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Summary

This document contains three sections: a review of the literature regarding the
subject area, an empirical paper, and a critically reflective account. Firstly, a review
of the existing literature highlights the limited research eliciting the views of the
individuals with Selective Mutism (SM) whilst drawing together key themes relating

the educational experiences of children and young people (CYP) with SM.

The empirical paper encompasses a qualitative study carried out with a sample of

ten CYP whereby a non-verbal adaptation of a technique based on Personal

Construct Psychology (PCP) was used to explorethepar t i ci pantsé Vvi ews
following in-depth semi-structured interviews. The section concludes with

recommendations and future directions for research.

Finally, the critically reflexive account provides a personal reflection of the research
experience and journey from identifying a research question through to analysing
and interpretingt he par taccauntpant s o



A dedication written by a parent to their child

(a participant in this study)

| imagine that in a past life, you were Irena Sendler. Using your ability to be quiet as
a superpower alongside your palpable desire for fairness and equality. You seek out
the correctness, you strive for the right and good answers, where nobody is left
behind. | imagine you helping those with no voice to escape across borders, your
only defence being your own inability, or fierce determination, not to speak, not to

give anything away. To save those with no voice with your own special quiet.

The pain in your eyes when the news tells you anyone at all has suffered. The

Manchester arena bomber was "too young to die", you said, despite his actions that

killed and hurt so many. 't "wasn't f ai

of course. You were once again absolutely correct. But at 9 or 10 years old, you out-

did even my socialist-at-heart compassion.

You feel for all of humanity, and yet are the person who asks the least of anyone. In
true big sister style, you try to be so self-sufficient. Try to fix all your own problems

without making a fuss. And secretly believe that you can.

At twelve you are so big and so little; 6 years away from being 6, and 6 years away
from being 18. Right there in the middle is 12, with your big feelings, big questions,
and big understandings in a little body.

You are less bothered about how someone presents themselves than how light or
dark their energy is. You sense their goodness or otherwise quicker than most. You
already have the ability to turn discomfort into comedy, what else are you gonna do
with so much anxiety? Go under? Not you. You use it to make another person laugh

if you can.

Stay this way. You have the purest heart, you want all the good for everyone and my
socialist heart sees and honours that very stubborn quest in you, for things being

better in the world for all of us.

You have taught me the power of quiet. | just had to listen.
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Chapter 1: Literature Review

Literature Review Summary

This literature review exists in two parts. Initially, a themed narrative review

introduces the broader context of Selective Mutism (SM) from an outsider

perspective before a systematthendiMidualséyr at ur e r
presenting key themes from the limited research capturing their perspectives.

Findings are presented through the lens of education and psychology, providing key

implications for the field of educational psychology before illuminating gaps in the

current SM literature-base. Firstly, it is prudent to situate SM within its legislative and

social context thus forming a rationale for the decision to present two separate

literature reviews.

Introduction

Selective Mutism is a condition which is characterised by a consistent pattern of

speaking in some situations (e.g., home) and
speech is typically expected (e.g., school) (Muris & Ollendick, 2015). Research

suggests that SM typically develops between the ages of two and four (Elizur &

Perednick, 2003; Ford et al. 1998) with needs becoming more apparent when a child

starts school (Johnson & Wintgens, 2016).

SM is complex phenomenon, usually poorly understood and vastly under-recognised
(Keen et al. 2008). Ten years after its predecessor, The Bercow Report (Department
for Children, Schools and Families, 2008), an independent review of provision for
CYP with Speech, Language and Communication needs (SLCN) in England
revealed that many commissioners have insufficient understanding of low incidence,
high-need conditions including SM (ICAN, 2018). For these individuals, the report
highlighted an absence of available support and difficulties in accessing clinical

specialists such as speech and language therapists (SaLT).

The complex and multifaceted presentation of SM means that needs frequently
intersectboththe Communi cati on and I nteractiond and

Heal t hd n e e dpeciahbducdtional Needs @and Bisabilities Code of Practice
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(SEND Cop, 2015) (Lawrence, 2018; Shipon-Blum, 2007). Consequently, CYP with
SM may not fit within the remit of one professional group (Keen et al. 2008). This a
key concern amplified by the Selective Mutism International Research Association
(SMIRA) (2020) which stipulates that:

fAn experience all too commonly reported, is that children are moved around

from one waiting |ist to another, without

Together these may contribute to inconsistencies in understanding, practice and a

60 post coddsupportfar E¥Pydoss UK Local Authorities (LA). In recognising

the irregularity of support for CYP with SEND, the government recently set out

ambitious plans to implement national standards for CYP with SEND so that support

isAidet erminedddy ndteiby ne®DERKOOH 202p.5) i veo (
However, at present there are currently no UK, national guidelines or quality

standards regarding the training of professionals and support of CYP with SM.

Consequently, these individuals may be susceptible t o 6f al |l i ngn t hr ough

terms of appropriate support and provision.

Situating this in the wider legislative context of SEND, The United Nations

Conventions on the Rights of the Child (1989) and Children Act (1989) provides a

rationale and legal basis forc h i | drightsriotasoice. The Special Educational

Needs and Disabilities (SEND) reforms in England highlighted the importance of

considering CYPsoviews and adopting a more child-centred system (Children and

Families Act, 2014). Despite these movements, minimal progress has been made in

valuing the perspectives of CYP within SM research (Roe, 2011). As such, the

literature currently underrepresents the voice of individuals with SM and offers a

predominantly medicalised understanding of the phenomena as it exists from

Aobserver interpretations rather than exper.i
p.457). Walker and Tobbell (2015) warn that failing to consider the perspectives of

those with SM risks presentingafmisleadi ng or parti al represent
456). Whilst the nature of the condition and the silence by which it is characterised

poses a challenge for researchers, exploring the experiences of individuals with SM

is vital to ensuring an accurate and co-constructed account of the phenomena

(Strong, 2019).
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Further providing scope for the current literature review, research has surprisingly
padonlyicur sory attentionodo (Stone et al. 2002
of SM. Whilst SM has been broadly explored across the contexts of school,

home/family and public/social (Bergman et al. 2008; Ford et al.1998; Roe, 2011;

Strong, 2019) little has been written specifically about the school context in which the

behaviour occurs (Cline & Baldwin, 2004).

This literature review aims to present a holistic understanding of SM. The intention to
present two separate |l iteratur epersamali ews der.i
epistemological perspective, with an interest in understanding the scope of studies

60gi viomged through the expl orSeparateraviewst i ndi vi d
allowed the views of the individuals to be amplified rather than potentially lost when

Omergedd within the wider O6outsiderdé | iterat

Firstly, a themed narrative literature review illustrates the broader issues and
debates around the subject of SM, before drawing together key themes to provide an
educational understanding of SMfroman6 out si der .pAsdhespevct i veod
progresses, it becomes clear that theory and literature solely reliant upon an outsider
perspective may provide an inaccurate understanding of SM. This sets the scene for
the subsequent review which systematically examines the limited literature exploring
the experiential accounts of SM through an educational and psychological lens. The
key themes are situated within Johnson and Wintgens6(2016) conceptualisation of
SM, with a particular focus on the role of maintaining and protective factors in school.
This enables a theoretical framing of the literature through the lens of educational
psychology for critically analysing existing evidence eliciting the voice of individuals
with SM. The review reveals implications for future educational psychology practice
highlighting the role EPs can contribute to the field.

Themed narrative literature review

This literature review aimed to provide an overview of the key issues in the field and
contribute to a more informed debate. Extensive literature searches carried out
between September 2020 and January 2022 initially focused on Google Scholar

before including other academic databases (ERIC, Taylor & Francis, JSTOR,

13



PsycINFO). Various search term combinations were utilised based upon key words
applying synonyms and truncations for Selective Mutism (selective mut*/elective
mut*/aphasia voluntaria/situational mut*) school (edu*/school*/learn*) and outsider
perspectives (parent*/teach*/psy*). In the interests of developing a rich
understanding of the contextual and evidential landscape of SM, this review includes
both qualitative and quantitative research methodologies to enhance the analysis
and enable evaluation. Research published and peer reviewed within the last 20
years was preferable however the limited literature resulted in the inclusion of older

studies contributing insightful perspectives.

Brief History of SM

Dating back to the 19™ century, the terms Aphasia Voluntaria (Kussmaul, 1877) and

subsequently Elective Mutism (EM) (Tramer, 1934)descr i bed chil dren wh
not to speak in certain environments, despite the ability to do so. Early work

presumed the condition to result from the will and active choice of the child. This was

reflected in the Diagnostic and Statistical Manual of Mental Disorders, Third Edition
(DSM-IIFR) ( Amer i can Psychiatric Association, 198I(
Infancy, Childhood and Adolescence,bwh er e it was referred to as
refusal to speako i n s Bignifynga shifoimtieinkisgptoei al si t u
concept of defusaléwas replaced with dnabilityband the condition henceforth became

known as 06Sel ectIV)ARA, 1494). This ohallengda Savly

assumptions of SM whilst emphasising the role of anxiety and social phobia

preventing speech in particular contexts (Rapoport & Ismond, 1996). Further

highlighting the role of anxiety and the possible implications in adulthood, SM was

| ater reclassified from a disorder of o6l nfan
@nxiety disorderd6  ( BEVSARA, 2013). DSM-V alsointroduce d t he term 61 ow
SM to account for individuals who may speak minimally but not in a reciprocal

manner during conversation.

Despite good intentions, critics warn that these changes have been insufficient in
shifting ot heand&Mcoptiauestebe misuaderstood as a choice on

the part of the child (Johnson & Wintgens, 2015). Arguably underpinning this is the
equation of O6selectived with selecting and t
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meani ng o, bleadirgpometopropesed Si t uat i onamordMut i smbé as
appropriate term for evoking a sympathetic response and understanding (Johnson &
Wintgens, 2015).

Prevalence

WhilstSM i s considered a o0l ow incidencefhecondi't
literature presents an inconsistent understanding of prevalence likely owing to

insufficient knowledge about the phenomenon (Schwartz et al. 2006) and the

variable application of approaches used to obtain figures (e.g., diagnostic criteria)

(Viana et al. 2009). Consequently, it is difficult to ascertain an accurate prevalence of

SM. Brown and Lloyd (1975) proposed that 7.2 per 1000 children under five years

were affected by the condition, however, these figures reduced to between 0.33 and

0.66 per 1000 at a 12-month follow up, leading Kolvin and Fundudis (1981) to

guestion the criteria for defining the condition. Using the definition of non-speaking,

persisting beyond the age of seven, a study of children in Northeast England

estimated 0.8 per 1000 children (Fundudis et al. 1979). However, the accuracy of

these findings was likely undermined by reliance on parental reports (Kolvin &

Fundudis, 1980). More recent estimations suggest that SM affects approximately 1 in

140 CYP (NHS England, 2022). However, the rate decreases to 1 in 550 when older

children are included (Johnson & Wintgens, 2016) and these figures likely exclude

0l ow pr.dgfuirltdh@rI™@r e, a mi sunderstanding of SI
(p.46) (Camposano, 2011) and parents not seeking advice until concerns are raised

by teachers (Kopp & Gillberg, 1997), could lead to an underestimation and

inaccurate representation of SM (Cline & Baldwin, 2004). Consequently, Kopp and

Gill berg (1997) warn that many CYP present w
diagnostic criteria with no formal diagnosis or support in place. Whilst an accurate
understanding is difficult to ascertain, #fit
encountero (Johnson & Wintgens, 2016, p. 36)

critical in ensuring timely identification and appropriate support for CYP with SM.

