leerkes, O'Brien,

Calkins& Marcovitch, 2017). However,asearchers have found differences in the

importance that is placed on the different skaltidren need to have acquired for a
successful transition (often referred to a
of people. For exampl®,iotrowski Botsko and Matthew&000) found that parents

were more concerned than teachers ablassroom based skills, with a higher emphasis

on knowledge, whil®imm-Kaufman et al. (2002) found teachers to be more concerned

about behavioural regulation, such as managing separation from their parents.

14



However, what is clear is that withahild factors only account for a small part of what

can influence a successful transition. Ecological models of transition, such as the

Ecological and Dynamic Model of Transition (EDMT) (Riraufman & Pianta,

2000) (see Appendix 1,18for model) and similar maels such as the Transition

Conceptual Framework (Rous et al., 2007) have been recognised by many as theoretical
frameworks for understanding factors which impact on transition. They have formed the
basis for much of the esting research. The frequentigferredto EDMT describes how

the child interacts over time with various changing contexts and a dynamic, also

changing network of relationships, which influence outcomes both directly and

indirectly. The authors point out that whilst there may be assmtsabetween
childrenés skills and one factor, such as
teachers on their social skills, we must consider how those relationships in turn are
influenced (e.g. how the child, parent and teacher are all interadatingach other) and

how these relationships and contexts change over time. The model thus emphasises the
importance of parents, teachers, peers and community involvement in the transition
process, as well as the child and in the quality of the relatiohbleigveen them. The

authors suggest that if these relationships are characterised by frequent contaet, agreed
on goals, and a focus on supporting the <ch
will contribute to positive transition outcomes. Wherigdisey do not, they pose a risk

to the success of the process.

Due to the complex nature of such contextsrafationships, as Welchoasid

Mcintyre( 2017) point out, there exists O0an abu

15



highlights how importantareful transition planning and communication between
contexts can be, in order o6to strengthen <c
soci al contexts that support the childd (p
described as an opportunftyr building meaningful and responsive relationships which

form the basis for ongoing interactions among children, families, and schools (Dockett

& Perry, 2007; RimnKaufman & Pianta, 2000). Parents, preschool staff and school

staff have agreed on the inmpence of all parties having a shared mission, good

communication, and mutual respect, and highlight the value of collaboration for all

involved (PiantaKraft-Sayre, RimmKaufman, Gercke & Higgin2001).

2.1.2. Parental Involvement with Transition Planning

Parental involvement in transition planningwgely considered one of the key

influences on successful transition outcomes (Dockett et al., 2011;-Remfman &

Pianta, 1999). What is not always clear within the literature, is exactly what constitutes
parental involvement. As Hart (1992 hi ghl i ghts i n his O0Ladder
participation can take place at many di ffe
which people are invited to attend but have no real influence in decision making,

people being fully engaged in the process. Researchers have stipulated that parent
involvement enables parents to bring a wealth of information and insight to decision

making processes (Dockett et al., 2011). Parents are also in a unique positiacéteadv

for their child and can support their children to participate in school decisions, based on
their exper i enc emakihgathbnee (Beveiidhged2®®). deci si on

16



Also recognised is that parental beliefs, experiences and emotions can imibeit on

child, which emphasises the need for the transition experience to have a positive impact
upon the parents. Families play an important role in both preparing children for school
(Griebel & Niesel, 2002) and in providing continuity of experience (Betl& Brent,

2002). Parents who feel more knowledgeable and confident about managing transition
are more likely to use more positive parenting strategies that could be important in
helping children make a smooth transition to school. These include ergress

confidence in their child coping with transition, engaging in preparation for school
activities, modelling and reinforcing a positive attitude toward school, coping in
challenging transition related situations, and maintaining consistent morning and

bedtime routines (Giallo et al., 2008).

The need for parents to be involved with influencing decisions about their child has also
been recognised within education policy
i n Sc Db 1997) th€ need tprovide parents with information, allow them to

have a voice and to encourage parental partnership with schools was highlighted. The
Special Educational Needs Code of Practice also emphasises the importance of the role
of parents, highlighting the need fechools to work in collaboration with parents

wherever appropriate (Df& DoH, 2014). However, it should be noted that whilst

parents have a moral right, they do not have a mandatory duty to take part in decision
making for their children and some paremi@y not wish tpor have the capacity tio

so (Fox, 2015).

17



Parents themselves have expressed a desire for open and honest communication with
professionals in order to foster good relationships and confidence (Childre & Chambers,
2005; Dockett et al., 20 ; Hess, Molina & Kozleski, 2006). It has, however been
suggested that schools do not always involve parents as parents may wish. The Lamb
Inquiry (DCSF, 2009) investigated parental confidence within SEN systems and found
that many parents felt they waret listened to. Parents felt they had to battle to ensure
that the needs of their children were met, that they had passive roles and were not seen

as experts on their child.

How do parents experience their childbds tr

It is natural that transition is likely to be a time of both excitement and concern for most
parents, as it often means significant change for both the child and the parent. For

example, as well as the concerns parents will have for their child, chanigés¢éo par ent s
daily routines and social interactions are likely to occur. While many researchers
acknowledge parental concern, few have identified the nature of what makes parents

worry, how and why this differs between families or factors which impaat,ugpychelp

to reduce it. Much of the literature comes from the USA, which makes it difficult to

generalise to parents whose child is entering the UK education system. It also focuses

solely on their worries about their children, and only very few additemeeties they

may have about impending changes in their own lives are addressed (e.g. anxiety about

18



being judged or sharing responsibilities (Dockett et al., 20T1H).e t er ms O conc e |
oworryo6 are bot h r opes@&izeechemodon ofuneasegr he | it er a
nervousness about something (e.g. Giallo et al., 2010) and thus both terms are used

interchangeably within this review.

With regard to concerns about their child during transition, common parental worries
identified for children withand without SEN include whether the child would behave

well and follow directions at school and whether they had the necessary academic skills
(Mcintyre et al., 2007; Wildenger & Mclntyre, 2011). In a British survey, out of 2000
parents of children tran®ning to school, 71% of parents indicated that they were
anxious about their child startingrsol, with 48% claiming to bmore anxious than

their child. Primary concerns reported included whether or not the child would make

friends and settle into autine an whether they might be bullied (PACEY, 2014).

How is it different for parents of children with SEN?

As Goelman (2008) suggests t he very definition of <c¢child
needsd i mplies a r ange hweéds\hiyygreathysd t vy, as th
thereforetheliterature in this area ifficult to generaliseHowever there is some

suggestion that where a child has additional needs, there may be additional concerns

around how a child will cope, not necessarily experiefigeother parent§/Nelcons &

19



Mclintyre, 2015)and thus parents of children with SEN are identified as a group who

may experience more anxiety than other parents (Giallo et al., 2008).

A variety of possible reasons fthrisincreased concern have bedentified. Children

may genuinely lack certain skills considered important for successful transition, thus
rendering them | ess @(SekthaphcClelland, Acbck@& t han t h
Morrison, 2010).Further concerns include the availa@lyibf appopriate support in the

school setting (e.g. staffing, finance) (Hess et al., 2006; Jatmysechanski, Cameron

& Hughes,2008). Parents have reported frustration about schools not putting resources

or policies into place and families having to wait agléime for support to materialise

(Janus et al., 2008). Concerns about siblings already at school having to take on

additional responsibilities or younger siblings being given less attention, as parents need

to spend time and energy supporting theirodéerb | i ng wi t h SENG6s trar

been identified (Dockett et al., 2011).

A lack of communication between preschools and schools is something that parents find
frustrating and something which increases their level of concern. Parents feel that it
often comes down to them &mlvocate for their childvhich sane parents find

overwhelming, anathers find empowerin(Hess et al., 2006 he nature and extent of

the advocacy role that parents of children with SEN need to have can be more complex
and more challenging than the role that other parents may need to have (Ryan & Cole,

2009). The need to ensure that their children are prowitecadequate support comes

20



with challenges for families, such as financial strain and the impact on their working
lives (Breen, 2009)Some note frustration thptofessionals do naiwaysexpect
parents to have either the knowledge or the expertisdglt@nce decisions made about

their child (Dockett et al., 2011; Hess et al., 2006).

Parents of children with SEN may also be generally more anxious about trafisition
previous life experience®ockett et al. (2011) suggest that separation magdre of a
challenge fofamilies, when they have previously faced hard times together. Previous
experiences can also impact upon how parentsumesyther own ability to cope. For
example, fom their sample of 763 mothers of children with and without Staing
school, Giallo et al. (2008) found that where children had experienced early learning,
behavioural or social/lemotional difficulties, parents felt more concerned and less
efficacious in their ability to help their children adjust to starting sgtibah parents

whose children had no reported difficulties.

What might influence parental involvement in transition?

Factors identified which are thought to impact on the level to which parents will engage
with transition processes include poverty, abclass and healtiramilies with ill health

or fewer financial resources wefmind to bdess likely to engage due to difficulties

with attending meetings (Desforges & Abouchaar, 2003). However, from their large

sample of 853 parent§reen Walker, HoovertDempsey and Sandlg2007) found that

21



even when factors such as seemnomic status are controlled for, factors such as

parent motivational beliefs (including sefficacy in supporting their child and beliefs

around their role as paresh were key factors which could both encourage parental

i nvol vement in their childbs transition an
Parental confidence, or safficacy (how competent they feel) is thought to be domain

specific (i.e. must relat® how parents feel they are able to manage this process, rather

than simply how they feel about their parenting in general) (Desforges & Abouchaar,

2003; Giallo et al., 2008). Giallo et al. (2010) suggested that providing parents with the
opportunity to(a) discuss strategies to help children adjust to starting school, (b) find out
how they can get involved in their childre
where they can go for further information and assistance on raising children, and (d)

meet other families and build social networks, resulted in parents reporting higher levels

of seltefficacy around managing the transition (dorrspecific efficacy) after

intervention than parents in a rotiervention control group. This indicates thatquas

can be supported in enhancing their perceptions of how well they can help their child to

manage transition.

Green et al. (2007) also found parent perceptions of interpersonal relationships between

parents and teachers, i neobeemehe dni vhegrf
educationd, (p 541). They recommended tr ai
and thus target the parentso6é constructions

highlights the importance of forming strong relationshapd carefully considering ways

22



to enable parents to feel welcome and encouraged to play an active role in transition,

starting at the planning stage of the process.

Authors have also suggested ways to overcome other barriers to parental engagement,
sud as being flexible about the time and location of meetings (Green et al., 2007)
initiating contact and generally being active and reactive agents, i.e. understanding
where parents are coming from and responding to their own individual barriers and

concers (Desforges & Abouchaar, 2003).

2.1.3. Pupil Involvement with transition planning

Another consideration for planning for transition, is whether or not children should be

involved with the process. The literature provides us with a strong argument for

involving children in decisions around their lives, including legal and moral reasons, as

well as there being benefits for the decision making process and benefits for the children
themselves (discussed below). Article 12 of the United Nations Convention on the

Rghts of the Child (UNCRC) (UNICEF, 1989),
6evolving capacityé of the child (cited in
expressing views has the right to express those views in all matters affeetingnd to

have them given due weight in accordance w

(2001) points out, it is useful to note that this does not mean that children have to
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necessarily be directly involved at the point that a decision is matthai adults find

out what the childrendéds views are and that

Benefits of pupil participation include more informed decision making, as children have

a lot of useful information to offer about themselves (Norwich &K&006). Roller

(1998) identified a mismatch between how a
the risk of adults assuming that a child might view the world in the same way that they

do, thus inhibiting the appwpriatdéferthatihild i ty t o

and highlighting the need for children themselves to contribute.

Additional benefits for the child include increasing their engagement in learning and
community involvement (Kirby & Bryson, 2002), fostering a sense of coote their

learning (Beveridge, 2004) and reducing the power imbalance between staff and student
(Taylor Brown, 2012). However, the majority of the research focuses on children from

the age of Year 6 upwards and does not, therefore help us to addretialgmganfits

for children of preschool age transitioning into school. Perhaps, however, it could be
hypothesised that beginning this process early may provide important messages for
younger children, thus creati m@l9%) 6pat hway
suggests that even from an early age, active involvement of a child supports a sense of

group membership and shared ownership.
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Concerns have been raised around how genui
weight should be placed on childées v i ews . Researchers refer
Lambert, 2010), where cWwarfulyremesented. o i ces ar
(2015)identifies the constraints that systems, such as the education system, have on the
chil dés abi I inhdegisioh makihgethraughplacing liglelemphasis on the

childds contribution.

Naturally, characteristics of the child, s
ability to participate. For example, children with learning or language diffisuttiay

have limited means to express themselves as they may wish or to understand what is

being discussed. As Thoma&¥alker and Webl§1998 point out, both being a child and
having additional needs O0conjoins azfirar act e
as havs ngoiome hear d8i)s dcoxcdrmddd @GSmggest s
capacity to understand the information, to make judgements about the information in the

light of their own values, to intend a certain outcome and to be abberimenicate

their wishes, can limit or support the child in their ability to make decisions. He notes

that there is no acceptable definition or standard of how competent the child should be,

in order to decide what weight their views should be given andémapetence

develops over tim

Parents of children with and without SEN have raised some concerns about allowing

children to consideissuesheymay not fully understand, which may not ensure their
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safety and that participating in decision making matyymnecessary pressure on the

child (Beveridge, 2004). Beveridge calls for the need to identify what active
participation means for children &é6in a way
unique perspectives bbth children and their parents, and teahances rather than

restricts chil ®f.ends participationd (p

Di fferent methods for considering ways to
their understanding and ability to participate were considered to aid design for the

empirical work described in the empirical section of this thesis and are summarised in
Appendix2, p.219220, although suggestions provided for effective representation of

pre-schoolers views are not evaluated in the literature.

Summary and Implications

The literature provides us with a strong argument for giving careful consideration to the
transition process for children with SEN moving into school. Whilst successful
outcomes for transition are difficult to define and measure, the research providés us w
some understanding of the complexity of the transition process and what factors can
influence the successful transition of children from preschool into school. The need for
involvement of parents, children, schools and communities in transition pdaisnin
highlighted and communication and collaboration are identified as key factors for

establishing important longéerm, flexible and meaningful relationships between them.
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Moral and legal expectations for involving parents are discussed and furthetaaghsa

of parental involvement are also identified. Such advantages include parents providing a

rich contribution towards decisiemaking processes and representing the views of/

advocating for their child. Parents feeling more supported to manage thidran

process is also key. If their concerns are addressed, and if they feel more confident in
their own and othersdé abilities to support

themselves, this in turn can influence the experience of the child.

The research also provides us with some important insight into how parents of children
with SEN might experience transition, what they might be concerned about and why,

and issues which need to be addressed. Some such factors are easier to address than
othes and the complex nature of how such factors interact is still far from clear.

However, research indicates that communication and interpersonal relationships between
parents and schools are i mportant. Parents
needs can be supported, information as to what this support will be, and how it can be
accessed and provided. Support for the doildevelop skillgrior to transition, may

also need consideration. Whilst the advocacy role may be perceived by parents in
different ways, parents have expressed a need to be heard as experts on their child and to
play an active role. Parents also need to be supported to feel confident in theitability
support their children through the process. There is some indicatiqratieats can be
supported to feel more confident by allowing them to access more information and
discussing strategies to support their child. Barriers such as the cost of time, energy and

financial strain need to be minimised and practitioners needdddable to the needs
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and concerns of individual familieas each family is uniquad will have their own

individual needs.

The research also provides us with a strong argument for the need to provide the
opportunity for children to participate indin transition planning. It raises our awareness

of the moral, legal and potential psychological benefits (to both the child and the other
participants and the decisionaking process) of child participation. It also highlights

the need to consider pareintews and potential limitations to what the child may or

may not be able to contribute. What this research does not do, is provide us with a clear
understanding of when children are able to contribute and to what extent, or how to
support them talo this as the information that a child will be able to provide about
themselvesWinat ur ally vary depending on the chi
and little evaluative research is available around ways to elicit the views of young
children. Making judgme nt s about what is O6useful é or
child is very difficult to do and raises moral and ethical questions. Thus, perhaps we

must not assume that a very young child is not able to provide some sort of meaningful
contribution todecisions involving themselves and should therefore consider how to

provide this opportunity.

Therefore, ways to involve parents, children and their families, to make the transition
process positive, to reduce individual parental concerns, and to im@aaEntal

confidence and knowledge need to be considered. More specific factors to consider also

28



include ensuring that parents are encouraged to play an active role, are understood and
feel listened to as experts on their children; that how supportevprtvided is
addressed; that ways to involve children are considered and that barriers are minimised.

However, clear processes for how this can be achieved are rarely considered.

Something that may go some way towards addressing many of the factors which
influence a successful transition is Persentred Planning (PCP). Many of the aspects

of PCP link well to the areas highlighted as important aspects to address from the
literature around transition from preschool to school and this is discussed in the
following section. To date, the use of PCP for transition does not yet seem to have been

applied to this population of children.

2.2Person Centred Planning (PCP)

Why PCP?

Using echniques such as PCP has been increasingly part of the national agenda for some
time. In 1989, both the United Nations Convention on the Rights of the Child (UN, 1989)
and the Childrenbés act ( HMS O, 1989) i dent
making decisions about their own lives. PCP was recognised as good practice as part of
the white paper o6Valuing Peopledé6 in 2001
Educational Needs Code Bfactice (DfE & DoH2014, p136) urges us téocus on the

childrenor young pepleas individuas, to enable them and their parents to express their
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views, wishes and feelings and enable them all to be part of the denigkang process,
with an emphasis on collaborative working. It refers directly to the persaneden

approach as a oOuseful t oo lchildremandtherrdamilies ng ge

by:

being easy for children, young people and their parents or carers to understand
highlightingthech | d or young personds strengths
enabling the child anthose that know them best to say what they have done, what they
are interested in and what outcomes they are seeking in the future

tailoring support to the needs of the individual

bringing together relevant professionals to discuss and agree togetbeethié

approach

delivering an outcomefcused and cordinated plan for the child or young person and

their parent.

SENCode of Practice (Df2 DoH, 2014, p.136).

What is PCPand what are the psychological theories on which it is based

PCP was developed in the 1980s in the USA, to support adults with disabilities in
overcoming barriers to inclusion and participatibort. i s defi ned as 06a p
how a person wants to live and then describing what needs to be done t@pehsdh

move towards that lifie Snfull and Sanderson, 20Q%7). Its roots lie in the humanistic
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perspective, in which choice, growth and construdiN@ment are emphasised
(Rogers, 1951), and in positive psychology (Seligman &Csikszentmihalyi, 20830

bears similarities to solutiefocused approaches (De Shazer, 1985).

Humanistic Perspective

Humanistic principles reflect the notion thatmans have vast resources for-self
understandingthat they are motivated by the wish to actualise (grodfulfil their
potential) that they have the capacity to choose what is best for them and that they
should be helped to choose what they want in order to fulfil their potential (Jarvis,
2000).The aim of PCP, which is wupportindividuals by enablingheir participation

and eliciting their personal perspective on what is important to them to facilitate their

full inclusion in society (Murray & Sanderson, 200§'based upon such principles.

Rogers (1979urther explainghat ' resources can be tapped if a definable climate of

facilitative psycholgical attitudes can be providgdd ( Roger s, 1980,

abvaluing processo® whi ch e ncartdptasd séffu man s

esteem from unconditionpbsitive regard from others, through acceptance and focusing

on the person as a whole, rather than a set of psychological processes andTdeficits

p .

is reflected in the core defining principles of PCP, namely equality, empowerment and

collaboration (Satterson, 2000)A facilitator of PCP must embrace such values,

through developing a relationship with the person at the centre, showing unconditional
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positive regard and empathy for them and treating them in a genuinely congruent

(equal), northreatening maner (Merry, 2006).

The three distinctive characteristics of PCP identifiet/laysell and Beadi&rown

(2003)highlight ways in which such values are reflected within the processes involved

in PCP.Firstly, aspirations and capacitiae consideredather than deficiencies and

needs, with the emphasis on givihg focus person a voice aatlendingto what

matters most to them, thus enabling their participation and eliciting their personal

perspective on what is important to them. The person is actiwadlved: he aim is to

listen to the focus person (child/family) andetenid professionals imposing their own

goals or views on a person. The process is run by a facilitator, who aims to keep the
conversation focussed on the core values and goals ofdlvidual. If the person is

supported to form an intention or clear goal, through a conversation organised to support
them to do so, this is thought to increase meaning in their lives and allow them to take
action fl owing f r onearpomta&iKahn,201@).AndividualsaleO6 Br i e
encouraged to O60consider the most promising
will move things forward a step and what ¢

(p.17), in order to move towards their inteddgoals.

Secondy, PCPattempts to mobilisa 6 ci rcl e of s upp ofriends, I nvi
and family who are most invested in supporting the individndl most knowledgeable

about the personodéshustehes( betcaimidmeifoahg ahd
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eng gy and knowl Edndgesson 2000t phi)e This allbws \vied ones to
take control of the support r e q)andfaenily, rat h

members are treated as partners.

Finally, PCPattempts to emphasise what a person will require to reach their goals, rather
than limiting discussions around what a service can manage. If such goals can be
reached, the person should be more able to engage with a life of participation and
contribution.Sanderson (2000) explains that the aim is to devise a plan for the person,
based on their own aspirations, capacities and capabilities and the supports they require.
Therefore the process works backwards from the person's goals to forming a plan for
how © reach them. This letes well to thdhumanist perspective that humans are

motivated by the wish to actualise (grow dulfil their potential),that they have the

capacity to choose what is best for them and that this can supporteckipyaamce and
focusing on the person as a whole, rather than a set of psychological processes and

deficits

Positive psychologsind solutiorfocused approaches

Positive psychology aims to promote the factors that allow individuals and cati@sun
to thrive(Sheldon& Lyubomirsky, 2004, with a focus on welbeingand personal
strengthsit highlights that enabling individuals to have a positive outlookbeawvery

powerful in leadingo positive outcomes (Seligman, 199RCP aims to focusn the
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c h i btréngyths adhabilitiesand to buildupon thee strengths, thus promoting the
factors which should allow the child to thrive. The goaéntated process, in which
aspirations are considered and ways to support the child reach these aspirations aim to

create a positir outlook.

Well-being encompasses both the experiencesitige emotions anthe creation of
meaning and purpose life (Keyes & Annas, 2008). The creation of meaning and
purposes previously discugxl as something that PCP aims to do, through empthie
person tdorm an intention or clear godab(increase meaning in their lives)jowing
them to take action flowing from that intentiandemphasisingvhat a person will
require to reach their goaEnsuring that the child is understoodan hoistic senses
also underpinned by the need to consider the-bestig of the child, again helping
participants to understand what is important for helping the child to thrive in every

aspect of their lives

Similarly, solutionfocused approaches emphasise resources people possess, rather

than focusing on deficits, build upon strengths and consider how these can be applied to
the change process. The approach suggests that language and social interactions are the
primary tools for changing thinking amehaviour (De Shazer, 1985). The PCP process

is a tool for promoting social interaction, with an emphasis on collaborative conversation

(Sanderson, 2000)
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The solutionfocused approach is based on three general principles: that conversations
centre aroundlients' concerns, that they focus onammstructing new meanings around
such concerns and that clients are supported-tmostruct a vision of a preferred

future, drawing on past successes and strengths to resolve(lBgpser, McCollum,

DeJong, Koman, Gingerich, & Franklin, 2012Again, this relags well to the key

principles identified by Mansell and Beaddeown (2003), in particular the emphasis on
co-constructing a preferred future (identifying aspirations) and drawing on strengths and
resouces to reach these goals, rather than focusing on what a system can provide, or on

a child's deficits.

PCP Tools

I n order t oc emtarbd k& télpiemrksiomgdé, various fram
been introduced over several years. Each of thebaitpes is based on similar

principles (as described above), but differs in the ways in which the information is

gathered, how others are engaged in the process and how decisions are made (See
Appendix3, p.221for a summaryThey can also differ in theemphasis on the detail of

day to day life or on long term planning (Sanderson, 2000). Many of them use a graphic,

for making information visually accessible to all involved. This might include a large

poster which records information in written or picéfiorm and photographs (Hayes,

2004). However, as Tayldrown (2012) points out, the definition of perscentred

Oi ncorporates both philosophy and tool so6 (
centredness that is key to the success of PCP, thdresimply using the tools

themselves.
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Evaluation of PCP

Research has highlighted that given the complex and dynamic range of PCP techniques
and processes and the individeadl nature of the meetings and potential outcomes,

finding a way to evaluateCP is not easy. Authors have also noted the challenge
presented by demarcating processes from outcomes. Indeed, when researchers refer to a
Ophil os op kgnfredress (epyeSarslerson, 2000; Tagtown, 2012),

defining the nature of this pressritirther challenge.

Some have attempted to find more standadjior quantified outcome measures. For

example, HolburnJacobson, Vietze, Schwartzand Seréea 0 0 0) created a 0
i ndex6 and an o6éout cdplR), usingad mmxgéf métlrodsesucAp pend i
as descriptions of the procedures and goal
experiences of the process and parts of other published instruments not specifically
designed for PCP. They attempgtsasdntto adp @®mud
described by O6Brien (1987). Holburn (2002
el ement sdé6 of POQR2)(.Selktovwvepypwemditxhelse obel emen
created through research on a population of males, around thefagg,afith learning

difficulties, living in residential homes and thus their applicability to populations of

children within a school context is very limited. One more recent study adapted

Hol burnés (2002) o6fi ve es slemareiredelanttoihe c o me s 6
school context (Corrigan, 2014). However, whilst such indexes may serve as a useful

prompt for ensuring that certain factors are considered, their use has been heavily

criticised (e. g. OO6Brien, 2002)al (2002)eccepe asons f o
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themselves: that in order to create specificity, focusing solely on these elements means
that there is little room for flexibility, or for capturing aspects not included in the scales,

such as 6émindful engagementd (p.258).

Thereforejn order to capture a richer, more flexible picture, qualitative methods have
primarily been employed as the methodology for evaluating PCP. In order to gain a
deeper understanding of existing research which evaluates the use of PCP approaches, a

systemdt review, with a primary focus on qualitative methods, follows.

2.2.1.Method for review of PCP literature

Several databases were searched, including Psycharticles, Psychinfo, ERIC (Proquest)

and the University database, ExkphbredbéSwar
carried out using both the English spelling (persentred) and the American speg
(personcentered). The initial search generated an abundance of articles which used the
term épeenrtsroenrdd oxeeverdOépepsoach?®*@entfedr r ef
research methods, or persoentred philosophies within different contexdsch as
medicine, or environmental science. Search
centred/ centered planningé and Operson ce
centered + children, person centred/ centered + young people, sted&ed/centered

planningand famihc ent r ed/ centered planning6. Despi

it was assumed that tools based on persmired techniques would refer to this within
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the abstract and thus a search including article abstracts, whigtiedcht least the

terms stated above would have captured the majority of relevant articles. Given that the
PATH approach specifically is used in the context in which the empirical work

undertaken in this thesis took place, search terms including the@wdtdsa n ni n g
Alternative Tomorrows6 were also carried
results. Electronic searches were also supplemented by ancestral searches (searching the
references of included studies for any other relevant articles (Polit K, Bét4)). Two

articles were found through this method.

An initial search revealed that the research primarily focuses on how those who have
experienced PCP view the process in order to evaludteist.contributed towards the
development of the revieguestion: Whatre the perceptions and experiences of those
involved in persorcentred planning8ome of the research focused on the use of PCP
within social care systems, supporting young people in planning for their adyltrood
within wider educationasystems (e.g. Morgan, 201@)his included very different
populatiors, within a different context,equiring a focus on different outcomes and
procedures andiasthusless relevant for the populatidn. order to ensure it was

possible to cover the reseh most relevant to this population in sufficient detaik t

led to thefurther refinement of treview question: Whaire the perceptions and
experiences of those involved in perszantred planningor young people within the
school systern Titles and article abstracts were scanned for relevance to this question,
e.g. to ensure that they includih@ perceptions and experiences of people who had

participated irpersoncentred planning techniques (410 articles). Those not relevant

38



duplicaed were excluded (37&ticles). The remaining full tex{81) were then were

then checked for their relevance for this review and their applicability to an appropriate
population, using the ingsion criteria in Table.1Nine articles or books were fadin

which did not meet the criteria for the systematic review, althtlugywere relevant for
adding richness to a general understanding of the nature and application of PCP and
issues surrounding how it is evaluated. Information from these is includeel in t
precding discussion around PCP (p-3@). Figure 1 (B89) summarises the process of

the selection of articles for review.

Table 1: Criteria for inclusion of articles in the review

T Articles reflected use of PCP tools or t
future and/or during a time ¢fansition of some nature.

1 Initial criteria included use of persarentred planning for a young person/ young people witl
a range of settings. Due to much of the research focusing on planning for older people pr
for their transition to adult liférom either an educational or a community setting, this was Ig
refined to focusing on planning for a young person below the age of 15, within educationg
settings. This was due to the applicability of such research to the current context of this s

I Main aim of article was to evaluate impact of PCP. (Articles which focused solely on a

discussion about what PCP is or how it should be applied and did not include evaluative

about its use were excluded. Articles in which the aim was to evaluaté as®mbination of

PCP and other approaches (e.g. positive behaviour support) were also excluded, as the i

the PCHtself was considered unclear).

Articles included gathering of qualitative data.

91 Articles were written after the year 1997. Eartigan this were considered less relevant due
the changing nature of the use of PCP, the education system and societal changes.

91 Articles were written in English.

=
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Figure 1: Flowchart summasing the process for article selection

Electronic and ancestral
searches410 articles. Titles
scanned for relevance and
abstracts if necessary

ey | 379 excludedNot
relevant
31 articles remaining
ﬂ e | 5 removed as
duplicates
26 remaining. Full texts
reviewed using
9 articles/ books kept for inclusion criteria
general discussion on PCP 19 articles excluded as
principles, issues with did not meet inclusion
) )

evaluation methods etc. criteria

7 articles reviewed

Once selected, the quality and relevance of the seven articles reviewed were appraised
using Goughdés (2007) Wei ghrheamnivas Bovto d e nc e
exclude any study, as often useful and usable information is available even in studies
which can have a weak rating (Pawson, 20B6) to better understand the value of each
article in terms of its quality and relevance to the reviémwovervew of the criteria

developed and the rating proceskoiwed is included in Appendix §.223228) and a
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summary of the sires assigned is includedTiable 2. All studies received either a high

or medium WOoE rating.

Table 2: Critical Appraisal foQuality of Evidence using Weight of Evidence
Framework (Gough, 2007)

WoE A: Quality | WoE B: WoE C: WoE D:
of Methodology | Relevance of Relevance of | Overall
Methodology Evidence to Weight of
the Review Evidence
Question
Bristow High (2.5) High (2.5) High (2.5) High (2.5)
(2013)
Childre & Medium (1.9 Medium (1.9 Medium (2.3) | Medium (2
Chambers
(2005)
Corrigan High (2.5) High (2.5) High (2.5) High (2.5)
(2014)
Hayes (2004) Medium (1.9 Medium (2 Medium (2 Medium (2
Partington Medium (2) Medium (2) Medium (2 Medium (2
(2016)
Taylor- Medium (2) Medium (2) Medium (18) | Medium (3
Brown
(2012)
White & Rae | Medium (22) High (2.5) Medium (2 Medium
(2016) (2.4)

Low: 1.4 or less, Medium: 1-8.4, High: 2.5 or above

An overview of all of the studiegviewed is provided on #2) and a table to

summarise each study is included ofp5 (Table 3) The findings of each study were
analysed and themes and subthemes identified and described by the authors of each
study were extracted and synthesised fthenresults sections. Appendix 62p0-230)

provides examples to highlight how this was done. The themes and subthemes were then
represented in a thematic map, using detailed descriptions of the themes/subthemes by

the authors to ensure their accunaeresentation (Appendix 7,281-234). Themes are
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summarised by study in a table (Appendip 235 and smilar themesacross studies

were identified The articles were read thoroughly several times to ensure that contextual
information was considered éihat themes identified as similar across studies did refer
to similar concepts. Findings are discussed as a narrative syniftesisas Harden and

Newman,2012).