Gender and cultural differences in prevalence
Twice as many girls are thought to be affected by SM (Bergman et al. 2008;

Steffenburg et al. 2018) and there appears to be a higher incidence amongst
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children who have migrated from their country of birth with reduced second language
proficiency (Bradley & Sloman, 1975; Lesser-Katz, 1986; Steinhausen & Juzi, 1996).
Viana at al. (2009) estimated prevalence rates of 0.47% and 2.2% amongst native
and immigrant families respectively. In attempt to explain these findings, Elizur and
Perednik (2003) postulated the @iathesis Stress Modelbéwhereby speech anxiety
may arise due to the confluence of internal (e.g., sensitive and anxious
temperament) and environmental factors (e.g., the stress of migration, joining a new
school with different language requirements). Moreover, Toppelberg et al. (2005)
proposedthatafi s i | e n t(p.5p2B cam e dxpected during second language
development, warning that in such cases specific factors (in addition to the
diagnostic criteria Appendix 53) must be considered before any diagnosis of SM is
made. These included prolonged mutism, that is disproportionate to second
language knowledge and exposure, occurring across both languages, and/or
concurrent with shy/anxious or inhibited behaviour. The importance of separating
English as an Additional Language (EAL) with SM are also set out in the more recent

revision of the ICD-11 (2019) diagnostic criteria for SM, which specifies that:

fFailure to speak is not due to a lack of knowledge of, or comfort with, the
spoken language required in the social situation (e.g. a different language

spoken at school than at home). 0

SM and Comorbidities

SM & Autism Spectrum Condition

Until recently, the DSM-V was the preferred diagnostic criteria for SM (SMIRA,

2018). In 2019, the ICD-11 came into effect and under the new criteria, SM and

Autism Spectrum Condition (ASC) could be classified separately. This contrasted

with the definition of exclusionsused inDSM-V as O6does not ,6theuscur e Xxc
a person with SM cannot have ASC and vice versa. SMIRA, (2018) propose that

@& cludingd SM as a mayhaseadbtiingentadim@act on@s i s

proportion of individuals, especially those with ASC. The changes to ICD-11 are

pertinent given that SM and ASC has recently attracted interest in the literature with

research suggesting that an increasing number of CYP with SM also meet the
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criteria for ASC (Andersson & Thomsen, 1998; Kristensen, 2000; Steffenberg et al.

2018). Caroll (2019) warns that a lack of understanding as well as the similar

emerging behaviours of the two conditions may give rise to inaccurate diagnoses

and inappropriate support. llluminating this, when ASC is recognised in absence of
SM,theadoption of ASC o6friendly6 strategies
serving to maintain or exacerbate the mutism (Caroll, 2019). Therefore, consistent

with the ICD-11, authors in the field stipulate that SM and ASC should be considered
separate but comorbid needs (Johnson & Wintgens, 2016; Smith & Sluckin 2015)

SM & Externalising needs

When considering the emotional and behavioural presentations of CYP with SM,
evidence regarding comorbid externalising difficulties is conflicting, with some noting
associations with attention deficit hyperactivity disorder (Arie et al. 2007) and
oppositional, aggressive and delinquent behaviours (Alyanak et al. 2013; Diliberto &
Kearney, 2016; Manassis et al. 2007), whilst others emphasised the rarity of such
comorbidities (Cunningham et al. 2006; Ford et al. 1998; Vecchio & Kearney, 2005).
Highlighting the contextually dependent nature of SM, Cunningham et al. (2004)
observed discrepancies across parental and teacher reports. In the home context,
CYP were observed by parents to display difficulties with social cooperation,
responsibility, control and increased oppositional behaviours. However, these
behaviours were less severe than those found in oppositional defiant disorder,
attention deficit/hyperactivity disorder, or conduct disorder, and in school CYP with
SM presented as more inhibited. Consistent with this, behavioural inhibition has
been found to play an important role in the aetiology of SM, and distress to novelty
could be a core aspect of this temperament feature (Kagan et al. 1984; Schwenck et
al. 2021).

SM & Internalising needs

Research has noted that children with SM display significantly more internalising
(anxiety, depression, and somatisation) than externalising (hyperactivity, aggression
and conduct) and behavioural needs (hyperactivity, aggression, depression,
attention, atypicality and withdrawal) (Klein et al. 2019). These align with previous
findings identifying higher levels of internalising need in CYP with SM (Bergman et
al. 2002; Carpenter et al. 2014; Diliberto & Kearney, 2016; Vecchio & Kearney,
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2005). In a longitudinal study of 33 children with SM and matched controls,
Steinhausen et al. (2006) found that SM co-occurs with various specific anxiety
disorders such as social phobia, separation anxiety, and posttraumatic stress
disorder. Other studies have identified a comorbidity profile of children with SM
showing an elevated rate of agoraphobia in adolescence (Gensthaler et al. 2016).
Moreover, researchers have observed heightened anxiety levels for children with SM
(Bergman et al. 2002; Black & Uhde, 1995; Cunningham et al. 2004; Dummit et al.
1997) in addition to other needs (e.g., obsessive tendencies and somatic
complaints). The findings illuminate the significant role of anxiety in the presentation
of SM.

SM and Social Anxiety

Whilst a wealth of evidence suggests links between SM and anxiety (Black & Uhde,
1995; Bogels et al. 2010; Yeganeh et al. 2003), the nature of this relationship
remains unspecified. Some suggest that SM is a form of social anxiety thus it should
be subsumed under Social Anxiety Disorder (SAD) in the DSM-V (Black & Uhde,
1995). However, this has received criticism for lacking an evidence base and
providing an inaccurate account of SM (Johnson & Wintgens, 2015). Challenging the
view of SM as an extreme form of SAD, recent research illuminated a specific
anxiety pattern (e.g., speech demanding situations) in SM (Schwenck et al. 2019).
This aligned with other conceptualisations of SM as a fear associated with the act of
speaking rather than the wider social context, leading to proposals of its
reclassification as a Specific Phobia of Expressive Speech (Johnson & Wintgens
2015; Omdal & Galloway, 2008). This conceptualisation may account for the context-
dependent nature of SM whereby CYP with SM are not always anxious (Sharkey et
al. 2008) and aligns withthe DSM-Vcr i t eri a t hat CYP with SM 6r

eager to perform/ engage in social encounters

Aetiology of SM

Whilst an association with anxiety has been identified, a comprehensive and uniform
aetiology of SM does not yet exist. Research suggests involvement of multiple
factors including genetics (Kristensen & Torgersen 2001; 2002; Segal, 2003; Stein et
al. 2011), temperament (Cunningham et al. 2006; Kumpulainen et al. 1998; Vecchio
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& Kearney 2005), environmental influences (Black & Udhe, 1995; Hayden, 1980;

Kolvin & Fundudis, 1981; Kopp & Gilberg, 1997; Viana et al. 2009),

neurodevelopmental variables (Arie et al. 2007; Manassis, 2007; Nowakowski et al.

2009) and avoidance (Scott & Beidel, 2011; Young et al. 2012). Using the principles

of 6equifinalityé, Muris and Ol lendick, (201
interactions among various vulnerability factors, unique to each individual child.
Togethertheseincre ase t he o&6r i sk o6figudl). Similary,ILawenceg S M (
(2018) argues that a multifactorial aetiology (multiple perspectives and theories) is

considered the most appropriate framework for conceptualising SM. Likewise,

Johnson and Wintgens (2016) stipulate that no single cause exists, and SM arises

from a unique interaction of genetic and environmental factors (figure 2).

Figure 1

Developmental psychopathology model for the aetiology of SM
(Muris & Ollendick, 2015 p. 162).

Genes &
temperament

Behavioral inhibition
Oppositionality

Environment
Anxious/controlling parents
School-related problems
Immigrant status

Neurodevelopment
Language/speech problems
Developmental delay
Neurological anomalies

The Role of Maintaining Factors in SM
Johnson and Wi concgptualisation ¢f 3N eémphasises the principles of
reinforcement in behaviours and events. These may strengthen and maintain a fear

of speaking. The authors propose thatthei dent i fi cati on o ftablémai nt a
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1) for each individual is fundamental to helping CYP overcome SM. Whilst most

mai ntaining factors represent a di

rect

a genuine attempt to improve the situation, these may inadvertently inhibit or delay a

and n

chil dés progress by gener at i n(fgure 3).cJdhessn of pr e

and Wintgens (2016) stipulate that ascertaining the maintaining factors in school and

at home should be embedded as part of the assessment process when supporting

CYP with SM.

Table 1
Maintaining Factors contributing to SM (Johnson & Wintgens, 2016 p. 39).

Summary of SM Maintaining Factors
A Talking is a negative experience
failure.
B Fear of talking is strengthened through avoidance
conviction that there was indeed something to fear.

C Avoidance is a positive experience
Avoidance is more rewarding than participation

D Not talking becomes a habit
Little or no experience of successfully mastering anxiety convinces the

they become resigned to a non-talking role.

Expectation to talk is linked to unreasonable pressure, anxiety, disapproval, or

Avoidance brings instant relief from anxiety which reinforces the individual’s

individual that the situation is permanent, and nothing can be done; ultimately,

Educational experiences and CYP with SM: An outsider perspective

When seeking to develop an understanding of the academic, social, emotional and

behavioural presentations of CYP with SM, the nature of the condition and silence by

which it is characterised may pose barriers to researchers gaining access to

individual perspectives. In these circumstances, it is reasonable to suggest that

parents can contribute an intimate understanding of their child éexperiences in

20



Figure 2

Summary of factors contributing to the development of SM (Johnson & Wintgens,
2016 p. 37).

Environment

Risk Factors Triggers Maintaining
Sensitive Child | | Fear conditioning | = Factors
linked to expectation Rfaac“c’f‘s to
to speak mutism relnforce
fear of speaking

~ =

Selective
Mutism

Environment

Figure 3

Pressure and avoidance contributing to SM (Johnson & Wintgens, 2016).

Can't talk PRESSURE Increasedgmxiety
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teachers and wider
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™ Even harder to talk
AVOIDANCE ‘L‘L
of specific situations
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cycle

Relief from anxiety (but
increased dread of talking)
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schoolasfial most al ways are parents aware of the
speaking outside of the homeo Clihe & Baldwin, 2004 p.151). As SM can become

more prominent when a child enters an educational setting, teachers can also

contribute an important perspective and understanding in the identification and

intervention of SM (Crundwell, 2006). Furthermore, considering the contextually

dependent nature of SM, a combination of parent and teacher reports may provide a

more holistic understanding of the child, based on the differing perspectives (Klein et

al. 2019).

The following sections synthesise research adopting one or more of these
approaches (parent and/or teacher reports) to elicit an understanding of the
educational, social and emotional presentations of CYP with SM from an @utsiderd
perspective. Subsequently, they highlight educational implications, including
ensuring staff awareness of SM and facilitating appropriate support for their pupils.

Academic Skills and Competences

Research exploring the impact of SM on academic skill development has yielded
variable results. Utilising objective, academic measures, Cunningham et al. (2004)
observed no differences between a group of participants with SM and a matched
control across mathematics and general classroom performance. These mirrored
previous findings that CYP with SM present with comparable abilities to peers
without SM across the curriculum subjects (Busse & Downey, 2011; Ford et al. 1998;
McHolm et al. 2005). Nowakowski et al. (2009) reported that CYP with SM had
average academic abilities and receptive vocabulary scores for their age. A study
conducted by Kumpulainen et al. (1998) found that almost half of the participants
meeting the diagnostic criteria for SM performed at an average level at school with
more children performing at an average level or higher refusing to speak to the
teacher (72 percent). These align with previous conclusions made by Browne et al.
(1963) that CYP with SM present with faverag
605). Offering further insight, Cunningham et al. (2004) proposed that children with
SM may be protected from academic difficulties and failures owing to observed
abilities in paying appropriate attention to instructions, following directions, managing
transitions, completing assignments on time, producing correct work, and waiting for

help.
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Barriers to learning and academic performance

Conversely, other findings suggest that CYP with SM may face several barriers to
learning in school. More than half of parental responses in a study by Pamba (2018)
indicated that SM had impactedt h e i r acattemic gedosmance. Dummit et al.
(1997) reported that 11% of children with SM had speech, language, or learning
needs and approximately one third of the children in a study by Kumpulainen et al.
(1998) performed below the expected standard across the curriculum. Whilst
absence of a control group and objective academic measures may distort the
interpretation of these findings (Crundwell,
125 teachers observed how the academic performance of children with SM was
significantly lower than a control group of peers without SM. The authors proposed
that academic impairment was secondary to an absence of verbal interactions in
settings. Despite relying solely on teacher reports, potentially underestimating the
skills of children who do not speak in the classroom (Cunningham et al. 2004), the
findings amplified the importance of professionals considering the academic

consequences that may be experienced by CYP with SM.

Attention and concentration in the classroom

Further learning barriers were highlighted in a study exploring parental and teacher

reports of CYP with SM across behavioural rating scales and language measures

(Klein et al. 2019). In contrast to previous research observing participants with SM as

having fewer attentional difficulties (Cunningham et al. 2004), teachers in this study

reported concerns around sustaining attention in class. The authors proposed that

whilst sitting quietly could imply that children are paying attention, much of their

school day is likely spent in a state of hypervigilance, monitoring surroundings for

fear of Dbeing called on to answer questions
attempts to encourage them to talk. This can take time and energy away from

focused attention in class (Hung et al. 2012).

Processing auditory stimuli within the classroom

Findings reported by Pamba (2018) have suggested that sensory processing
disorder (SPD) has a high co-morbidity with SM. However, given the exclusive
reliance on parental reports rather than clinical measures, the conclusions drawn

from these findings were rendered tentative at best. Nonetheless, research adopting
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more objective measures of SPD, has also observed a higher comorbidity in children

with SM compared to a control group of children (Brimo, 2018). The highest rates fell

in the O6visual/ auditory sensitivitydéd and Oau
suggestions around specific and significant auditory processing difficulties in CYP

with SM (Arie et al. 2007). These findings fit with those of Schwenck et al. (2021)

whereby 13% of parents indicated that places with high volume were associated with

t hei r SMhand maydlsminate an alternative understanding of the reduced

attention identified by teachers of CYP with SM (Klein et al. 2019) as reflecting a

hypersensitivity and/or difficulties in filtering auditory information in a busy classroom

environment.

Summary of academic skills and barriers to learning

The research provides a mixed picture regarding the academic abilities of children

with SM. Notably, the relationship between school-related barriers and SM is likely to

be bidirectional therefore children may not speak because of academic difficulties,

but it is equally plausible that difficulties emerge because of not speaking at school

(Muris & Ollendick, 2015). A social dimension is a key feature of the school

curriculum and At al ki nrginginevery arca®fsheent i al t ool
curricul umo ( J¥9%4fp.al7) lemimaty s@tmds,averbal skills are
pertinent in the assessment of childrenbés kn
concepts. The impact of remaining silent in school could thwart the assessment and

provision of formative feedback, important in improving academic functioning

(Crundwell, 2006). When making accurate assessments of children with SM,

concerns have been raised by teachers around
true ability (Williams et al. 2021). Consequently, unless children achieve the social

objectives of the curriculum, it is difficult to affirm that they are meeting the basic

requirements of school learning (Cline & Baldwin, 2004).

Social and communicative functioning in school

School is an important arena for the practice and development of verbal skills both
academically and socially (Ford et al.1998). Nonetheless, research suggests a
prevalence of speech, language and social communication difficulties in SM,

including expressive language, articulation (Steinhausen et al. 2006), phonological
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discrimination (Kristensen, 2000; Manassis et al. 2007) and expressive narrative
language deficits (Klein et al. 2012).

Children with SM are often reported as shy and inhibited (Black & Uhde, 1995;
Kristensen & Torgersen, 2001) whilst others propose that SM may reduce
opportunities for social interactions for children and may reduce the growth and
development of social skills (Giddan et al. 1997). Teacher and parental reports
suggest that CYP with SM are similarly at-risk on scales of functional communication
and social skills with the most prominent feature of SM reported as withdrawal (Klein
et al. 2019). In a study by Cunningham et al. (2004) parents and teachers agreed
that CYP with SM displayed difficulties in verbally mediated social behaviours; they
were less likely to join groups, introduce themselves, initiate conversations, or invite
friends to their houses. The absence and refinement of social skills in school may
place children at risk of developing further difficulties in socially interacting with their
peers (Crundwell, 2006) and CYP with SM were rated by their teachers as more
likely to be victimised and experience peer rejection than other children (Boivin et al.
1995; Olweus, 1994; Schwartz et al. 1993).

Social competences in CYP with SM in school

Conversely, others found that children with SM were no more at risk of being
victimised or bullied by peers (Kumpulainen et al. 1998) and Cunningham et al.
(2004) proposed that a combination of child and social mechanisms may protect
children with SM from these experiences. In their study, CYP with SM were rated as
more assertive than submissive, less disruptive, and just as likely to be enrolled in
sports, recreational activities, and after-school playtimes with peers, helping to foster
friendship. Nonetheless, teachers may not detect most bullying episodes and in
general children may not report bullying or harassment in school (Olweus, 1994)
thus it is possible that parents and teachers may have underestimated rates of

victimisation in these studies.

Summary of social and communicative functioning in school
Overall, the research suggests that although aspects of social development may be
affected in children with SM, placing them at risk of future social-based difficulties,

ot her Omechanisms, 6 particularly the desire
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through activities that eliminate the need to speak (e.g., gestures, nodding, pointing)
may serve to protect them. This strengthens the assertion that CYP with SM are not
A uns o c(Crardwe#, @008 p. 50) and teachers have a duty to help pupils develop
their social skills, enabling them to remain included within the wider school

community.

The impact of internal fear contents in the school environment

Despite the association of SM with other internalising needs and internal factors
considered as playing a role in SM (Johnson & Wintgens, 2016; Muris & Ollendick,
2015), research exploring a deeper understanding of these mechanisms is limited
and likely inhibited by the closed-nature of much of the available research
(Schwenck, 2021). However, Capobianco (2010) argues that understanding the
child's internal dynamics is crucial to comprehending how the child interprets events
surrounding them and the impact at the emotional and behavioural level.
Considering the association with anxiety, Bissoli (2007) postulated key cognitive

distortions and emotional elements as underpinning SM. (See table 2).

Providing a deeper understanding of some of the fear contents in CYP with SM,

Schwenck et al. (2021) utilised an online open-ended questionnaire with a sample of

91 parents. Findings revealed that the most frequently reported aspects of a situation

inducing a fear response in CYP with SM included unknown places (56 percent) and

new activities (47 percent). Additionally, 25 percent of parents reported activities with

an increased risk of failure as associated with theirc h'i | d 6 s These dlignedc e

with previous outsider perspectives highlighting the influence of stressful activities on

the SM chil dds speaking pattern ( Fothede et al
findings, Johnson and Wintgens (2016) propose that different activities carry an
associated |l evel of o6riskd for CYP with SM.
mini mising anxietyskyY seteviitngsol owose with
fixed duration, when supporting CYP with SM to establish and generalise speech in

school. This aligned with recommendations in the literature indicating that schools

hold an important role in adapting the provision, for example by establishing clear

routines for pupils with SM (Elizalde-Utnick, 2007).
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Table 2

The role of emotional and cognitive distortions in SM (Adapted from Bissoli, 2007).

Cognitive Distortions Emotional Interpretation of Events
Catastrophising Inadequacy and inability
(The consequences of one’s own (Experiences constant disorientation with
mistakes) perception of danger in unfamiliar

situations and perception of inability and of
personal devaluation)

Hyper-generalisation Fear of the judgment of others

(Fear and perception of incapacity in (Worrying that others will judge what they
any unfamiliar context) say and do negatively)

Selective abstraction Shame and meta-shame

(On one’s own inability) (Fear to be ashamed and to show such

fear to others)

Minimising one’s own resources

Further illuminating the impact of fear contents in CYP with SM, parents reported
activities requiring speech (19 percent), where their child was the focus of attention
(22 percent) and characteristics of people including, a lack of distance (45 percent)
and low familiarity (e.g., strangers) (33 percent) as anxiety inducing for their child.
Offering an understanding of these internal mechanisms driving the mute response,
Capobianco and Cerniglia (2017) suggest that a CYP present a heightened
awareness of attention from others, a perception of the self as incapable and
inadequate, and a hypersensitivity to criticism and self-devaluation. The authors
propose that being the focus of attention may activate the concern of others
becoming aware of their inadequacy, leading to negative thoughts. In school, it is
often expected by peers and teachers that all children participate in activities and

thus attention may be placed upon those who do not participate, however, this can
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strengthen the inhibition, reinforce anxiety, and maintain the mutism (Johnson &
Wintgens, 2016).

Educational Implications

The role of understanding educational staff

When children with SM are unable to speak or communicate within the classroom, it
can be frustrating for those teachers working with them (Baldwin & Cline, 1991;
Cleave, 2009; Omdal, 2008). Not speaking to teachers, peers, or other individuals,
can be interpreted as a characteristic of the child and it is not uncommon for staff to
label them as wilful, defiant, controlling, or manipulative (Imich, 1998; Williams et al.
2021). In attributing their will to remain silent, family members and teachers may
adopt angry and punitive attitudes towards the child, provoking a sense of tension,
guilt, and inadequate sense of self in the CYP (Capobianco & Cerniglia, 2017).
However, as indicated by the parental responses in the study by Schwenck et al.
(2021), such approaches were regarded as strongly associated witht hei r chi | d&és
silence. The authors propose that in turn these could stimulate the perception that
the situation is inescapable, activating a freeze response as a passive coping
strategy, including immobility, typical symptoms in children with SM.

The role of educational staff in identification of SM

The class teacher can play a critical role in the identification, support and outcomes

for a child with SM (Kumpulainen, 2002; Lescano, 2008) and a consistent

understanding of the core features and developmental pathways associated with SM

is the key to ensuring that CYP receive the appropriate support (Crundwell, 2006).

Nonetheless, teachers may inadvert ent | y act as o6gate keeperso
found to reduce anxiety, improve speech, and increase positive educational

outcomes (Bergman et al. 2013; Oerbeck et al. 2018; Williams et al. 2021).

Externalisingb ehavi ours may oft enintervabsir s paddiwf f heumbo
therefore teachers may be less likely to prioritise CYP with SM for support (Busse &

Downey, 2011; Omdal, 2008; Williams et al. 2021). Teacher perceptions of SM can

also have a direct impact on the subsequent support and provision (Williams et al.

2021). Those ascribing SM as characteristic of the child may be more inclined to

conclude that targeted support is not necessary (Korem, 2016; Williams et al. 2021),

whereas those viewing SM as anxiety-driven may be more willing to explore targeted
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interventions to help children manage the physiological responses and aim to
increase speech production (Williams et al. 2021).

The findings illustrated some of the internal mechanisms underpinning SM from an
outsider perspective whilst bringing to the forefront the importance oft e ac her s 0
appropriate understanding, identification, and intervention in school. Understanding

SM will likely determine the approaches and provision needed to support the child to

manage their anxiety in school.