2.2.2.Findings from the Review of the Literature

2.2.2.1.0verview of studies reviewed

Studies have focused upon both what participants in PCP processes thought or valued
about the meeting itself and upon how participants felt the meeting had been
experienced by ampacted upon the child or young perg@YP) (Childre &

Chambers, 2005; Btisw, 2013; Corrigan, 2014; White & Rae, 2016). These two areas
are considered below. In order to gather perceptions around how the meetings were
experienced by or impacted upon the young person, researchers have sought the views
of those that know the CYWell, and some have included the views of @héP

themselves (Hayes, 2004; TayBrown, 2012). This has generally involved pupils over

the age of ten.

All used semstructured interviews, except for Hayes (2004), who used questionnaires
for data ollection. Open questionwere usedo enable participants to speak freely and
sometimewisual promptsvere includedo aid discussion (e.g. Bristow, 2013; White &

Rae, 2016). Some have attempted to include specific questions (e.g. Corrigan, 2014) to
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focus onpotential outcomes identified within the theoretical literature and previous

evaluative studies (e.g. questions which focus on whether or not parents felt listened to).

Few researchers have also supplemented their qualitative design with measuresisuch as
Locus of Control scale (Nowicki & Strickland, 1973) and rating scales that the authors
created for measuring feelings of positivity towards the school, in an attempt to directly

measure these constructs within the young person (e.g. White & Rae, 2016).

One study compared perceptions about PCP meetings with perceptions about more
traditional meetings and also compared par

the PCP meeting (Childre & Chambers, 2005)

Very few studies have attempted to measurgdommerm outcomes of PCP. One study
attempted to look more longitudinally at whether or not children met the targets set up
for them in a PCP meeting at a later review meeting (Corrigan, 2014). However, the
majority of research looks to measure the imp&d&CP soon after it has taken place.
Table 3 (p44-46) summarises the studies reviewed and which methods were used in

which context.
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Table 3: Summary of Studies Reviewed

9-15 reintegrating
back into school from
alternative provision
following exclusion
in the UK. Used a
PATH meeting
format.

Author Participants/ Method Findings
situation
Bristow (2013) 6 young people, age( Semtstructured interviews with Improved relationships between

young people, parents, head
teachers and EPs after meeting a
at 36 month followup.

pupils and parents and pupils and
schools. CYP felt more motivated
to reach their goals. Parents felt
listened to and equal partners. ER
felt there had been a shift in
perception, more reflection and th
parents and CYP had more of a
voice and felt empowered. More
inclusive, childfocused and
solution orientated than traditiona
meetings. Emotions throughd
meeting and effect of graphic, skil
of facilitators and props discussed

Childre & Chambers
(2005)

6 families either
attending,
transitioning into or
out of middle school
(grades 683) in the
USA, taking part in
studericentred
Individual Education
Plan (IEP) planning
meetings. (N=1
mother and father,-4
mother only and 1
grandmother only)

Semistructured interview both
before and after IEP planning
meetings. Focus on perceptions g
otraditional & |
0 st ucdeemttr e dd me €

Familiesreported more satisfactiof
with the process, more
collaboration with all involved,
better structure and covering of
topics, new perspectives, more
purposeful dialogue and broader
consideration of family and studer
input than a more tradition type of
meetig.

Corrigan (2014)

6 children aged-35

(1 female, 5 male)

Action research involving parents

school staff, EP and other agency

Meetings were: chilgtentred,
positive, enabled a better
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reintegrating back
into school in the UK
following exclusion
using Essential Life
Planning Framework

staff (N=43) after a prsoncented
review meeting and at a follewp
review meeting €9 weeks later.
Focus on outcomes for CYP, usin
Target Monitoring Evaluation
(TME) (progress towards
individual targets), opeended
selfreport questionnaires and
rati ng r es pseentmle
out comes?o.

understanding of needs,
collaborative, and increased choig
and participation for CYP. All CYR
met targets followup. What was
valued for implementing targets:
EP as champion farhild,

facilitator skills, visual, positive
school ethos, good communicatio
after the meeting, strong
relationships. However, meeting
considered too long and too many
guestions.

Hayes (2004)

Single case study
girl in Y6 with
learning difficulties,
transitioning from
mainstream primary
school to mainstrean
secondary school in
the UK. Visual
annual review based
on MAPs.

Child interviewed using visual aids
Parents and other adult participan
given guestionnaires.

Adults felt that the meeting was
moreaccessible to and fun for the
child, as well as being more
relevant for her, useful for plannin
the next steps for transition. The
child reported feeling listened to.

Partington (2016)

3 young people in Y6
transitioning to
secondary school in
the UK using MAPs
format.

Semistructured interviews with
young people, using visual suppo
methods in the term following thei
transition to secondary school
(reflecting on the meeting that too
place prior to transition).

CYP reflected on the emotional
impact and social implications of
transition. Felt that the meeting hé
helped them to feel more orgasd
and gather information, that other
could get to know them and feel
supported. CYP feltdth anxious
and positive about the meeting.

Taylor-Brown (2012)

3 boysin Year 9 of a
special school for

children with social

Semtistructured interviews with
young people.

Meetings were experienced
positively by CYP. Although the
boys had some difficulties in
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emotional and
behavioural
difficulties in the UK,
following person
centred annual revie
meetings, based on
MAP and PATH
formats

articulating what they wanted to
say, they felt that the meetings
reduced power imbalances and
considered them in an Igtic way.

White & Rae (2016)

Personrcented
annual reviews for 16
young people
described as

6vul ner abl
SENO i n Y¢
in the UK.

Semistructured interviews with
parents and young people.
Measures of you
of control, feeliys of positivity
around the school and motivation
using rating scales.

Emotional process, important role
of facilitator, orgarsation of
meeting important, good level of
information shared, process was
collaborative, outcomes were
constructive and CYP me
engaged and had the chance to
share their views. No change for
LOC or feelings of positivity for
CYP.
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2.2.2.2 Whatwere the perceptions and experiences of participants of the PCP

meetings themselves?

All seven articleseported that the majority of participants had reflected on the PCP
processes as a positive experience. A small number of negative aspects were mentioned,
such as the meetings being time consuming (Bristow, 2013; White & Rae, 2016) and not
always being ashild-friendly as they might have been (TayBrown, 2012). Please

see Appendix 7 (831-2234 for a summary of the themes from the findings of the

studies and Appendix 8 (p.23%or indication of themes present in each specific study.

The process isollaborative

The literature reflects a widespread perception that PCP meetings are both collaborative
and inclusive. This was reflected in every study, by the majority of participants. In their
comparison of PCP meetings with more traditional IEP planmeetings, Childre and
Chambers (2005) identified parental perceptions that during traditional meetings, parents
were required to passively listen to staff, answer questions and to agree with the plan,
with very little collaboration or problem solving. Rats reported that they shared only a
very small amount of the information they could have done about their children. Some
felt that schools were dismissive of suggestions they had made and failed to understand
family perspectives. In comparison, PCP megtiare perceived throughout the

literature as enabling parents and children to increase active participation. Parents and
young people feel listened to and valued (Corrigan, 2014; White & Rae, 2016) the

powerdynamic between professionals and familieeduced and families feel more an
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equal part of a team than they had anticipated (Bristow, 2013; Corrigan, 2014; White &
Rae, 2016). One parent not ed-gooteastorlopkede o di d
downonlkedad parent 6 {6R Profassiomals, parénts Aril yourm .
people value hearing and | earning from oth

shared understanding (White & Rae, 2016).

The process is godarientated and positive

As PCP methods usually require some consideratio f t he young person
participants have perceived that this enables families to consider something they may

not have thought about before and provides the opportunity for more purposeful,
solutionfocused dialogue. When future goals have beemtiftkd, participants are able

to identify steps to support the CYP to meet them (Bristow, 2013; Childre & Chambers,
2005) . Participants have also noted the in
empowering CYP and allowing people to build a plan dasethese (Corrigan, 2014).

The positive nature of the meeting was often noted by participants as contributing to a
productive discussion and to positive emotional responses to the process (Bristow, 2013;
White & Rae, 2016) . Aenthasewho pighthbvebeerpant quo

negative were drawn into the positive natu

A full and holistic picture is formed

Whilst the PCP approaches in the studies reviewed have varied in their aims (planning

for transition/reintegration/ target setting in school) and thus how much they have

48



focused on gaining a picture of the CYP, many have highlighted value in considering the

child as a whole and have also noted the amount of information that is shared at such
meetings. Wht e and Rae (2016) note that parents
transparent information that was shared in written form and the comprehensive action
plan that was developed as a resultdé (p. 46
participants haveoted a key difference in PCP being that families are asked about

influences outside the setting and within the home (Bristow, 2013; Childre & Chambers,

2005; Corrigan, 2014; Tayldrown, 2012). This is valued as being useful (Bristow,

2013) and informate (White & Rae, 2016) and for making CYP feel important

(Taylor-Brown, 2012) and enabling staff to support the wider needs of the CYP

(Corrigan, 2014).

However, Corrigan (2014) notes that school staff in one school had reported that they
didnotfeeltat t hey had enough opportunity to go

the childdés difficulties and they suggeste

The meeting is an emotional process

Several authors reflected on participants feelieyous or daunted before the meeting
(Bristow, 2013; TayloBrown, 2012; White & Rae, 2016) and some have reflected on
this being due to a lack of preparation and/ or a lack of clear expectation of what to
expect (Bristow, 2013; White & Rae, 2016). Othexgorted feeling drained afterwards

(Bristow, 2013). However, the majority of these participants reported feeling reassured
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after the meeting, and feeling comfortable and enjoying the relaxed and informal
atmosphere within the meeting (Bristow, 2013; QGyam, 2014; Hayes, 2004; White &

Rae, 2016). Bristow (2013) specifically discussed the use of props and some of the more
unusual aspects of the PATH meeting (such as projecting forward in time) and noted
that whilst participants could see that they conveyrednportant message, some of the
props and unusual aspects caused a level of discomfort and embarrassment. However,

other participants in the study felt they added to a fun and relaxed atmosphere.

Childre and Chambers (2005) suggested that whilst saretheir study reflected on

generally feeling reassured after persentred IEP planning meetings, they did not feel

that all of their fears about their child had been eliminated. Parents suggested that this
was due to an element of the unknown ashatwvould happen to their child. However,

they felt that the PCP process had at least better prepared them for what was to come and
that the whole planning process had felt generally easier. The authors suggest that this
related to the purposeful focus future goals, with clear and focused planning of steps

towards them.

The child is at the centre

All of the studies reviewed found the child being at the centre of the meeting as a theme.
Participants felt that this was due to the child being presene;1@2904) and other

factors such as the structure, the ethos and the accessibility of the meeting (discussed in
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the next section) (Bristow, 2013; Corrigan, 2014; White & Rae, 2016). Young people

themsel ves even commented @moét HeBrmedtoiwng 2K

The meeting is easy to follow

All of the studies highlighted the visual as important and unique to a PCP meeting. This

has been identified as important for enabling participants to follow and to understand the
meeting and providing @ear structure (e.g. Bristow, 2013). As one young person
highlighted, ¢6éit was the way it was -writ o
Brown, 2A.2, p58). Other aspects thought to make the meeting more accessible to
participants was the redimh of jargon (Childre & Chambers, 2005) and clear, open and
honest dialogue (White & Rae, 2016). However, young people and parents in White and
Raebs (2016) st ud ydidsa awpys sntderstandtevesy partoftthe CY P
meeting. TayloiBrown (20QL2) also raises concern that although the CYP in her study

did not report not being able to take part in all of the meeting, she noted some issues

with their ability to articulate fully what they wished to during the research procedure.

There was thereforg question about whether they would have been able to participate

as fully as perceived.

Facilitator skills are important

Facilitators are generally regarded within the studies as highly skilled and integral to the
success of the meetings. Particulardjyued is their ability to be reassuring, ron

judgmental, sensitive to othersodé feelings
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White & Rae, 2016) and to be able to empower people to be heard (Corrigan, 2014).

Studies in which the facilitator wastalready well known to the family or school, such

as an EP, noted that a oOneutral o facilitat
challenging ones) and to support reframing of perceptions until a shared understanding

was reache@White & Rae, 2016).

2.2.2.3.What were participant perceptions around the experiences of children and
young people of the meeting and the impact of the meeting on the children and young

people?

Research has focused on how young people experienced the meetings themsklves, bot
from the perspectives of the young people themselves and from parents and
professionals. Some have also attempted to look more longitudinally at outcomes for

young people.

Views of the CYP themselves

When asked their views, CYP themselves (from tleeadd 1 years) noted that they felt
important (White & Rae, 2016), understood and reassured by others listening to them.
Being present at their meeting helped them to learn about the school andeottyeini

own thoughts about transition (Partington, 20Mear 9 boys in a special school for
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children with BESD (behavioural, emotional and social difficulties) felt that it gave them
an opportunity to tell people new thingsout themselve$y learn about themselves and

to hear positive things, allowing them to feel increased pride and confidence {Taylor
Brown, 2012). The level to which these CYP actively participated in the meeting is

varied and not always clear in the studies.

How did dhers perceive that the CYP experienced the meetings?

Young people were present at their PCP meetings in each of the studies reviewed. The
presence of the CYP has generally been viewed as positive throughout the literature,
with advantages for the CYP idédied by adults, such as the CYP feeling listened to
(Corrigan, 2014; White & Rae, 2016), having more choice in what happens to them and

enjoying the process (Corrigan, 2014).

Childre and Chambers (2005) reported that although only two out of sixio€Cttie
actively participateddé during their meet.
advantages to the CYP simply being present
participationd is not entirely clear, the
the meeting or enabled others to represent their views by sharing them with someone
beforehand who spoke on their behalf, they perceived that the CYP would feel more
motivated to work towards their goals if they felt they had contributed towards greatin

them.
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Some concerns have also been expressed about CYP being present in their meetings.
Some adults were concerned that the CYP might have felt daunted and not necessarily
have understood all of the meeting (White & Rae, 2016), or been able to fidiyae

what they may have wished to (TayBrown, 2012). Childre and Chambers (2005)

found that when parents were interviewed prior to their pecsotred IEP planning

meeting, they were able to see some advantages for older children, but feltithat the
Year 6 children may be too young and that adults should be there to oversee things and

ensure that what was put in place reflected what was best for the child.

Longer term outcomes for the CYP

Very few studies have directly measured outcomes for ¥ fGllowing PCP. White

and Rae (2016) failed to find any changes
feelings of positivity towards their new school using a LOC scale (Nowicki &

Strickland, 1973) and rating techniques, before and after their peesivad review

meetings. They suggested that a-boear long meeting was not long enough to elicit
significant change in such constructs which have built up over long periods of time.
However, parents and CYP in their study did reflect confidence that tbenoes

identified during the meeting would come about. Bristow (2013) also identified that

CYP felt clearer about their goals and future direction up to six weeks after their PATH
meeting than they had felt before their meetings. Whilst this has rarelyliveethy

measured, future change is therefore implied.
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Corrigan (2014) found positive implications up to six months after PCP. All of the
individual targets that were set for CYP during PCP meetings planning for reintegration
back into school after exdion, were considered met either at or above the expected

level when rated during followp review meetings. Stakeholders reported that the CYP

had better attendance, emotional understanding, social interaction and academic progress
following the meetingsalthough establishing causal links between the meetings and the
outcomes is difficult. Corrigan (2014) suggests that established school systems and the
school ethos, available time and capacity to support the CYP (school and parents),
communication and sgngth of relationships within the systems can all have an

influence on how well outcomes from a PCP meeting might be put into place and

followed through.

2.2.3Limitations of the PCP studies reviewed

Research has primarily been conducted thragghistructured interviews, usually by

EPs who may have been perceived to be closely linked to the meeting facilitators, which
has potential limitations, such as participants being afraid to reveal their true feelings or
perceiving potential imbalances mdwer. In one study, the researchers were also the
people who carried out the meetings themselves (Childre & Chambers, 2005), and in
others, the same facilitator carried out each PCP meeting (e.g. White & Rae, 2016). This

is reflected in the WoE (A) ratisg(Table 2, pll).
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As Corrigan (2014) points out, there is al
what they may be expected to say may have been set up through attendance at the
meeting. For exampl e, hear iypotentéllyhaves meet i n
influenced a child or young-cgneedress.Childr€Y P) 6 s
and Chambers (2005) also interviewed participants prior to the PCP meetings they
carried out, which may have expectationsgriocte d par

their attending the meetings.

Addi tional ' i mitations also relate to the
attempts were made to facilitate this, such as the use of simple language, rapport

building and visual prompts, as TayBrown (2012) points out, difficulties with

articulation were sometimes evident and this may have influenced full disclosure of the

CYPOs feelings about the meetings during r

Analysis in each study has also been carried out by researchers who are likely to have
an awareness of thiedoretical basis of PCP, which may have both helped and biased
analysis. For the majority of studies, steps were, however, taken to ensure the
trustworthiness of the data analysis. For example, the systematic creation and
presentation of codes, use of dretparty to validate code generation, evidence and
guotations from the transcripts to support these codes and provide rationale for

interpretation of the dat a. For those give
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criteria, personal and epistemgical perspectives were reflected upon and references

made to related research.

Studies which have attempted to evaluate impact of the PCP meetings over time (e.g.
Corrigan) are limited in terms of their trustworthiness. As Holburn (2002) points out,
oneof the challenges to evaluating outcomes of PCP is that what happens after the
meeting may have a significant effect. In other words, that the quality of how well things

are put into place as a result of what was suggested during a PCP meeting, attlgast p

determines the success of what may be defi

6outcomed being dependent on the meeting

level of success in putting plans into place after the meeting may influencééow t

meeting is viewed retrospectively.

2.2.4 Summary and Implications for future research

Initial findings indicate that there are many potential benefits for using PCP as a way of
i nvolving parents and their iwdnihevhiedn i n
nature of the different techniques, contexts in which PCP has been applied,
methodological limitations and individusdid nature of the process/ anticipated

outcomes, that many consistencies have been identified across several different PCP

techniques is impressive.
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The research highlights aspects of PCP meetings for older children that were valued,
provides insight into how parents and CYP experienced them and highlights factors
which have influenced their success. Key areas includg@rtoess providing a full and
holistic picture of the childas well as ibeing collaborative, positive, geatientated

and easy to follow, with the child at the centre of it. Parents reflected on their emotional
experiences and felt reassured aftemtigeting. This gives a strong rationale for the use
of Person Centred Planning and some insight into what it is about the process that

works.

When comparisons are made between the |ite
preschool into school and thetpntial benefits of the use of PCP for older children, it is
surprising that the use of PCP has not yet been explored for children transitioning from
preschool to school. Many aspects identified within the literature for what families

require for a succeful transition to school relate closely to the benefits identified from

the use of PCP. This highlights a strong argument for the exploration of the use of PCP

for preschool children moving into school for the first time. Table 3%shows a

summary othe comparison.
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Table 4: Comparison of factors identified as important for transition and what PCP is
thought to offer (from theoretical literature and evaluation of use of PCP with older
children)

Factors identified as important for a Factors identified as features of PCP
good transitionfrom current review of | from current review of PCP
transition literature

Good communication and collaboration| Process is collaborative
between all involved

Parents are encouraged to be involved | Active parent participation is encourage
Parents feel invited to take an active rol Meeting is accessible

Parents feel listened to and seen as Parents feel listened to and their views
experts on their child are taken seriously

Parents feel confident in their ability to | Parents feel reassured
manage transition

Parents do not feel overwhelmed by thg Process is positive and geaientated
need to advocate for the child

Child is supported to develop skills as | Schools gain a clear picture of the chilg
much as possiblgrior to transition and make a plaas to how to support
them

Issues around support for the child are
addressed Child is encouraged to participate and i
kept at the centre

Child is given the opportunity to

participate
Chil dés views are
weight

Barriers such as time, finance and
inflexibility are minimised

Research indicates that the transition process is complex and that deciphering more

longitudinal outcomes for young peoplehich would be attributable to the PCRpess
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rather than other factors is difficult to do. However, as the literature indicates, if the PCP
process could enable changes such as reducing parental concern, or building meaningful

and positive relationships between parents and schools, this hadda positive

i mpact on the childds transition. As OO6Bri

should perhaps be seen not as the O0causeb

purposeful change wil/l h a p p dom 6f the impact of, t h i
PCP soon after the event provides useful insight into both its immediate gedtkEnm

potential.

In addition, whilst the views of parents, staff and other key stakeholders have been
explored with regard to how they found the REZ8cess, the research primarily focuses

on how the meeting impacted on the young people. Research has scarcely focused in
depth on how PCP impacts upon parents or staff directly and what influences this, which
IS surprising given that staff and parentskag stakeholders in the transition process

and have an influence on its success. For example, it does not provide us with a clear
picture of what parental concerns were and how these were addressed. This is an area for
development, given that both of tlegsarties are key to the transition process,

particularly given the evidence from the literature on transition about the importance of

parental involvement in transition for psehoolers into school.

Researchers have also looked into the potential benefits of children or young people over

the age of ten being present at their meetings. These include young people feeling
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important, more confident and more motivated and being able to contribute important
information about their goals and what is important to them. When this is considered
alongside the literature around pupil participation, this provides further argument for the
need to involve CYP in planning for their futures. However, research hatoocnked

on children over the age of ten and participation of younger children has not yet been
explored. It does not provide us with a clear understanding of how the process may be
used for younger children, how younger children may be able to contritite ashat

extent, or what the benefits may be of involving them.
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3. Empirical Paper

3.1.Introduction

Transition from preschool i nto school I s
(Eckert et al.2008; Eamry et al., 2001)Thetransitionprocessas an influence on

childr e raéademic achievement (Entwisle & Alexander, 1998; Gutenah 2003),

peer relationships argthool attendance (Ladd & Price 1987). Previous research

around transition to school indicates that this is a complex proceBsa witle range

of child, school and environmental factors having an influence on its success (Boethel,
2004; Giallo et al., 2008; Graham &ilHH2003; LaParo & Pianta, 200&®imm-

Kaufman & Pianta, 2000).

One of the most salient factors described as itapbfor positive outcomes in

transition is family involvement (Dockett et al., 20 Rimm-Kaufman & Pianta,

1999) and family involvement is also mentioned in the Code of Practice for working

with children with special educational needs (SEN) (RfBoH, 2014), making it

part of t he gov e rPammsratldeso poovde melnable agenda.
information about their child in order to plan appropriately for themaahes

advocates for ther{Beveridge, 2004)They alsdoenefitfrom learning from others

how best to support their chil@Griebel & Niesel, 2002 Positive parent beliefs,
attitudes and feelings about school have been found to impact positively on a

successful transition (Dockett & Perry, 1999/hereagparental anxigy in managing
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the transition period has been associated with poorer academic and social adjustment
outcomes for children, and greater resistance to go to school (Giallo et al., 2008).
Although it is sparse, researtidicates that transition can bevarrying time for all

parents, but in particular, those with children who repecial educational needs
(SEN)(Wildeneger & Mclintyre 2011) Additional concerns for parents of children

with SEN include concerns about how support will be providaedthattheir child

will not have the necessary skills for schatdrfus e#l., 2008;Sektnan et al., 2010)

Their anxiety is often raised by preu®experiences they magve encounterear by

the financial and time demands that advocating for their childiegd{Breen, 2009;
Dockett et al., 2001; Giallo et al., 2008herefore parental concerns for this

population of childremeedto be addressed

Models for successful transition indicate thansitionto school for children with
SENshouldinvolve families and professionals working together (Dockett et al.,;2011
Rimm-Kaufman & Pianta, 20Q0Central to this is the eordination of support and
providing opportunities for building meaningfiilexible and responsive relationships
which formthe basis for ongoing interactions among children, families, and schools
(Dockett & Perry, 2007; RimaKaufman & Pianta, 20Q0Velchons & Mcintyre

2017). Parents themselves have also highlighted this as imp{@aiitre &

Chambers, 2005; Dockett et &011; Hess et al., 2008}areful planning is therefore
crucial In practice, evidence indicates that parents in the UK do not always feel as
though they are given opportunity to play

(Childre& Chambers, 2005; EhLamb Enquiry, 2009). &me feel that the experience
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is challenging and negatiaand that communication is po@ockett et al., 2011; Hess

et al., 2006).

One possible method for involving families in planning for transition may be through
the use of Perso@entedPlanning (PCP). PCP is specifically mentioned withe th
Code of Practice for SEN (DfE & DoB014) as being something which schools

should be adating as a useful way to genuinely involve pupils and their families more
closely in planning fortteir futures. PCP uses variashniques, which hathree
common characteristics. Firstly,aims to consider aspirations and capacities rather
than deficencies and need§hrough enabling theocus persoifor family) to voice

their aspirations, the focus remainsvaimat mattes most to themSecondlyit
attemptsengage thoseho are most invested in supporting the individarad finally,

it attempts tdocus onthe support a person will require to reach their goals, rétther

onwhat the service can manage (Mansell & Bed&ti@wn, 2003).

One such PCP technique is known as PATH (Planniteyddtive Tomorrows with
Hope),originally developed by Pearph, O6 Br i e n  @998), tdRedpr e s t

marginalsed peopldo be included in society and to enable people to develop a shared

vision for the futureThis technique involves gathering together those most invested in
supporting the child to plan for their future in a positive and informal way. The
meeting begins with the &éDreamd, in which

personds f ut.ultthen maveseon 0 dissusuwherestite focus person
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hopes to see themselves in a yearo6s ti
consider how things are for the focus person at present and how the group can then
support that person to reach thosalg. It ends with members of the group

committing to specific actions for supporting the focus personw.inclusive

solutions.conaccessed 17.9.2018).

A growing body of evidence is gatheringthin the UK, for the use of PCP techniques
as an effective way of involving older children and their families at timé&suagition
Benefits identified have included families and young people festiagsuredable to
participate and forming positive relationshigBristow, 2013; Corrigan, 2014; Hayes,
2004;White & Rag 2016. Attempts have been made to identify which aspects of the
processes were valued by participants. These inghed@ocess providing a full and
holistic pidure of the child, being collaborative, positive, goekntated and easy to
follow, with the chid at the centréBristow, 2013; Corrigan, 2014; Hayes, 2004;

White & Rae 2019.

However, research tdate has primarily focused on the w$&CP techniges for

older children, for children rategrating back into school after exclusion (Bristow,
2013;White & Rae 2016, or forannual reviews or IER®0t at transition{Childre &
Chambers, 2005; Corrigan, 2014; Hayes, 2004; Tegtown, 2012. It has not yet

been adapted for the population of children moving from preschool to school, despite

the potential advantages for using such a method for planning their transision.
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thoughparents and staff members have been asked about their vidwsg@ariences

of the process, arttioughthere is some indication as to how they feel about the
process (that they feel reassured, for example), much of the focus has so far been upon
parent and staff perceptions about the process itself, or about thet ohijee process
on the child or young person. Research has scarcely focudegtim on theerceived
impact of the meeting on the paretitemselves (such as whether individual
concerns were addres$ex on staff The potential impact of the meetihgs

important implications foparents, given their potential levels of concern around the
transition process and the potential impact of this on the family and the Théd
impact on school aff is also importantgiven that the majority of such mewags

would usually be negotiatl with staff initiallyand that they clearly have an important
role to play in transitionn addition, veryfew studies have explored the use of the

PATH meetig (Pearpoint et al., 1993pecifically.

Strong argument igiven in previous research for allowing young people to participate

in matters relatingtotheselves For exampl e, ¢ hthéirdiewsnds ri g
in all matters affecting them and to have them gie® weight in accordance with

theirage ad maurity are highlightedUNICEF, 1989). Benefits of participation

making decisions about their educatf@ve been fountbr older childrenincluding
enhancing a persond6s personal responsi bili
their engagement ilearning and community involvement (Kirby & Bryson, 2002),

fostering a sense of control over their learning (Beveridge, 2004) and reducing the

power imbalance between staff and student (Tagtown, 2012). Whilst the benefits
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identified for older childremay or may not apply to this age group, researchers
acknowledge that young children still have a right to express a view and what
constitutes O0due weight i n (WNICE-rle88,nc e

p.5)is a matter of debate.

Some consideration has been given to what constitutes genuine participation of
children and young people and barriers to real pupil participhtiva beemdentified,
such as the age and needs ofdiié&l and inflexibility of systeméBeveridge, 2004;
Fox, 2015). Staged models have been proposed which attempt to define different
levels of genuine partigation (Hart, 1992; Shier, 20D&nd some attempts have been
made todentify ways in which to facilitate the participation of child(€tark &

Moss, 2001White & Rae 2019. However, what kind of contribution children of this
age group might be able to have, what might help with this, whether this could be
achieved through a PCP meeting avitht the impact of it may ks still unclear and

requres exploration.

3.1.1.Aims of the Study

This studythereforeaims to explore the use of an adapted PAfé€tingfor children
and their familiesas a potentialvay of involving them duringhe transition process

Please seeppendix 9 .236-240) for a detailed description of tHATH processand

of the adapted prschoolversion
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ThistypeofPCPme et ing is to be trialled for t
this study aims to explore its impamt parents and statfirough investigatingvhat

parents and staff sagbout howthey experiencan adapted PATH meeting designed to
support transitionAs Pawson & Tilley (1994) explain, measuring impact in qualitative
research refers to whether something has addressedtwhats t@and whether it has
produced any other outcomesd whether it was the intervention itself which led to

such changes.

Therefore, iaims to look at what parents of childreith SEN worry abouto both
contribute to the dearth of research available about this group of parents and their
feelings about transitioms well ago better understanghethea PCP approach,

specificallytheadapted®ATH meetinghelps to addregkeir concerns.

It also aims taonsider what impact the meeting has on school @téigther it has led
to any perceived changes for themtmrough understanding what concerns members of
school staff may have with regard to the transition process and whether they feel their

needs werenet.

The study also aims to critically evalugierceptions around factors which influence

participantexperiencesnd the impact of the meetingbuscontributing to research
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around participantso p eandhepng usdtomderstand o ut

factors to consider when potenljatarrying them out in future.

Finally, given that having a preschool child as part of a transition meeting is something
that has rarely been explored and that the nature of their participation is likdfgto di
from that of older children, the study aims to specifically consider multiple
perspectives on the participation of preschool children in the meeting, in order to
provide insight into how this is viewed andhat facilitators might need wonsider

whendeciding whether to involve preschool children in meetings in future.

Through these areas, the aim is then to decipher what the implications for using and
improving theadapted®ATH process for families withreschool children with SEN in

future might be.

The following research questions will therefore be considered:

1 What do paremtof children with SENvorry about with regardtotheirh i | d 6 s
transition?

1 What was thgerceivedmpact of the meeting on parents? Did it address their
concerns?

1 What was the perceived impact of the meeting on school staff? Did it provide

them with what they felt they nded from the meeting?
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1 What factorgid participantgperceive as having an inace on how the
meeting wer? (How and why did the process impact on them as it did?)

1 What are the views of parents, school staff and other professionals around
children of this ag&ith SEN,participating inan adapted PATlheeting?

(What were multiplgoerspectives on the presence of the child at the meeting?)

3.2Method

3.2.1.Design

As this is, as far as the author can estabiishfirst time this type of meeting has been
used for this population, an exploratory, flexible, qualitative study desigaeesed to
beappropriate. Qualitative research aims to understand how people experierise even
and make sense of the wo(Willig, 2013) thus making it a useful approach for better
understanding how people experience an adapted PATH maatingddressing the
aforementioned research questio@sality and credibility criteria for qualitative
researchGuba, 1987; Shenton, 2004ere taken into consideration to ensure quality of

designThis is discussd in the Critical Appraisal (from p.8Y.