Summary and rationale for systematic review

The previous section provides an understanding of the wider topics and debates in
the field as well as the observed educational, social and emotional implications for
CYP with SM. However, findings are inconsistent and subject to methodological
difficulties (Cline & Baldwin, 2004; Cunningham, 2004; Ford et al. 1998; Hadley,
1994; Stone et al. 2002). Arguably, a fundamental methodological flaw among the
literature reviewed thus far is the reliance on @utsideréperspectives. Concerningly,
when the views of CYP with SM and their parents are collectively represented, rather
than offering an assumed o6intimated (Cline &
may hold contrasting or incomplete perspectives regarding perceptions of recovery
and school experiences (Hill, 2019; Roe, 2011; Strong 2019). This is further
amplified in a study where participants with SM reported accounts of bullying and
victimisation in school, of which their parents were unaware (Albrigtsen et al. 2016).

Whilst teachers and school staff are crucial in the identification of SM, a systematic
literature review exploring the role of schools in supporting CYP with SM, found that
school staff continue to hold a limited understanding and indeed misconceptions
regarding the nature of the condition (e.g., arising from the wilful attempt of the child,
or shyness which CYP would outgrow in time) (White & Bond, 2022). It is
conceivable that reliance on outsider perspectives within the literature may lend to a
simplistic representation regarding the speaking patterns of CYP with SM in school
(e.q., the perception of CYP not speaking at all). Research exploring the self-
reported confidence levels of speaking across home, school and public situations
has found that whilst a proportionally lower number of participants with SM felt
confident speaking in class (n=6), to teachers (n=6), or support staff (n=6) with
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nearly half of the participants &édneverd

greater number of participants felt confident speaking with friends in school or
outside areas (n=12; n=14 respectively) (Roe, 2011). This research captured the
complex, context-dependent and individual nature of SM and arguably provides a
rationale for a move towards theuseof 6 Si t uat i onal Muti smo
term for developing a shared understanding of the condition (Johnson & Wintgens,
2015).

The findings illuminate the dangers and implications of relying on a predominantly
outsider perspective in representing the complex phenomena of SM. Solidifying the
rationale for the subsequent literature review and indeed the current research, a
paucity regarding the representation of the views of CYP with SM in relation to their
educational provision has recently been highlighted by White and Bond (2022) as a
Acl ear Withimthe litetature and one which future research should seek to
addr es s dtiscqnceivadle that a disregard for the voice of the child may
indeed contribute to, and perpetuate the current misunderstanding and
misrepresentation of SM. In attempt to redress the difficulties inherent in the
research, the following section reviews the limited literature eliciting the perspectives

of individuals with SM regarding their educational experiences.

Systematic Literature Review

The overall aim of this review is to highlight gaps in the evidence-base, enabling the
formulation of an appropriate research question to enhance the literature and
contribute a more accurate co-construction of SM. Attention is paid to the views of
individuals with SM regarding their school experiences and findings are situated in
the context of Johnson and Wintgens6(2016) model of SM (particularly perceived
maintaining and protective factors in school). This offers a unique perspective to the
literature by exploring the research through an educational and psychological lens.
Multiple search strategies applying synonyms and truncations for Selective Mutism
(selective mut*/elective mut*/aphasia voluntaria/situational mut*), experience
(view*/voice*/stor*/ perspective*) and school (edu*/school*/learn*) were used across
four electronic databases (EBSCO; PROQUEST; PsychINFO; Web of Science).

Consistent with the inclusion and exclusion criteria (See table 3) ten studies
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(Albrigtsen et al. 2016; Omdal, 2007; Omdal & Galloway, 2007; Patterson, 2011;
Remschmidt et al. 2001; Roe, 2011; Schwenck et al. 2019; Strong 2019; Vogel et al.
2019; Walker & Tobbell, 2015) and one awaiting publication (Hill, 2019) were
included (See table 4). A paper by Manassis (2015) was disregarded as the

chil drends vi e wsanadtkerfiedings were dedmed infsufficiantsin

enabling an in-depth understanding of experiences.

Summary and review of the papers
Before detailing the themesregardingpar t i ci pant sd s shndeews i ve exX

of school, the focus population and methodology of each paper will be reviewed

In the study by Remschmidt et al. (2001), participants referred to a university
department and child guidance clinic were followed up on average 12 years later.
Data was obtained through interview, standardised psychopathological examination,
and biographic inventories. Whilst the study provided insight into the long-term
psychological implications of SM, only 25 of the 41 participants were able to
participate in the interview, with the remainder being sourced from an outsider
perspective (e.g., parents). Thus, the findings may vary and be impeded by the
information that could be obtained at the time. Impacting the accuracy of the
findings, the study was carried out retrospectively and may be open to selective
recall bias. Furthermore, the adoption of standardised interviews hindered an in-

depth understanding of participant experiences.

Utilising face-to face interviews with six recovered adults, Omdal (2007) addressed
the gap in the literature by eliciting the personal accounts of SM. Through exploring
the experiences in childhood through to adulthood, several themes were identified.
Participants shared experiences in school which may have contributed to the
maintenance and recovery of SM, revealing the psychological impact SM had on the
individuals. Nonetheless, the inclusion of participants without a formal diagnosis of
SM and adoption of retrospective reports, made the findings susceptible to several
biases (e.g., sampling bias; selective recall bias).
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Table 3: Inclusion and exclusion criteria for the systematic literature review

Inclusion Criteria

Exclusion Criteria

Peer reviewed journal articles or
unpublished theses sourced from
Web of Science, PROQUEST,
EBSCO or PsychINFO

Published articles (or those
awaiting publication)

ndi
current or historical experiences
of SM (CYP or adults).

Literature adopting qualitative,

Research focusingo n i

guantitative, or mixed methods
approaches to elicit the views of
individuals with SM.

UK-based or internationally
conducted research.

Literature up to April 2022, with
no prescribed start date.

1 Newspaper articles, books or book
chapters which may have referred
to personal accounts of SM as
these contained information based
on professional/

experiences/observations of

working with CYP rather than direct

research (e.g., Johnson &
2016, O6The

Muti sm Resource

Wintgens

1 Literature relying purely on the
views of parents, teachers, and
other professionals regarding SM.

1 Literaturewher e t he i

perspectives are not the main

focus of the study.

n
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Table 4: Summary of the studies regarding the subjective experiences of SM surrounding school.

Study Type of Sample Country Context /Method of Themes relating to education/school
paper elicitation experiences
Albrigtsen Peer Male twins Norway | Conducted retrospectively, Maintaining factors, victimization/bullying
et al. (2016) | reviewed (aged 14) two years after recovery from | Ignored, vulnerability, helplessness
journal article SM using, in-depth, semi- Protective factors (internal)
structured, face-to-face Willing to engage in activities nonverbally
interviews. Protective factors (in school) - staff
checking in, friends, change of school
Emotional impact- frustration
Hill (2019) Awaiting 30 teenagers | UK Participants had either Maintaining factors
publication (genders or recovered (6) or were Others lack of understanding of SM, pressure.
ages not partially/fully affected by SM | Protective factors (internal)
given) (24). Semi-structured, face- | Willing to engage in extracurricular activities
to-face Protective factors (in school)- staff
interviews gathering approach, friends, environmental changes
background information and | Emotional impact- frustration
advice YP would give to Academic impact
teachers. Sought adjustments in assessments/tests
Omdal Peer 6 female Norway | Retrospective research Maintaining factors, victimization/bullying
(2007) reviewed adults (aged conducted following recovery | Ignored, determination not to speak,
journal article | 31-60) from SM. Adoption of semi- Ot herdéds reactions
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structured, face-to-face Protective factors (internal)

interviews exploring Determination to change
experiences of childhood Protective factors (in school)- staff
through to adolescence. encouraging communication

AFresh starto

Missed opportunities

One participant reflected on how SM held
them back academically Emotional impact-
frustration, therapy in adulthood.

Omdal and | Peer 3 CYP (aged | Norway | During the time of research, | Protective factors (internal)

Galloway reviewed 9-13; 1 male, participants were still Friends (sociability)

(2007) journal article | 2 females) experiencing §Protective factors (in school)
Controlled Projection for Use of non-threatening; non-verbal tool to
Children (1951) was communicate views.

conducted face-to-facewith |Teacher sé encouraging
participants sharing their
perspectives via story
completion (writing on the

computer or by hand)
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Patterson Unpublished | 6 female UK Research conducted with Maintaining factors
(2011) thesis CYP (aged participants still experiencing | Fear related cognitions
13-19) SM. Use of Personal (e.g. uncertainty/ unpredictability of social
Construct methodology, the | interactions in the school environment/ being
repertory grid (Kelly, 1955) in | heard by others).
addition to the experience Protective factors (Internal)
cycle questionnaire, Oades Social cooperation
and Viney, 2000), and the Listening to others and thus more liked by
Hospital Anxiety and others
Depression Scale (Zigmond | Desire to change
and Snaith, 1983). Protective factors (in school)
Use of online social networks
Remschmidt | Peer 45 Germany | Follow up of participants Maintaining factors
et al (2001) | reviewed participants referred to a university Combination of environmental and internal
journal article | (23 boys; 22 department and child factors.
girls) with 41 guidance clinic using Consequences of SM
followed up interview and standardized Missed opportunities (e.g., less independent,
on average psychopathological confident)
12 years examination and two Psychological impact
later. standardized biographic

inventories.
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Roe (2011) | Published 30 CYP UK Research conducted with Maintaining factors
paper (British | (aged 10-18; three fully recovered 80 percent felt that SM had affected them in
Education 7 males, 23 participants and 27 partially | school.
Index) females) or severely affected by SM. Peer and teacher reactions, pressure to
Postal questionnaires with a | speak, isolated/ invisible/ignored in school
combination of Likert scales, | Protective factors (internal)
closed and open-ended Social cooperation- concentrating in school,
guestions about their friends
experiences of SM across Assertiveness- Self attributes (e.g. stubborn).
three contexts, home, school | Determination.
and community. Protective factors (in school)
Understanding from others
Using alternative communication methods in
school
AFresh starto
Consequences of SM
Missed opportunities in school; psychological
impact (frustrations)
Schwenck Peer Participants | Germany | Comparison of how Maintaining factors (internal)
et al. (2019) | reviewed aged 8-18 participants rated 21 videos
journal article | years with neutral, embarrassing,
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(SM=52;
SAD= 18,
Ot ypi ce
devel oy
=41)

or speech-demanding
situations with respect to

their anxiety elicitation.

Fears regarding speech demanding situations
more elevated than SAD/Typically developing
groups.

Strengthened conceptualisation of SM

As a distinctive anxiety pattern rather than

extreme form of SM.

Strong
(2019)

Unpublished
thesis

5 CYP (aged
8-14: 3
males; 2

females)

UK

At the time of the research
participants were still
affected by SM. Interviews
were carried out face-to-face
using the Personal Construct
Psychology technique,
6Drawing the
(Moran, 2001) which was
adapted, enabling CYP to
share their views and
experiences non-verbally
(card sorting, writing and

drawing).

Maintaining factors

Peer and teacher reactions, pressure to
speak; bullying

Protective factors (internal)
Assertiveness i standing up to bullies.
Determination

Protective factors (in school)
Understanding from others
AFresh starto

Using alternative communication methods in

school

37




Vogel Peer 65 CYP Germany | Research conducted with Maintaining factors
(2019) reviewed (aged 8-18; participants still experiencing | Fear related cognitions surrounding social
journal article | 25 males, 45 SM. Online survey with an anxiety. Fears of making mistakes.
males) open-ended question Interactional vs performant social situations.
addressing fears about Strengthened Johnson
speaking, and a 0l owd risk tasks in s
guestionnaire
exploring fear-related
cognitions.
Walker and | Peer Four adults UK Research conducted with Maintaining factors
Tobbell reviewed (aged 21- 30; participants still experiencing | Ot her sé reactions i n
(2015) journal article | 2 males, 2 SM. Adoption of online semi- | Adjustments in school may have reinforced
females) structure interviews and silent identity

interpretive
phenomenological
methodology. Research
exploring the
historical (e.g., school) and

current experiences of SM.

Dissociation from their silent identity.

Social isolation/ exclusion

Consequences

Psychological impact persisted into adulthood.

Missed opportunities academically.
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Omd al and Gall oway (2007) adopted the Ravenbo
(Raven, 1951) with three participants (aged 9, 11 and 13). This was considered a

flexible, non-threatening method requiring the participants to complete fictitious

stories (handwritten or computer-typed). Whilst themes regarding school included

difficulties making friends, school refusal, and testing authority, they were based on
fictional accounts, potentially influenced b
participants. Furthermore, the psychodynamic methodology reflected earlier

conceptualisations of SM which neglected the of role anxiety and fear of expressive

speech, now widely accepted as characteristic of SM.

Utilising online Personal Construct Psychology (PCP) techniques (including the
repertory grid, Kelly, 1955) to elicit the experiences of five adolescents (13-19 years)
with SM, Patterson (2011) highlighted several internal factors (e.g. fears) perceivably
maintaining the SM. A potential criticism is that the high level of cognition and
language required by this methodology may have been threatening for some
participants posing ethical considerations and in turn barriers to the richness of data
obtained. Furthermore, the findings may be specific to the secondary school context
and overlook the important views and perspectives of primary school pupils.
Nonetheless, the research added to the sparse UK-based evidence whilst providing
a refreshing perspective on the benefits of accessing experiences of SM through

online methods.

Roe (2011) elicited the views of 30 CYP (10-18 years) with SM via postal

guestionnaires containing a combination of Likert scales, closed and open-ended

guestions. Despite difficulties inherent in the purposive recruitment method and

indirect method of data collection (e.g., confirmation of participant responses) the
findings revealed a broader understanding of
including their self-identified internal strengths (e.g., determination) whilst providing

further insight into the maintaining (e.g., lack of staff and peer understanding) and

protective factors (e.g., friendships) in school and the perceived emotional impact of

SM (e.g., frustration).
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Walker and Tobbell (2015) used interpretive phenomenological analysis and online

instant messaging software to interview four adults and gain insight regarding their
existing experiences of SM. Whilst the incor
experiences of SM may have weakened the credibility of the research, findings

highlighted several maintaining factors driving the mutism in school (e.g., being

ignored by teachers). Findings further illuminated the long-term social, psychological

and educational consequences of SM (e.g., unfulfilled educational and career paths,

limited independence, employment, social isolation).

Using in-depth interviews with a set of twin boys, two years post recovery from SM,
Albrigtsen et al. (2016) revealed compelling insights regarding experiences of
maintaining (e.g., victimisation) and protective factors (e.g., relaxed teaching
approach) as well as the emotional impact of not speaking in school. However, this
study specifically reflects the Norwegian cultural context of the participants which
may reduce applicability to the context of CYP with SM in the UK. Furthermore, the
study is limited by the adoption of retrospective accounts which may offer a distorted

or diluted understanding of the individual so

Vogel et al. (2019) explored fear-related cognitions in social situations by inviting 65

participants (8-18 years) to answer an online, open-ended and closed questionnaire.

Yielding a larger sample of participants than previous studies, the research identified

several fear related cognitions maintaining the SM (e.g., fear of mistakes). Limiting

the findings, this research was also conducted outside of the UK. Furthermore, it

could be suggested that this study offers a narrow, and within-child perspective

viewing SM as a distinct ianckovalakingthe n of o6f aul

important environmental context also playing a role in SM.

Hill, (2019) elicited the views and experiences of 30 secondary school pupils affected
by SM, through closed and open-ended questions. This UK-based study uncovered
information regarding the perceived protective and maintaining factors in school and
provided important implications for practice in school settings. However, limited by
the secondary school context, this study does not consider the perspectives of SM
pupils in primary settings. As needs often present in the primary school phase, it is
vital that the views of younger pupils are also represented in the literature.
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Schwenck et al. (2019) recruited participants aged 8-18 years meeting the diagnostic

criteria for SM (n=52), SAD (n=18) and a con
children (n=41). Utilising in vivo situations via an online survey, participants

evaluated 21 videos with neutral, embarrassing, or speech-demanding situations.

Using an Oanxiety thermometer6é, participants
they would feel given each situation. Whilst this provided insight into the specific

anxiety evoking situations for CYP with SM (e.g., speech-demanding), the online and
6detacheddéd nature of data collection may hayv
not entirely rule out that individuals other than the child and parent had participated

in the study. Furthermore, the closed approach precluded an in-depth exploration of

the participantsd experiences.

Strong (2019) interviewed five CYP (aged 8-14) with SM using an adaptation of the

PCP technique, 6Drawing the | devarbal Sel f ( Mor
techniques (e.g., drawing, card sorting), th
current and O0ideal 6 selves, 6movement 6 over
Themes i ncluded participantsodé desire to chang
Despite providing a novel insight into the p

regarding their ideal selves, Strong (2019) proposed important developments of the
tool (e.g., additional prompt cards) to further increase the participation of CYP with
SM during the interview process. This insightful technique provided several

implications for future practice and research in facilitating the voice of CYP with SM.

Summary of key themes through an educational lens

Themes among the reviewed papers strengthened, challenged and extended upon
the existing understanding of SM. The review uncovered individual (e.g., fear related
cognitions) and environmental factors (e.g., limited social relationships; expectation
to initiate requests; needs not openly acknowledged; pressure to speak by others;
reinforcement of the silent role) in school which may contribute to the maintenance of
SM. Furthermore, the findings identified several individual characteristics (e.g., social
cooperation, assertiveness and determination and participation in non-verbal
interactions) and environmental protective factors in school which may contribute to

more positive educational experiences and potential recovery (e.g., supportive staff
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and positive peer relationships). Themes further revealed the impact of not
supporting the needs of CYP with SM in school which included educational, social

and emotional consequences. These will be explored in greater depth subsequently.

Maintaining factors in the Individual

Fear Related Cognitions

Whilst the relationship between SM and SAD has been discussed, a common

methodological feature of studies advocating SM as an extreme form of SAD is the

rel i ance-r ahi Stglieserploring self-reported fear elicitations in

participants with SM, found that a high percentage of spontaneous fears fell under

the cluster of ebas 20t9). &fferinf farther dsight Vhto the dontext

of social interactions, the fear of mistakes was identified as a persistent fear content

in SM as wel |l as fears concerni ngttieemher s r e
(Vogeleta.,.2019). Pattersonés (2011) participants

something O6stupidd and making the wrong i mpr
Similar fear related cognitions were also perceived by participants to prohibit them

from fully demonstrating their true capabilities in school (Omdal, 2007; Roe, 2011).

These findings aligned with Bissoli6 § 2007) of ear of ;gpaedgement of
perception that others will negatively judge what they say and how they behave. The

above findings could therefore serve to strengthen this and previous findings

suggesting a distinctive cognitive pattern of responses to feared situations in SM

(Schwenck et al. 2019).

Comparisons of CYP with SM and SAD found that participants with SM
demonstrated an elevated fear response to social situations regarding speech-
demands (e.g., reading aloud in class) suggesting SM-specific feared situations,
particularly those involving the expectation to speak (Schwenck et al. 2019). These
findings strengthened the conceptualisation of SM as a fear of expressive speech
and a distinct entity with an over-lap regarding social fears (Johnson & Wintgens,
2015; Omdal & Galloway, 2008; Schwenck et al. 2019).
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Supporting previous clinical observations and findings in the literature (Hill, 2019;

Johnson & Wintgens, 2016; Omdal, 2007; Walker & Tobbell, 2015) themes further
suggested that fears of soci al i nteractions
fearsd and may be an o.tComsistentwithathisaparticgpanisent i ¢ o f
Hi Il 1l 6s (2019) study indicated a willingness
some finding it easier to speak in the role of a character. Among the retrospective

studies, some participants reported feeling confident in more formal, professional

settings such as providing lectures to students in contrast to informal, social

situations (Omdal, 2007; Walker & Tobbell, 2015). Illuminating the perceived

di screpancy between O6performantoé amd oéinter a
Wintgens (2016) propose that situations with known content and fixed duration (e.g.

saying a line in a play) (6l ow riskdé) may mi
moreopen-ended or o6highd risk situations (e.g.,
for CYP with SM. The findings may further tentatively support the role of specific

cognitive and emotional elements in SM as hypothesised by Bissoli (2007). For

exampl e;geheyrpadri zati oné, the fear and percept
contexts and O6inadequacy ancdtohleweenthe ty; 6 a ¢
perception of danger in unfamiliar situations and the perception of inability and

personal devaluation.

Providing further insight into the potential role of fear related cognitions in SM, Vogel

et al. (2019) proposed that silence may be used as a mechanism to gain control in

situations characterized by perceived uncertainty or to avoid negative implications

(Aél wusually remain silent because | 6m afrai
strengthened by a response from a participantin O md a (2@0%) study, describing
silence as a way of nfAprotecting herself agai
to the uncontrollable and uncertain nature of some situations, participants across the

studies perceived a need for predictability (Patterson, 2011; Omdal, 2007). This was

al so evident in Hillds (2019) study where se
notice and clear expectations for class activities and assignments. The findings

suggest that fears regarding the unpredictable nature of social interactions and

environments in school could serve to maintain the mute response and strengthens
Pattersonds (2011) assertion that for indiuvi
greater anticipation of their interpersonal relationships in school than speaking.
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Emotional interpretationshdmed ents: 6édShame a
Capabianco and Cerniglia (2017) propose that CYP with SM are hypersensitive to

signs, attention and 0l ooksdé that come from
centre of attenton acti vates the concern that others
perceived Oinadequacyd. Consistent with this
secondary school participants in Hillds (201
communicate non-verbally was just as stressful, with 100 percent of the participants

not wanting to stand out in anyway. Furthermore, participants reported feeling

shame, embarrassment, and insufficiency (Remschmidt et al. 2001; Walker &

Tobbell, 2015). Conversely,inRoeés study (2011) Il ess than hal
embarrassment. llluminating these findings, Bissoli (2007) proposed that the

perception of S&hamé,ahttemétar to be ashamed
fear to others, may further drive the mute response. Equally, these anomalies may

arise from the age range of participants across the studies, with CYP as young as 10
yearspartici pating in Roeb6s (2011) study in co
adults in the other studies (Hill, 2019; Remschmidt et al. 2001; Walker & Tobbell,

2015). Early research exploring embarrassment in a general sample of children aged

5-13 years, observed a significant increase with age in the self-attribution of

embarrassment (Bennett, 1989). It could be tentatively suggested that

embarrassment in individuals with SM may increase with age, due to the confluence

of several factors (e.g., adolescence and the effects of SM) (Walker & Tobbell,

2015).

Maintaining factors in School

Consistent with Johnson and Wintgens (2016), othersébehaviours and events were
considered to play a role in the maintenance of SM. The maintaining factors in

school as perceived by the participants are explored subsequently.