The researclvas developed in line withaitical realistparadigm which fit both the
research questions and the epistemologicabatalogical position of the researcha

realist approach assumes that the world is made up of structures and processes of a
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social and psychological nature, which have cause and effect relationships with one
another (Maxwell, 2011). Research then seekminan understanding of these
structures and processes and to generate probable inferences about what ebaracteri

the behaviour and thinking of the participants (Robson, 2011).

Semistructured interviews were carried out as a methauder toexplore and gather
in-depth perspectivefndividual interviews were carried otaceto-face with parents
andschoolstaff (where possible, otherwise this was done over the phGriagr
perspectives were also explored for triangulation of data, as seddpsBrantlinger
Jimenez, Klingner, Pugach aRichardson(2005) formoreconsistency of evidence from
multiple sourcs, as well as for exploring differeperspectives for the research question
O6what we rperspectivéstaroysttie presence athildren athe meeting .6r'his
was done through individual interviews with ggehool staff and focus groups with

other professionals who attended the meetings, such as EPs and Portage workers.

Thematic analysis was the chosen method for interpretaticaailts as this allowed for
organgation, description and interpretation of a complex set of data to make it more
accessible and communicable to others, (Boyatzis, 1999), within the chosen critical
realist framework (Braun & Clarke, 2008 he data waanalysedvithin different sets

of groupsaccording to theesearch questiontsaimed to address (e.g. to answer the

guestion Owhat was the i mpawéereamalysep ar ent s ? 6
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initially, and then other groups for any other informatielevant to the questipn

Please see B32 for detail of analysis procedure.

3.2.2. Participants

An opportunistic saple of participants was identifieBollowing wholeservice training
around the process of facilitatimgtypical PATH meeting, a group otiicational
Psychologiss (EPs)worked together to adapt the process for prescho@éisPs
within the service werthenasked whether they were planning to facilitate a PAijp¢
transition meeting for a preschootbat they were involved witlusingthe agreed
format for their meetings and if so, to discuss participation in the research with the
families. Families were provided with information as to what the research would involve
(Appendix10p.240-242). All families who wereasked agreed foarticipate six

families in totaland provided irdrmed consent (Appendix 11243244). Key members
of staff f mesamoolantd the schbal dtaff dus to Ipe involved with the
meeting were theaontacted, with permission from the families, te séhether they
would also be willing to take pairt the researchAgain, all agreed to participate.
Information and consent fosnwverecreaed for these participantsone of the families

hadpreviouslyhad any prior involvement with the researcher.

All of the families had a child aged between three and four years, due to transition from

preschool into school the following September. All of the children had Special
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Educational Needsgmmarisd in the Table 6, p.J6and had alreadyeenreferred to

an Educational Psychologist, due to their needs being judged by preschool staff and the
Educational Psychology service, as bgmwogentiallysignificant enough to meet the
authorityds criteria for an Educatimeon Heal
of the meeting, the EHCPs had either been applied for, or were in the process of being
applied for and families were awaiting responses from the authority. In all but one of the
cases (Cas#), an EFhad been involved with carrying out a statutory sssent for the

child and had thus had some involvement with the family. The EP involved with each
family carried out the@dapted®ATH meetings, with assistance from one other EP (not
the researcher). The EPs assisting the meetings volunteered toTtle sature of

contact between the family and the receiving school varied in each case and i

summarised in table 5 (p.y4

73



Table5: Nature of contact between family and receiving school prior to the meetings by case

Case 1 Knew the school very well. Older brother had been taught by the SENCo. School had attended a Team A
the Child meeting for the child, had had frequent contaitt parents and preschool and had supported the
preschool with their EHCP application.

Case 2 School had read reports on the child by professionals. Child had visited school for three induction sessiol

Case 3 School had attended a Team Aroundthe Qmilet i ng and the child had vi

Case 4 School had not yet had contact with the family or preschool. Had received some paperwork from the Spe
Educational Needs Department.

Case 5 Child was attending nursery attachedhe school and staff had had several conversations. Older sibling ha

gone through the school, although had not needed any additional support

Case 6 (parent
not interviewed
but info shared
by school)

SENCo had visited the preschool and carried out an \cdisam
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One member of staff from each school or preschool was asked to pariicifrete
researchusually the Special Educational Needs@ulinator (SENCo). Where more

than one parent attended the meefingwo cases)families were asked whether one or
both parents would like to participate, and both opted for the mother only. In cases 2 and
5, both children were due to transition into the same school and therefore the school
SENCo was only interviewed once (after botbetings had taken place). The family in
Case 6 took part in two transition meetings with their school as they had twin girls and
chose to have a separate meeting for each child. In this case, the parent was not
interviewed. After initially agreeing to takpart in the research, siwas then
unfortunatelyunavailable at the time of interviefalthough was happy for the data
collected fronother sources from her dauglsameeting to be included)However, the
school and preschool SENCimesm these meetingsere both interviewed, as were the

other professionals presemformation specific to each casesismmarisd in Table 6

(p.796.
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Table6: Summary of background information for each case
Case | Age Ethnic Siblings Information Present at the meeting |[Nat ur e of
group of | Origin relating to Primary Needs
Parent of Receiving School/
parent School staff
1 26-35 White Two older Mainstream infant | Both parents, child, heaq Speech and language
UK siblings both | school teacher, School SENCo| difficulties
have been (also child
through the | SENCo with four | teacher), 2 preschool
receiving y e aax@eience | staff, 2 EPs
school
2 26-36 White None Mainstream school| Both parents, child, heaq Social communicatior
UK with specialist unit | teacher, school SENCo,| difficulties
for children with preschool staff, Portage
language worker, 2 EPs
difficulties
SAME SCHOOL
AS CASE 5
SENCo with over
ten year g
experience
3 1825 White Younger Mainstream infant | Mother, child (for part) | Global learning
UK brother school school SENCo, 2 difficulties, high
preschool staff, younger| anxiety
SENCo with over | sibling, Portage worker,
ten year §2EPs
experience
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26-35 Sri Younger Mainstream school| Mother, child, school Social communicatior
Lankan | brother with specialist unit | SENCo, preschool difficulties, physical
for children with SENCo, younger sibling] difficulties
severe and comple 2 EPs
social
communication
difficulty/autistic
spectrum disorders
SENCo in first yeal
of role
36-45 White Older sister | Mainstream school Mother, child (for part), | Speech and language
UK who has gong with specialist unit | grandmother, head difficulties
through the | for children with teacher, school SENCo,
school language preschool SENCo,
difficulties Portage worker, 2 EPs
SAME SCHOOL
AS CASE 2
SENCo with over
ten year s
experience
36-45 White Twin girls- Mainstream infant | Mother, child 2 (not chilg Both girls Social
UK both hada | school 1), school SENCo, class communication
separate teache for child 2, 2 difficulties
PATH SENCo with over | preschool staff, Portage
meeting t en year gworker,2 EPs
experience

77



Seven EPsvere also interviewed, six as part of a focus group and one individually over
the phone, as she had been unable to attend the group. All were female and all had either
facilitated or created graphics for at least one of the meetings. Afireabuslyhad

experience of facilitating more traditionaamhsition meetings (see Appendik p.245

for a description) antdadreceived training in PCP ama running a PATH meeting. All

had also had previous experience of facilitating PATH meetings for older children.

Three Portage workers also participated in a focus group and tw¢AU@BEM
Outreachworkers. Portage workers have a background in theagan of children in

the Early Years and are employed to work with children with significant and complex
needs on specific targets, within the home and the preschool, usually on a weekly or
fortnightly basis. TOP workers similarly work with preschodldrien in the home and
the preschool setting weekly or fortnightly, although they specifically work with
children with a diagnosis of Autism. All workers had attended at leasidayged

PATH meetingor a family with whom they had been involvadd some had attended
otheradapted®ATH meetingsdeld for prachoolers for whom parents/ preschool staff/
school staff were not interviewed. Each of thead experiencettaditional transition

meetings in the past.
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3.2.3. Procedure

The development of thetémvention

Wi t hi n t hwicepall EPs waredrained ie P@Rd more specifically, PAT

meetings. It was deemed necessary to make adaptations to the usual format of the PATH
meeting due to the age of the children. Discussions were held within the serdice

with the original trainersGolin Newton www.inclusivesolutionscom) around how th

PATH might be adapted fa@reschoadrs, ensuring that the meeting remained as close to

the traditional PATH method as possible. The core principles of PCP were studied and

key elements relevant both to PCP and the PATH meeting itself were identifieth&om
literature to ensure that these were adhered to where possible. The aim was to ensure

t hat t he meedenteatly awvad téHatmidhyi | dren wer e en

to participate as much as possible

Guidance for EPs facilitating the meetiwgas createdypthree EPs within the service

(Appendix B p.246-250) including the researcher, and reviewed within a larger team of

20 BEPs. The researcher facilitated thregapted® ATH meetings fopreschoothildren

using the guidance and this was then further refif@dexample, eliminating sections

such as 6how will we stay strong?dheto redu
format was then again discussed with participating EPs to ensure that they understood

the aims of the process. A leaflet explaining the process to families and educational
establishments was created and shared by EPs with anyone consalenggat in the

processAppendix14 p.251-253).
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Preschoolgaking part in the procesgere provided with a format for collecting the
childés views prior to the meeting and wer
parents of the child and thi thechild as appropriateAppendix15 p.254. Written and

verbal guidance wasrovidedby EPs as to how to carry this d@ppendix 16p.255-

256). This was created in conjunction with service colleagues, with the principles of

PCP in mind and professional judgement as to what kind of information might be useful

and relevantor children of this age gup. The Mosaic ApproaclC{ark & Moss, 2001)

was also considered, to gain insight into methods for gathering the views of preschool
children, as well as previous research indicating ways to support child participation (e.qg.

Corrigan, 2014; Hayes, 20p4

Parents were encouraged to discuss with thHeiald preschool staff whether they

would be happy to bring their child along to the meeting. If the child was due to attend,
discussions were heltetween the parents atiekir EPaboutany resources or

adaptations which might make the child feel more artable at the meeting. Parents
were also asked who the family felt they would like to invite and where they felt
comfortable to hold the meeting. These issues were also discussed with school and

preschool staff by their EP.

80



Research procedure

Prior toparticipants being selected, ethical approval for the research was greght
Appendix17 p.257 for confirmation of approval)Ethical considerations are discussed
belowBefore the study was carried ouschool SENC@nd a parenwereinterviewed
together, following a PATH meeting carried out within the researcher's usualtaork
gain insight into the appropriateness of the questidbhe data from thesetamviews

wasnot usegbutas a result of tree conversationsinterview questions werefreed.

For example, useful information was gained when the SENCo debated whether or not
she would opt for this type of meeting again, so a question about this was/Aulded.
additional question around how the child was involved in the meeting was alscaadded
initial responses described what the child mostly did during the meeting but did not
always address the issue of whether the child had actually had any involvement with the

meeting itself.

Prior to the meetings agpticipants were sent written information abthéadapted

PATH procedure (Apendix14 p.251-253) and abouthe researcfAppendix9 p.236-
239. They were invited to ask any follewp questions about the research. If they were
thenhappy to participateaheywere asked to sign a consent fo(dppendix 10 p.20-
242). Partigpants were contacted by phaearrange a time and a place to be
interviewed following the meetingnd were given the choice of whether they would

prefer to be interviewed in person or over the phone.
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Al l meetings were carried out within the t
The researcher did not attend the meetings, to ensure that thehesehresearcher

were seen as neutral and separate to proceedif@sasswagpossible.

Following the meeting, participants were contacted as arranged, within a week of the
meeting andvereasked again whether they were willing to participReticipants

were reminded of their right to withdraw at any point of the progesktheir data had

been analysed and incorporate® informed what would happen to their data. Semi
structured interviews were carried out. Interview questions includagtare of open
questions to elicit general views and more specific questions (e.g. did you feel that you
came out of the meeting with a clear plan?). Questions were designed to take
participants through various aspects of the meeting, which relatedrestsrch

questions and were highlighted in the literature as being factors which make this type of
meeting distinctive, e.g. questions around the structure of the meeting and what parents
were concerned about with regard to transition. The scheduledsiatttemore general
open questions, such as Owhat were your in
suggested by Drever (2006), before asking more specific questions, in an attempt to
allow participants to speak freely without being prompted in any pkatidirection

Robson (201)1also suggests that more general questions at the start are less threatening
and thus help participants to relax. Efforts were made throughout the interviews to
ensure that questions were not leading participants towards ditylaardirection.

Questions were adapted as necessary, either not being asked if they had already come up
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as part of the discussion and new questions created to more deeply probe something that

had been raise@&ee Appendid9 (p.260262) for interview scheduke

Questions were put forward in a clear, concise way and consideration was given to the
language used, to ensure that questions were accessible to all. Modification of language
was particularly necessary for the case in which Englishs not t he partici

languagédparticipantwas offered an interpreter bdid not feelthat this was necessary

Participants were encouraged at the start to speak as openly and honestly as they could,
with reassurance that the researcherlaalsing for honesty and openness and that
information they provided would not be directly shared with any other parties before
anonymsation and analysis. Attempts were made beforehand to build a rapport with
participants to support them to feel relaxed. The researcher also made efforts to be
sensitive to notverbal cues given by participants, as suggested by Silverman (2001) and

to adapher interpersonal style as appropriate.

Throughout the interview, participants were encouraged to provide as much detail as

they felt comfortable with and prompts weised to provide a thorough but non

intrusive examination of what was initially expsesl. Willig (20B) describes the need

for the interviewer to allow the interview
i nvestigation and thus to generate novel i

researchesummarisd and reflected back to eipants as appropriate, for clarification
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as to what had been said, as well as prompting further information. Pausesyivain

cues (such as nodding) and an interested facial expression were also used to demonstrate
active listening antb promote furher discussion. Questions were also used for

clarification as necessary to ensure that the researcher fully understood the meaning of
what the interviewee was trying to say. Participants were given several opportunities to
add anything else they may havisked to. Interviews lasted approximately thirty

minutes, depending on the content. Interview dialogue was recorded and transcribed
verbatim by the researcher amdonymsed (identifiable only by case number arale)

within twenty four hours (see Appendi8 p.258-259 for an example transcript).

Three separate focus groups were held within the saademiderm as the adapted
PATH meetings, one with tHePsfacilitating the meetings, another with Portage
workers and another with TQRutism Outreachyvorkers, all of whom had also
attended some of the meeting#erviews were again conductedcorded and
transcribedsee Apendix20 p.263265 for schedules)Care was taken to ensure that
group interaction and discussion took place as ap@tepandhat questions wengsed

to refocus the group and provide general structure to the discassappropriateas
suggested by Robson (201The researcher also relied on her experienced facilitator
skills to ensure group members felt able to expressahairviews and that groups were
not dominated by any particular members (e.g. through reassuring members that all
opinions were useful and directing questions towards those who had not had much

chance to speak).
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3.2.3.1Ethical Considerations

Prior to beginningvork with participants, ethical consent for the research was sought
from the UCL Departmental Research Ethics Committee, in accordance walitible
Psychol ogi Coadof EBiosandeCongut{BPS, P4. A risk assessment
form and datgrotection form werealso shared with and approved by the committee
(See Appendid7 p.2Y for departmental approvalThe main areas for consideration
and precautions that were taken to addilesse areag@ summarised iffable 7(p.86)
These areas are based upon the four ethical principles outlined Brjtiste
Psydological SocietfBPS (2014). These four principles include respecting the
autonomyyights and dignity of the perspsocialresponsibility maximising benefit and

minimising harmand scientific integrity

Respecting thautonomyyights aml dignity of the person involvemsuring that
participants were treated as individuals with intrinsic worth, with a right to determine
their own priorities. This includeendeavourig to treat participants with respect, to
build a rapport with them, to listen carefully and without judgement and to consider

issues such as consent andfedentiality (outlinedn Table 7 p.86.

The principle of responsibility requires the resear¢berct in a trustworthy and
accountable manner andpeevent any harm being causéd. with the principle of

prevention of harm,gain, this requires awareness of and consistent reflection upon
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ethical issues. Many of the factors considered, such as confidentiality, safeguarding and
being norjudgemental are outlined belown. order to maximise benefits to participants,
participants were encouraged to speak freely about their experiences apdovieied

with a summary in writing of the findings of the research.

Integrity requires a researcher to be open and honest about their qualifications and role
and not use their role to exploit others. Measures were taken to be clear about the aims

of theresearch, to inform clients what it involved and to ensure their informed consent.

Participants were treated with respect at all times and their views listened and responded

to. Further detail is provided ifiable 7.

Table7: Areas for ethical consideten and how they were addressed

Potential Area for | Steps taken to Reduce/ Address Concern
Concern
Participant consent| Participants were asked to opt in, with as clear an
understanding as possible of the process chdapted®ATH
meeting itself, as well as what the research was about, whg
entailed and how their data would be used. Participants we|
asked to sign a consent form and were informed both verba
and in writing, when asked to volunteer, when asked to sigf
and when carrying out the interviews, of their right to withdr
at any time until their data had been processed and analys

Confidentiality Interview data wamadeidentifiable only by number and role
of the participant, except for information held bg tiesearchel
alone (e.g. contact detailshich was securely destroyed whe
no longer needed. Should participants have wished to
withdraw, they could opt to have their data destroyed up un
no longer possible (e.g. once it had been analysed). Data V|
destroyed once analysed, following UCL procedures. Until
then, data were stored securely on a passywmtkcted laptop.

86



Participants were reassured that their data would not be
discussed with any other parties in specific terms, only as
generic findings. Duing the focus groups, specific children,
families or schools were not mentioned by name, nor any
personal information shared. Meetings were discussed
anonymously and in general terms.

Safeguarding issue|
being raised

Participants were informed thaf@ammation would only be
passed on without their consent if any issues around
safeguarding were raised, in line with Local Authority policy,
Wherever possible, this would have been discussed with th
family before any information was passed on. This did not
become necessary.

Raising parental/
staff expectations
about what can be
achieved

It was made clear to participants being interviewed that the
researcher was not involved in the meeting itself and that &
concerns expressed would not be passed on fattieipating
EPs or settings. If concerns had arisen, participants would
been told that they should contact the participating EP abot
any specific concerns or that they would be signposted to g
relevant professionals, as appropriate. Agais, didl not occur
during the process.

Participants not
feeling as though
they can be honest/
that their commentg
will affect their

child

Participants were reassured verbally and in writing that
information would only be shared as general findings once
had been anonyrsed and that specific information would not
be passed back to their EP/ school/ preschool. They were g
reassured of the researche
research was to gain as accurate view as possible of
par t i c iepealings ar@aundtthe topic, whatever they m
have been.

Participants feeling
judged through
what they say

Participants were listened to in a respectful way and their v
were not commented on, only reflected back to them or

clarified to ensure undstanding. The researcher also made
effort to put participants at ease and build a rapport with the
before and during the interview.

Participants being
misinterpreted

Any ambiguous information given was reflected back to
participants or clarified through questioning to ensure
understanding.

Participants directly
benefitting from the
research

The research aimed to understand what families, preschoo
and schools thinkbout theadapted®ATH meeting, whether it
has an impact, in what context and how the process could

improved in order to benefit future children and schools an
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also to benefit current participants through giving them an
opportunity to air their viewand see how others viewed the
process. Adult participants received a delbmigin terms of
generalsed findings.

3.2.4Data Analysis

In order to address each research question, the data was analysed in groups determined
by t he par Wheceiquestions ielated tospedfic groups, for example;
Owhat do par en whatwaothemparceiget impatt @f th©meeting on
parents? Did it address their concerrib@ transcripts for that specific group (i.e.

parents) were analysed initial This was also the case where questions related to

school staff. Other groups were then analyseohscripts from those in different

roles) where references had been madictv were also relevant to thegeestiors, in

order to triangulate the dataoiFexample, where preschool staff or other professionals

had commented on what pareatsschool stafhad said to them, dradmade any

observation with regard to parent responses.

In order to address the questionwh at f actors did participant
influence on how the meeting went? (How and why did the process impact on them as

it did?),the data weranalysedfirst by group with a primary focus on parents and

schoolstaff, as key stakeholders gain a deeper picture tifeir perceptions on how

and why the process might have influenttegin and to better understand any general

themes around what was valued by particular groDps to several common factors
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between both parent and staff groupgmes identified by both groups were merged
andrefined andanything that was specific to each group identified in the narrative.

Other groups were then analysed (transcripts from those in different roles), where
references had been made which were avant to these questioasd themes were
further refined. Againanything that was specific to each group was identified in the

narrative.

With regard to research questions which ex
around the presenceoftbeni | d?6, di al ogue relevant to t
each interview and analysed separatéigally, the data weralso analysed in groups

based on theCP meetinghatparticipants had attended (where this was knaserthat
crossreferences could be malletween participantd his enablea fuller

understanding of the context withiwhich information was collated.

A thematic analysis (Braun & Clarke, 2006) approach was used to analyse tfiéhiata.

includessix phases of analysis.

I n the first instance, the researcher beca
conducting the initial interviews and transcribing them personally. Dialogue was

transcribed verbatirtsee Appendi®d 8 p.258-259 for example)and recordings were

listened to several times to ensure accuracy. Significant gestures or changes of tone in

voice were also noted in the transcripts. The full transcripts were read-geatire
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several times and notes made of initial observations, sunsraarieinterpretations for

each interview, as well as for groups of participants.

Similar to phase 2 of Braun and Clarkeodos (
analyse and initial codes created, using the software package, Atlas TI. Initial codes

refek t o O60the most basic segment, or el ement
assessed in a meaningful wayéd (Boyatzi s,
given to each part of the data at this stégmther researcher was asked to check a

sampleof the initial codes created against the transcripts at this stage to ensure that the
codes created made sense and also at a later stage to check the creation of themes from

the codesExamples of coding from a transcript is included\ppendix21 (p.266-269).

Initial codes were theanalysé for each transcript, moving towardemmarisingand

mapping connections into emergent themes, with close and consistent reference to the

data behind the codes (Phas®Baun & Clarke, 2006). Themes are described by Braun

and Clarke (2006) as something which &écapt
represents some | evel of paA#fstBeaunmeddlarkee sp ons
(2006) suggest is appropriate, the analysvolved frequent movement between the

original data (transcripts), the codes and the analysis. This helped to ensure that context

did not become disregarded or forgotten and that themes could be refined as appropriate.
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Patterns and connections wenen analysed between groyps defined previously)

The emergig themes within groups weoegansed into clusters, using mind maps,
connected by their meaning or relatability and key themes and subthemes were
identified. Subthemes represent themes wighiheme, useful for giving structure and
hierarchy of meaning to a large or key theme. Data inconsistent with these themes were
also identified and the context in which this occurred studied, to better understand

circumstances in which these occurred.

A semartic and interpretivapproach ensured that data wagansedto summarisehe
sematic content of what was said and to includterpretation some of the broader
implicationsand meanings (Patton, 1990). Deductions were made from the language
participants used, the tone of their voice, or inferences they made, with referénee to
context of each meeting and this was again done in conjunction with another researcher

to ensureconsistency in analysis. For example, where one parent had quoted:

OWe have a | ot of meetings where there are
was now child whatdés the word? Psychol ogi s

Ohmmmmmé. Whganhnar et hdynking?6é6 (Parent 3)

Deductions were made here that the parent was implying that she felt nervous about the
presence of the EP and was perhaps concerned about any judgments the EPs might be
making. Original transcripts and notes werggterredto frequently to ensure accuracy

in interpretation.
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As Braun and Clarkebds phases 4 and 5 sugge
and named through an iterative process of revisiting the themes and the coded data

extracts several times, to ensthiat the themes identified formed a coherent pattern and

were distinct from eacbther, as faas possible. Codes were reassigned to different

themes and redundant codes were merged with others as appropriate. At times, there was
some overlap of subthemes, relating to different key themes, but these were kept

separate as they provided meaning amttext for the key themes that yheslated to.

Please seAppendix21 (p.266-269) for examples of analysis.

Stage 6 of Braun and Cl arkeds (20&@yiy, model

which is detailed fromp.98B n t he OResults6 section.
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3.3. Results

The following section is structured around the research questions. It firstly addresses
what parental worries werdentified,then goes on to address how the meeting impacted
upon the parents and whether it addressed these concerns. Next, school staff needs and
how the meeting impacted upon thame considered. Participariews on what it was

about the meeting that influencea timpact it had are then considered together, due to
several common factors identified. Where views between groups differed, this is
described in the narrative. Finally, multiple views around having the child present at the
meeting are describeBor eachresearch question, themes and subthemes are identified
and presented in a tabl#ustrative quotes aralsoprovided in order to increase the
trustworthiness of the data and to provide richness to the descriptions of the themes
identified. A narrative fdlows to explain themes in greater depth, in relation to the

context in which they were identified.

3.3.1.Parents- their concerns,the impact of the meeting upon them

Parental concerns with regard to their chi
impacted on parents and ways in which it addressed their concerns were both directly

stated by parents and inferred from parentrunevs. Information from otherngsicluding

preschool staff, school staff, Portage or TOP workers and EPs, including their

observations of parents, or things parents had reported to them, were also considered.

Concerns that parents had around the meeting, ips&lf to the meetingvere directly
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stated by parents or preschool staff or inferred from aspects of the meetinghelyich

highlighted as important for addressing their concerns.

3311RQ: What do parents worry about with re

All parents expressed concerns about their children, which often related to how well
others would know andnderstand them and how this might in turn affect their child.
They also expressed some concerns they had experienced prior to the meeting, about the

meeting itself. This is presented as three broad themes:
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Table8: What parents worry abowvith regard to transitiorand transition processes

Themes

Subthemes

lllustrative quotes

Staff knowing,
understanding ang
accepting the chilg

The child may not be
supported

Staff may have a negativg
reaction to the child

The child may not make
progresslearn

Progress already made
might alter

The child may need to
have skills they magiot
have acquired in time (e.(
potty training)

My concern was t ha
with routine, not very good with change,
if his routine changegjou know, he almos
goes back to bad behaviour when he
throws himself on the floor and that kind
thing, you know. So, | just wanted them t
be aware that these things can happen g
that we need to make the transition go a

smoothly as thpssib
6l dondét want some
annoyed at how she
air i snodt it know
to get a phone call every two minutes to
say 6(Child) is do
(Parent 3)

0éafter tthieklamenett i n
worried because they gonna give suppor
to her to the development of skill. | think
before the meeting | was worried becaus
am thinking how is she going to get
through the reception and how is

sheéshebs very b.ebh
(Parent 4)
At the moment , s he
willing to talk, s
that continues. 6 (
Peers knowing, The child will not be 6...his communicat
understanding and understood his language is very bad. And that affect:
accepting the chilg al | areas; sociald@
mae friends i f you
Peers may haveregative
reactiontowardsthechild [6 Chi | dren say it a
already had the sister of a friend say that
she talks I|like a b
The child will not feel
accepted 6l 6m worried that

The child will not belong/
feel included

what these kids do, like these kids can
count to ten and she could maybe only
count to three. Cos she has been called
stupid by some people. By some of her
friends. Because s
the stuff that otér people could do. So |
dondt want her to
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The child will not be hatesitorthas he 6 s not in

happy 3)
Concerns about | Feeling unsure whatto |61 was feeling qui
the meeting itself | expect how to prepare |l didnét really kn
know what | mean. o
Influence of previous 6éitbs interesting
experiences model,l have had so many parents, who

have had their child in the room when
theydove been given
Concerns around how had a child...the first meeting | had him i
others might view them | there with mum, they came into my office
got the Lego out and he flipped/e
tracked it back tomiley lady, lots of Lego
Anxiety arouncc hi | d| Mu mmy d{SENG02,6).

presence at meeting

6l ntervi ewer : 60So

before?

Parent : 61l 6d met h
mi nut es. But it wa
are you?6 |1 06ve nev
with one. SdodWhatthaey
gonna be thinking?
oI was worried tha

(child) to express his opinion would be tg
high. His understanding is not great and
was worried it might be a bit too much to
cope with. o6 (Paren

Theme 1: Staff knowing, understanding and accepting the child

Parental oncerns were often initig expressed in relation tchildr e n6s speci fic
for exampledifficulties with communicationor moving around the school. However,

often the underiyg anxiety around concerns mentioned relatdubte those needs

would berecognisd and how others would adapt to them. Important to parentheas t

child beingacceptedandunderstood, both by saff and byt h e  cpbersPaledts
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hopedthat staffunderstanding and accepting the child would enable théraviea

more positive emotional reaction to the chidd, more willingto provide support and
moreknowledgableas to how to do so. Appropriate support was associated with
keeping the child saf&eeping he child happyenabling the child to make/ continue
making progresé&eveloping their skillsespecially as demands on the child increpsed

and supporting them with their peer relationships.

One more specific concern noted by a few of the parents was that of toilet training,
particularly as they were unsure how schools would manage this and some had been

given messages that this was something that schools do not expect.

Theme 2: Concerns arand the Peer Group knowing, understanding and accepting

the child

Concerns around their child being accepted and understood by peers were expressed by
all parents, with regard both to the reaction of the peers to their child and to the
comparisons therhild might make between themselves and the peer group. Not being

or feeling included was strongly associated with the child potentially feeling less happy.

Parents were concerned about the i mpact of

responses. For examptbat the child might hurt their peers, or struggle to communicate
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with them, causing them to be rejectBdrentsalsoreflectedon an underlyinganxiety
around not being able to predict or control the reaction of the staff or the peer group
towards the child once the child enters timeiwenvirorment.Within their current
preschool environment, children were seen as feeling sditeédy understod, being
accepted and having a sense of belonging. Moving to a lesser kemowonment

carriedrisk that this may natontinue

Theme 3: Concerns about the meeting itself

Parents commented on feeling anxious generally prior to the meeting, as they were
unsure what to expect. This was compounded by preschool staff and school staff who
were also unfamiliar with the format and thaay have beeanable to reassure them.

Some aspects of preparation were a concern, such as not knowing who to invite or how
toaccurately represent the childds wviews.
feeling alone, feeling judged by others, not knowing what to say, worries about how the
child would behave and how the meeting might impact on the ahddvanting to fel

as though the meeting woul d hAnxietiesrweréd whi |
increased where there were questions over provision, or where there may have been

previous tensions between parents and education establishments.

Three parents repodéraving experienced difult meetings previously, for example,

when seeking assessment or medical help for their children, and reported having heard
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negative things about their child, formal atmospheres and not understanding what was
being said. Such egpiences had made them wary of meetings, although they were
reassured by the hope that these meetings
coming to terms with diagnoses and working with professionals also cdettitmu

feelings of apprehension

3.3.1.2.RQ: What was thgerceivedmpact of the meeting on parentdid it address

their concerns?

6l had one particular parent who was so0 an

meeting but afterwards said that all her fears about her child goisgdoh o o | had gor

(Portage worker)

6Usually when we ith3peeeh asddamguage erdhgediatrgian, w
| feel very emotioal afterwards, but thisva s  mweny positive, because we were

|l ooking at positive outcomes©é. (Parent 2)

Many of the parentso6 key objectives, both
what they wardd to gain from the meeting were met. All parents reported feeling
reassureafter the meeting. Key to thigas parents feeling an increased confidence in
theschool having a better picture of their child, as well as the way they felt that the

school had responded to them and their childs is discussed as two broad themes.
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Table 9: Inpact of the Meeting for parents

picture of the
child

Themes SubThemes lllustrative Quotes

Confidence Thatafull discussion |61 think the fact t
that the school was held there and she listened to everyone so she
have a clear actually knowsvhat (child) could be like on

A clear plan was made

A shared understanding
was reached

a bad day when shebo
her out. 6 (Parent 3
6l feel that we fin

are going to. | mean to be honest, time will
show (child)ds abil
reassuringo (Parent

dt hink itoés just th
there are other people around that are goir|
to help us, you kno
compl etely on our o
Positive Positive relationships |6 éshe understood it
impact on the | were built: know how to manage
relationship goodo(Parent 3)
with the Feelings of trust and ) )
school confidence in the schog © ! Save yeuhfeetings towards the

Feeling accepted by the
school

Feeling listened to/
playing an important or
equal part

school after the meeting?
M: Positive. | think that wherever we end u
they will be extremely supportive. That wag

the feeling | had.
2)
6étheydve al ways be

of the childrerand very accepting of their
differences and needs. | felt that they were
encouraging and inv

il wasndét sitting i
telling me what | already knew about my
childé It felt I|ike
to. 0 GBGParent
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Theme 1: Confidence that the school have a clear picture of the child

Feeling as though the school both knew and understood who their child is, and that the
school had a clear plan for supporting the child, enabled parents to feel more confident

that their child would be accepted and supported and that they would make progress.