Limited social relationships
Themes of social isolation, invisibility and loneliness in school were captured among
several studies (Albrigtsen et al. 2016; Hill 2019; Omdal, 2007; Omdal & Galloway,
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2007; Patterson, 2019; Roe, 2011; Strong, 2019; Walker & Tobbell, 2015) and

emulating previous clinical observations (Johnson & Wintgens, 2016), represented a

maintaining factor in school. These feelings resonated in the responses of five

participants, sharing experiences of isolation from adults and other children in school

(Omdal, 2007). Participants represented a willingness to engage in group activities

with appropriate support and accommodations (e.g., nonverbally, with adult or peer

support) (Albrigtsen et al. 2016; Hill, 2019; Roe, 2011). In the study by Albrigtsen et

al (2016), the twins willingly engaged in football and other activities non-verbally. 67
percent of the participants in Hillds (2019)
curricular activities in school. Among several papers, being excluded from

communication was not what participants wanted (Albrigtsen et al. 2016; Hill, 2019;

Omdal , 2007; Roe, 2011). These findings supp
CYP with SM appearing fiactive and | iv&lyo in
p. 311) and offer support for the conceptualisation of SM as a fear of expressive

speech (Johnson & Wintgens, 2015; Omdal & Galloway, 2008) with a specific

anxiety pattern (Schwenck et al. 2019) rather than an extreme state of Social Anxiety

Disorder (Black & Uhde 1995; Muris et al. 2016).

The expectation to initiate requests in school

Consistent with Johnson and Wintgens (2016), a further maintaining factor centred
around the perception that SM inhibited individuals from expressing their primary
needs in school (e.g., physiological needs e.g., going to the toilet, asking for a drink,
need for safety). Not speaking in school appeared to evoke a sense of vulnerability
and helplessness in individuals with SM (Hill, 2019; Omdal, 2007; Patterson, 2011;
Roe, 2011, Strong, 2019; Walker & Tobbell, 2015). For e xampg201e), in Hill
study, CYP felt particularly vulnerable during unstructured times (e.g., break, lunch,
field trips). Responses further suggested that SM prevented participants from
informing adults or speaking up for themselves when faced with injustice (e.g.,
bullying) or misunderstandings in school (Albrigtsen et al. 2016; Omdal, 2007; Roe,
2011; Walker & Tobbell, 2015). In the study by Albrigtsen et al. (2016) the twin
participants unveiled examples of daily life traumas for which they were unable to
obtain support or help. These experiences likely fuelled feelings of helplessness in

school and in turn strengthened the conviction that talking is too difficult.
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Needs not openly acknowledged in school

Limited understanding of SM and unhelpful practices from school staff were viewed

as further maintaining factors in school (Albrigtsen et al. 2016; Hill, 2019; Omdal,

2007; Patterson, 2011; Roe, 201@Q011)Way, ker & T
school staff were regarded as unhelpful by 40 percent of CYP with SM. Furthermore,

participants regretted their teachers had not responded to, or advocated for them

when faced with bullying and victimisation from peers (Albrigtsen et al. 2016; Omdal,

2007). Hill (2019) uncovered harrowing experiences of &édr aconi andé trea
individual information,r ef | ect ed i n sever al participants?©o
previous findings by Roe (2011), al/|l partici
greater understanding of SM as a manifestation of anxiety rather than a conscious
6choiceb. Findings indicated that a | ack of
served to reinforce the silence thereby maki
(Omdal, 2007, p. 250).

Pressure to speak by school staff and peers

Consistent with Johnson and Wintgens (2016), peopl eds reactions and
towards the mute behaviour can reinforce the fear (Omdal, 2007). Pressure to speak

in school by peers and staff, was reported in several studies which emerged in many

forms, from subtle to insolent reactions, including enticing, teasing, bullying,

punishing, threatening, the promise of reward, being forced or put on the spot and

taking offence (Albrigtsen et al. 2016; Hill, 2019; Omdal, 2007; Roe, 2011). Serving

as another form of pressure to speak, participants further called for others to be less

judgemental about their non-speaking behaviours (Roe, 2011; Strong, 2019).

Challenging previous findings from an outsider perspective that children with SM
were not victimised or bullied more by peers (Cunningham et al. 2004), participants
among several studies reported that peer reactions such as bullying, teasing and
rejection played a contributory part in the maintenance of SM (Albrigtsen et al. 2016;
Omdal, 2007; Patterson, 2011; Roe, 2011; Strong, 2019; Walker & Tobbell, 2015).
This is illuminated in the study by Albrigtsen, et al. (2016) where the twin
participants, having joined their school from a different region in Norway, were

teased about their accents.
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Reinforcing the silent role in school

Whilst some patrticipants reflected positively on experiences where their

Aabnormal itydo was recognised and accommodat e
p. 466) and valued the assistance of peers occasionally speaking for them

(Albrigtsen et al. 2016), Johnson and Wintgens (2016) warn if CYP with SM are
6rescuedd, this could strengthen the convict

increasing the fear and maintaining the mutism.

Accounts of CYP with SM highlighted experiences of being ignored and feeling

invisible in school (Albrigtsen, et al. 2016; Omdal, 2007; Roe, 2011; Strong, 2019;

Walker & Tobbell, 2015). The twin participants described humiliating and painful

experiences of being ignored and left alone in class, despite trying in vain to be

acknowledged (Albrigtsen et al. 2016). Reflecting on their school experiences, a
participant in Walker and:Tobbell 6s (2015) s

fé because no one expected me to say anything, it became kind of impossible

to say anythingéothernp43)ds just avoided n

A further maintaining factor regarded the expectations of others who had adapted to,

and in doing so, reinforced the silence of the child (Omdal, 2007). Nonetheless,

accounts from individuals highlighted that they were not choosing to be silent but felt

unable to speak in school (Hill, 2019; Patterson, 2011; Roe, 2011; Strong, 2019;

Walker & Tobbell, 2015). These echo an important implication, that if CYP are not
encouraged to communicate, theymaybe come i ncreasingly &éstucko
the 6silent childd (Johnson & Wintgens, 2016

The voices of individuals with SM further strengthen previous research from an
outsider perspective emphasising the need for increased staff awareness of SM and
the role of teachers in facilitating positive outcomes (Crundwell, 2016; Kumpulainen,
2002; Lescano, 2008; Williams et al. 2019;).
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Protective factors in the individual

Social Cooperation

Importantly, not all participants felt that SM had affected them in school as illustrated

by one participant who reported that they workedfij ust as wel |l as every
not better, because they are alReg308l,pchatting
21). When considering the advantages of not speaking, participant s i n Patt er son

(2011) study reported that they would not cause trouble and proposed that others
may be fonder of silent people as they listen and appear respectful. These
responses aligned with previous research observing fewer of the attentional or
oppositional behaviours associated with academic difficulties, in CYP with SM
(Hinshaw, 1992) and echoed the proposal that individual and social mechanisms
may serve to protect CYP with SM from academic failure (Cunningham et al. 2004).

Contrasting the dominant picture within the literature characterising CYP with SM as

6shyd, oO6quietd or oOintroverted6b, the partici
positive and conceivably &ésocial é, attribute
0 ki n dén easrsehse of humour. Participants reported a willingness to engage in
extra-curricular activities that did not involve speaking, including football (Albrigtsen

et al. 2016); music (Omdal, 2007); dancing (Roe, 2011) and school performances

(Hill; 2019). Mirroring Cunningham et al (2004), these conceivably fostered

friendships which were considered a further protective factor in school for CYP with

SM (see Opositive peer relationships®).

Assertiveness and determination

Providing some support and further insight into the protective internal mechanisms

within the individuals (Cunningham et al. 2004), assertive traits were reflected in

some of the CYP with SM who identified thems
and Obossyd6 (Roe, 2011). I n Strongds (2019)
up for themselves and not caring about what people said, was an important factor

facilitating progressinschool. Fur t her ampl i fied in Strongds (|

partici pant s dmotivatiorn to anange eVéhidst reseacch suggests that
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determination not to speak could represent a maintaining factor (Omdal, 2007),

among the findings, remaining determined to overcome the SM and making a
Aconscious decision to <45awas viewvea bhskaipneagreor ( Omd a |
in the recovery process (Patterson, 2011; Roe 2011; Strong, 2019; Walker &

Tobbell, 2015). These are further illustrated in the messages of encouragement from

CYP with SM to other i1individuals with SM (e.
lifeo) (R28p, 2011,

Protective factors in school

Positive peer relationships

Positive relationships with peers were identified a key protective factor in school

(Albrigtsen et al. 2016; Hill, 2019; Omdal, 2007; Omdal & Galloway, 2007; Patterson

2011; Roe 2011; Strong, 2019). Amplifying this, all participantsinHi | | 6s (2019) s
valued having a trusted friend in school. Responses of individuals among other

papers ranged from the importance of having one trusted friend (Omdal, 2007;

Omdal & Galloway 2007), to lots of school friends (Albrigtsen et al. 2016; Roe, 2011;

Strong, 2019).

Accommodating needs in school

Participant responses among the papers highlighted the importance of changing

some aspect of their school environment to make it more conducive to learning. In

Hill s (2019) study, 75 appmopriatelocationcofseatingr t i ci p a
in class, and more than half of the participants called for extended time for testing

and assignments. The positive effect of joining a new school or club was further

reflected in several papers (Albrigtsen et al. 2016; Omdal, 2007; Roe, 2011; Strong,

2019) suggestinga A f r e s hy esablaindtvidualsneéth SM to escape familiar

peopl ebs expect atOmoal,808.nd reactions

A further environmental adaptation in school involved alternative (e.g., non-verbal)
forms of communicati on. Il n Hill éds (2019) stu
respondents preferred to communicate with teachers by email, a liaison book or a

0go betweend and 50 ptensioespeakingiaschoalsed substit
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assessments and assignments, including, written work, non-verbal communication,
audio-or vi deotaping. 80 percent of Roebds (2011
alternative verbal communication techniques, with gesturing, pointing and writing

most commonly utilised when communicating with teachers in school.

Computerised and electronic communication devices were also used by 70 percent

of the respondents in Roebds (2011) study whi
networking, were also considered important communication aids in school

(particularly with peers and school staff) (Hill, 2019; Omdal, 2007; Patterson, 2011;

Roe, 2011; Walker & Tobbell, 2015). The papers highlighted several benefits for

online social networking and communication, including validating their experiences

(Patterson, 2011); reducing or eliminating the pressure during face-to-face

interactions (Roe, 2011), satisfying a need for socialisation, and restoring a sense of
o6normal ityo6 ( Wal kCensisteétwithoRwe (201L1l), for irdliQiduals)with

SM, these methodsii pr ovi ded a -exprassian|whichftheirconslitoh f

often denies themo (p. 32).

The fundamental role of teachers

A theme among almost all the papers highlighted the fundamental role staff play in

supporting CYP with SM in school (Albrigtsen, et al. 2016; Omdal & Galloway, 2007;

Omdal, 2007; Hill, 2019; Roe, 2011; Strong,
study, 20 percent of CYP felt staff were hel
participants felt teachers played a significant role in developing their self-esteem.

Omdal 6s study (2007) provided further insigh
with SM in school, by breaking down the barriers to communication through informal,
non-pressurizing approaches. Similarly, the twins in the study by Albrigtsen et al.

(2016) emphasised the importance of a non-confrontational atmosphere of curiosity

and follow up on subjects. The authors proposed such an approach increased the

t wi ns 0 sekaffisaeyinos¢hool. Halfofthesecondary pupil s with ¢
(2019) study sought a calm approach and staff checking in with them. Furthermore,

time and patience from school staff were key attributes valued by pupils with SM

(Roe, 2011) withthest udent s i n Hill s study (2019) exy
were often too tense to process the information quickly or accurately. Reflecting

previous findings observed from an outsider perspective, these may strengthen the
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role of anxiety impacting on the ability to attend to and process information in school
(Klein et al. 2019; Hung et al. 2012).

The importance of staff acknowledging and understanding their needs was

hi ghlighted in Hillds (2019) study, with al/l
understanding from staff. Moreover, responses suggested that school staff play a

key role in supporting the social inclusion of CYP with SM in school (Albrigtsen et al.

2016; Hill, 2019; Omdal, 2007; Roe, 2011), by gently encouraging them to

communicate, relate with others (Omdal & Galloway, 2007) and consistently initiating
conversation in a gentle, supportive manner (Patterson, 2011).

Acceptance and Inclusion

Acceptance from others and inclusion in school were also considered vital protective

factors across the papers (Albrigtsen et al. 2016; Hill, 2019; Omdal, 2007; Patterson,

2011; Roe, 2011; Walker & Tobbell, 2015). Participants emphasised the importance

of others (e.g., peers and staff) speaking to them but not expecting an answer

(Albrigtsen et al. 2016; Hill, 2019; Patterson, 2011; Roe, 2011) as a critical factor in

the management of their SM. I n Roaepedas( 2011)
normal, which aside from having SM, they felt they were. Consistent with this, the

twin participants wanted school staff to look beyond their SM and focus on the

school subjects (Albrigtsenetal. 2016). 67 percent of the partici
study reported a need to separate their academic performance from their SM so that

success could be measured by their accomplishments. The accounts and

experiences reviewed in the papers indicated that SM had not defined their

personality (Strong, 2019) and strengthened the proposal that individuals with SM

may dissociate between a recognised 6trued i
individuals are able to outwardly express (Walker & Tobbell, 2015). As reflected in

the views of the indivi thaeimporsadce of btheessgre t he me s
school preventing acceptance of the silence and withdrawal, rather gently supporting
individuals to break down the barrier of the
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Consequences of not intervening in school

According to Johnson and Wintgens (2016), addressing the maintaining factors may
be all that is needed for children to improve, however, if not identified, SM is likely to
continue and at the very least, take longer to overcome. Some of the consequences
of not speaking in school were further reflected in the accounts of the individuals

among the reviewed papers and are subsequently considered.

Missed opportunities in school

Previous outsider research suggested that c h i | dedueatidnal performance and
experiences are likely not affected by their SM. Thiswasec hoed by parents i
study (2011) reporting that academic progress was good for 47 percent of the
participants, despite their verbal limitations. Nonetheless, 80 percent of the CYP
considered that SM had affected their ability to fully participate in school (Roe, 2011).
The individuals reflected on the impact of SM which limited their options and ability to
make academic progress (Hill, 2019; Omdal, 2007; Roe, 2011; Walker & Tobbell,
2015), prevented them from demonstrating their thinking and understanding in class
(Patterson, 2011; Roe, 2011) and fundamentally, ask for help when stuck (Abrigtsen
et al. 2016; Hill, 2019; Roe, 2911, Strong, 2019).

Participants reflected on how SM had held them back from reaching their full
academic potential, subsequently impacting on their further education and career
options (Omdal, 2007; Roe, 2011; Walker & Tobbell, 2015;).

Al got a | ower grade for my English GCSE
speaking part. |l coul dnét asslwoalddohel p wh
|l ess work than | could have. (Serahalm f i ndi ng
years, Roe, 2011, p. 21).

In comparison with the reference group at follow up, participants in the study by
Remschmidt et al (2001) study described themselves as less independent, less

motivated about school achievement and as having poor concentration.

The perceived O6mi ssed opportunitiesd echo st

posed by an educational curriculum, centred around social objectives which may
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prevent CYP with SM from meeting basic requirements of school learning (Cline &
Baldwin, 2004).

Emotional impact of SM

The psychological impact of SM was reflected in several of the papers. For example,

feelings of frustration were voiced in four of the studies (Albrigtsen et al. 2016;

Patterson, 2011; Roe, 2011; Walker & Tobbell, 2015). 80 percent of CYP considered

that having SM had affected them at school which had in turn impacted them

emotionally (Roe, 2011). At home, the frustrations of not expressing their primary

needs in school, led to violent outbursts and conflicts between the twins in the study

by Albrigtsen etal. (2016). These aligned with Roebs (2011
remaining silent during the school day, CYP with SM experienced frustration, which

was subsequently released in the safe environment of the home. As the dialogue,

vital to a chil da,d996 Stere 1985) isnabsent at scBdolaitfisf e

possible that the reciprocated experience with another human being is also absent

thus CYP with SM may not receive the O0tuning
vitalize them psychologically (Albrigtsen et al. 2016).

The long-term social and psychological impact of SM

Notwithstanding the 16 participants (39 percent) describing a complete remission, all
other participants in the 12-year follow up study by Remschmidt et al. (2001)
continued to present with communication barriers which impeded across school,
employment, and leisure activities (e.g., fear of unknown situations, talking to
strangers and using the telephone). Furthermore, for five cases, the non-speaking
was described as unchanged. Experiences of social isolation were also reflected by
the adults in the study by Walker and Tobbell (2015), highlighting barriers to
developing relationships and independence beyond their immediate family (e.g.,

family occasions).

The emotional impact of SM perceivably persisted into adulthood as reflected by
participantsd feelings of shampactahS#More mbarr as
the fulflmentofé nor mal 6 soci al roles (e.g., unempl oy
(Remschmidt et al. 2001; Walker & Tobbell, 2015;) whilst othersdsubjective

experiences of SM reflected feelings of insufficiency and remarkable anxiety states
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(Remschmidt et al. 2001). Participants reported feeling less self-confident, mature

and healthy in comparison to a reference group at follow-up (Remschmidt et al.

2001). Moreover, of the respondents in Omdal
psychological therapy as adults. Almost all the participants interviewed in

Remschmidt et al.od6s (2001) study perceived S
which they had suffered intensively. Furthermore, participants reported a number of
psychopathological symptoms, (particularly psychomotor disturbances) with almost

half of the participants (42 percent) r eporting scores that o&cat e

h avi n gre gsyhopathological disturbances. 6

These reflect assertion made by Kolvin and Fundudis (1981) that SM is a persistent
condition with an overall tendency of poor outcome, challenging those who found a
favourable outcome and after some years, a complete remission (Wergeland, 1979).
This further highlights the importance of ensuring that teachers are knowledgeable
about SM and able to intervene earlier which is key in reversing the practice in
school settings of just watching, waiting, and hoping that they will @row outdof their
shyness and selective silence (Bergman et al. 2002; Camposano, 2011; Crundwell,
2006; Johnson & Wintgens, 2016; Williams et al. 2021).

Summary

Themes among the systematic literature review identified several internal factors, in
particular a distinctive pattern of cognitive distortions and emotional states (e.qg., fear,
shame), as playing a significant role in the maintenance of SM. Furthermore, findings
illuminated the role of environmental factors in school which if left unaddressed, may
serve to maintain the SM response in CYP. This strengthened Johnson and
Wintgens6 (2016) conceptualisation of SM as
characteristics and environmental factors operating for each individual to maintain
the mutism. The multiplicity of factors makes SM one of the most complex
conditions, therefore knowledge of the particularities of the SM and its variants in
each child can provide important insight and inform intervention. Extending on
Johnson and Wintge n s 6 ( 2 0 1tige)reviemopbwéded a unique insight into the
perceived protective characteristics within the individuals and their school

environments which may contribute to more positive educational experiences and

54



potential recovery. This emphasised the importance of identifying and eliminating the
unique individual and environmental factors maintaining the SM response (Johnson
&Wi ntgensd 2016) whi | st fackoes fonGYRB is their gchdolh e

setting.

A willingness to engage in non-verbal interactions and the detrimental impact of
being isolated and ignored in school, further strengthened the conceptualisation of
SM as a phobia of expressive speech (Johnson & Wintgens, 2015; Omdal &
Galloway, 2008) with a specific anxiety pattern (Schwenck et al. 2019) and
challenged the view of SM as an extreme form of social anxiety (Black & Uhde,1995;
Muris et al. 2016). The review uncovered the difficulties individuals with SM face
daily in school, providing insight into the array of academic, social and emotional
consequences for individuals with SM which, if ignored may persist into adulthood.
Echoing previous warnings, without support, SM:

fé can cripple a child for life and may curb the way for an array of academic,

social, and emot i GmpardBlumepigp.y).ussi ons.

Implications for educational psychology

This review captures a broad range of innovative approaches (e.g., drawing, writing,
postal questionnaires) (Omdal & Galloway 2007; Roe, 2019; Strong, 2019) and
online communication methods (Patterson, 2011; Schwenck et al. 2019; Vogel et al.
2019; Walker & Tobbell, 2015) for successfully accessing the views of individuals

with SM reinforcing the message that:

firhere are ways to hear the voicesof t hose with SM, if
(Walker & Tobbell, 2015 p.468).

Whilst the silence by which the condition is characterised may make this a
challenging prospect, with their unique skill sets, Educational Psychologists (EP) are
in a prime position to gather and communicate CYPséviews (Ingram, 2013) by
adopting the creative strategies required forwor ki ng wi t h fAhard
(Smillie & Newton, 2020 p.337).
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The review strengthened the model proposed by Johnsons and Wintgens (2016),

however, more research exploring the internal and external factors in the

development and maintenance of SM is required (Johnson & Wintgens, 2015). This
highlights a need to explore specific contributory factors in the school environment

and how to address them (Ford et al. 1998; Johnson & Wintgens, 2016). Through
discovering the bi-directional impact of factors (e.g., environment, identifying the
function 6énot speakingdé has for the child)

EPs can play a direct role in the support and management of SM (Lawrence, 2018).

Whilst the profession is equipped for supporting the needs of CYP with SM, it is
estimated that EPs will encounter a pupil with SM only once every five years (Imich,
1998). An insufficient understanding of the breadth and scope of EP work could lead
the unique contribution of the profession to become overlooked (Keen et al. 2008).
Further barriers may stem from time (Lawrence, 2018) and budget limitations, with
teachers perceiving external agency support from EPs as difficult to access (Williams
et al. 2021). However, Johnson and Wintgens (2016) argue that a coordinated
approach is vital to ascertain individual, experiential, and environmental factors and
whether the mutism has a speech and language or emotional basis. Providing a
robust argument that EPs are suitably skilled in supporting the emotional aspects of

SM, Strong (2019) proposed a SM pathway with a distinct role for EPs.

Mirroring previous findings, the themes within this literature review highlight the
potential short and long term educational, social and psychological consequences for
CYP with SM, if needs are not appropriately met in school (Crundwell, 2006;
Remschmidt et al. 2001). Consequently, the longer SM lasts, the more complex and
lengthier it is to resolve while early intervention offers a relatively quick, non-invasive
and inexpensive solution (Johnson & Wintgens, 2016). EPs are in a central position
to act as agency of support and source of information to promote an awareness of

SM and evidence-based practice for change (Williams et al. 2021).

This section illustrates the breadth of skills EPs can contribute to the lives of CYP
with SM through activities such as raising awareness and implementing prevention

at the universal level, providing focused interventions and employing creative
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approaches to enable their voice to be represented both within the planning of
provision and among the literature. This review calls for a better understanding of

SM whilst highlighting the important perspective EPs can contribute to the field.

The rationale for this study and identified gaps:

1 Only five of the studies were conducted in the UK (Patterson, 2016; Hill, 2019;
Roe, 2011, Strong, 2018; Walker & Tobbell, 2015) four of which accessed the
views of CYP regarding their current experiences of SM (Hill, 2019; Patterson,
2016; Roe, 2011; Strong, 2018).