Parents felt that they had been able to raise specific concerns and that these had

primarily been addressed. Some concerns remained, particularly with regard to funding

ard resources (many were awaiting confirmatiojoofinformation regarding an

Education Health Care Plan or funding) and often this was sdmiragbeyond the

control of the school. Other factors, also perhaps considerfeaultifor the school to

have ® much of an influence ovetaused ongoing concern, such as how the peer group

might respond to the child, or how the specific naturebfe chi | dés needs w

upon their interaction with others.

6l was reassured, tand going.itUnthergbdbasdak
(Parent 1)

However, parents widely acknowledged that at this stage of transition, providing the
school with as much information and as clear a picture as possible was a priority and

perhaps the best that could be agkd for now.

60éit gave the | ady from the infant school
like, so she can give him the best possible start there, you know, until they get to know

him 100%. 6 (Parent 5)
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Theme 2: Positive impact on theelationship with the school

All parents reflected on the meeting as a positive and productive enc&egardless

of previous involvement with the school, all parents reported feeéngpositive about

the school. Thegonveyed trust and confidencetheir abilityto cope when presented

with a picture of their chiléndin theircommitment to carrying out the plan. They also
expressed confidence in approaching them with anything in the fBtaments reported
feeling that they and their child werecapted and that they and the school were

working collaboratively together as a teaRarents, schools, preschools and
professionals were all referred to as having a role in carrying out the plan together and

ensuring that the support is put in place.

Paents reported initially feeling daunted by other professionals in the room but by the
end of the meeting, reflected on having enjoyed the meeting and indicated feeling not
only less daunted, but saw themselves as part of a team working together. Parent 3
frequently reflected feelings of inferiority to others and anxieties around being judged in
a negative way. However, she also reflected on feeling that she had played an important
and more equal part by the end of the meeting, indicating some shift isheowewed

herself alongside those present at the meeting. She noted that she had not felt judged as

she had expected to.

OEveryone was just at o-onemddethemselvesmore t | us't
superior than me. C o part, arel gometiynesrya fust feqj like s u c h

6what am | doing here?d but noé.they were
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Many participants referred to feeling less intimidated than they might have done in

alternative types of meeting, with some parents comparing the meeting to meetings they

had attended within the NHSome parents had not always felt that their view was as
valued as othersd views may havebueen in p
reported feeling listened to during the adapted PATH meeting and that their view was
important. This reduced the feeling of others making decisions without their being

involved, but made them feel as though their view kgsned to andlaken fully into

account. Others commented on the parents having the most important role.

One factor which influenced the extent to which the meeting had an impact on parents
and on staff, \as the nature a@nfrequency of contact between therents and the school,

prior to the meeting. For example, in Case 1 where the parents had already established a
strong relationship with the school prior to the meeting, fewer pesittvnments about
charges in their relationship or in the picture gained of the child were noted, when
compared to Case 2, where the parefiterated several times feeling very reassured by

6getting to know the school betterd and th
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3.3.2.RQ: What was the perceived impact of the meeting on school
staff? Did it provide them with what they felt they needed from the

meeting?

Staff perceptions of what théglt theyneeded from the meeting were explored through
directly asking stafivhat they had wanted to gaamdalso througlexploringwhat they
highlighted retrospectively, as important for addressing their cond#ianss in which

they felt the meeting had impacted on thamy well they felttheir needs were met and
perceptions about the process itself were directly stated by staff and inferred from their

interviews.

Staff had varying expectations prior to the meeting. All except for School SENCo 4 had
attended traditional transition meetings and most had someenxge ofother types of
personrcented meetings, such as Circles of élts (www.inclusivesolutions.com)

SENCo 4 had attended PATHeetings for older children. All SENCos had discussed

the format of the meeting with the EP beforehand.

Very few anxietis about the meeting were expressed. Some expressed interest at
something new, with their only reservations relating to time and respordesw the

child might cope
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0l was qui t e ithoagbtit mightbe d new thihgu aw alsyn,6 tI wor ri e

anythinghut | was interested to see how it was

Primarily, staff were interested in getting to knthe child as well as they could and
reported wanting to gather a clear picture of the child, frofereit perspectives. This
included havingnformationwhich wasup to date. They were concerned that it should

be a good use of time and to come away feeling more confident about meeting the

childdés needs to the besttotake. t heir ability
6l was |l ooking for strategies and ways to
she was from, in order to help us to make

her. 6(School SENCo 3)

Staff also expressed a desire to get to know and to reassure parents and for parents to
better understand them and have a realistic picture as to what the school may or may not
be able to providedow school staff felt the meeting addressed these needbexnd

impact they felt the meetinttad upon them is discussed as follows
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Table10: Saff perceptions of how they felt the meeting impacted upon them

pictur e
child

Themes Subthemes lllustrative Quotes

A better Aclear planofhowto |61 think from all p
understanding/ support the child able to speak to schools and to other
6enrich professionalshat have been there,

Increased feelings of
confidence in the

transition/
being able to meet the
childds nee

Some residual concerng

everybody feels that they have come away
feeling that they know a lot more about the
child. They have more to take away with
t hem, so thatodéds r ed
Worker)

d think it leads to a greater understanding
(SchoolSENCO 6)

oI feel t hat I know
well é. so | kind of
fall back on. [ me a
you never quite Kkno

may have been the biggest thing coming i
nursery and it may bénat in big school, she
may breeze in. | mean, it may not be, you

have to be prepared
good to know what w
go rockyd (School §
6é | think from my

budget. | really want for all ckdren starting
school to have the best that they can have
Last year we had 4 children who needed ¢
EHCP and we just employed people for

relationships
with parents

them. This year we
budget for thatéd (
Improved Increased empathy withf 6 éit enabl es me to

parents

Better knowledge and
understanding of
parentgviews

Better understanding of
parentperceptions of
their chil d

perception of what the need is, because th
perception of what the need is might not b
my perception of what the need is. So, at
| east , Il &m hearing

| can at leastespect those and bring them

to, you know when |
conversation with t
SENCo 2,5)

06éhe said 6oh | 6m |

already listed all the things he was doing
with regards to books and things, so | was
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A better understanding | abletoreasur e hi m and s
of where todoing a great |jobéo.

discussions with parentg

Feelings of satisfaction
from reassuring parents

Increased A feeling of having 6l would be more th
feelings of experienced a meetingi PATH meet vafsé. fobbds
confidence in | which they felt mostly | it? I think you are getting good value for th
this type of | comfortable, relaxed |t 1 me that you have

meeting and positive 2.5)
s feell f 6l just think it fo
ome Ieelings o rather than the difficulties the child might

discomfort around have..| really enjoyedi® ( School

aspects of

the meeting, e.g.props |6 éi t was a | ot mor ¢
relaxed. 6 (School g

Felt able to have mostly

an open and honest

discussion o1 t hi nk t he bit w h
asked people to put

Most felt that the child |Was @ bit 1ike ooh
wig on!d Everyone s

was comfortable, sort of thinking 060

although some remainin ¢\ se kind of meetings, you know where
concerns you al ways have tho
you on coursesd (Sc

d think what worked well was that

everybody felté.the
trustinthemet i ngé. everyb
they could share th

Themel:A better understanmdiedgbfoehmhei cheddpi c

Five out of six school SENCos reported coming out of the meeting with a much better

picture of the child, than they would have had without the meeting. Despite having some

107



existing information about the children, even in the case where contact regaeding th

child had been high (Case 1), staff reported having a much clearer, richer picture of the

child following the adapted PAT meeting. (Please #efer to Table5 p.7 for a

summary of the nature of contact prior to the meeting). Staff commented on tthafact

much more information had been shared than might have been shared through their
usual transition processes, in much more d
togetherdé information previously shared be
processes (e.g. seeing reports or chatting to preschool staff) , as well as providing up t

date information. Participantse s cr i bed the process as 06cons

The SENCo in Case 4 was the only SENCo who did not express the saméqertep

this case, the school SENCo felt that she did not have a clear ttheschild after

the meeting due to the lack of information brought to the meeting by atteftees

di scussed in detail in the O6Quality of |Inf
an exception as in her previous experiences of PATH meetings with older children, she

felt that she usually gained a much clearer picture.

Although she di express that she felt she had a fuller picture of the child, School
SENCO 1 highlighted some reservations about whether or not she did have as full a
picture as she might, as she questioned how honest the preschool staff had been at the
meeting. In thisase, the SENCo knew the family well and felt that the family and the

preschool had a differing view about the child and was aware of some previous tensions

108



between them. She was concerned that the preschool may have been anxious about
being entirely honasn front of the parents and thus felt that she would need time to see

what transpired following transition.

As a result of having a better picture of the child and thus a clearer idea of how to

support the child, staff reflected feeling more positivew the transition and more

confident that they would know how to support the child. One SENCo referred to liking

the fact that she had a 6back up plandé, an
should she need them (School SENCo 3) and another 8EM€red to the child as
feeling 6l ess of an unknowné (School SENCoO
6get it righto and indicated that the cl ea
felt that they would be able to achieve this. EveGase 2, where the school had raised

some concerns about whether they would be the right place for the child, the SENCo

still reflected a feeling of increased confidence in knowing how to support the child.

Naturally, some other anxieties remained wébard to the transition. Again, resources
were a concern, particularly for School SENCo 6, who expressed anxiety in whether she
would be able to carry out all of the aspects of the plan if the school were not provided

with the EHCP they had applied for.

Similarly to parental concernsgisool staff also acknowledgéidat it was not possible to

predict how the child would respond to the environment, given some of the less
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predictable factors such as the peer group. However, staff appeared more canfident i
the transition generally and expressed fewer such concerns than parents, perhaps due to
their being less emotionally noected to the child artthving experienced the transition

process before to a much greater extent.

Theme 2:Improved relationships with parents

Staff valued seeing parents feeling reassured and relaxed and expressed a desire for them
to be able to say what rtchey @i dsthéeedy teadoy. b ooy
wor Ki ng twergusddtoeefle@t a feeling of working together with parents as a

team. Staff saw the meeting as part of a process and felt that they would be able to

continue discussions with parents and preschool staff over time.

The £hool SENCdor cases 2 anfitalked in detail about how the meeting impacted on
staff and parent relationships. She mentioned early on that she herself was a parent of a
child with Special Educational Needs and that she felt she could understand things from
a parental perspective. &bxpressed satisfaction from being able to reassure parents

and from seeing their anxiety levels reducing. As well as feeling empathy with them, she

also noted that when parents became more relaxed, it made their relationship easier.

Oébecause as you know, parents at that par
in fight mode and | very often have to say
parent sébecause they carry on in fight mod
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mself saying itds okéyou can stop fighting

good guysd (School SENCo 2,5).

The same school SENCo also described finding it useful to understand parental views
and parent al percepti oenrse,ofwhwhcah erhaehblre sc hh

any future discussions she has with the parents more accurately.

Theme 3:Confidence in this type of meeting

Out of the five school SENGofour of them said that theyowld definitely like to do
this type of meetinggain. SENCo 3 said that she possibly would. Even in case 4, where
the SENCo had not felt she had come out with a good picture of the child on this

occasion, could see the benefit of this type of meeting,

Staff particularly valued the relaxed, positivelaollaborative aspects of the meeting.
They enjoyed that the child was the focus of the meeting and that everyone involved had
been able to have a full, honest and open discussion. All staff said that they had been

able to say everything that they had veahto.

Some commented on moments of discomfort during the meeting, relating to the use of

props or actions to music which were unfamiliar and considered by some as
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unnecessary. Some were concerned when presented with the props that they would have
to dosomething which would make them uncomfortable, which related to their being

unfamiliar with the process and nervous about the unknown.

One SENCo (Case 2/5) reported feeling O6squ
hadnoét felt usngdninvimton from théchild and theeuseeof nwisic,

but acknowledged that this was due to her not being familiar with this way of working

and commented at the end that after attending two adapted PATH meetings, she would

now prefer to continue working this way. Perhaps underlying thiss a perceived

threat to stafbeing able to present themselves to parents and other professionals as they
might wish, which might naturally vary with personal factors such as their own

confidence in their role. Similly; feeling put on the spot, particularly at the start when

asked to make a comment about a child they perhaps did not yet know very much about
elicited similar discomfort. However, these were reported as moments, and the overall

0f eel 6 was nwhichtheyreltcdmformableto sSpeak freely.

Another part of the experience that was enjoyed less, was that staff sometimes felt
uncomfortable about not always knowing what to say for every section. This was
particularly relevant to the dream, as tisisit the beginning when the staff know very

little about the child.

0l think it got easier as it went through,

first bit was about everybodyds wishes for
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genericwishesfo her, you know that sheo6l |l come an
friends and that sheol |l succeed at school é

for everybody coming into ®SchooSENCEd, soél ¢

3.3.3.RQ: What facors didparticipantsperceive as having an influence

on how the meeting went?

In order forparticipantgo feel that the school couldhve as full a picture of thehild as
possible and for them to then be able to create a full plan of support and for positive
relationships to develop between parents and school, there needed to be: people at the
meeting who could provide a high level of informatand knowledge, lib about the

child and about appropriate supportive strategies, a clear and constructive framework to
the discussion and an atmosphere which encouraged participants to be working
collaboratively together and positive relationships to be bithikmes andubthemes

which emerged arsummarisd in Table 11(p.114, with descriptors providing

elaboration for each subtheme. A following narrapvevides further description
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Tablel1: Factors identified whicinfluenced how the meeting went and contributed
towards the impact of the meeting on parents and staff

Theme

Subtheme

Descriptors (codes)

Quality of Information share

A deeper discussion

Ability to pick up on what is
said and build upon it

Opportunity to ask questiong

Opportunity to discuss thing
not usually discussed

Value of input from different
perspectives

Tried and tested strategies
from parents, school and
preschool

Input from professionals

Meeting has less impact
wherelots of info previously
shared

Clear addressing of specific
concerns

Learn from ot

perspectives

Willingness of participant to
engage

Participants need to be
willing to try something new

Participants need to be oper
to new ideas anplossibilities

Engagement of staff affecte(
by previous relationships
with other participants

Honesty of participants

Appreciating honesty from
participants

Allows objective
consideration of a forward
direction

Opportunity to observe the
child

Opportunity to see the child

Family dynamics

Different interactions
between child and others

Chil dbés react
unfamiliar situation

Strategies for supporting the
child modelled

Structure of meeting

Starting with the dream

Barriers removed, anything i
possible

Unique chance for parents t
express hopes
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Needs clarity around when
referring to

Depends on ability/
willingness of parent to
remove from here and now

Pulling out foundations

Key important factorare
identified, keeps focus

Meeting was easy to

Language used is accessibls

understand Use of props to reduce jargd
Use ofvisual structure
EP role: paraphrasing,
summarisingkeeping focus
EP as an O6eng
probing questions
Learning fron
responses
Relaxed nature allowing for
questions
Collaborative nature ofthe |Feel i ng of a | Staff and family members
meeting together supporting each other

Information shared by all

Strategiesuggested by
school as well as parents an
preschool

Plan includes all involved
with the child

All playing an important part

Meeting accessible for all

EPs bringing people in

EPs asking same questions
all

Not feeling judged

Reduction in
dynami co

Relaxed nature of meeting

Interpersonal factors, e.g.
friendliness of EPs

All sitting at same level

Props, music, biscuits

Time, including pauses

Familiar people present

Some discomfort around
props/presence of child/
unknown at the start
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Positive nature of the
meeting

Starts with strengths and
aspirations

Barriers come later

Emphasis on problem
solving/ being constructive

Child focus

Parents receiving positive
responses from school

Staff reassuring parents

Staff providing direct
reassurance to parents

Specific concerns addresse(

Staff reassuring parents that
their child is not the only
child with additional needs

Staff sharing with parents
ways in which they have
managed children with
similar needs

Positive reaction to
descriptions of the child

Staff not appearing surprise
or worried by descriptions of
needs

Proactive strategies being
created tsupport the child

Parents feeling their child is
accepted as they are

Positive reaction to child (if
present)

Staff interacting with the
child

Staff being warm and
friendly towards the child

Efforts made to make the
child comfortableduring the
meeting

Parents feeling listened to

Staff reflecting back parenta]
concerns

Staff addressing specific
concerns and suggesting
related strategies

Having the chance to talk
honestly and openly

Opportunities for staff to talk
with parents

Listening to
concerns, hopes and dream

Benefits for parent

Allows school to understand
parental perceptions of neeq
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Allows school to know whersé
to oO6pitchd f(

Being able to address Staff can reassure parents
specific concerns and make| benefit to their relationship
plan and feelings of satisfaction

Parents make an important
contribution to understandin
of the child

Being able to reassure Feelings of satisfaction for
parents that they can help | school staff

Parents more relaxed and
positive towards school;
benefits to the relationship
Parents feeling more relaxe{ Relationship starts off on a
and positive towards the more positive note

school/ parentaleactions
towards staff

Theme 1: Quality of the information brought to the meeting
A deeper discussion

A salient factor in how clear a picture was formed was how well those present knew the
child and whathey were able to bring to the meeting. In the majority of meetings,
participants felt that between parents, preschool staff and professionals, a wealth of
information was provided. Staff commented specifically on the discursive element,
allowing for peopé to pick up and elaborate on or question something that had been
said. This was seen as a deeper discussion tavkheh might usuallyoccurin more

traditional transition practices.

When the quality of information shared was not considered high, #de mdifficult to

form a clear picture of the child. In Case 4, the SENCo notedliledid not feel that
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she had grasped a full picture of the child. In this case, the only people present at the
meeting were the chil doés olstaff dsevell asast,edvoo ne me
facilitating EPs, who had not met the child. The school SENCo commented that neither

party had brought the amount of information she would have valued. She questioned

how well the parent und e atwithaovdrbatohvaitten hi | d o6 s
additional information from others who knew the child well, an accurate picture was

hard to gain. This view was not shared by the parent

Value of input from different perspectives

Parentsand stafiv al u e d h e gargpettiyes ort the ehilds ioth from those only

just meeting the child (e.g. first impressions of EPs or school staff) and from those who

knew the childwellim di f ferent cont e xwithparentstndtieg par t i c
that they had learned newnlgs about their childschool staff valued hearing directly

from parents and presabicstaffwhat strategies worked well and not so well for them.

Hearing directly from school staff what they were planning tdodseed on what had

been saidhelped parento develop a sense of confidence in school staff and to feel their

commitment in supporting the child;

6l nterviewer: So are you saying it was the
confident?

Parent: Yeah, sheds so hesewaysthabwoaldhelps | ust
(child) out, it was |l ovely.d6 (Parent 3)
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When asked if they would have liked input from anyone else at the meeting, some
participantscommented that they would have liked some input from Speech and

Language Therapy, asthiswasits chi | dé6s main area of need
had previous input from such professionals and therefore had some information that they
could bring along, meaning that input from other professionals was either not needed, or

could be incorporatedsaime went along through the transition process.

Honesty of participants and willingness to engage

Naturally, interpersonal factors played some part in the quality of information shared
between participants. One SENCo mentioned that she felt that preschool staff had felt
reluctant to share information due to previous disagreements between themselves and
the parents. One EP also commented that some of their school SENCos had showed
some resistance to trying something new and found it difficult to accept both the style of
the meeting and some of the possibilities suggested by parents, perhaps as tieely diffe

to things they might have been used to for a long time.

One parent noted objectivity and honesty as important for reaatshgred

understanding and everyohaving a clear picture, as they felt that staff were realistic,

rather than ideologicaln this context, the school had been clear that they were unsure

as to whether they were the right school t
plans both for whether the child started with them, or whether the child went elsewhere.

Whilst other profesionals at the meeting had wondered whether this might have made
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the parent uncomfortable, the parent herself commented that the honesty helped her to

be more informed when faced with difficult decision making.

OEverybody was hon edsdhean because sdmetimésiit s Hifficalta s g o
as a parent to make a decision for your kid. And sometimes people want to give you
direction, but we have to have all the opinions to be able to make that decision.

Everybody was dping thatoé (Parent 2

Opportunities to Observe the Child

Where the child had been present at the meeting, many school staff commented that this
provided a good opportunity to observe the child, which added to the picture. Benefits to
observation in this context included seelmgv the child coped with a new situation and
how they were managed by those that know them well, family dynamics and

interactions. Staff felt that this was an element which madadapted®ATH a unique

context and often felt reassured, as well as moosviedgeable, from what they had

seen. Some, howevearoted that staff were not necessarily seeing a true picture of the

child, as the context in which they were seeing the child was not usual.

OHe was justPadayo ntghey d imdah.die copedealhi m doi

well but they didndét see what they needed
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Theme 2: Structure of the meeting

Participantsioted that the clear structure of the meeting, with progmre$sion the
MDreandto thedOne Year fromNowd was useful for structuring thoughts and linking
ideas together (i.e. we want to get to this, so we will try this). This gave participants
some clear strategies to follow and a better understanding as to why these particular
strategies had been chosen, hew values, aspirations and needs linked to action

points One parenhoted however, that she had found it confusing to work backwards.

Starting with the Dream and Pulling out Foundations

Many participantsound the Deam very useful for exploring thmique and individual
nature of each child andthoeé¢d thay weéer addlke
capture Staff felt that they had learned things about the child that they woutldave

done otherwise and ther@m element was considered eamanism for this.

6lt makes it really individual to that «chi

(Educational Psychologist)

Having this element at the beginning often
barriers and focusing on aspirations and to maintain focus on the child as an individual.
EPsbr eaki ng down the i nf or mbepedpartippntséos ent ed

focus on key elements wfhat was important to the family.
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One SENCalso felt that it was good for parents to be asked to express their dreams for
their child as this is not something they might ever have been asked to setiefibre

and tle meeting provided a safe environment in which to do so.

However, some concerns were expressed thgtrgy with the Deam does not allow
parentdo air their concerns about the immediate futsteaight awayStaff and parents
felt that this coulgotentially cause anxietparticularly if parentswvere not sure what to
expect offelt highly dressed. Some failed to see the relevance of thinking so far ahead
into the future when they were so concerned about the paasgtihufoundit difficult

to think too far into the future.

6ébecause for themé their future is 6has h
an EHCP?6 They dondét want to |l ook any furt

|l ook any further thanawhat, of06t h&tbheobkoBE

6él guess when youdre worried about the he

concern yourslf withtheD eam. 6 ( Parent 1)

Further criticisms of the 2am include the opinion that this part of the meeting was
very long and that it was not always an easy thing to do. This was due to the time
element being unclear (i.e. whether it was referring to the near future, or much further
away). Where patrticipantsad been asked to think about the child as an adult, some felt

that this was too o6far awaydéd and therefore
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not given a specific time point to think about and found that some participants in the

meeting were focsing on a few years from now, whereas others were thinking into

adulthood, which became confusing.

Meeting was easy to understand

Table 12: lllustrating quotes

s not | ikeé.you know when peop
l ji kset, Owhat ?6. They actually exp
ds. 6 (Parent 3)

@&t h@&ys)\wer e just, sort of givi
OWere there any thoughts abo

ngéno
unhgéthiaer
were |literally free flowing by then
60lt seems a b({EPs)dsotnréa n g e ntohna tt hteh ecyh i |
they do. | think in every single one the facilitator has been more or less able to

highlight the key points of the chi

6élt did break iitffdewaeanguseect wehs a
bit of paper in front of you, I gue
together, because it is there in fr

The structure of the meeting weaalued by participantas being easy to follow and to
understand, which supported their contributions to the picture of the afivgell as

impacting upon parentételings towards the school and to other professionals.

Factors contributing to the meeting being easy t@folheavily depended on the

facilitators6é role. EPs us summarisnigusihgl s
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simple language and asking probing questions were considered useful for developing

group understanding. Facilitator skills of bringing peopte the discussion were also

mentioned as ways to keep the discussion going and ensure that everyone got to speak.
EPs were noted as being good at keeping pe
people back to questions asked and points being coedidePs were also described as
oreally listeningé, which involved paraphr
their understanding before things were written down. Both parents and other participants
recognisd EPs as helpful in assisting thoughtcesses and thus enabling people to

formulate more easily what they wanted to say, through asking probing questions and

providing gructure for thought processes.

In most cases, thedapted®ATH meeting was facilitated by an EP who did not know

the chid well (although usually the EP working with the child was present, often taking

on the role of writing the graphics). Some commented that this was useful, as it put the
facilitating EP in the role of &édinquirer©o,
information from those who know the child well and then helping participants to identify

the key points thatdd been brought to the meeting.

The use of the visual was also noted as helpful for keeping people on track, helping
people to focus and acting asade memoire for what had been discussed. Some found
it slightly distracting, particularly in one case where EPs had taken a long time over
drawings and had not always made clear representations of what was being said (one

participant was unsure what eguhture related to).
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Staff noted that it was useful not having to write anything down as it ensured eeryon
was listening Othershowever were unsure about not having notes to take away as they
did not feel that the visual always included everything that notes from such a meeting
might usually contain and the information was not always easy to read or distribute to

others from a photograph.

Theme 3: Collaborative Nature of the Meeting
Feeling of a team working together and all playing an important part

Participants highlighted the value of O&6con
perspetives and ideas from each parBarents, schoolpreschools and professionals

were all considered as having a role in creating and carrying out the plan together and
ensuring that the support is put in pladéorking together involved all parties engaging

with the process and playing an important pad feeling able to speak honestly and

openly

A reduction in the power dynamic between parents and professionals was key for

helping parents to feel that they were able to make an important contribution.

d feel that i1tdés done more neutrally, no
stood out for me through all of it. | think some of the usual transition meeting sat around

the table, especially with certain schools, that whole emphasis sisifts,how

empowered the parents feel, because itdos a
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been tipped before the meeting even starts
rather than the chil dds nee &kingleome, withot wi | |
doubt has been about the parents, with the parents and the child at the centre rather

than the school and not been about the sch

not. Thatodéds eliminated that as far as | ca

The EP facilitators played an important part in encouraging all parties to have equal

input. Asking the same questions to each party, showing equal respect to all and

ensuring that everyone got the chance to speak were highlighted as important factors.

All parties were asked to contribute to a shared understanding of the child and to suggest
strategies for supporarticipants felt thaEPs listened carefully to all responses,

clarified andsummarisd what was being sdjiperhaps contributing to theding that

each response was valued. Measures were also taken to ensure that everyone was able to
easily understand what was going on, allowing full participation. This has been

di scussed in the 06St rEndronmentl fastbrs, shla® Me et i ng

everyone sitting at the same level were also highlighted as important.
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Relaxed and positive nature of the meeting

Table 13: lllustrating quotes

6éit just felt very comfortable. EvV/{
chipinwhen they wanted to as well .6 (P

O(EPs) were both so friendly they m
(Parent 5)

6élt was good to take the edge off
i ke, we ditdexpedt, ydu knowy woultl inbe formal, would it be
pleasant/ unpleasant?(tise of props) ook t he edge off th
(Parent 2)

starts off with oif |
l i ke, o6well actual
l'y now our focus
than thinking o1
S more positively
ppen. Thereds no

0é. . becaus
your sbheénp a
then thato [ us
way, because t her
actuallyboki ng at thing
maybe this could ha
(Parent 5)

o -

The relaxed and positive nature of the nmgptvas frequently commented by all
participantsas being key to allowing everyone to feel that theyadcepeak up and work

together, thusorming a clear picture and support plan for the child.

Many referred to the relaxed feel as different from the types of meetings theyusuall

experience. Contoutors for this includegauses for people to think, it being less target

driven, the lack of judgement in the room and the friendliness of the facilitators. The set

up of the room, including snacks and not sitting around a table Vgerthaught of as

contributors to a more relaxed feel, as were the props in some circumstances.

127



Participants valued the use of props as so
tension. Some found them amusi ngetomr a Obit

more relaxed feel and also valued what they represented (e.g. not judging others);

Others, however commented on the props making them feel a little uncomfortable, or

thinking that they were for the children, without seeing their relevance amthits.

Attending with familiar people was@ntributing factor for parentpreschoobktaff and
other professionalfeeling more relaxedObserving and learning from other people in
the room also encouragedrents to feel comfortable ab@teakng. Parent 2 noted
initially not feeling confident in knowing what to say, particularly as she found it
difficult to articulate strategies that were part of a daily routine. She felt that hearing
others speak had spurred her on, perhaps as it made her fedgmon what she

wanted to say. Perhaps also because it gave her new ideas/ new directions of thought.

The meeting being vemositive also helped parents to feel that the meeting had been
collaborative and productive. Parents attributed this to theri&igaining an emphasis

on problem solving and exploring solutions which were relevant and meaningful to the
family. As previously discussedheé dream element was also highlighted as important,
for starting with and maintaining focus on positive outcoares possibilities, rather

than oveifocusing on deficits.
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Theme 4:Parents receiving positive responses from thelsool

All parents felt that they had received a positive response from the school during the
meeting and for some parents, this positesponse had also been experienced in other
encounters with the school. This contributed to parents feeling reassured and more
confident about their childodéos transition.
stated to parents that they were unsuretha hey coul d meet the chi
still felt that the school ds response was

the school itself, but in the education system.
Il nterviewer: O06So what are yourmefedalnigfgds t o

Parent: OPositive. |l think that wherever w
That was the feeling | had. Amazing support. Plus all the opinions were based on actual
fact and experience. They did not just say everything will be good vildre just up to

the point which is exactly what we needed

Staff reassuring parents, listening to parents and reacting in a positive way

Parents valued school staff showing that they were actively listening to them and taking
their concerns seriously; through reflecting back what parents had said, asking relevant
guestions and contributing their own thoughts in relation to what parentghreerd who

knew the child had brought to the meeting. Parents felt better just knowing that staff
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were Oaware6 of things and were not upset
proactive in their support. Staff were able to reassure paberktsaround [gecific

concerns they had, indicating how they would address such concerns and were also able
to offer more general reassurance, by directly stating that they would work hard to

support the child.

60l know they will gi ve blycahibdcalge (Scho@d best su
SENCO) said they will do everything they can within their powers to make sure he gets

what he needs. 6 (Parent 5).

Parents appreciated staff listening to what was working currently for their child, within

the preschool environment br i ngi ng the familiar and 0t e
environment. Specifying similar strategies or resources that would be used helped in
conveying the sense that the resources and support which had enabled progress in the

preschool would continue.

Parents reported that staff mentioning experiences with other children they had
supported in the past helped parents to feel that their child would not be alondiimgnee
extra support and confidetttat if the school had supported children with simileeds,

they would be able to support their child also.
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Positive Reaction to the child

In circumstances where the child had attended the meeting, staff responding in a positive
way to the child, or children gave parents a feeling of reassurance. Where efforts had
been made to make the child more comfortable, such as toys being provided for t

child, this also added to feelings of positivity and acceptance.

060They was really relaxed with the kids aro

|l i ke 6go away6é with them everyone was nice

Themeb5: Staff valued @portunities to talk with parents

Staff valued being able to talk with parents in a relaxed environment, particularly being
able to reassure them and address their specific concerns, which gave staff satisfaction
and enabled parents toarland enjoy a more positive relationship with staff. They

valued hearing parents speak, to gain a better perspective of where parents were coming
from, as well as a better understanding of the child, particularly when parents were

asked to express hopasdadreams.
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3.34 Presence of the child

To consider multiple views on the presence of the child at the meeting, the views of all
participants were considered. Parents, school staff, preschool staff, Portage workers,

TOP workers and EPs were all directlys k ed t heir views on the ¢
meeting and inferences were also miden spontaneous commenmdating to the

topic.

RQ: What were multiple perspectives on the presence of the child at the meeting?

All six of the families opted tbring their children to the meeting and some also brought
younger siblings along. The family with twins opted not to bring tttgld to the first
meding, but then brought the second twin along to(tler secondjneeting.Preschool

staff suggested thahis was perhaps due to the different nature of the children and
guestions around whether the child who did not come would have coped with the

meeting.

Families valued being able to choose whether or not to bring their child, although some
did note feeing pressure from EPs to do @® EPs had oftemied to encourage.iMany
participants noted concerns prior to the meeting about how the child might cope during

the meeting, particularly the school staff, and had questioned what value having the
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child there might bring and what the child might be asked to do. However, when asked
afterwards whether they would bring the child agtie,majority of parents and

professionalgelt that they would.

Two broadthemeswere identified irthe datawhat themeeting may mean fdhe child

andwhat the chil dos pr esenheadulsinthérbom. meet i ng

Table14: Perspectives on the presence of the child at the meeting

Themes Subthemes lllustrative Quotes

What the Child should be given | d understand that they are part ibfand
meeting may | the opportunity to be | thatis the point, at some point they
meanfor the 6part of itdefinitely should
child not saying they slh

dondét want to put
capable of doingbo

The childreceivesan |« | 511 be hon ewrtiedit

Important message was going to be a waste of time because
wondt be able to e
but it turned out to be absolutely
unworryful él think
Questions around level | understood it or not, he was part of it, it
of genuine participation| was about him and that was important fo
him.He enjoyedthad ( Par ent

OMy only concern w

Assumptions around was involved with it. That was the only

ch i,l drenos thing. | thought for the adults there, it we

experiences really well, but f
really involved. 0
61 mean o blhhadafew | vy

wobbles because it was different, but wh
he was obviously not happy to be there,
was good cos they were happy for him tq
go back to preschod(Parent 5)
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What thec h i
presencet
meeting may
mean forthe
adults in the
room

lChil do6s
adults focused

child

pPs €

Child as a distraction

Anxiety aboutspeaking
negatively in front of the

@ it still helps p
remember who that meeting is abéuit
stops it going off
(EducationalPsychologist)

Il ntervi ewer : 60Ok,
view, did you want her there/ not want he
there?

Parent : ol di d, bu
because | think it
the children, but
meltdown andtherbld have be
god! 6 (Parent 3)

6l think perhaps t
some elements of it but not for others an
that has been generally the feedback fro
parents so far tha
Theybébre quite happ
whenwe are talking about their strengths
and what they want
time, but in terms of the barriers and
what s going to ha
keen for the children to be involved

i né. maybe because
anxi et ySENCoSit hool

Theme 1 What being present at the meeting may mean fahe child

Child should be given opportunity to be part of the meeting

Partici

clearly explain why this was. Some stated that it was because the meeting was about

pants al

uded to the fact t hat

them and therefore morally, they should have some part in it.

Chi | d rewswdresgenerally considera@aiportantfor informing decisions about

their livesand participants felt that any chance of the child being able tesxfhose
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should be encourageBarticipants could see more clearly how older children would be
able to participate to a greater extent ardressedhat excluding children from
participating due to their age or the nature of their difficulties would not be the right
thing to do.Excluding children with the assumption that they would not be able to

participate would perhaps cut off possibilities;

60 can i magine éyou know if you do it with
and aspirations for t heaeay8lcanseedhowatwauldbeor e f o
|l ovely, so from that point of view you wou

children under 76, |l can quite understand

Child receiving an important message

A number ofparents and pro$sionals noted that enablinbildren to feel part of a

meeting which is about them, regardless of the level to which chileemengaged,

was considered to providm important message for the child, as well as a positive
experience fothem. Indications were that by having some awareness that the meeting
was about them and being at least asked to join in, in whatever way they were asked,
that the child felt important and valued, that their contribution mattered and that others

were thee for them.
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Questions around the level of genuine participation

Questions were raised about how much children really took part in the meeting. Most of

the participants raised questions around t
acknowledged that thehild would not have been able to follow most of the meeting,
particularly when the childbés | evel of | an
were considered areas of need. Participants noted that much of the meeting was above

the level to whichchd r en wer e abl e to understand, for
being too astract a concept for preschaed children generally. Others questioned

how safe such a young child might feel about speaking in front of so many adults.

Some effortshad beenamd e t o col l ect the childrenés vi
were referred to at various points of the process, although only in Cases.lrmoth2r

cases, these were not made available or EPs had forgotten to colledhtbemcase

(Case 1) thenformation the preschool had prepared with the child was noted as a useful
starting point for a child to be able to make some kind of verbal contribution (what she

liked doing at preschool). In the other meeting (Case 2), the adults referred to the

information briefly at the beginning without asking the child to contribute further.
Generally, referral to the childbs vVviews w

again the child being able to make a meaningful contribution.
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For some, this meanttlie meaningful participation and although they could see some
benefit to the child being there, generally questioned what the point was of the child
being present if they were not able to understand what was goikipaever, many
participantgecognisd that whilst the children may not have contributed verbally to the
process, their viewsould be represented through those who care about them and know

them well;

I nterviewer: OWere her views represented i

Preschool wor ker :herdndre. 8Ve cotlchtalkalbogt whanske likestd
play with. Some stuff about her communication and what she means and what

behaviours indicate certain things. o6 (Pres

Opinions varied as to what <constidaut ed bei
meaningful or beneficial for the child. Ways in which children were reported as being
engagedvith the meetings included asking them questions, allowing them to draw on

the paper and allowing them to use/ play with the prigps.varied in their attegpis to

ask the child to contribute to the process itself. Some asked parents to gauge whether the
child would be able to contribute and to say if they felt they might wish to. In other

meetings, EPs asked questions directly to the child, for example @1Cakis was not

always considered successful as it took a long time for the child to answer and often her
answers were not relevant to the questions, which participants saw as her not making a
meaningful contribution. The parentinthiscase alsorasedc oncer n t hat t he
views might be misrepresented due to a | ac

adul tdés part;
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60l would question the involvement of presc
more out of them without leading them dawrertain path. Unless they are very
articulate and thenél can imagine some of

t hey want . I think probably it depends on

In cases 2 and Parents appreciated any kind of attempts made by EPs to engage the
child in some way, such as talking to them in a way in which they understood, or
allowing them to play with props, both for helping the child to relax and feel accepted
and for allowing tlem to feel involved. Participants did not necessarily see this as a
meaningful contribution as such, although appreciated these as actions as enabling the

child to feel part of the meeting.

Assumptions around childrends emotional e X

Assumptione mer ged around chil dr enBrgoynemwasi ons d
frequently noted;@me participants felt that children had enjoyed having everyone they

knew together in a room, to talk about them. In one case (Case 3), staff felt that the child

had eally enjoyed listening to lots of positive things about her€atiers were

concerned that children found it difficult having lots of adults together in one room, in

an unfamiliar contexdr noted hat the meeting was too long, particularly if the child

was regired to stay there throughout.

138



Things that helped children feel more comfortable often related to familiarity, such as
the child having familiar toys and adults there and also the child being familiar with the
room, either if they were in their own home or preschool. Having breaksankiss

were also considered useful. People also valued having toys in the room and having a

big open space for children to play.

Many participants suggested that having the child there for part of the meeting added
some value, although providing the optiof the child having elsewhere to gas

frequently mentioned asprovided both an opportunity for the child to leave when they
were no longer enjoying the meeting, as well as an opportunity for adults to talk more

freely.

Theme 22Wh at t h e esehce &t chéeting rmpay mean for the adults in the

room
Childdés presence keeps adults focused
Participants recognised that the childdés p

focused on who the meeting was about and kept the child at the centrelisttission.

6You couldnodét really say she was an active
there. It probably kept peopfecuseco n her , in a way that i1t wi

she not been therebé (School SENCo 3)
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Child as a distraction

Adultsaco ss each of the different roles noted
some extent. This included comments about both parents and staff members interacting
with the child, rather than being able to focus on the discussion. Others noted the

potentid emotional impact on parents, that they might be worried about how the child

might behave and thus feel stressed and distracted over the impression that might be
formed by school staff or other professionals. This was also the case for some preschool

staf.

Indeed, sme parents commented about having felt anxious before the meeting about

how their child mght behave. Two parentsalsodled t o t he chil dds pr
them some stress during the meeting, as th
behaviour during the meeting, which related to their anxieties around both themselves

and their child being judged in a negative way.

Many participants felt that the advantages of having the child present still outweighed

the disadvantagehat this prowled:

6lt wasnbét anything we couldnét deal with
more on him than on the meeting, but once again, the benefits of him to be with us was

much better than that. o6 (Parent 2)
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Whilst some staff members felt thaethwould have preferred not to have the child

there.
OHe was quite happy at first lining things
pulling mumdés ponytail and the sibling was

legs and she was trying to saydad to take him. So, for that one, | think it probably

would have been better i f he wasnot t her e

Ways around reducing the distractions suggested were that those adults who were
considered as perhaps having less to contribytarticular sections, such as Portage
workers ompreschooktaff could help to entertain the child whilst other discussions were

going on.

Anxiety about speaking negatively in front of the child

Some parents and staff reported feelings of stress around not wanting to talk negatively
about the child whilst the child was present. One SENCo (School SENCo 2/5) noted that
anxiety about what the child might hear had put some parents off bringing ltheochi

the meeting and that they had felt vengomfortable about doing so. Shgpothessed

that where parents are particularly anxious, or where they have had previous negative
experiences of not being able to have a full and frank discussion in agnéstin

would findtheidea of talking about the child in front of them very difficult.
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Others, however felt that the child hearing positive things about themselves was a good

experience for them and for the child.

OYou nddaultdal k aborathyheérn ngys becaase sheds th
tal king about our favourite things about (

| ovely for her to hear. |l think3someti mes

Many came back to the questionhafw well the child was able to understand. If they

were considered old enough to understand and participate in some of the meeting, such
anxieties persisted. However, if considered less able to understand, due to their age or
needs, they might wonder whaas the point of bringing the child to the meeting?

Again, most of the participants suggested that having the child there for some of the
meeting was useful but that having some time without the child would also be of some

value.
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3.4. Discussion

As previous research has establisied,r ent s pl ay a key role in
school. They provide insight and information for decision making processes (Dockett et

al., 2011), advocate for their child (Beveridge, 20804J play an importamble in

preparing and supporting them (Griebel & Niesel, 20D2spite some debate over what
defines a O0successfuld transition; positiyv
school have been found to i nftdschwoimight how we
go (Dockett & Perry, 1999; Giallo et al., 2008). Therefore, the need to provide parents

with a positive experience and to address their concerns is clear. The first part of this

study looked to understand the nature of parental concermegiind to transition,

before exploring the use of PCP as a potential method for addressing such concerns.

341What do parents of children with SEN wo

transition?

Up to this point, research into what parewitshildren with SENwvorry about with

regard to transition and how such concerns are addressed has been sparse. Much of it
comes from the US and thus is difficult to relate directlsheoparents ofhildren in

British schools. This study found commonaktin key areas of concern, both within

this group of parents and with previous research. Despite differences between family
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contexts, their childrends needs, which se
so on, parental concerns relatedtohbveti r chi | dés needs woul d &
others would adapt to thetdnderlying thiswasconcern about whether the child would

be accepted and understood by peers and by schoolGtadh the nature of the aim of

a transition meeting and the cortaithin which this research took place, it is perhaps

not surprising that such concerns would be

The findings also providmsight as to why such concerns were significant for parents

Being acceptedanddrer st ood by staff was associated
ability and willingness to support the child appropriately. Appropriate support was
associated with keeping the child safe, ke
skills and supportinthem with their peer relationshipehe importance of a child being

accepted by their peers is wslipported in the literature and as previous research

indicates (e.g. PACEY, 2014), is often a common concern for parenBaukseister

and Leary (19953 uggest, feeling acc agieofbeldngingoneds
and Omaintaining at |l east a minimum quant.i

i nterpersonal r e laktd individual welleiagd(p497s f undament

Whilst parents o€hildren withSEN were not compared to parents of children without
additional needs in this study, the nature of their children having additional needs was
found to foster some particular concerns. For example, parents reported specific

concerns about threchild not speaking clearly or being toilet trained and were worried
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about how the school might manage such issues and how this might influence both the
chil dés academi dhisgprowddessfustiver ratibnalg, asondicaedvathin
previous lterature (Hess et al., 2006; Sektnan et al., 2fiit@aying particular attention

to the concerns of parents of children with SEN, as wegdragidingsome insight as to

what these concerns are and wvitngy are considered important.

Similar to previous research involving PCP (Bristow, 20A/8jte & Rae 2019, parents
had some&oncerns about the meeting its@fg.not knowng what to expect deeling
judged by otheps Factors increasing levels of concern aroundnieetingwere aso
identified,such agpreschool staff not knowing what to expect, which meant that they

were not ale to always reassel parents

It should be noted that this study did not aim to provide an exhaustive measure of
parental anxiety over the transition joekand therefore assumptions about the nature

and levels of parental anxiety over time should not be made. Implications from previous
research indicate a range of factors which impact upon parental concerns, such as
parentsd per ceptilitiesrtossuppdtivectild (Gidlle et al., 2008)n a b
and families having been through difficult times togethehénpgast (Dockett et al.,

2011). Thesare not explored Haepth.

However, having an idea of some of the key areas of concern that parerits may

experiencing with regard to their children is useful for school staff and practitioners and
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may help them to better understand how to support parents. For example, knowing that
acceptance and belonging may be somgtthat might concern a new parestgff can

ensure that thegive clear messages of acceptance from the start and that they are

prepared to offer reassurance and practical solutions forsuppon g t he chi | dés
relationships, if appropriatélaving an understanding of what parents might be

concerned about with regard to the meeting itself should also help practitioners to better
understand how to improve the experience for parents, for example, through reassuring

and preparing both parents and-pobool staff This part of the study also cibbutes to

our understanding of whether an adafR@dd’H meeting can help to address some of

these concerns, as discussed below.

3.4.2. What was the impact of thadaptedPATH on parents? Did it address their

concerns?

Theresultsstrongly indicate that thedapted®ATH meeting was perceived by parents to
provide them with what they felt they needsdhis stagand to address and reduce
many oftheir particular concerns. Generally, parents felt hugelglved in and

reassuré by the process. In some cagessuch an exterthat one parent reported

feeling as though all of her previous concerns had completely disappeared.

Whilst the impact that the reduction inrpatal anxiety had on the chitat the transition

process wasat directly measured, the inftnceof parental beliefs, experiences and
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emotions on the child and the transition process has been established in previous
research. For examplearents who feel more knowledgeable and confident about
managing transition are more likely to use moretpasparenting strategies that could
be important in helping children make a smooth transition to s¢pockett & Perry,
1999 Giallo et al., 2008)Thusa reduction of parental level of concern has important

implications for the child and their transiti process.

It must be noted that not all parental concerns were addressed and caution must be taken
here not to overestimatie potential there is to do so. This was perhaps to be expected.

As parents acknowledged, certain concerns could not be fully addressed while funding
issues remained unresolved, or until the child had started at school and beyond, due to an
element of the umtown and a recognition that some things would be more difficult for

the school to have control over, such as the reaction of peers towards the child.
Interestingly, parents reported having had concerns around peers accepting their child,
although such comens were rarely referred to when parents were reporting which
concerns had been addressed and how. Perhaps the notion that the school understood the
child well may have provided enough reassurance to parents that the child would be well
supported, or thahey might perhaps be able to provide the child with support for

developing peer relationships.
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As Childre and Chambers (2005) suggest, however, while the PCP process is limited in
what it can achieve, parents can at least feel better prepared anctasstged than

they might otherwise have doria.order to be able to put in appropriate support for the
child (a key concern highlighted by parents), parents and schools both understood the
need for the school (and themselves) to have as clear a mttheechild as possible

and to have a clear plan as to how to support them and felt that this had been achieved.
This supports earlier findings from similar PCP meetings (Bristow, 2013; Childre &
Chambers, 2005; White & Rae, 201&nowing that the schddad a good picture of

their child enabled parents to feel more confident that their clildd\be accepted and
supportedand that they would make progress. They recognised this as an appropriate
expectation for what could be achieved at this stageeafémsition process and valued

it highly.

The other key area of impact identified was that positive relationships were formed
between parents and schodsological models for transition (e.g. Rirldaufman &

Pianta, 2000) highlighthe importance of #nquality of the relationships between

parents, teachers, peers and thi&ldn the transition process and suggest that good
relationshipscontribute to psitive transition outcomed. good relationships areot

fostered this poses a risk to their succes$herefore, the findings from this study

indicate that this type of meeting can support schools to do what researchers, including
Dockett and Perry (2007) suggest they ought to be doing; building meaningful and
responsive relatiomgps which form the basis for ongoing interactions among children,

families, and schools, from the start.
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3.4.3. What did school staff perceive they needed from the meeting? Wiaatthe

impact of theadaptedPATH meetng on school &aff?

The third aim of thistudy was to explore the impact of the meeting on schoo] ataff
key stakeholders in this proceBsevious esearch has elicited the views of staff on the
impact ofPCPmeeting on children and young people and what contributed to this
(Bristow, 203; Corrigan, 2014), but has raralyrectly explored the views of staff

around how the meeting has impacted upon them.

What staff felt they needed from such a meeting corresponded well with what they felt
they had gained from the meeting and were similar to those identified by pénants:
they had a full, enriched picture of the child, that they felt they had better relationships

with parents and that they had acquired more confidence in this type ofgneetin

Naturally, one might expect that staff attending a transition meeting would primarily be
aiming to gain as clear a picture of the child as possible, in order to lnattenstand

what to expectwhat kind of support they will need to put in place aoa best to

create a clear plaiindings also highlighted how this was helpful to th&ar. example,
feeling as though they had achieved this enabled staff to be more confident that they
would be able to support the child to the best of their ability, with some specific actions

to fall back on.
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An encouraging implication for éhuse of such meetings ioh®olsis that $aff said that

the picture they gained from this type of meeting provided them with an enriched
holistic picture, containing information in much greater detail thanwhath they had
gleaned through their usual transition meetings orgasesThat his was the caseven
when the school had already shared a high level of information with the preschool and
the parentds even more encouraginghe one case in which this did not happen (the
school did not feel theyad a good picture ohe child), howeverhighlighted the need

for having particular aspects of the meeting in place for it to be succassdftherefore
carries important implications for considering the context of the use of@g.Raving

participants who are able to present a detailed and realistic picture of the child)present

That gaff saw the meetings a good starting point for opening lines of communication
between themselves and parénta positive ways encouraging aaggain,such positive
communication and mutual respect has been established in previous research as an
importantfactor for transition(Dockett & Perry, 2011; Pianta et al., 200Ihat daff
alsofelt that they had gained a better understandirapdfmoreempathy withthe

parents as well as the child, has important implications for their ongoing relationship.
The positive impact of empathy on relationships issdetumented (e.g. Denham

Denham, Caverly, Schmidt, Blair, DeMuld&rCaal, 2002; Eisenberg, 20).

150



Again the limitations of what can be achieved must be acknowledgékegsarents,
staff had some remairgnconcerns about the transition. Concerns around resourcing
were perhaps ore significant for stafas funding decisions would influenadnether or
not they would be able to put in place the support the child would reReireaps
having the meetingfeer financial decisiondiad been madejayhavealtered staff
perceptions around what their concerns wersome extersnd how the meetinigelped

to address them.

3.4.4. What factors did participants perceive as having an influence on how the

meeting went?

Perceivedfactors whichcontributed towardsow the meeting went were identified.

These indicatelow and why the meeting may have impaaadgarents and staff as it

did. Thesancluded:participants having a high quality discussion (supported by the
information brought to the meeting from different perspectives, with a particular
emphasis on the family perspective being at the centre)irtiotuse of the process, the
collaborative nature of the discussion and positive interactions between parents and
staff. Not only was there a high level of consistency between individual participants and
participant groups within this study, but many & findings were consistent with

findings identified in previous studies from within different contexts.

151



Findings from both the current apdevious research have therefore besed to
identify factors which will be important for facilitators to considea 6 ¢c hwherk | i st 6)
carrying out similar meetings in futur€hese are summarised for each section as

follows and are also collated togetleRAppendix 22 270272

Quiality of Information Shared

As previous research indicates, communication and informsahiaring is a vital part of
the transition proceg®iarta et al., 2001; Welchons & Mcintyr2017)and alack of
communication can increase levels of concern and feel frustrating to p@eokett et

al., 2011; Hess et al., 2008he richness and quality of information shared identified by
participants both highlights what was valued and helps to explain why and how the
process led to having the impact that it did on parents and staffqergng a clear,
holistic picture and making a clear plaA} suggestetly White and Rae (2016), the

more information that is shared, the more individualised a plan of support can be.

These findings also supportéddings from otheresearch, thahformationsharing

about the childés | ife outhepotetial futhre sc hool ,
enables staff to support the wider needs of the cBilidtow, 2013; Corrigan, 2014) and
thatavar eness of the chil doé antfarupderstaeandingwhats | s
is important to that child and family and thus creates meaning and motivation for the

individualised support strategies created in connection with them (Sanderson, 2000). It
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alsolinkswitht he oOoval ui ng pr ogees§9878), whicheehablesr e d t
humans to develop a clear setincept and seksteem from unconditional positive
regard from others, through acceptance and focusing on the person as a whole, rather

than a set of psychological processes and deficits.

Naturaly, the quality & information shared was influenced imyerpersonal factors

within the groups, due in part at least to how ableiding participants felto engage

with the process. Whilst many factors encouraged people to feel relaxed and share
information, some were inhibited by issues such as difficulties with previous
relationships or not feeling able to yet trust in the process. Much of this ismethsiog
that can be controlled for, although it could be suggested that facilitators having an
awareness of any such issues might be useful and that opportunities to address them
could be provided outside the meeting as appropriate. One might also adsatage t

participants become more familiar with this type of meeting, an increased trust in the

process might ensue, thus potentially enabling people to relax and engage more with it.

Until then, adequate preparation of participants for the meeting maglkso
participants to engage more fully. This is addresseldeidtCo | | abor at i ond

p.158
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Table 15:Related Suggestions for Consideration when carrying out the meeting

Good quality information is shared

Participants with differerperspectives who know the child well are present and input is
encouraged from all. All contribute towards the plan.

Consideration is given to who might bring different and useful perspectives. Consider who|to
invite with regard to who will be involved iufure, e.g. class teacher.

Participants listen and are seen to listen to each other, are willing to engage, open to new
possibilities, honest.

[There is a focus on different aspects of the child, including outside of school

Staff bring positive experiencé®m previous knowledge (tried and tested stra@giesten
carefully,address specific parental conceprayvide reassurancask questions and pick up on
parts of the discussion.

Structure of the Meeting

As Mansell and Beadle Brown (2003phlight, the characteristics of PCP which make

it distinctive include a focus on the pers
goals (actions from intentions) rather than what the system suggests, and a focus on
outcomes, aspirations and caip@s. This study identified ways in which the structure

of the meeting contributed to this (e.g. the dream highlightingt was important to the

family, clearlinks from this to the plan arfdcusingon positives ad strengths from the

beginning) and he this impacted on parents and staff.
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However, the findingslso highlighted some issues with the structure which need to be
addressed, for example that some found ifuging, particularly the dream element.

(some were unclear as to whipkriod of ac h i | dtidesiredmiwhseferring toand

felt that adulthood was too far away to picjute most cicumstances, the process will

have beem new experience to parents and many school and preschool staff alike.
Perhaps better preparing participantstifier structure and potential questions, and

explaining the rationale to parents for doing the dream section may have addressed some
of this. If these parents had known that they would be able to address the here and now
later in the process and understoddy the structure is how it is, they might have been

better able to enjoy the dream section. It would also perhaps be useful to provide more
structure to the dream section or stage the dream; thinking about once the child is an
adul t, sepeaer yteaalrys 6t d i dnerd ,f iow even making
el ement could refer to any peri oatfeeisn t he
most relevant to them. Providing better information about the format and the types of
questions likely tde askedefore the meeting, as well poviding reassurances and
opportunities to discuss concerns may help to reduce anxiety around the unknown and
contribute to a more relaxed and positive experience, both prior to the meeting as well as

during the meiing itself.

The use of simple language, the visual and the clear struatuweell as skilled
facilitation by EPs helped participants to follow the meeting. In addition to promoting
useful, focussed discussion, to which all were able to contributeppsenesearch

highlights that this can help to ensure that participants feel they have played an equal
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and important part in the meeting, thus reducing power dynamics and previous anxieties
while promoting collaboration (Corrigan, 2014). It could alsoumgsested that the sense
of acceptance and belonging tpatents reflected on woulthve been influenced by

their being able to feel completely part of the meeting, due to its accessibility.
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Table 16: Related Suggestions for Consideratuyen carrying out the meeting

A clear structure is followed

Start with the positives and the strengths. The barriers come later.

Clear guidelines are provided for the dream (when are we referring to) both before and du
meeting. The focus is on te® who know the child well.

A visual is present, with key points made clear

Clear links are made between each section of the meeting, particularly aiming to see cleal
between family goals in dream and action plans

Understandable language is usedjangon

Facilitators keep discussion focussed and use skills such as summarising, clarifying and g
probing questions

The emphasis is on problem solving

Participants know what to expect

Appropriateness of this type of meeting discussed with stafpassibly parents prior to sep

Parents and/ or preschool staff are supp
understand why this is important

Rationale and aims of the meeting shared beforehand

Format is shared with all adult partieipts beforehand with potential questions to consider
particular, awareness of the dream section and awareness that the here and now will als
discussed later in the process)

Three O6rul esé represented on pohattécksf s h
judgement, chains of the past and that it should be easy to follow

If appropriate, potential questions are shared with the child for them to consider before a
during the meeting

Participants given opportunities to discuss any concerns #imuateeting beforehand
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Collaboration

Similar to other PCP research, the collaboratineogphere of the meeting wisy for
reducing the power dynamic between participants, allowing people to feel their
contributions were equally important and that they were working together as a team,
thus creating a more productive, trusting, and relaxed atmosphere (Bristow, 2013;
Coarrigan, 2014White & Rae 2016) and addressing some of the parental concerns about
the meeting. The distinctive relaxed and positive nature of the meeting was widely
acknowledged by participants in this study and is also reflected in the literature

(Bristow, 2013; Corrigan, 2014Vhite & Rag 2016.

One factowhich perhaps needs further consideration is the use of prigss Were

mixed regarding the impaof propson the relaxed feel of the meetingany saw the
necessity of both acknowledging and having a visual reminder for what they stand for;
not being influenced by things which have happened in the past, not judging others and
not using jargon. Indeed, each of these factors were referred totimygants as things
which made them anxious before the meeting, or influenced their ability to relax and
speak freely during the meeting. Thus, this providesraegi foracknowledging such
factors and having some way ofneferring to them if necessadyrring the meeting.

Some viewed the props themselves as objects of fun, which contributed towards a more
relaxed feel, particularly when tensions were high at the start of the meeting. However,
as Bristow (201Balso found, others found them silly and felt that they created more

feelings of discomfort, particularly members of school staff. Because there were many
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other factors which contributed towards people feeling more relaxed, how important the
props were foreducing tension is unclear. It may be us#iereforeto explore a
different way of representing the three elements which need addressing (jargon, judging,

the past), for example through posters on the wall.

Table 17:Related Suggestions for Consid@va when carrying out the meeting

Attempts are made to ensure everyone is relaxed and working together

Environmental aspects are considered, such as seating, props and refreshments. Facilitators are
friendly.

All are treated equally, encouraged to contribute, asked the same questions and asked to
contribute to the plan. People are not O6lput

People that are familiar and trusted by the family are present
Focus remains on therfaly

Attempts are made to encourage not judging others or worrying too much about anything
hegative that may have happened in the past

Attempts are made to reassure participants that they can talk openly, but the situation is managed
by facilitators if dscussions become inappropriate

Positive Interactions

This finding highlighedthe need for an element of professionalism and interpersonal
skills on behalf of the school stafhd raises a question about how successful a meeting
might be if these were not presewthile factors relating to the context of the meeting,
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such as stafind parentdiaving the opportunity to talk openly in a relaxed atmosphere
were identified, the mayity of the factors identified as having a positive impact on
relationships related to the behaviour argpomses of the staff themselves (digectly
reassuringarents and addresg their specific and individual conceraad responding

well to the dild). As Desforges & Abouchaar (2003) have suggested, staff
understanding where parents are coming from and responding to their own individual
barriers and concerns (being active and reactive) is important for parental engagement

with transition and cahelp overcome barriers to this.

These findings perhaps enable us to identify certain things that staff can do to foster
positive elationships with parents (seallel8 p.16). However, it must be
acknowledgedhe value of this is likely to be limitemhd to remain dependant to an
extent on the quality of the interpersonal skills of the staff themséesis because
thenature ofinterpersonal relationships and individual differensesomplex and thus

difficult to capturefully .

An interesting issue raised by the findings of this study was the issue of honesty and
opennessSome participants reported feeling pressure to focus only on the positive,
which they felt inhibited them from being able to be as honest as they might ryormall
have beenStaff, for example, reported feeling nervous to ask questions or make points
which might elicit a less positive response, thus being responsible for changing the tone

and potentially causing upsétdeed, Holburn and Cea (2007) warn us of the risk of
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Oexcessive positivismdb | eading to potenti a
certain perspectives and suggest that this occurs when principles of PCP are misapplied.
However,others highlightedhonesty and openneas something to be appreciated, as

necessary for addressing concernsasahdicators of authenticity.

Again, some of this is likely to relate to individual differences. However, it could be
argued that perhapmving a better undstanding of the format and expectations of such
meetings may reduce some of these concerns. Much of this could also be managed by
skilled facilitation; for example providing reassurances of the need to talk openly and
honestly, with careful redirectionvfhat is said becomes genuinely inappropriate or
hinders productive discussiohhis indicates tha&cilitatorsneed tausea level of

appropriate skilto address this

Table 18:Related Suggestions for Consideration when carrying out the meeting

Additional pointers for School staff (positive reactions):

Parents value the following

Active listening showing you have heard what has been said.

Directly reassuring parents of the commitment to supporting their child
Using experience and knowledgesoiccesses with other children
Responding in a positive way to descriptions of need

Addressing specific concerns and proactively making suggestions for supporting the child
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3.4.5. What were multiple perspectives on the presence of the child at the meeting?

Thefinal aim of this study was to explore different perspectives on the experience of a
pre-school child being present at their PCP meeting, as previous resedeah has

involved older children. The presence of a preschool child at a PCP meetingaieaiso

one of the key differences to more traditional transition meet{dgseral consensus

amongst the majority of participants indicated that there are both advantages and
disadvantages to having a preschool child present at the meeting. The majority of
participants felt that the advantages of the child being present outweighed the
disadvantage®articipant views reflected ways in whichtheye r cei ved t he chi

presence at themeetingto impacton both theadultsin the room, as well as dhe child.

| mpact of the Childés Presence on Adults

Perceived advantages taving the child present at a PCP meetnguded

opportunitesfor school staff to obsee them thus adding to the clear and enriched

picture of the childThis enabled staff to bettendersand and to relate to the child and
reduced some staff anxiety about the child
assume that a reduction in staff anxiety is likely to have a reciprocal effect on parental
anxiety that when staff appeartounde t and and accept a chil do
as confident in dealing with them, this may be reassuring to parents. Indeed, although

there was some element of anxiety for parents initially, around how the child might
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behave, when school staff responel to their child, they too felt reassured and
accepted. Thus, it could be suggested that under such circumstances, the presence of the
child at the meeting could have contributed towards the positive effect highlighted on

early relationships betweerafitand family.

As suggested by Hayes (2004), participants also felt that the child being there kept the
focus of the discussions on the child and
viewed as contributing towards the meeting being moréymtove (as the focus was

clear) and more personal to the child (as the focus was on them, rather than the system/
anything else), thus providing a picture which is detailed and indivegaialOne might

even suggest that the simple act of asking if the child would like to be present conveyed

a message, even prior to the meeting, to parents, staff and the child themselves about the

child being at the centre of the process.

Disadvantagesdfhe chi | dés presence for the adult s
and/or their sibligs being seen as a distraction, which may indicate a pottmgal to

the elements of collmration and equality if not carefully manag&imnilar toWhite

andRaeé 20169 findings, another disadvantage to
was that people were concerned about saying anything negative in front of the child.

Whilst there were mixed perceptions around how much the abild anderstand

(discussed fnm p.167, participants reported feeling uncomfortable, either through
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concern that the child would understand, or perhaps even through a sense of loyalty for

the child.

In most cases, the issues which caused concern were often managed better, or
suggestins were made that they would have been managed better, if the child was
present for some of the meeting, but not all of it. An obvious solution to this ssiggest
holding the meeting somewhesdere the child woultbe able tayo elsewhere when
either they wsh to, or at an agreed point of the meetifigs would allow times for

adults to both attend better and to speak more freely and to allow the child to have a
break if required. It is possible that concerns could be raised here in terms of the
message thahis might convey to the child, in terms of their really feeling included,

although this was not something that was mentioned by participants as a concern.

Impact of the Meeting on the Child

How the meeting impacted on the child was not explored with the children directly, but

those living and working with the child directly were asked for their view. Similar to
Corriganbdés (2014) findings with olldlkear <c¢chil
generally enjoyed the experience (from perhaps having people they knew all together

and having toys to play with), although that in some circumstances, the meeting was

thought to provoke some anxiety for children (perhaps faced with a room fullit$)ad
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Regardless of how it felt for the child, several participants often acknowledged a notion
that children O6shoul dé be hawveargekttotdosa.t t hei r
Article 120f the United Nations Convention on the Rights of thddJtNCRC)

(UNICEF, 1989) (that every child capable of expressing views has the right to express

those views in all matters affecting them to the extent which they arenadde)ot

directly referred to. Howeveparticipants in this study alludedtothtec | d6s r i ght 1
take part, showing an awareness that children should be encouraged to participate in
something which is about them and that excluding them from this does not perhaps
reflect respect of the c¢hil dostaffinpagidulars or t
were aware of the need not to make negatiywv
capacity to participate andetefore not to limit this. Its acknowledged therefore that

some attempt needs to be made for preschoolers to padisigome way.

However, the extent to which a preschool child is able to genuinely participate in such a
meeting remains unclear. More often than not, children were present in the room,

playing with toys or interacting with adults generally, but seelyingt being part of

the discussion. To some participants, this
somet hingé, to understand that these peopl
therefore important. As with previous reseasugh 'actie involvement' of a child was

considered important for supporting a sense of group membé¢&trpgan, 2014Hart,

1992;White & Rae 2019.
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However, the extent to which these children did feel involved is based on the
assumptions of adults, rather trendence from the children themselvEarther

research is needed herleerhaps what is reflected here is a parental sense of having seen
their child as part of the group and efforts being made to include their child and listen to
their views. Observing positive interactions between their child and school staff may

have promted parental perceptions of acceptance and mutual respect for their child

Questions were raised by many participants about the level and nature of input that this

group of children were really able to have. Previous research reflects similar concerns,

even for children who were older and thus more likely to undesistaug. Childre &

Chambers, 20Q5Taylor-Brown, 2012). As Article 12 stipulates, participation is about

more than a child being present. Ilforinvolyv
them to be able to participate in all matters affecting them. Discussion takes place in the

|l iterature with regard to OGappropriate wei
childés 6ébevolving capacity6, a@whichel I as th
influences how much weight should be given (Fox, 2015; Shier, 2001). Lundy (2007)
warns us against | imiting a childbs input
capable of. She points out that <cbeil drenos
dependent upon their capacity to express a mature view; it is dependent only on their

ability to form a view, mature or not and that their ability to express their views relies to

an extent on adults making the effort to enable them to do so.
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While some participants in this study acknowledged that they would not want to limit a

chil dbés potential capacit yhateffortsmadptoess a Vi
support children to express their views were not adequate enough, or considered helpful

for their purpose. Despite efforts having been made to encourage preschool staff to seek
the childés views prior to the meeting, th
to by EPs when it had been dofrefive out of the six cases, the child wadso not

directly asked for their input during the meeti@geater exploration is required as to

why this was not carried out. Perhaps a need for clearer guidance on process was

required, or perhaps participants were questioning whether true represeotatie

childés views was possi bl e.

All participants made judgements aboutthe éhidd capaci ties for unde
suggestedhat the children concerned were not able to fully follow the discussion in the

room, did not really understand what vggsng on for the majority of the meeting and

were not able to make a meaningful contribution towards decision m&Ximey.s

assumed thathildren may have been able to pick up on some of the discussion. Reasons

for not being able to follow much ofwhaews bei ng sai d were attri
age and level of cognitive skill and this is also reflected in the literature as limiting for

enabling children to take part in decision making (Beveridge, 2004; Thomas et al.,

1998). Perhaps thisisa genuieefr| ecti on of these childreno:

the child are |Iikely to have observed the

167



It is also possibleas many participants suggestdtitt he chi | ddés vi ews we

represented by others that knthe child well, for example parents and preschool staff

highlighting their childés | ikes and di sl
dondét respond well to over time. At this s
child well are more efféaci ve i n representing their child
interests of their child based on their kn

making over time (Beveridge, 2004). However caution must be noted here. As Fox
(2015) and Roller (199 point out, we cannot assume that parental or staff perceptions

of the childdéds view would necessarily al wa

It could be argued that perhaps participants underestimated what the children were

capable of and that their presenst@masi mpl vy
Lambert (2010) What is not completely cleahereforejs whether the assumptions

made about these particular childrends cap
whether with more effort to elicit their views, they may have been better able to express

themselves.

As staged models of paration (Hart, 1992; Shier, 20D%ugget one of the first steps

or stages of participation includes a willingness or intent to listen to the child, moving on
to overcoming barriers and providing opportunities and support for the child to express
their views. Whilst the level to which appropdapportunity and support for the child

to express their view has been questioned, indications are that this type of meeting at
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least presents a willingness to listen to a child and some opportunity to support the child
to express their views, which coyldtentially be expanded. This study has shown that

at least attempting to enable a level of participation is something which is appreciated by
parents and schools and perhaps benefits childreMidioin this idea of participation
developing through stag, perhapsitough promoting participation of children this

early on in their education, it is possible that we may be starting off an important
trajectory, creating a culture towards greater participation for children and young people,
conveying the mesgle to children, their parents and their schools that their views are

important.
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Table 19: Rlated Suggestions for Consideration when Involving a Preschool Child in
an Adapted PATH Meeting

Child is present for some of the meeting

Parents havbeen consulted about whether their child attends and feel that this is approprig
Parents have an element of choice about whether their child attends

Parents are given clear guidelines as to what this might involve

Parents are reassured that they and thelid will not be judged and that professionals will add
to the childbds response to the meeting (

Efforts are made to make the child comfortable, e.g. toys, food, breaks. Parents/ those wh
the child well cold be consulted on what they would respond best to

Child is given the option to leave the meeting at any time should they wish and have some
to go (e.g. back to preschool/ upstairs with an adult)

Opportunities are given for participants to speak withbe child present should participants s
wish

Child is encouraged and supported but not pressured to express views

Child is supported to have their views represented visually, these being prepared before tf
meeting

Child is given opportunities to feglcluded, such as holding props, drawing on visual, choos
where to sit

Familiar adults present who can support the child when others are speaking as appropriat
Staff are able to observe the child whilst aware of the context

Staff and other participasire given opportunities to interact positively with the child as
appropriate
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3.4.6. Limitations of the Study

The sample in this study is small and specific to a certain area. All participants were
female and only one member from each family and educational establishment was
interviewed. Whilst some participants reported the views of other members of their
families or settings, their views were not collected directly. Whilst use of a samaple
size was intentional, in order to gain depth and richness from the data, it limits
application to a wider population and requires caution, professional judgement and

undestanding of context when considering how and where to apply these findings.

Research was carried out through interview, with the interviewePavoEking in a

team with those who carried out thdapted®ATH meetings. Whilst measures were

taken toensure that participants were encouraged to be as honest and open as possible
and that their data would be anonged and shared only as general findings, it is likely
that some participantaay have still have bearautious about what they said. It is also
prudent to note the potential limitations of data taken from focus groups. Again, while
steps were taken to ensure that everyone was encouraged to share their own opinion,
there is a possibility that members oé throup may have been influenced by the

opinions of others and dynamics within the group (Robson, 2011). Additiptiedl EPs
taking part in the focus group will have had training in and a good understanding of the
theories behind PCP and PATH and theeeted aims and outcomes. It is therefore

possible that their views may have been influenced by this.
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3.4.7. Implications for the Use of an Adapted PATH Meeting for the Preschool
Population: Conclusions, Practice and Future Research

This exploratorystudy strongt suggests that the use of an adapted PATH meeting has a
positive effect on both parents and on school staff during the transition of preschoolers

into school. Firstly, it both supports and adds to research within the UK into what

parents of children witSEN worry about with regard to transition. It highlights that

transition for such parents can be a worrying time and that whilst what parents worry

about varies, there appear to be some common strands of concern. Such areas of concern
primarily revolvearand whet her the school wil/l be ab
particularly with regard to their social and emotional vieling, their safety and their

|l earning. Worries are exacerbated by conce
developed as nuh as they would wish, in order for them to be ready to tackle school

life. Having an awameessof areas around which parents may have concerns is useful for
practitioners to be aware of, for example in terms of their having more empathy towards
parents, sking appropriate questions and considering the type of potential support they

may need to be prepared to offer.

Whilst it is implied both in this study and in the literature that some concerns will

remain for parents and school staff with regardtothed d6s transiti on th
process, this study strongly indicates that the adapted PATH meeting goes a long way
towards providing parents with what they have identified as important to them at this

stage of transition and towards addressing manlyedf toncernslt also clearly
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addresses staff needs and concerns. It is perceived from different perspectives, as highly
valuable for providing schools with a clear, enriched picture of a child that they would

not necessarily have gained otherwise. Eimables schools, parents and others involved
with the child to have a clear plan, in order to support the child through their transition
and beyond. It is also perceived as effective for promoting positive relationships

between parents and schod®sarentsare able to feel reassured, happier and more

confident about t heilr childodéds transition i

Many of the factors perceived as influencing the success of the use of an adapted PATH
meeting within this context correspond well to previous qualitaggearclevaluating

similar persorcented techniques within different contexts, and to the theories behind

PCP itself, both regarding its philosophies and the tools it Esegxamplemany of

the contributing factoro®rwhietkemeatsesdvalfuad
meeting, classified by Holburn (2002), which enable participants to create a vision,
identify the childbds strengths and support
develop action plans and establish accountability. Therfaientified by participants

as to what they valued and saw as integral to the success of the meetings also relate

closely to the rationale and aims for the use of PCP stipulated within the Code of

Practice (DfE& DoH, 2014), thus indicating that it fitgell with the current government

agenda.
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Therefore, this study both supports previous research and adds new insight into what
people perceive as valuable for influencing positive outcomes for this kind of meeting
and why, particularly with regard to itsique application to the preschool population,
which has not yet been studied to date. Thus, it enables us to provide practitioners with
some guidance as to whether this type of meeting is appropriate for this population and

what factors they need to caaer whist carrying out such meetings

Due to the personakd nature of the adapted PATH meeting, each meeting will differ to
some extent and different factors will naturally have a variable impact on different
participants. Therefore an understandigontextual factors is key and this study
highlights some of these factors. However, it must be borne in mind that different
authors have attempted to define what is behind the success of PCP, for example

deciphering both process factors and outcomestove and that capturing the true

essence of some of the factors of i mpact

a

(2002) acknowledges that t hesgsspeaingtméipr oces

6clarifying pur po sgandmutuatsapporttoechaengeb |l em s ol v

6stucknessob, (p.263), rather than accur at

indicates that in order for change to happen, a programme simply needs to get people
moving, uncover opportunities, provide a diregf improve situational awareness and
facilitate respectful interaction, in which trust and-selpect can devgio which these

findings suggest is possible to achieve through an adapted PATH pras&ssderson

(2000) points out, it may simplybetha t he phi |l osephyedhedpér s a

than a specific set of tools (Sanderson, 2000) is what has an inflUéecefore, the
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guidance created for facilitators is intended for consideration of what is valued and
perceived apotentiallycontribubr y t owar ds positive I mpact,
to be followed in any situation. Both professional judgement and an understanding of

context should be applied when using them.

One would assume that if schools have as clear a picture as possi@ehild and if

the relationship between school and parents starts on a positive note, with parents feeling
less anxious about the process, as this study has shown the adapted PATH meeting to
have that this would only have a positive impact on thiégdcand their transition.

However, a this study has aimed to focus on the perceived impact of the adapted PATH
meeting on parents and staff in the time immediately following the meeting, it has not
directly addressed the impact on the child, or on thamsition, nor was a longitudinal
understanding of the impact of the meeting on the transition process as a whole sought.
Further research will be necessary to explore 8aseral authors ghlight the need to

invest in theprocess of followup andputting proposed actions into pla@g. Holburn,
2002; OO0 B.rThezeforegeven@ollowing a successful meeting, the quality of

how well things are put into place as a result of what was suggested during a PCP
meeting,will influencethe successfdhe outcomef the transition process as a whole.
Factors such as schools having a positive ethos and good communication following the
meeting have been found to influence this (Corrigan, 2014). This supports the notion
that whilst a transitin meeting sing PCP can have a positive impaicshould not be

seen as a oneff intervention, but part of an going process (Sanderson, 2000).
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As well as exploring more longitudinal outcomes from PCP meetings, it would also be
interesting to further explore othmfluences on the transition processes, such as
parental anxiety over time and threediating effects of sinica proces§PCP)on such
factors.Desforges and Abouchaar, (2003) and Giallo et al. (2l@d@&xamplehave
indicated ways in whicdomainspecific beliefsabout how well parents feel they might
manage transitio(self-efficacy) might influence thie behaviour towards their child.
Further research might better help us to understand how anxiety might influence this,
other factors whiclmelpto reduce anxiety andérease seléfficacy and howthis might

impact on the child and the transitio

Finally, this study has begun to explore the nature of participation for preschool children

in a PCP meeting. The findings are encouraging aodge some rationale for

involving preschoolers, including benefits to both the child and the adults present, as

well as consideration of the rights of the child and the current government agenda. The
findings also provide some insight as to how this mighdone. It is possible that
parents and those who know the child wel/l
views, that children of this age are likely to be limited in how much they are able to
contribute with o6appr ohatrthie avayechiddren hgve beén ( Fo x ,
involved with the adapted PATH are appropriate to some extent. Naturally, there will be
variation between children and families as to what this might involve. Parents and
professionals must therefore perhaps continue tsarse level of judgement about a
childbés capacity, in order to enable them

distress, putting them or their parents under pressure or putting too much emphasis on
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potentially transient views. However, a full pictafethe potential of the participation

of preschool children is far from clear and further research is necessary, with greater
efforts made to explore ways in which children could be encouraged and supported to
express a view, should they wishaiod how tis would then influence how decisions

about them are made.
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4. Critical Appraisal

4.1.Reflections on Epistemological Standpoint

In order to better understand assumptions that can be made about the validity and
reliability of the claims this research carake to knowledge, it is important to consider

the ontological and epistemological stand point, from which this research was

undertaken. Ontology refers to the nature of the world, what is there to know?
Epistemology asks the questions how and what caknew? (Willig, 2013). A realist
approach to ontology and epistemology assumes that the world is made up of structures
and processead a social and psychological natfred r e awhich chagastésg the

behaviour and thinking of the participants, even if they are unaware dt tiso

assumes that such structures and processes have cause and effect relationships with one
another (Maxwell, 2011)/hile such realities are not seenadin s p uft adtl €6 éand
inferences can only be made probabilistically (Robson, 2011), the assumption is that
through research, we can seek to generate valid and reliable knowledge of such
structures and processes and to capture as truthfully as possible somethéng that
happening in the real worl@his fits with the theoretical view thathilst different
participantanayhold different perspectives or viewpoinBCP meetings, their
particular characteristics and t heiitry,0ssi
and thait should bepossible to identify some reliable knowledge about what this

0 r e a lta sbnyedxteints
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Pawson and Tilley (200 &xplain that through having some existing understanding of

theory and deep knowledge of a situation, we cak teeenderstand the mechanism or
mechani sms ( 6 c-dRobgdn,XL1) evlsich eaal toiarooutéome and the

context in vhich this occurs. They suggekat much of this is speculative, but allows us

to begin to understanded@ame omfs hti lpes 606 ibrap avre fe
unique experience of an intervention, including their views and feelings and the

complexities of the context and its outcomes (Robson, 2011). This fits with the
researcherdés view that i toftrebhocialand be possi b
psychological processes which might underpin some of the cause and effect
relationships between peopleds unique expe
the context and its outcomes (how it impacts on those experiencing it)t Wisilg/pe

of research does not enable us to predict a specific set of experiences or outcomes for

future PCP meetings, Pawson and Tilley (2Qtighlight that through seeking to explain

and understand what factors may have led to a chamgghould belae to gain insight

into what might lead to change in future and therefore what factors might be useful to

consider when planning future transition meetings.

4.2. Reflections on Personal Standpoint/ Reflexivity/ Motivation

In my role as an Educational Psychologist, | first became aware of Rested
techniques and the PATH, through a training course provided for all EPs within the
authority. Theories for why it works, anecdotal evidence of it beingneedtived and

teciques for how to facilitate the meetings were presented in a positive light. Having
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then carried out several PATH meetings with older children, | had experienced positive
verbal feedback from parents and schools and had also had discussions with slleague
who had also had seemingly good experiences. Within my specialist Early Years role, |
have frequently encountered parents who appear anxious around transition from
preschool into school, and have also experienced anxiety as a parent around transition
into school with my own two children. Therefore, the motivation to find a positive,
anxietyreducing experience for such a population was strong and the PATH was
something | viewed positively and hopefully as something which may be applicable.
However, thishas also made it necessary to be mindful of potential bias, such as an

overemphasis on the positive

It has also been necessary to reflect on the possithiitymy being of a similar age and
genderas many of the parengmdbeing aparent of similarlyaged children may have
influenced my ability to relate to the parents and that my teaching background may also
have influenced relationships with staff members. Whilst this may have made it easier
for me to understand and relate to what was said and tbrapibort with participants,

there may have been some danger of making inaccurate assumptions. Therefore, it has
been important throughout the research @ssdo be consistently reflectimad mindful

of potential positive bias artie dangeo f ma ki ng assumpti ons abol
views. Particular care was taken during interviews, for example, through checking for
clarification of parental concerns and during data analysis. Raw data was consistently
re-referred to throughout to ensure ttt@@mes were drawn from the data itself, rather

than my own viewpointA research journal wadsokept throughout the process and
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regular reviews and discussion were held withuniversity tutor, as well as colleagues

within the authority, to suppbtheprocess of reflexivity.

4.3.Reflections on the Design Process

The realist view is compatible with the pragmatic approach, which enables methods to
be selected on the basis that they fit the purpose of the enquiry, the questions being
investigated and the resources available (Pawson and Tilley, 2007). Having cdmplete
the literature review, different avenues for research were initially considered, in order to
clarify the purpose of the enquiry and the questions to be investigated, prior to selecting
the method. One option considered, for example, was to exploreglaremterngand
experiences over time (including prior to and after transition) wsicape study design
However, given that this is the first t
knowledge, with this population, the obvious angle wamitial exploration into how

PCP might be used for transitiarnth this population. A differerfiocus was therefore
necessary to gain appropriate depth in our understanding of what the impact of PCP
might be for those involved with the transition of presatchildren(providing a
potentialrationale for use within the author's serviaall in what context, atting with

the meeting itself (providing potential insighg to how this might best be achiexed

The nature of the research was therefore taxpweatory and evaluative. Robson

(2011) points out that evaluations need to have a purpose for them to be worthwhile
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(utility) and can either be formative or summative. Formative evaluations aim to provide
information around a process and therefore hasaritbe improvedvhereasummative
evaluations aim to assess the effectiveness of a programme. This study had both
formative and summative elements and a clear purpose; to find out the impact of the
meeting on parents and staff (summatiees it work? iat were some of the effects?
Should we be doing this?), and to better understand what it was about the meeting, or
process, that was valued. The aim of the latter carries formative elements, for enabling
practitioners to better understand what needs tmhsidered when carrying out these

meetings in future.

Qualitative methods were used gather as rich an understanding as possible of the

views of those who had taken part in the process and the context in which the process
had occurred. As Willig (2@) points out, qualitative research enables researchers to

gain a deep understanding of how people make sense of the world and experience events
in their lives. The design was flexible, to allow for changes as the process went on and
frequent discussionsexe held with the university supervisor and peers within the

authority, to ensure consistent reflection and broadening of ideas.

Thought was given to different methods of data collection. In order to gain rich,
qualitative datasemistructurednterviewmethods were consideraather than
guestionnaires. Whilst these may have enabled the researcher to reach a larger sample,

these would not have enabled exploration of views in such.depth
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With regard to the research questions relating to the impaoé ohéeting and the

factors which influence this, some researchers have attempted to ustatuant

measures to measure specific constructs (e.g. locus of coitnde & Rae, 2016) and

thus a mixeemethods design was rsidered. &en the evidence arodrparental self

efficacy and how that can effect transition (Giallo et al., 2010), a scale such as the Parent
Selft-efficacy in Managing the Transition to School Scale (PSMTSS) (Giallo et al., 2008)
to measure parental perceptions of their owneffiifacymay have been useful. Asking
parents to rate their level of concern (both before and after the meeting) using a rating

scale was also considered.

However, given the small sample of participants needed fdepth qualitative analysis,
statistical signitance of such data has not been possible to gain in previous research.
Such measures have often failed to add to the rich picture already provided by the
qualitative data. Scales asking specific questions could also potentially lead participants

to consier things they may not previously have considered relevant or important.

Such methods would also usually require some collection of data prior to the meeting, in
order to gain an understanding of how things had changed from before to afterwards.
This raised concern that interviewing, or even asking participants to reflection th
concerns before the meeting may have had some influence over their expectations about
the meeting beforehand, or how they experienced the meeting itself. Indeed, as Curtis

and Curtis (2011) point out, given the interaction between interviewee andanter
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during an interview, it is possible for both of them to gain from each other new

understandings and different ways of thinking about something.

However, it could also be argued that only asking participants retrospectively after the
adapted®ATH meeting how they had felt and what they had been worried about before
the meeting may have been influenced by their experiences of the meeting, which may
have made this a less accurate reflection of theirféeiengs prior to the meeting.
Perhap®nly asking parents what they worriaout with regard to the transition,
immediately after a transitiomeetingmay havdimited exploration of parental worries
in-depth. It is possible that parents will have had a whole range of worries relating to the
trangtion process at different points over the process. Perfapsxamplethey may

have worried about things relating to their own potential experiences, such as getting to
know other parents or gety used to changes in routir@iven more time, asking

parents to complete reflective diari@ger a longer time period mémave given more in

depth information about parental concerns around transition and about the true nature of

the impact of the meeting on these.

Consideration was also given to potengiafiterviewing participants again after

transition (a few months after the meeting), to see whether their views about the meeting
had changed having had more time to think about it. However, the focus was kept on
gathering views immediately after the magtias the purpose of the research was to

gain a better understanding of the impact of the meeting itself. While making
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attributions about the impact of the meeting so long after the process might have been
interesting, many other factors could have paadigtinfluenced views about the
meeting, depending perhaps on how the transition had gone, or what others may have

shared about their own perceptions of the meeting

With regard to the research question relating to whanp=acé SEN children worry

about, the rationale for using interviewss again to gather an-@depth understanding

of the emotions and experiences of these parents and to understand how the meeting
might address some of these concerns. Perhaps in addition to this, a questionnaire to a
wider population of parents of SEN children may have been useful here, to gain a
broader insight into the question of what parents of SEN children worry about as a

population

4.4.Reflections on Methodological Issues
Participants

Participants were chosen as an opportunistic sample. Due to limited involvera#tg of

with preschoolerat that time within the local authority, the numbéadapted PATH
meetings that it was possible to arrange was limited. Out of all of the mebthggere
arranged and EPs who hagreed to ask their participants to take part in the research, all
participants agreed to take part. This meant that choice of participants from the range of
people taking part in adapted PATH meetings was not selective. There may have been

some bias irircumstances leading up to a family being involved in such a meeting.
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There were some transition meetings which took place without the use of an adapted
PATH and reasons for this were not explored. It could be suggested that for an adapted
PATH meeting tdhave been agreed, schools, families and EPs may for example, have

required a certain level of being invested in the process from the start

Interviewing different groups both enabled the views of different parties to be
represented, and also allowed fioangulation of data. Groups were chosen through
consideration of the key investors in the intervention (who the meetings were intended to
support; families and staff. The rationale for this is presented in the empirical paper) and
other parties who hagkperienced the same meetings and may have formed an objective
view. The perspectives of preschool staff and other professionals such as Portage and
TOP workers wre particularly usefulas many of these participants had strong
relationships with familieghat they had built over time, which meant that they were

often party to open and honest parental opinion. TOP and Portage workers were also
able to provide insight into other PATH meetings that they had attended where families
and schools did not take pam the research (whilst research was still under design).
Whilst care was taken not to share specific information from named families and the
researcher was aware of potential bias in the interpyatptrticipants may have made

from such information,tis helped to support and supplement information given directly
from parents and schools. For example, Portage workers reporting that each family they
had spoken to had felt reassured after the meeting validated the view that the parents
themselves had gan. Where preschool staff had been interviewed, specific families to

which they were referring were identifiable and in many cases, the information they
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provided added a richer picture of the context, for example, where preschool staff had a

differentviewof chi |l drends needs or where they

the meeting. Again, care was taken in the interpretation of such data as it became evident

that opinion often differed between assumptions participants made about what others

might have felt and what was actually said by others. Transcriptions were referred back

to and where views had differed, their source was made explicit.

Due to time constrictions, it was not possible to intervieerg participant of every

meeting, thusothesyt af f members and family membersbod

particular the fathersoé views. Whil st
were not represented directly and may have provided differ@ns andnsights. Both
parent and staviews are heavily represented by females and this should be taken into

account when considering application of this research to other contexts.

SemiStructured Interview

Reasons for selecting sestructured iterview are discussed above (p.)8&s detailed
in the Method section of the Empirical papkoih p.70), steps were taken to ensure

increasd rigour, reliability and validity. Some of the details are reflected on below.

All interviews were carried oulity the researcher to enswansistency tad full
immersion in the data. This was useful for navigating the discussion,domds, being

able toprobemore deeplysomething that was raised where appropriate and for
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interpretation of findings. For example, facial expressions and tone of voiee wer
reflected on to interpret meaning. When looking at the interview data collected
retrospectively, there wesreas in which participants mighéave been probed further.

As is the nature of the interview procedsspite efforts to prevent throutdcticssuch

as pausing, slowing down and summarising, there were times when the interview took
perhaps a certain direction, or when lots of information was given at once and thus

certain areas were not probed as deeply as they may have been.

Basing the questi@on aspects of the meeting which related to the research questions

and were highlighted in the literature as being factors which make this type of meeting
distinctive was useful because it allowed exploration of certain areas highlighted as
potentially sgnificant in both theory and previous researsfiMaxwell (2011)

highlights, existing theory can help a researcher to conceggtisalime ideas with which

to Il ead, or ask questions and then revise
wo r | d@lls ushtHewever, there is the possibility that it may have kept the focus

narrow, replicating similar results to previous research and that new information may

have been missed. Willig (2011) describes the need for the interviewer to allow the
interviewees enough space to 6redefine the topi
novel insights forta r e s €@m29)cTinerefofe, attempts were made to ask open
questions, not to restrict the content of the answers and to analyse the data initially

without specific focus. For some participants, this was enough to enable them to bring

new information and to speak honestly and openly about things they wanted to say.
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Others, however, required a high level of prompting and this perhaps generated a

narrowerfocus.

As acknowledged, the researcher carrying out the interyas\e local authority EP

may have added limitations to the research, in that participants may have been

influenced by knowing that the researcher was a colleague of those carrying out the

meeting and potentially invested in the process. The researcher was also aware of her

own pdential bias in interpreting vetwas said (as discussed from @L7Steps were

taken to address some of this (such as reassuring participants of confidentiality and the

need to be honedhe researcher being reflectiaed attempts being made to build a

rapport with participants to support them to feel relaxed). However, indications from the

data raised some questions about the credibility of what was being said. In two cases,
comments made by school SENCos suggested that despite reassurances by the

ressar cher of the researcherds neutrality, o
their responses reflected a feeling that there was a need to sound positive. For example,

0t hat sounds awful, doesndét it ?a06ndieated 6énot
that although the SENCOs were still expressing thoughts that they considered negative,

there may have remained some inhibition around expressing views entirely honestly.
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Focus Groups

A similar, semistructured interview schedule was carried out for focus groups and
therefore much of the previous section applies to these groups. However, due to the
nature of the interview being done in a group, there were some additional factors to

consder.

One advantage to talking to groups of people who are already established and know each
other well is that it can enable group members to feel relaxed and to stimulate

discussion. Robson (2011) suggests that group members may provide each other with
sense of safety in expressing conflicts or concerns and all groups were already familiar
with the researcher. Conversations appeared to reflect a level of openness and honesty,

with professionals including both positive and negative information.

Willi g (2011) suggests that group members can extend, develop and challenge each
other, providing rich data for the researcher. Group members often supported each other
in the discussions, asked each other for
helping each other to reach a shared understanding. For example, the Portage workers
compared and contrasted their experiences of how they perceived the child experienced
the meetings they had attended, agreeing on some points and identifying differences

between different contexts/ families.
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However, as Kreuger and Casey (2000) point out, caution must be taken with pre

existing groups of people who know and work closely together, due to their already

being likely to have prexisting hierarchies and dynamieghich may also influence

their response$roup rules, such as respecting others, allowing others to speak and
confidentiality were established at the start of each group. Care was taken throughout, to
ensure that all had a chance to speak, with questieimg posed again to those who had

not given their view around a particular topic, should they have wished to contribute.
Questions, such as O6do you feel that way
about 1 n your opi niaskedtopEobetloseiweorhadadt get hace r e
a say. Care was also taken during analysis of the data, to ensure that views were
represented as a collective view, rather than individual ones where appropriate, that
distorting influences were disregarded and taae was taken in not making

assumptions about the strength of views from group members (Sim, 1998; Willig, 2011).

Participants maglsohave felt pressure to demonstrate knowledge and understanding, or
conform to a particular view. The group of EPs,dgample, had been through the

training for PCP and may perhaps have felt pressure in front of colleagues to reflect an
understanding of the theory around what makes PCP work and to view the process in a
positive light. Data from this group could potetijidnave reflected an understanding of

or an enthusiasm for the principles of PCP, rather than what they may have actually
experiencedin hindsight, it may have been useful to interview such participants
separately to reduce the potential for this, algotihis would not have eliminated the

factor of their being interviewed by a colleague/fellow EP. It is also important to note
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that the rest of the data came from parents, staff, Portage workers and TOP workers who
had not received any training and onlgigebackground information about the theory

behind PCP and what to expect from this type of meeting.

Ethical Issues

As discussed in the Method sect of the Empirical paper (p.®5several factors were

taken into account to address ethical issues whi have ariserDuring the process,
paticular challenges were raised around confidentiality, consent and remaining non
judgemental. Challenges to confidentiality arose when the researcher was asked on
several occasionsy colleagueso reflect back on Wwat particular participants had said
following meetings undertaken lilyesecolleagues. Care was taken to reiterate to
colleagues the need for confidentiality and only to impart general, anonymised data after
analysis. Questions were raised around consbkah Parent 6 was unavailable for

interview. This raised concess to whether or not thggarent still consented to the data
from interviews with staff whinadattended her daughters' PATH meetings deised.

This was addressed by leaving messages éopdnticipant, reiterating to her the option

to withdraw conserfor this,should she wish t&s discussed on (89, issues weralso

raised around the question of participants potentially feeling judged when SENCos
commented on feeling tiégshould' soud ‘more positive'. This was addressed by
reassuring them of the researcher’s neutrality and of confidentiality and anonymity of the

data they provided.
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Data Analysis

Thematic Analysis was the method chosen for data analysis, due to the natberaf it

a flexible qualitative analysis tool that can be used across different paradigms,
theoretical perspectives, and epistemological approaches and thus being appropriate for
a critical realist evaluation. It did provide a rich and detailed analysisatifafive data

and enabléthe researcher to organise a large, complex set of data into themes or

patterns, making it more accessible and easy to communicate to others (Boyatzis, 1998).

A critical reali st stance tHieadanduesgibetdthyat or e
the researcher, with a |l evel of skill and
(Robson, 2011, p.39). Therefore, it has been important not to simply take the data at

face value, as the participants may not have had areaess of some of the underlying

factors which drives their thinking or behamipbut to work to interpret the data to

uncover and understand such factors (Willig, 2013). This by its very nature creates
potentid for some interpretation bia€onstant rdéction and revisiting of the

transcripts, gploring the data as a whole before exploring gpeesearch questions

and taking account of questions that had/ had not been asked when interpreting the
responses of participants werewskful for reducingnterpreter bias and ensuring that

potentially useful data was not missed.
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By its very nature, organising data into themes has the potential to lose some of its

richness, especially given that some of the elements of PCP are difficult to capture in the
first instance (e.g. tddeyHolburnmtdli (R0OD2,388).0 a g e me I
Defining themes required a complex, reflective process. As Braun and Clarke (2006)

illustrate, some debate occurs around what constitutes a theme, with regard tadiow m
prevalence something has across the data set. More instances of the theme do not
necessarily mean that the theme is any more or any less relevant or crucial. It is therefore

up to the researcher to judge what constitutes a theme, in terms of whedpduaries

something important. In this data, the key themes identified were those which were both
prevalent and meaningful in terms of both the research question and previous theory, for
example, the theme of O6a c| gthermajprityoft ur e of
participants within the groups being analysed and was also mentioned or implied several
times within individual data sets (parents and staff respectively). Where themes were

very common, this is referred to within the narrative of thaltesection. Other themes,

such as o6better knowledge and understandin
one participant, althoughwas sel ected due to its relevan
the I mpact on School sispdsibletidat trsvidw magngdsbi e d n
be shared with other members of school staff, even though it was not spoken about by

other participants.

As Brantlinger et al. (2005) suggests, there was a need to analyse evidence which
appears to disconfirm or contradict a theme. In situations where evidence appeared to

contradict a theme, these have been discussed with regard to the context and either
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created aa new theme or subtheme or used to explain and understand contexts in which
something does or does not apply. For example, where many participants commented on

the relaxed nature of the meeting, some noted discomfort around the props. Rather than
changete t heme Omeeting feeling relaxedd, to
salient for many participants, a new subth
created to highlight an additional factor for some participants. In the case where a school
SENCodid not feel that she had a very clear picture of the child following the meeting,
reasons for this were examined and detailed in the report. The SENCo in this case had
attended other PATH and PCP meetings and felt that this particular case was an

exception and that she usually found that such meetings provided a clear picture of the

child. Exploration of the circumstances of that meeting, from the point of view of the

school SENCo and the preschool worker, revealed that the lack of a clear picture had
beencontributed to by there not being enough people present who were able to fully
articulateh e nat ur e o f. Thishtegetioehwith adiditional inforndtion from

other participants in different contexts, contributed towards creation of a new theme
around the O6Quality of information brought

better understand important ¢obuting factors to the context of a meeting.

One particular challenge which arose during data analysis was deciphering between

factors describing the impact of the meeting and factors which influenced its success.

This bears similarity to the challemglescribed by Holburn et al. (2002) of defining
Oprocessd6 and 6éoutcomed factors. There was

parents feeling O0listened tod is described
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Bristow, 2013), but in this stly is reflected on as something which influenced how
parents felt. This study has not differen
and links between what people perceived was helpful for them and the impact that it had

are made explicit where pgible. However, it is acknowledged that the nature of

organising the data to answer questions about the impact of the meeting and what

participants perceived influenced this required some diffext@ant between the two

things.
45Ref |l ecti onst wor ttthieneédsgd and quality of ¢t
I n order to ensure rigour in reseasscsh, of es

piece of work. Gub&1987 suggests four criteria which researchers should seek to
satisfy and this research is coresied in line with these, in order to reflect on its
trustworthiness and quality. Credibility refers to whether or not the data measures what
it actually intends to measure (internal validity). Transferability refers to whether or not
the findings can be afied to another setting, with readers having sufficient knowledge
and understanding of the context in order to understand whether and how it may apply
elsewhere (generalisability). Dependability refers to whether or not a future researcher
may find simila results (reliability) and confirmability refers to whether or not the
findings derive directly from the data, rather than from their own predispositions

(objectivity). These are considered individually below.
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Credibility

To ensure credibility, Shentof2004) suggests tactics, such as developing an early
familiarity with the culture of participating organisations, triangulation of data, tactics to
ensure honesty in participants, frequent debriefing sessions with superiors and allowing
for peer scrutinychecking for understanding with participants, examining similarities
with previous research findings and detailed description of the analysed data. Ways in
which credibility was ensured in this study are detailed throughout the Method section of
the empircal paper and Reflections on the Design/ Method section of this appraisal. For
example, data triangulation, talking to participants about the need to be honest, ways to
clarify meaning behind what participants were saying and regular discussion with peers
are described. As is evident in the Personal Standpoint/ Reflexivity section, the
researcher was familiar with each participating organisation to some extent, through
work as an EP with parents and schoblsderstanding and knowledge of the school
systen and personal experience of being a parent and ways in thigdielped the

process (e.genabling open discussion with focus groups), any potential biases (e.g.
potential to focus on the positive) and how these were addressed (e.g. consistently re

refering to the raw data) is detailed.

As is presented in the Results and Discussion sections, detailed description of the data is
provided, and findings are compared and contrasted to previous research findings in

different contexts.
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Transferability

As Merriam (2009 suggests, generalising findings to other situations can be very
difficult to do when the findings of a qualitative project are specific to a small sample of
individuals in specific environments. Despite previous research coming from different
contexts, many of the findings were similar to those from previous studies. Bassey
(1981) highlights the importance of context and states that if practitioners know enough
about the situation or context of the research, they can decide for themselves wheth
not they believe their situation to be similar and thus how confident they could be about
whether thdindings might apply. Guba (198tus recommends a full description of all

of the contextual factors which apply, such as information about oagiams,

participants and data collection. Care was taken in this research to ensure transparency
of contexual factors wherever possible, whilst balancing the rights of the participants to
be nonidentifiable with the need to describe the contBxidenceof this is presented
throughout the empirical paper and critical review. Details of participants, their
situations, data collection and data analysis are provided, along with analysis of
contextual factors contributing towards the impact of the adapt&tHPeetings in the

analysis itself and discussion around it

Dependability

Again, Shenton (20Q4uggests that in order to address this, a level of detail in reporting
the study is required, which should at least allow another researcher to repeat the same

work, even if the results are different. He notes that there are close ties between
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dependabity and credibility and suggests that to an extent, if research has credibility,
this should go some way to also ensuring dependability. He highlights the need for
researchers to report on research design, data collection and reflection after the project.

Again, care was taken to ensure transparency of detail throughout the written report.

Confirmability

Real objectivity can be very difficult to maintain, as the intrusion of biases from the
researcher are inevitable. Therefore, Shentond28llygests thaesearchers should

reduce the effect of researcher bias, through strategies such as triangulating the data, as

well as the researcher acknowledging their potential biases, whilst consistently reflecting

on this throughout the process. Transparency iarteyg how conclusions were formed

from the data is also useful here. Again, detail is outlined throughout the empirical paper

and critical appraisal and evidence of how conclusions were drawn are presented in the
Results and Discussion sections. Efforeyevmade to triangulate data from different

groups, as detailed above and limitations of the study and potential researcher biases are

di scussed in the 6Personal Standpoint/ Ref

review and in the Discussion.

4.6. Final Reflections on the Impact and Implications of the Research

The implications of this study, its contribution to research and direction for future

research have be@meviously discussed (s&scussio). In summary, it adds to the
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|l iterature about what parents of SEN child
transition from preschool into school and highlights PCP as a potential method for
addressing some of these concerns. It adds to the literature on transition arliGB the
literature, by providing a strong argument for the use of PCP at this stage of transition,
through exploration of the impaof the meeting on parents and staff. It also adds to our
understanding of contextual factors which influence the successtodgurocess and

thus provides insight into what we might need to consider when planning for future
transitions. Whilst this study did not aim to provide a comparison of PCP meetings with
more traditional transition meetings, an understanding of contdattals contributing

to the success of the meeting (and links made to the impact of the meeting) also helps to
highlight what is unique and different about this type of meeting. Finally, the findings
also provide insight into the participation of childedrthis stage of their development

and both motivation and direction for further exploring how this might be done.

I n the authordés own authority, the intent:i
ensure that when preparing for using PCP for ttiamsmeetings, EPs and schools are

able to use the checklists to ensure that preparation for the meetings is better and that
factors identified as important for the meetings are considered. It will be important to

discuss with colleagues how to commurectt schools and other professionals the

potential impact of using such meetings for children coming into school and ways to

ensure its wider use. There is potential for EPs to have a better evidence base from

which to initiate discussion about why and wtibis type of meeting might be

appropriate and to support schools and preschools to be able to do the same. Given the
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concerns raised by parents around the transition and around attending meetings with
professionals generallgs well asprevious researcaround the impact of parental

concern on families and children, perhaps as a profession, we need to concern ourselves
more with supporting parents of preschool children with SEN. Many authorities now

lack funding for EP involvement with preschool childrether than through statutory
assessment. Despite such constraints, perhaps raising awareness within the local
authority and also as part of initial EP training might raise empathy for and

understanding around the importance of the parental perspedtitietEninfluence the

focus of EP work with this population.
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Appendix 1

Ecological and Dynamic Model of Transition (EDMT) (Rimm-Kaufman &
Pianta, 2000)

Preschool Kindergarten

Teahers «  , Peers Teachers Peers

AW,
/N L/

Neighbourhood «——» Family Neighbourhood > Family

This model emphasises the development of relationships over time. It highlights that the
transition to school takes place in an environment defined by changing interactions

among the child, school, classroom, family, and community factors over time. The
interactions form patterns and relationships that can be described not only as influences

on childrendéds devel opment, but also as out
these relationships which play an important role in sustaining the child trvoutpe

period of transition. The authors suggest that if these relationships are characterised by
frequent contact, agreeddin goal s, and a focus on support
development of skills, that they contribute to positive transitidoaraes and if not,

they pose a risk to their success.
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Appendix 2

Il nf or mati on on how childrendéds views have b

WhiteandRae (2016) ifdreinetnidfliyedd sotcrhaitledgi es t hat
finding useful, including a relaxed and informal atmosphere, the opportunity for children

to contribute on paper (as some found speaking in front of adults daunting), using child
friendly langu@e and moving around the roomhéy warnusthat some parents felt

their children were less engaged when a higher level of discussion took place,

particularly towards the end of the meeting.

Making a meeti ng 6 vimpouantlfod pramstingathesneanisgiulg g e st e
participation of pupils. In a case study of a child in Year 6 with moderate learning

di fficulties, Hayes (2004) <carried out a o0
visual strategies such as pictures, symbotsMakaton signs as useful for reducing the

need for children to decode and write word
understand what is being said or writteno
prepare their answers before the revand asking children from the class to draw

around the childés body on a piece of pape
While this research is clearly limited in terms of how it can be geseddiiom one case

study, it does add to suggestionsinvolving participants other than simply through

discussion.

However, very little research has involved gaining the views of preschool children. In
2001, Clark and Moss designed the 6Mosaic
year olds. The gpoach was designed by mudtgency members of the Coram Family

(formerly the Tomas Coram Foundatiea)charity in Camden which brings a range of

services which offer support, education, care and other facilities to young children and

their families livig in a deprivedand muét hni ¢ area of London. T
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l i steni ng6 | smethalsparticipdtoeydreflevt, adaptdble, embedded

into practiceandfocesion chi |l drendés | ived experiences.
strategies, such as; observation, child conferencing (short interviews), using cameras for
children to photograph important things in the setting (either to be used as a discussion

point or for oler children to document the lives of younger children), tours of the

setting (child records the tour as per their preference using a range of resources such as
cameras, dictaphones, and paper for drawings or making maps) and role play. The idea
isforproessi onal s and parents to coll ate toget
themes which come up frequently. While this presents us with some useful strategies for
gathering the views of younger children, many of which are frequently used in practice

by EPs, the literature search did not highlight any research evaluating its effectiveness.
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Appendix 3

Summary of Tools used for PCP

One page profiles (Murray & Sanderson,
2007)

Making Action Plans (MAPS) (Forest &
Lusthaus, 1990)

Essential Lifestyle Planning (Smull &
Harrison, 1992)

Personal FutureBlanning (Mount &
Zwernik, 1988

Planning Alternative Tomorrows with Hope
(PATH) (Pearpoint et al., 1993).

A One Page Profile captures all the important
informationabout a person on a single sheet of
paper under three simple headings: what peopl
appreciate about me,
how best to support me.

Through a series of questions, individuals and
organgations using MAPS help the focus perso
corstruct a personal history or life story based d
personal milestones. After getting to know the
focus person better and exploring his or her
dreams for the future, the team begins to build
plan to move in the d
dreams.

ELP is a guided process designed to help an
individual discover and attain what matters mog
to them and identify what supports might be
needed. Discussions related to health and safe
are an integral part of this process. The
discoveries made during this geitl process are
described so that they are understood by all
participants including the focus person and his
her family.

PFP employs an egoing process in which
planning teams replace systemntred methods
with persorcentred methods. This process is
meant to encourage the focus person and thosg
working with them to become aware of the
potential for the focus person to become an
integral, contributing member of the community

PATH is a planning tool that has team member
start by imagining and thetetailing the future
that the focus person aspires to. The team then
works backward to what they consider should b
the first steps towards achieving the future
envisioned.
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Appendix 4
Holburn (2000) Process and Outcome Measures for a PCP Meeting ¢1.0)

Process Index

Presence of strategic roles
Relationship with focus person
Desire for change

Creation of a personaéd vision
Commitment to planning and FolleWp

Flexible funding/ resources

Outcome Index

Autonomy and Choice making
Home

Work/dayactivities

Health

Relationships

Community places

Respect

Competence

Satisfaction

Hol burn (2002)6s Core El ements of PCP

Placing individuals at the centre of planning and decisiaking
Creating a shared vision for the future

Identifying strengths and pport needs

Building relationships and community connections
Developing action plans (with a set review date)

Establishing accountability and folleup.
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Appendix 5

Description of Critical Appraisal of Articles for Review

In order to evaluate the extent to which articles contributed to answering the review
guestionWhatare the perceptions and experiences of those involved in pegatmed

planning for young people within the school systerach article was consideredhgs
Goughodés (2007) Weight of Evidence framewor
with regard to their methodological quality and relevance to the review question.

Specific details of studies araramarised in @ble3 on p44-46

Weight of Evidence A Methodological quality

As Gough (2007) suggests, this requires judgement about the quality, coherence and
integrity of each study compared to other studies of its type. Studies were judged
individually with regard to their quality antir limitations are discussed in the
Methodological Limitations sectiop65-57) . Brantlinger et al . ds
credibility Indicators for Qualitative Res
of methodologial quality, as each of treudiescontained data of a qualitative nature.

The criteria selected most relevant to judging the quality of this type of research are
detailed in the table on2R24. Studies given a high Wo@) included, for example, an

in-depth analysis of qualitativiata and detail about how this was done and a detailed
description of the participants and their circumstances. They analysed data from several
different stakeholderrgups and across different P@feetings in different settings.

Studies given lower ratgs had smaller sample sizes, for example, and explored the

views of only one group of people, from only one perspective, or provided little

information about the context within which the study took place (Hayes, 2004;

Partington, 2016; Tagl-Brown, 2012 CYP views only
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Table to show criteria for ratings for WoE (A)

Measures Meetings Datawas | Sample In-depth, Evidence Detailed | Connecti | WoE (A)
included were carried collected included thematic inconsistent | descripti | ons were| rating
open out by from participants | analyses of with main on of made
interview different several from more | qualitative datg themes was | data and | with
guestions ang facilitators: | sources for | than three | were carried | extracted and | its related
specific not by the | triangut PCP out. Results | discussed and | contexts | research
exploration | researcher. | ation (e.g. | meetings coded in rationale which
of constructs parents, systematic and provided as to | enabled
with a CYP, staff) meaningful what was judgment
theoretical way provided in the| about
basis in the report. transfera
literature. bility to
current
study
provided
Bristow / / / / / / / / High (2.5)
(2013)
Childre & |/ / / / / / Medium
Chambers (1.8)
(2005)
Corrigan |/ / / / / / / / High (2.5)
(2014)
Hayes / / / / / / Medium
(2004) (1.8)
Partington | / / / / / / / Medium
(2016) (2)
Taylor- / / / / / / / Medium
Brown (2)
(2012)
White & |/ / / / / / / Medium
Rae (2.2)
(2016)
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Weight of Evidence B Methodological Relevance

This requires judging thappropriateness of the design of the study for answering the review
question. All studies included measures designed to qualitatively explore perspectives and
experiences of participants who had taken part in a PCP intervention of some nature, within an
educational setting. Criteria for judging methodological relevance of the literature to this review,
were created with reference to what Pawson and Tilley (1994) identify as important for high
quality evaluatios (p305). Studies given a higher WoE used éptth, semistructured

interviews including open questions to gather general impact as well as more specific questions
based on the theoretical literature, to elicit mordepth or specific information (e.g. Corrigan,
2014; White & Rae, 2016). Questionsng also designed to elicit what may have contributed
towards perceived outcomes for participants (e.g. making links between how they perceived it
and what contributed to this). Multiple perspectives were sought. Studies with a lower WoE used
fewer indepth methods, such as questionnaires (Hayes, 2004) orsseroiured interview for

one group of people (e.g. young people) only (TaRiiown, 2012)), providing less opportunity

for data triangulation which could have added to the richness and the trhstesstof the data
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Table to show criteria for ratings for WoE (B)

In-depth, | Questions | Included | Different Sufficien | Efforts Contributio | Researc| WoE
semi included spedfic perspectives t details | madeto | ntothe htook | (B)
structure | open questions/ | measured | were understan | literature place in | rating
d guestions | measures | (more than 1 provided | d links and areas | UK
interview | to elicit linked to | group of about the between | for future
s used general theoretical | participants | context | aspects of | research
perspective constructs | for within the identified
s about to elicit triangulation| which meeting
PCP (what | informatio | ) meetings| and
else came | n about were change for
from the specific held participant
meeting?) | aspects of S
PCP
Bristow |/ / / / / / / / High
(2013) (2.5)
Childre |/ / / / Mediu
& m (1.8)
Chamber
s (2005)
Corrigan | / / / / / / / / High
(2014) (2.5)
Hayes / / / / / / / Mediu
(2004) m (2)
Partingto | / / / / / / / Mediu
n (2016) m (2)
Taylor- |/ / / / / / / Mediu
Brown m (2)
(2012)
White & |/ / / / / / / / High
Rae (2.5)
(2016)
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Weight of Evidence G Relevance of topic to review question

This requires judgement about the relevance of the focus of the study to the specific review
question. All were based in a school environment and used PCP techniques. Studies given a high
WOoE also involved planning for a transition of some nature andafetlahe principles of the

PCP approach closely. Outcomes of the meeting were discussed from the perspectives of
different participants, as well as a foarsaspects of the meeting which were valued.
Perspectives included views about the meeting itselfedisas views on how the meeting may
have affected the young person. Studies given lower ratings focused primarily on the views of
young people, for whom the age of the CYP is less comparable to the children in the current
study (Partington, 2016; Tayksrown, 2012) and not on other participants. The PCP methods
used also did not relate as closely to as many of the principles of PCP meetings as others, for
example, the school decided who to invite, or the meeting did not follow a clear structure (e.qg.
Hayes, 2004).
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Table to show criteria for ratings for WoE (C)

Study Study Study Study included Study PCP WoE (C)

included included included use of PCP for included use| principles rating

views of perspectives | perspectives | transition into | of PCP adhered to

parents or/ | on the on the a new school | within the closely during

and staff. | meeting itself| presence of | environment | UK school | the meeting

children at system
the meeting

Bristow / / / / / / High (2.5)
(2013)
Childre & / / / / / Medium
Chambers (2.3)
(2005)
Corrigan / / / / / / High (2.5)
(2014)
Hayes / / / / / Medium(2)
(2004)
Partington / / / / / Medium (2)
(2016)
Taylor- / / / / Medium
Brown (1.8)
(2012)
White & / / / / / Medium (2)
Rae (2016)
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Appendix 6

Table to show examples of how themes were extracted from findings of studies

Theme identified in
this review

Studies identified

Examples of theme description in findings of studies

The process is
collaborative

All

Theme identified by authoé. T h e
byauthor)f or t hi s i
meetingd and 0

i ngd6. (Whi

process was c @entified
nclude: O6Parents fel
It i s useful to have
te & Rae, 2016, p. 43)
ORespondents made | i n-&gsncybmerkingedesaribifyA T
PATH as O6useful in coll aborative wg
a team around the pupil (Bristow, 2013, p.91)

OAlI |l gdttakgmhmolups referred to the bei
creating a positive climate that promotesoperation and collaboration with the
young person at (iderdgifiedby authorledc | Sddt d&
and valuingnevebybneasiaoa action pl g

A full and holistic
picture is formed

Bristow (2013);
Childre & Chambers
(2005); Corrigan
(2014); Taylor
Brown (2012); White
& Rae (2016).

Theme identified by auth@r | nf or mat i on rweavsi eswhéa.r eSdu

(identified by author) ncl uded O6new school were
which was seen as importantdo (Whit e
0A second purpose of the (PCP) meet

of the studentrive of the families discussed how the process revealed more
extensive information in the areas of home and school than in prior meetings,
provided a broader picture of studge
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The child is at the
centre

All

Themeidentified by authgdb Ch-¢ ¢ Wt r e d

author)d6 Young person at the centre of
and understooddéd (Corrigan, 2014, p.

OEmi |l y shared how i heplamihgprotess: Bmay: Itdeit

l i ke | was special and

pr oc e qidedtified byt

er m, t hat e \
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Appendix 7 Thematic map ofthemesand subthemesidentified in review

Establishingims early gives direction

Participants felt equal/ reduction of power imbalance Solution

focufed /
_ Different perspectives useful Focus on strengths
N
Process is collaborative Process s goal
— Shared understanding reached orientated and
. ositive

—Good way to involve parents P
~— People feel listened to /

Previous relationships important Empowering

Not all understood by CYP

Broa\derview CYP value being asked

N

Wider needs can be considered and met

A fu”, holistic piC'[UI’e is —]nformative and useful
formed

Child is at the centre

\
Clear, open, honestiscussion / \
Goes at pace of CYP CYP is present
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Easy to follow/ visual Daunting

\ /

—— Props/ specific sections

No jargon

Meeting easy to follow

Apprehension beforehand Meeting is an

emotionalprocess
Reassured

Planning important—

Expectationsnfluence emotions

Empower people to be heard ——Reassuring

Facilitator skills are
—— Put people at ease

important

S

Nonjudgmental —— Listen sensitively

AN

Neutrality enabled asking challenging questions
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Impact on CYP

CYP more aware of Increased participation

Expectations Fun

—

More choice ~__—Feellistened to

Helped to orgarse thoughts\
Learned about the schoal
Felt important—

Reassured—

Felt understood ! Reduced Power
Increased confidenéi

Increased understandin Learned about self

Seen as a whole person
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No changdo LOC or positivity towards school

Others reassured outcomes wj

happen Pupils thinking differently

_—Barriers/supports following the meeting

TME targets met\

Outcomes for
CYP
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Appendix 8

Table to show themes identifiedvithin the reviewed studies by study

Study/ Theme Process is Processis | Fulland Meeting Child is | Meeting | Facilitator Weight of Evidence Rating
collaborative | goal holistic is an at is easy | skills are

orientated/ | pictureis | emotional | centre to important

positive formed process follow
Bristow (2013) |/ / / / / / / High (2.5)
Childre & / / / / / Medium (2.3)
Chambers
(2005)
Corrigan (2014)| / / / / / / / High (2.5)
Hayes (2004) / / / Medium (1.5)
Partington / / / Medium (1.9)
(2016)
Taylor-Brown / / / / Medium (1.9)
(2012)
White & Rae / / / / / / / High (2.5)
(2016)
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Appendix 9

Description of the PATH procesdor older children (Adapted from http://i nclusive-
solutions.cam)

(Graphic from Inclusive-solutions.com; accessed 6.9.2018)

There are 6 steps in the PATH process. A typical PATH usually involves a grouf®of 5

individuals made up of the pathfinder (or focus person) and their family, friends and other
professionals and support workerso know the focus personweld PATH | asts for ¢
hours (possibly longer with larger groups). Each step in the PATH process has its own particular
conversation associated with it.

The 6 Steps are as follows:

1 The Vision: PATH begins by asking tpathfinder to think about what a good life for
them would look like, what matters most to them as they think about their future? Others
in the group will be asked to build on the vision and say what kind of future they would
love to see for the pathfind€erhis is the longest step and sets the direction for the rest of

the PATH

1 Sensing the goal: OPositive and Possi bl ebd.
imagine that a year has passed since they created the vision. The conversationig step 2
about |l ooking back on the 6épast yearé and |

time towards the vision. This is a more grounded and realisti¢ stepare not dreaming
anymorel All the stories and memories heard in this step need to be paskétecould
actually have happened) and positive (we are only remembering the good times). Step 2
aims to give the group a better sense of what it could look like if they really were on track
towards the dream.

1 The Now: this step aims to create a tensietween the vision of a positive possible
future and where the pathfinder is now in relation to this future. The facilitators will ask
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you to talk about the facts and figures of the now. It is a conversation about where the
group is starting from.

The remaning steps are now focused on the different kinds of actions needed to bring the
positive future closeré

T Enrol: this step asks the group, o6who wil/
positive future. It is an opportunity for the pathfintieinvite those present to eria his
or her future as well as committing themselves to that future. The facilitators will also ask
the group if there is anyone who is not present who should be invited to join the group in
the future and any names given aearded for future invitations.

1 Staying strong: this step asks the group to identify and talk about what they will need to
do (and not do) to keep focused on the path aheaning what skills and capacities
they already have and can put to work as wetha relationships knowledge and skills
they will need to develop.

1 Actions: this final step gets the group to identify bold next stepsth big and small that
can be named now. The focus will move between things that can be done tomorrow and
thingsthat an be achieved in a week or a monthos
specificsi the who, what, where and when of actions to be taken. Agreement will also be
made on when progress will be reviewed

The PATH process ends with a round of words andeebns from the group on the work they

have just done together and the completed PATH is photographed, taken down from the wall,
rolled up and presented to the pathfinder.

Description of the Adapted PATH Process

There are 6 steps in tlaelapted®ATH process. A typical adapted PATH usually involves a

group of 510 individuals made up of the child and their family (should the parents wish to bring
their child), friends and other professionals and support workers who know the childwell.
adaptedPATH lasts for up to 90 minutes, and regular breaks are encouraged. Parents are asked to
bring toys and snacks for their children and encouraged to support the child to feel relaxed.
Participants are asked to constantly consider the needs of the child antewirtee concerned

about interrupting or pausing the process at any time. Facilitators are encouraged to involve the
child as appropriate and to ask parents and other participants to engage with the child and ask
them to contribute as they feel appropri&tach step in thadapted®ATH process has its own
particular conversation associated with it.
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The steps are as follows:

9 The childds strengths: what do we | ovel/l | i
well?
1 The Vision: Asking the family to think about what a good life for the child would look
like, what matters most to them as they think about their future? Others in the group will
be asked to build on the vision and say what kind of future they would I®ee tlor the
child. This is the longest step and sets the direction for the rest adaptedPATH.
Participants are asked to contribute any views they have collected from the child
beforehand and to check in with the child whether there is anythingviingd like to
say/ whether they are happy with what has been they said as appropriate

1 Sensing the goal: OPositive and Possi bl ed.
imagine that a year has passed since they created the vision. The converséip2 is
about | ooking back on the dédpast year 6 and |

time towards the vision. This is a more grounded and realisti¢ stepare not dreaming
anymorel All the stories and memories heard in this step nebeé fmossible (they could
actually have happened) and positive (we are only remembering the good times). Step 2
aims to give the group a better sense of what it could look like if they really were on track
towards the dream.

1 The Now: this step aims to createension between the vision of a positive possible
future and where the child is now in relation to this future. The facilitators will ask you to
talk about the facts and figures of the now. It is a conversation about where the group is
starting from.

The remaining steps are now focused on the different kinds of actions needed to bring the
positive future closeré

f Enrol: this step asks the group, 6éwho wil!/
positive future. It is an opportunity for the pathfintieinvite those present to enrol in his
or her future as well as committing themselves to that future. The facilitators will also ask
the group if there is anyone who is not present who should be invited to join the group in
the future and any names givare recorded for future invitations.

1 Actions: this final step gets the group to identify bold next stdpsth big and small that
can be named now. The focus will move between things that can be done tomorrow and
things that can be achieved inaweekor mont hés ti me. The facili
specificsi the who, what, where and when of actions to be taken. Agreement will also be
made on when progress will be reviewed
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Theadapted®ATH process ends with a round of words and reflections from tlp grmo the
work they have just done together and the completegited®ATH is photographed, taken
down from the wall, rolled up and presented to the family
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Appendix 10

Information for parents about the research(provided withadapted®ATH leafle) (also
adapted for school staff/ preschool staff/ other professionals

INFORMATION SHEET FOR
PARENTS/CARERS

UCL DIVISION OF PSYCHOLOGY ﬁ
AND LANGUAGE SCIENCES

o

An exploration of the use of an adapt®d\TH process for supporting
transition of preschool children into school
Title of Project:

This study has been approved by the
Research Department of Clinical, Education:
and Healt hEtRissClaihol og

Project ID Number: CEHP2016552

Name, Address and Contact Details of Investigators:
(Deleted for data protection reasons, but were included for participants)

We would like to invite you to participate in this research project being undertaken as
part of doctoral studies being completed at UCL and thank you for considering this. H
in Hampshire, we are currently carrying out a new type of meeting for suportin
preschool c¢children who are moving up t
(planning Alternative Tomorrows with Hopglease see separate leaflet for information
about what this is). These meetings relate to new government objectives, in which
plamning for children aims to be more familgcused. As this has not been done with thig
age group in this area before, we would like to evaluate these meetings, to find out wh
parents, school staff and preschool staff think about them and to discoveriwaysich
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they might be improved. As you have agreed to take parhia@daptedPATH meeting for
your child, we would like to ask you if you would be happy to take part in the evaluatig
research.

You should only take part if you are happy to; choosirngtatake part will not
disadvantage you in any way. Before you decide whether you want to take part, it is
important for you to read the information carefully and discuss it with others if you wis
Please ask if there is anything that is not clear trdfe is anything that you would like
more information about.

If you are happy to participate in the research, this would involve taking part in a
discussion with Nikki Bouvier (Educational Psychologist) in the week after the meeting
either face to facer on the telephone, as you prefer. You would then be contacted agg
by telephone for a discussion during vy
on the process. We would also contact a member of staff from preschool and from the
receivirg school to gather their impressions of the meeting. These discussions should
approximately 30 minutes and will be recorded.

All data will be collected and stored in accordance with the Data Protection Act 1998.

The recordings would be written ouftarwards and kept in a locked cupboard until this i
completed. They would then be destroyed. The written records would be accessed on
by the researchers and made anonymous as soon as possible. Once the research ha
completed, we would aim to makaur key findings from our work with several families
and settings available to you (anonygedl) for your information. No specific information
that you give us would be passed on to others (e.g your Educational Psychologist/ sc
preschool), unless therare issues raised around safefyny personal information you
provide will be used for the purposes of this study only.

If you do decide to take part, you will be given this information sheet to keep and aske
sign a consent form. We will also ask yoliill in a brief checklist about your family if you
are happy to do so. Even after agreeing to take part, you can still withdraw at any timé
and without giving a reason and can request that your data is destroyed until such a t
that this is no longepossible i.e. after it has been mixed in with data from other familie
and settings
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We are extremely grateful for your participation in what we hope will be some really
useful research. Should you have any queries or concerns, please do not hesitate to
contact us by enail or phone.
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Appendix 11

Informed consent form for pariicipants

UCL DIVISION OF PSYCHOLOGY ‘
AND LANGUAGE SCIENCES m

—

Informed Consent Form for Participants in Research Studies (parents/carers and staff)

(This form is to be completed independently by the participant after reading the Information Sheet
and/or having listened to an explanation about the research.)

An exploration of the use of an adapted PATH process for supporting

Title of Project: o . :
) transition ofpreschool children into school

This study has been approved by the Research Department of Clinical, Educatior
Health Psychology’s Ethics Chair

[Project ID NoJCEHP2016552

tFNIAOALI yiQa {dGFadSYSyd
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agree that | have

A read the information sheet;

had the opportunity to ask questions and discuss the study;

v

A received satisfactory answers to all my questions or have been advised of an individual to
contact for answers to pertinent questions about the research and my rights as a
participant.

A lunderstand that the views | have shared will be analysed and pablehpart of a report
and | will be sent a summary copy. Confidentiality and anonymity will be maintained,
it will not be possible to identify me from any publications

I understand that | am free to withdraw from the study without penalty if | so wish. | understand that
I consent to the processing of my personal information for the purposes of this study only. |
understand that any such information will be treated as strictly confidential and handled in
accordance with the provisions of the Data Protection Act 1998.

Signed: Date:

Ly@SadaaardazNna {dlrdsSySyd

I eééééceéeéecéeéeééeéeéeecéeed. .
confirm that | have carefully explained the purpose of the study to the participant and outlined any
reasonably foreseeable risks or benefits (where applicable).

Signed: Date:
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Appendix 12

Description of a more oOtraditional 6 transit.i

This outline of a more ¢6traditional d type of
between 5 SENCos and 2 EPs (including the researcher) frosartteelocal authority, who have

all held range of such meetings for children going into school. It is meant for descriptive

purposes only.

1 Meeting is always held at the receiving school

1 Meeting arrangement is usually initiated by preschool staff or extgrofessionals (e.g.
Portage or TOP workers)

1 Meeting is usually arranged between preschool and school staff and parents are usually
invited by preschool staff

1 Other professionals are sometimes invited by staff (e.g. Educational Psychologist, Speech
and Language Therapist). Other family members are not usually invited, although
occasionally other family members may att

1 Child does not attend the meeting

1 Meeting usually lasts around one hour

1 Meeting is chaired by the school and #tde is usually formal

f Focus of the meeting iIs wusually the child
support they are likely to require

T The chil dbés strengths are someti mes asked

T The childés views are not wusually request

1 Schoolstaff take notes
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Appendix 13
Guidance for EPs for facilitating the adapted PATH meeting

1 Provide family, school preschool with all information about process, research process etc.
Give them the information pack.
1 Who to bepresent? Discuss with parents/ carers and child (as appropriate)
1 Who loves this child?
1 Who cares deeply about them?
1 Who are their friends?
1 Who are key stake holders in their life?
1 Arrange who will invite who
71 Consider where to hold the meetinghere does the child feel most relaxed, convenience
etc
T Agree with key member of staff and parent s,
Provide them with information leaflet and guidance as necessary. They may wish to do
this together.
1 Discuss withthe parents/ carers whether they are happy for the child to be present.
1 Discuss with parents/ carers and child any favourite toys, music and snacks they might
wish to bring.
1 Discuss with parents/ carers and child (as appropriate) questions they migde as
1 Answer any questions or queries they might have and provide further opportunities for
them to ask questions as they arise

1 Open spacé remove chairs, move around the room as appropriate

Have the chil dos hatthey bave bsonghtevikhshematn yt hi ng t
Prepare the graphic firdbave it up with any photos the child has taken/ visual
representation of the childbés views on di s
Have some paper and drawing equipment available for the child to use

Name labels for people

Prepare child show an interest in what they have brought, help them feel safe

Those who say the most should be those who spend most time with the child

Always address the family first, attempt to engage the child when appropriate, even if

they do not rggond. Always simplify language, use visuals and prompts to support the

E N
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child to engage wherever possible and appropriate. Ask the family to talk to the child and
engage them as appropriate or to inform facilitators if there is something the child might
beable to contribute to.

1 Ensure that the process involves lots of breaks for the child

1 Should the child wish to play/ disengage/ have some time out/ leave the room, allow them
to do so where necessary

1 Explain that we are aliere to plan for the child and think about their future. Highlight
informal structure and the need for breaks etc.
1 Demonstrate propschoose three people from the room to come up. As you talk through
them, write up on the board. Explain that these aréhihgs which limit us and hold us
back.
1 CHAINS OF THE PAST anything holding the child and others back, stopping
them from thinking about the future. As|
hands. On the count of t her é@ehotsher ccvh ati mesnd
1 TURKEY T jargon bustef say to the child that if anyone says something they
dondét understand, they can point at who
1 JUDGET wig i ask people how does it feel to be judged? Ask a few people in the
auwdience, and finish with the child. (This helps to normalise things for the child
and hear that others can empathise). As
take it off and put it under their chair.
1 This makes it a safe process and involves everfronethe start
1 Ask participants that if they feel there is a time when the child would be able to be
involved (either through them or directly) to please involve them/ let us know.

1 Begin with asking the child/ family to say what they lovelibe child and what
they feel the child is good at/ their strengths are. Record this around the visual.

T Go over any visual representation of t
prepared. Ask the child to present these to the group/ with supporddrte | p 6 i f
they wish, otherwise check whether they are happy for you to show them!/ if there
is anyone they would like to do it for them.

h
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1 This is the only part of the graphic without a physical boundary. Explain to the child that
you are all ging to think about them and what they would like to happen to them.
Explain to all that you want to dream up their perfect dream future together.

T 6Close your eyes, uncross your |l egs and
in and out, and get intoralaxed zone. | am going to use my voice to suggest a
vi sualisation. | f you donot |ike it, yo
do your own meditationé So, [Childdéds na

Who is with them? What activities are yheoing? What is their school like? What
do they do for fun or for play? What does that look like? We are trying to imagine
the future just as you would | ove it to
T 6What would you hear yourself/ the chil
T 6What wowslag ?@t her s
T 6How would you/ the child be feeling?d
T 6How do others hope you would be feelin:
1 In pairs or small groups talk about the dream to each other before feeding back. Start with
the child/ the adult working with the child if appropriate.
1 Invite others tashare their dreams for the child, starting with parents/ carers.

T Dondét explore or interpret, dondét ask furt|
This is not a time for problersolving or assessment, just to capture the conversations
7 Ifdreamsp@apear completely unrealistic, dondét <ch

bring them? E.g., living in a big mansion might bring respect, marrying Cheryl Cole
might bring them love!

T I'f adults says something unhebpfaealtbe obght
dream, so | canét put that downo

1 The dream should take up half the page on the wall
1 Throughout this the scribe starts to note down core values/ foundations coming through
what is really i mpor teasatekeyberet he chil d. The
1 They also write down key phrases used to describe the future of the child
1 Take time at this point to take a break, check in with the child and with the room, how are
they finding this? How are they feeling? Does the child need a snplely atc?
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Ask people to project forward to the same
Imagine what they would like to happen this year. These should only be POSITIVE and
POSSIBLE.

Mix up the groups and get people to talk in gréugssure the keghild is included in a

group as appropriate

Come up with an idea of what they would like to happen this year, based on The DREAM

It might be opening up a possibility not mentioned yet though.

Ask them to tell you what would have happened over the year W&ve looking back

from one yearodés time to today.

Encourage them to expand on each descrifitdrS o s he/ he i s at a new
does the school |l ook | i ke?d

This should now | ook |Ii ke some achievable
makeya feel, i f all these things had happene

circle 60One Year From Nowbd

Ask them to share what they know about the child, as they are now. Consider factors

which help support the child and factors which hinder sttpp

After this, if appropriate, ask child O0How
feeling for the child?6é6 or O6What do you t hi

Invite the child up to write or draw on the graphic if tleeg happy with what has been
said about their dream/ what they like (e.g. are these the things that you like? Can you
draw here to say yes?0)

Then ask him / her to invite others one by one to come up and sign the dream. This forms
a team of people commitij to the outcom#, it makes those people faglsponsiblgor
the childds outcomes.

If some people think this is a bit uncomfortable then name it! Make a joke of it, but
emphasise how the commitment is important.

Some people might not want to signiug so, do they need some persuasion? What
would it take for them to sign up?

Add others not in the room who could be useful too.
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This is the time to think about making an action plan to work towards the dream.
Emphasise that this shidube ACTIONS not INTENTIONS

Also, choose what each person should do themselves, not what someone else should do.
For the child this can be more than one thing.

Scribe writes up 0Good intentionsdé with
e | s ieh@ cress through it.

When getting feedback ask for specifics
will take the photo?0

Go round the room and get everyone to say how the process was for them in a word or
two

Finish with a big rounaf applause.

Ensure that everyone has access to photograph/ acquire a copy of the written record
should they wish, with parental agreement.

(Adapted fromhttp://inclusivesolutions.com
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Appendix 14

Leaflet for participants about the adapted PATH

Information about PATHS

(Planning Alternative Tomorrows with Hope)

What is a PATH?

A PATH is a type of person centred planning tool. It is a positive and inclusive approach to
supporting children and young people that aims to plan wit/ the individual and their family, rather
than for them. It is based around what the child and their fami ly want the child to achieve and
focusses on their strengths.

The key outcomes of a PATH are:
1 To create a shared vision of the future for the child amongst the group;
9 To foster a commitment for all members to invest in moving towards that future;

I To develop a sense of how to move towards that future.

Instead of focussing on what has gone before, a PATH session is a six step process that looks to

the childés dream future, gets a sense of what

this to how things are now. From this, the group works out what needs to change and the actions
needed to make this happen.

By the end of a PATH session, the group wil
dream and their individual agreed actions to begin making this a reality.

Who is involved?

The child, along with all the people who are most important to them. This can include family,
friends, nursery & school staff and outside professionals, but it is important that the child is happy
for them to b e there.

The PATH is led by two trained facilitators T a process facilitator who guides the group through

the different stages and a graphic facilitator who creates a large, visual record of the process as
it goes along.

Where does it take place?
The most important thing is that the child feels comfortable and confident to take part in the

session. So a PATH can take place anywhere, including at home, nursery, school or a local
community centre. There just needs to be enough space for the group to sit comfortably around
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a large piece of paper used for the graphic. The space will also need to have anything that helps
the child to feel comfortable, such as their favourite toys.

What will | be asked to do?

When you are part of a PATH, you will be asked to think about and share your ideas related to
the childés strengths, i nterest s, dreams and wi s he
support them to achieve their goals.

How long does a PATH meeting take?

Usually, a PATH lasts for around 90mnutes, but the length of time can vary depending on the
child and their needs.

.*.'.;;’,* * What to expect
X

’«'*‘ The session has an informal feel, and the child is free to move around the
r room. Regular breaks are encouraged. The facilitators will guide you
through the session. How much the child is able to join in with the session will naturally
depend on the age and abilities of the child. However, the facilitators will aim to help them to
take part where possible, if they are happy to do so. Parents also have the option to opt out
of bringing their child to the meeting, should they wish to.

How to prepare forthe m  eeting
Parents

Please think about and discuss with your child (and preschool staff if you wish) who they
would like to attend the meeting. You should think about who loves the child, cares deeply
about them and are key stakeholders in their lives. This may include family members, friends,
neighbours and key members of staff. You may also wish to include members of staff from
the school the child is due to attend next year. There can be as many or as few people as
you wish, within reasonable boundaries.

Once you have decided who to invite, please support your child to invite them along. You
may also wish to show them this leaflet, to help them to know what to expect.

Prior to the meeting, pl ease fild/| out the O6éwhat
have this to do, so you may wish to do it together.

In order to help your child feel relaxed, you may want to help your child choose some snacks,
music and toys to bring along to the meeting. You may also wish to bring along some favourite
toys, books, picturesorphot os t o hel p others to understand Yy
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Preschool staff

Please choose a member of staff that the child knows well to elicit their views and to bring
these to the meeting, using the guidance provided. The parents/ carers also have a copy so
you may wish to do this together. You may also wish to support parents with their preparation
where appropriate, for example to consider who to invite, where to hold the meeting and
what to bring. You may also need be responsible for inviting appropriate members of both

preschool and school staff.

Should you have any questions or queries at all, please contact your educational
psychologist who will be happy to answer them.
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Appendix 15

Format providedtopr acti ti oners/ parents for collecting

What is Important to me?

I n preschool I i keéé.

Out of preschool I I'i Regéod day for me is whe

What helps meéé.
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Appendix 16

Guidance for collecting childrends views

Q\
Q)¢
(@]}
0p]
-+
No
Z
&

LRSIF& FT2NJDFEGKSNAY3I F / KAfRQa +AS

¢tKSaS ARSIFA N’ (G2 06S dzaSR a4 3IdzARFYyOS F2NJ 3 G§KSN
dza 6AGK NBlIffe @ltdadoftS AYyF2N¥YIGA2Y F2N) 6KS OKAf R
and the methods you chose will needtoSak t KS OKAf RQa +3S IyR FoAftAGASE
do all of these. Please use these ideas in conjunction with any previous knowledge you have/ records you

have made, as well as discussion with other staff and with parents as appropriatee Bting along

some representation of what you have found out to the meeting (e.g. photos, pictures, written
20aSNDIFGA2yar yasSNaR (2 ljdzSadAazya SioOve | 2dz O2dz
NBLINBaASYld G(KS OKAfRQa OASsad

Photos

1 Helping the child to take pictures of things that they like- areas of the preschool, favourite toys/
activities, favourite people.
1 Taking photos of the child doing the things they enjoy doing most.

Pictures

1 Asking the child to draw what they like doing/ their favourite toys/people etc.
1 Could they draw a map of the preschool and show you where their favourite things are?

Talking to the Child

1 This will depend of the age and level of need the child has: this may be done verbally, or with
visual aids. You may also have to think about the language you use. They could be asked directly,
or could be asked to choose an answer from a few specific choices (given verbally/ through
pictures/ being shown).

1 Questions might include:
what do you like best?
what don6t you | ike?
who are your favourite people?
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who dondét you Iike?

How do grown-ups help you at preschool?

where is your favourite place in the preschool?

I s there an area you dondt 1ike?
what are you good at?

what do you find difficult?

what is the food like?

what has been your best day?

Observation

1 Closely observing the child during play, carpet time, different activities, meal or snack times,
interaction with peers and adults, making choices etc.

1 Note their use of inside space, use of outside space (e.g. how long do they spend on different
activities? which ones? How often do they chose that? etc)

9 Listen to their body language, different cries/ noises/ language used, facial expressions,
movements etc.

1 If appropriate, ask them what they are doing/ if they are having fun etc.

Thank you very much for your help!

Many of these ideas are based on the Mosaic Approach, designed byagartymembers of the
Coram Family (formerly the Tomas Coram Foundation), a charity in Camden (Clark & Moss, 2001).
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Appendix 17

Departmental ethics approval email

From:King, John

Sent:04 May 2016 15:04

To:Bettle, Susan; AcadServ.Ethics
Subject:Ethics Approved Birch CEHP2016552

Dear Susan,

I am writing to let you know that we have approved your recent ethics application, " An
exploration of the use of an adapted PATH process for supporting transition of preschool
children into school.”

The approval reference number is CEHP/2016/552. | have attached a copy of your
application form.

| will keep the approved forms on file, and a copy has been lodged with the UCL
Research Ethics Committee. Please notify us of any amendments, in line with guidarce
on the PaLS Intranet.

Best Wishes,

John King
Chair of Ethics, CEHP

Dr John King

Senior Lecturer, Research Department of Clinical, Educational and Health Psychology
Division of Psychology and Language Sciences

University College London

1-19 Torrington Place

London WC1E 7HB

UK

Tel: +44 (0)20 7679 5993 (internal 45993)

Email: john.king@ucl.ac.uk
Web: https://iris.ucl.ac.uk/research/personal?upi=JAKIN44
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Appendix 18

Example of a transcript (Excerpt from a Parent interview)

Interviewer: Can we just have a think about before -
were you feeling about the whole thing?

Parent | was feeling quite apprehensive actuall\
know what | mean.

Interviewer: Ok

Parent Yeah, vyeah. Nervous, apprehensive, because
di agnosis and everything Even though in the
someone actwually tells you. And itklreenwewHe nwhyd w

going to happen?

Interviewer: OK, so trying to process everything while you are still trying to process the
di agnosi sé?

Parent: Yeah, exactly.

Interviewer: Did you have any idea of what was going to happen? Did you know what to
expect?

Parent. Wel | yeah, I mean (EP) had said that weo:«
have ideas of what we want to do and where we want to go and that kind of thing. But obviously

being mum, | think of everything worst case scenario do you knowaddually when we had

the meeting it was all really positive.

Interviewer: Ok. And what did you want to get out of it? What were you hoping for?

Parent: |l think ités just the reassurance really
helpusy ou know and web6re not completely on our o
Interviewer: ét hat 6s how you felt at first, that vyo
Parent Yes, you know you start thinking 6éoh what
gong to help him have a normal | ife?d86 and that

line, all the autistic societies and things that are local as well. As well as what you guys are doing
with the transition to school.

Interviewer: Ok. So,thety ou had the meeting on Wednesdayé.:l
meeting. What were your initial thoughts?

258



Parent: Er, we l | obviously at first it was Kkind ¢
thing, but actually (EPs) were both so friendly thegde us feel really comfortable straight

away. Even though the questions they were askiuegwere all looking quite blankly at first, cos

it was just like, asking questions about what you do on a day to day basis and making it as if
that 6s noda itthewamsorim.keS 6what do you do?d6 and i
thingsdé, but once wedd got into it, we were al
were a bit | ike, 6ooh not sure what to saybé6,
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Appendix 19

Interview schedule for parents, school and preschool stafindividual interviews)

Questions in bold asked as an introduction. Questions in lighter type below to be used for
prompting as appropriate.

Before we starthave you filled in the consent forms? Did you read the information sheet? Are
you happy with everything? Did you have any questions? | am only interested in your views, the
i nformation wonodét be pass e dkasopenlyasywwecwish.ol or

Before the meeting what did you want to get out of the meeting?
How did you feel about it?

What did you expect/ hope would happen?

Now- What are your initial thoughts about the meeting?

How did you feel afterwards?

Did youfeel comfortable during the meeting? What helped with this/ did not help?
What worked well?

Is there anything you thought could be improved?

Parents only Have you had any previous experiences of children going into school?

How do you think this compared?

School and preschool staff onlyHow do you think this compared to other transition
meetings you have attended?

Where did you have the meeting?

How was that?

260

E



Who attended? What relation are they to the child?
Do you have any thoughts about them belrege¢? (how this impacted on the process)

How do you feel they helped/ will help in the future?

Did you say everything you wanted to say during the meeting?
What influenced this?

Did you feel that you were listened to/ taken seriously?

Do you feel that youviews were understood?

Were they taken in a positive way?

What helped with this? Did not help?

Did anything prevent you from saying something?

Did you find the meeting easy to follow?

Do you have any particular comments about any particular part/rsettioe meeting? (e.g.
dream/ one year from now/ actions etc)

Was there a part that you particularly valued?

Was there a part you liked less?

How positive do you feel about the school/ transition now?
Do you feel confident to approach the school/ panenfisture about any concerns you have?

What has made you feel this way?

Parents and preschool staff onyWh at wer e your specific concern
transition beforehand?

Anything else?
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Were they addressed?
Why/ how? What helped with 8 What hindered this?

Do you have a clear plan for your/the child now?

Do you feel that you have a good understanding of what the school will do to support your child?

Did you bring your child to the meeting/ did the child attend?

How do you feel abouhis decision now?

Advantages/ disadvantages?

If they did attendwhat did they do during the meeting?
How were they involved?

What did you think about this?

Were their views referred to? How?

Do you think they felt comfortable?

What helped/ did not helwith this?

If they did not attendwe r e t he chi |l doés

How did you feel about this?

Any other comments?

Would you attend another meeting like this again?

Vi ews

referred
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Appendix 20

Interview Schedules for Focus Groups

Interview Structure for EP focus group

Please do not refer to any families by name or discuss specific cases, but express your views in
general terms.

Having facilitated an adaptedPATH meeting/ severaladapted PATH meetings now, what
are your general thoughts/ feelings abouhem?

What have you found worked well? Why?

What did not work so well? Why?

How do these meetings compare to more traditional transition meetings?

Which bits did you find easier to facilitate? Why

Which bits did you find harder to facilitate? Why?

OR What are your thoughts on how it was to graphic the process?

Did you use props? Which ones? Why/ why not?

Did you think everyone was able to say what they wanted during the meetin§?hat
influenced this?
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What do you think EPs bring to this type of meting?

Did the child attend? What were the advantages and disadvantages to this?

How were they involvedWhat did you think about this?

Were the c¢chil dogwhetherghgsattanded @ not).¢ow?t o ?

I f the child did a tdideavidgéhe ehiddin the coonyirapact anlthe n k
adults?

What about the impact on the child?

Is there anything you thought could be improved?

What would that look like?

Any other comments?

Thank you so much for all of your help and support
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Interview structure for TOP Workers/ Portage Workers

Please do not refer to any families by name or discuss specific cases, but express your views in

general terms

Having attended an adaptedPATH meeting/ several PATH meetings now, what are your

general thoughts/ feelings about them?
What have you found worked well? Why?
What did not work so well? Why?

How do these meetings compare to more traditional transition meetings?

In general terms (without referring to families by name), what kind of feedback have you

had from some of the families or settings you are working with?

Do you have any comments on particular sections of the process? Was there a part that you

valued more/less?

Did you think everyone was able to say what they wanted during the meeting? What
influenced this?

What do you think EPs bring to this type of meeting?
Did the child attend? What were the advantages and disadvantages to this?

How were they involved?What did you thinkabout this?

I f the child did attendé. How do you think

adults?

What about the impact on the child?

Is there anything you thought could be improved?
What would that look like?

Any other comments?

Thank you & much for all of your help and support
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Appendix 21

Table to show data analysis for random samples of extracts from transcriptions

Quote from Transcribed
Text

Initial Codes Identified

Related Themes/ Subtheme

61l dm worried

be able to davhat these kids
do, like these kids can count
to ten and she could maybe
only count to three. Cos she
has been called stupid by

some people. By some of he
friends. Beca
do some of the stuff that oth
people could

want her b go there and say
that she hat e
not i rnRalent)d e d §

Concern about

of skill

Concern that level of skill is
lower than that of peers

Concern that child will not
belong/ feel included

Concerns around the Peer
Group knowing
understanding and accepting
the child (key themavhat do
parents worry about?)

0 ,his communication skills

are very bad, his language is
very bad. And that affects all
areas; soci al

difficult to make friends if yol
don o6 t(Parerd)| k 6

Concern about

of skill

Concern that level of skill is
lower than that of peers
Concern about
communication

Concern about child making
friends

Concern that child will not
belong/ feel included

Concerns around the Peer
Group knowirg,
understanding and accepting
the child (key themavhat do
parents worry about?)

6éat first it
daunting beca
sort of ©profe
just on my own being mum,
you know, éBu
Foll owed byé
O0We were alll

with the way that it went and

webve all got

Parent feeling daunted
initially
Parent initially feeling

inferior to professionals

Parent did not feel
intimidated by professiongl
after the meeting

Collaborative nature of the
meeting (key themaéNhat
were the perceived factors
influencing dange?)

All playing an important part
(SubthemeWhat were the
perceived factors influencing
change?)
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and progress

Meeting was a positive

Feeling of working as a tean

(Pareny experience (SubthemeWhat were the
perceived factors influencing
Feeling of working together | change?)
as ateam
Suggestion of reduction of | Parental concerns about
power dynamic/ feeling equa meeting itself (ThemewWhat
with others do paents perceive that they
need from a transition
meeting?y
06They ask me |Parentfeeling listened to Collaborative nature of the

home, what she do and that
and that make me happier
because they ask everything
she do and that, what she cg
do and then they can help
devel opment al
i t(Pafgent)

Parent feeling involved/
playing an active role

Parent felt she gave a full
picture of her child

Confidence that the
information about the child
will help to support the child

meeting (keytheme What
were the perceived factors
influencing change?)

All playing an important part
(SubthemeWhat were the

perceived factors influencing
change?)

Confidence that the school
have a clear picture of the
child (key themelmpact on
parents)

Full discussion was held ang
(Theme What were the
perceived factors influencing
change?)

Quality of Information
brought to the meeting
(SubthemeWhat were the
perceived factors influencing
change?)

6They was r ea
the kids arou
really liked. No one was like
60go awayo6 wit
was nice and

and pParany ! 6 (

Parents felt the children wer
accepted

Warm response to children
staff

Positive relationships were
built (Key theme Impact on
parents)

Feeling accepted by the
school (Themelmpact on
parents)
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Positive response from scho
(SubthemeWhat were the
perceived factors influencing
change?)

6éewith the PA
a list of actions, because
youbdbre going
back tohthesd
6what hinders
actions are obviously mappe

onto those, so you might say

Action poins link to reasons
why

Staff able to offer action
points based on increased
understanding of the child

Better understanding of the
child (Key themeImpact on
staff)

Clear plan was made (Them
Impact on staff)

ok change hel|Acton points are specific Structure of tke meeting (Sub
changes hinde theme What were the

|l 6d say to a perceived factors influencing
al bum, extra change?)

get s peciSchod

SENCo)

61 wunder st an d Childshould be part of the | Impact of the meeting on the

part of it and that is the poin
at some point they definitely
should be part of it, you knoy
|l 6m not sayin
be i nvol ded®.t
to put a ceiling on what
theydre capahb
(School SENCo)

meeting

Desire not to exclude the
child

Desire not to limit level of
involvement a child may be
capable of

child (Key themewhat were
multiple perspectives on the
child being present at the
meeting?)

Child should be given the
opportunity to be part of the
meeting (Themewhat were
multiple perspectives on the
child being present at the
meeting?)

Questions around genuine
participation of the child
(Theme what were multiple
perspectives on the child
being present at the meeting

0l feel that
neutrally, no one is in chargg
of that meet.i

really stood out for me
through all of it. I think some
of theusual transition

Family is at the centre of the
meeting

Chil dos
rat her

needs
t han s

Positive impact on the
relationship with the school
(key theme Impact on
parents)
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meeting sat around the

tabl eéitds ab
school 6s need
the chil dobés n

do what. And | think every
single one, without doubt ha
been about the parents, with
the parents and the child at
the centre rdter than the
school and not been about tl
school 6s need
they can be n
eliminated that as far as | ca
seed (Portage

Feelirg of working together
as ateam

Suggestion of reduction of
power dynamic/ feeling equa
with others

Meeting is different from
other transition meetings

Collaborativenature of the
meeting (key themaNhat
were the perceived factors
influencing change?)

All playing an important part
(SubthemeWhat were the

perceived factors influencing
change?)

Feeling of working as a tean
(SubthemeWhat were the
perceived factorsfluencing
change?)

Positive nature of the meetin
(child is the focus)
(subthemeWhat were the
perceived factors influencing
change?)
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Appendix 22

Checklist created for considerations for future adapted PATH meetings

Child is present for some of he meeting

Parents have been consulted about whether their child attends and feel that this is appropriate
Parents have an element of choice about whether their child attends

Parents are given clear guidelines as to what this might involve

Parents are reassured that they and their child will not be judged and that professionals will adapt to the
childbs response to the meeting (if something goe

Efforts are made to make the child comfortable, e.g. toys, food, breagatd?dhose who know the child
well could be consulted on what they would respond best to

Child is given the option to leave the meeting at any time should they wish and have somewhere to go
(e.g. back to preschool/ upstairs with an adult)

Opportunities ee given for participants to speak without the child present should participants so wish
Child is encouraged and supported but not pressured to express views
Child is supported to have their views represented visually, these being prepared beforerlge meet

Child is given opportunities to feel included, such as holding props, drawing on visual, choosing where to
sit

Familiar adults present who can support the child when others are speaking as appropriate
Staff are able to observe the child whilst awarthefcontext

Staff and other participants are given opportunities to interact positively with the child as appropriate

Good quality information is shared

Participants with different perspectives who know the child well are present and input is eeddroag
all. All contribute towards the plan.

Consideration is given to who might bring different and useful perspectives. Consider who to invite with
regard to who will be involved in future, e.g. class teacher.
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Participants listen and are seen to ligterach other, are willing to engage, open to new possibilities,
honest.

There is a focus on different aspects of the child, including outside of school

Staff bring positive experiences from previous knowledge (tried and tested strategies), listely,careful
address specific parental concerns, provide reassurance, ask questions and pick up on parts of the
discussion.

A clear structure is followed

Start with the positives and the strengths. The barriers come later.

Clear guidelines are provided for thedm (when are we referring to) both before and during the
meeting. The focus is on those who know the child well.

A visual is present, with key points made clear

Clear links are made between each section of the meeting, particularly aiming to sesksdeativeen
family goals in dream and action plans

Understandable language is used, no jargon

Facilitators keep discussion focussed and use skills such as summarising, clarifying and asking probing
questions

The emphasis is on problem solving

Participants know what to expect

Appropriateness of this type of meeting discussed with staff and parents prieupo set

Parents and/ or preschool staff are supported to c
why this is important

Rationale andimns of the meeting shared beforehand

Format is shared with all adult participants beforehand with potential questions to consider (in particular,
awareness of the dream section and awareness that the here and now will also be discussed later in the
proces¥

Three 6rul es6é represented on posters shared befor.
chains of the past and that it should be easy to follow
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If appropriate, potential questions are shared with the child for them to consider before agpdhauri
meeting

Participants given opportunities to discuss any concerns about the meeting beforehand

Attempts are made to ensure everyone is relaxed and working together

Environmental aspects are considered, such as seating, props and refreshmiitatter&ace friendly.

All are treated equally, encouraged to contribute, asked the same questions and asked to contribute to the
pl an. People are not o6éput on the spotd but gently

People that are familiar and trusted by the family are present
Focus remains on the family

Attempts are made to encourage not judging others or worrying too much about anything negative that
may have happened in the past

Attempts are made to reassure participants that they can talk openly, but the situation éslinganag
facilitators if discussions become inappropriate

Additional pointers for School staff (positive reactions):

Parents value the following

Active listening showing you have heard what has been said.
Directly reassuring parents of the commitment fopguiting their child
Using experience and knowledge of successes with other children
Responding in a positive way to descriptions of need

Addressing specific concerns and proactively making suggestions for supporting the child
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