1 Whilst four of the studies utilised online data collection methods (Patterson,
2016; Schwenck et al. 2019; Vogel et al. 2018; Walker & Tobbell, 2015), none
of these adopted a video format to elicit the views of CYP with SM. This
method may overcome some of the methodological barriers posed by
previous studies and providesa 61 i ved interaction and co
responses from the individuals themselves.

T Asi de f r on)rebearch, aome of tBeGstudies specifically explored the
CYPsoviews about their educational environment.

1 Only one paper was conducted by an EP (Strong, 2019) highlighting the
dearth of literature from an educational and psychological perspective.

The research aimed to address these gaps in the literature whilst adding to the

limited evidence-base in this area.

Chapter summary

This chapter presented literature regarding the educational, social and emotional
presentations of SM fr om dlaminatmgthesmplicaiond per sp
of such methodsinpr ovi ding a parti al understanding o
attention paid to the experiences of CYP with SM from an educational perspective

emphasises a need for more research exploring the school situations more closely to

ascertain the circumstantial factors (e.g., contextual, emotional and socialisation)

that may play a role in SM (Ford et al. 1998). It calls for more research exploring the

perceptions of the school environment from the perspectives of the CYP themselves

to develop a better understanding of how best to support CYP with SM by reducing
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the school environmental factors which may be threatening to some CYP with SM
(Hill, 2019; Johnson & Wintgens, 2016). This indicates a gap in the research and
provides a rationale for the study. Furthermore, findings considered the key but often
overlooked role that EPs can play in advocating for, and supporting CYP with SM,
strengthening the need for a coordinated and collaborative approach to explore the
unique internal and external mechanisms in SM (Johnson & Wintgens, 2016).
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Chapter 2: Empirical Paper

Abstract

This study applied a qualitative, flexible design to explore the educational
views and experiences of CYP with Selective Mutism (SM). Ten CYP aged 7-17
identified as having SM, participated in a series of semi-structured interviews centred
around a non-verbal adaptation of the PCP approach,the ¢ Dr a wi n g Sthbot
technique (Williams & Hanke, 2007). Utilising this creative, flexible approach, the
par t i c pegcaptiansodf an addidécheal 8chibel wdrelelicited before
capturing views regarding their current school and ways in which this could become
more like their ideal school. The data were analysed using Reflexive Thematic
Analysis (Braun & Clarke, 2022). Common themes were identified regarding the
perceived important features in an ddealéand don-idealdéschool including the layout
and landscaping, ethos, person characteristics and the climate. Findings further
highlighted a combination of external factors in school (e.g., the role of others such
as staff and peers) and internal factors within the participants (e.g., speaking identity,
construing of events, personal competences) that may play a role in the
maintenance or protection of CYP in school. Finally, the findings revealed both
internal (managing the underlying mechanisms, assertiveness and determination)

and external factors (relaying the foundations, paving the way to a better

| deal

understanding and appl yibag,justhght) pérGowddads | oc k 6 s

important for improvingt h e p a r tcurrent gxgemencesdn school. Conclusions
illustrated that Educational Psychologists are well placed to support CYP with SM
using this creative technique whilst illuminating the implications for future research

and practice in this area.

Keywords: Qualitative research, Selective Mutism, child voice, children and young

peopl ebs eSchod, Edueation, @ersonal Construct Psychology, Critical

Realism, maintaining, protective, facilitating.
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Introduction
This section provides an overview of the rational, context and current research from
the views of those experiencing SM which informed the decision to contribute to this

vastly under researched area of study.

Rationale for the study

Within the Diagnostic and Statistical Manual of Mental Disorders-fifth edition (DSM-

V; American Psychological Association [APA], 2013) and the 11™ revision of the

International Classification of Diseases (ICD-11), 2019, SM is defined as an anxiety

disorder characterised by a consistent pattern of speaking in some situations (e.g.,

home) and a 6failured to speak in others whe
school). However, given its complexity it is usually poorly understood and vastly

under-recognised (Keen et al. 2008). An independent review of the provision for CYP

with speech, language and communication needs in England revealed an insufficient

understanding of low-incidence, high-need conditions including SM (ICAN, 2018).

Adding to its complexity and likely misunderstanding, SM continues to attract debate
among researchers in the field. A common misinterpretation of SM as an active
choice may arise from the very terminology used to describe the condition (e.g.,

&e | e c equating o &electingdand thus choosing, rather than the intended
meani ng o JjJobnsgn & Wint§ens; 2D15). Furthermore, a comprehensive
and uniform aetiology of SM does not yet exist, rather SM likely arises from complex
interactions among various vulnerability factors, (environmental and internal) unique
to each individual child (Johnson & Wintgens, 2016; Muris & Ollendick, 2015;
Lawrence, 2018). Despite anxiety now a widely accepted characteristic of SM (Black
& Uhde, 1995; Bogels et al. 2010; Yeganeh et al. 2003), the nature of this remains
unclear with some conceptualising SM as a form of Social Anxiety Disorder (SAD)
(Black & Uhde, 1995) whilst others postulate a specific anxiety pattern (Schwenck et
al. 2019) or a fear of expressive speech (Johnson & Wintgens, 2015; Omdal &
Galloway, 2008).
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The United Nations Conventions on the Rights of the Child (1989) and legislation

informing the role of professionals supporting CYP with Special Educational Needs

and Disabilities (SEND) (Children and Families Act, 2014; SEND Code of Practice,

DfE and DoH, 2015) provides a rationale and legal basis for the rights of CYP to

have a voice. Remarkably, literature searches mirrored previous concerns regarding

the minimal progress made in valuing CYPsOperspectives among SM research (Roe,

2011). As such, the current literature base portrays a predominantly medicalised

view of SM and one thatreliesonfiobser ver interpretations rat
accountso (Wal ker & Siich indthedolbgjes have attemptedto 4 57 ) .
provide insight into the understudied internal mechanisms (e.g., anxiety inducing

aspects of places and activities) associated with SM from the accounts of parents
(Schwenck, 2021). However, calling into question the assumed 6 i n t i (Glinet&e 6
Baldwin, 2004) understanding, research has revealed that parents held only partial

or distinct perspectives from their children regarding aspects of their SM and school
experiences (Albrigtsen, 2016; Hill, 2019; Roe, 2011; Strong, 2019). These mirrored

previous concerns that:

fMethodologies which fail to take into account the perspectives of those with
SM may be presenting a misleading or partial representation of SM by
reporting only how (Walkea&Tolbealr2815p.4b6)out si der

This highlighted the importance of gaining an accurate and co-constructed

representation from the individuals themselves.

SM research has attracted attention broadly across the contexts of school,
home/family and public/social (Bergman et al. 2008; Ford et al. 1998; Roe, 2011,
Strong, 2019), however, little has been written specifically about the school context
in which the behaviour occurs (Cline & Baldwin, 2004). Key to supporting CYP in
school is the identification of Omaintaining
pressure and avoidance of speaking (Johnson & Wintgens, 2016). The fcursoryo
(Stone et al. 2002 p.15) attention paid to the experiences of CYP with SM from an
educational perspective emphasised a need for more research in this area to
ascertain the circumstantial factors (e.g., contextual, emotional and socialization)
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that may play a role in SM (Ford et al. 1998). This formed a rationale for the current
study, adding depth to the limited literature base whilst developing an understanding

of the educational experiences from the perspectives of those with SM.

Context of the research

The current study was conducted during a two-year TEP placement within a Local
Authority (LA) Educational Psychology Service (EPS). Key priorities outlined in the
local area Special Educational Needs and Disabilities (SEND) strategy 2019-2022
included simplifying the O6pathwaysdé for f ami
SEND have their needs identified and assessed as well as the co-production of
jointly commissioned SEND services and provision. Following consultation with LA
professionals including Speech and Language Therapists (SaLT), Child and
Adolescent Mental Health Services (CAMHS) and LA Commissioners, the
researcher understood that the support, services, and pathways for CYP with SM
were under review. Discussions echoed previous findings where CYP with SM did
not fall within the remit of one professional group (Keen et al. 2008; Selective Mutism
International Research Association [SMIRA], 2020) and highlighted the importance
of increasing an understanding across local services who can work with and help
inform support for CYP with SM (ICAN, 2018). The current research additionally
aimed to strengthen the need for collaboration between EPs, SALTs and CAMHS in
t he resear cher,m®rmind aanulediea@phnary dard pathway where the
views of CYP with SM are pivotal to informing practice.

Literature

Confirming a paucity in pupil voice research, the sparse papers utilising
methodologies for exploring the experiential accounts of those with SM were
examined through an educational and psychological lens. Findings from research in
the area consolidated, extended and challenged the existing understanding of SM,
strengthening the importance of contributing an accurate and co-constructed

representation of this complex phenomena from the views of those with SM.
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They further revealed perceived internal and environmental factors contributing to

the maintenance of SM in school. Internal factors included social fears such as

making mistakes, o t h eeadiias (Hill, 2019; Omdal, 2007; Patterson, 2011; Roe,

2011; Vogel et al, 2019), speech demanding situations (Schwenck et al. 2019) and
Onteractionaléfearsi n compar i son t o(Hih p0OaSY; ®ndal,B@OW;t 6 f ear s
Walker & Tobbell, 2015). These aligned with previous outsider perspectives

regarding the role of internal processes in the maintenance of SM (Bissoli, 2017;

Schwenck et al. 2021) and the conceptualisation of SM as a fear of expressive

speech (Johnson & Wintgens, 2015; Omdal & Galloway, 2008).

School environmental factors contributing to the maintenance of SM included
experiences of social isolation, invisibility, and loneliness (Albrigtsen et al. 2016; Hill
2019; Omdal, 2007; Omdal & Galloway, 2007; Patterson, 2019; Roe, 2011; Strong,
2019; Walker & Tobbell, 2015) whilst a lack of understanding, support and unhelpful
practices adopted by staff, fuelled feelings of vulnerability and helplessness in school
(Albrigtsen et al. 2016; Hill, 2019; Omdal, 2007; Patterson, 2011; Roe, 2011; Strong,
2019; Walker & Tobbell, 2015). Among the papers, pressure to speak by others in
school presented in many forms (e.g. teasing, punishing, rewards, forced and taking
offence) (Albrigtsen et al. 2016; Hill, 2019; Omdal, 2007; Roe, 2011) whilst
acceptance of the mutism through ignoring (Albrigtsen et al. 2016), 6r escui ng 6
(Walker & Tobbell, 2015) or adapting to the silence (Omdal, 2007) were also
considered significant factors strengthening the conviction that talking is too difficult
and thus maintaining the SM. These aligned with outsider perspectives warning that
without encouragement to communicate, CYP may become 6 s t and théir identity
asaod si | e pentrenched (Jahnson & Wintgens, 2016; Schwenck et al. 2021).

Research in this area has also identified both internal and environmental factors that
may protect CYP with SM in school. Contrastingt h e ¢ o oatrativesiod CY® with
SM as 06shyo6 (Ctine & Baidwim 2004¢ theimesdadong the reviewed
papers identified social (e.g. willingness to engage in interactions once the pressure
to speak is removed) (Albrigtsen et al. 2016; Hill, 2019; Omdal, 2007, Patterson,
2011; Roe, 2011) and assertive traits (Omdal, 2007; Patterson, 2011; Roe, 2011;
Strong, 2019) as key internal factors protecting CYP with SM in school, highlighting
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that SM had not defined their personality. Moreover, a desire and determination to
change were considered likely precursors in the recovery process (Patterson, 2011,
Roe 2011, Strong, 2019; Walker & Tobbell, 2015). These aligned with previous
outsider perspectives suggesting that a combination of child and social mechanisms
may protect children with SM socially and academically in school (Cunningham,
2004).

School environmental factors included positive relationships with peers (Albrigtsen et
al. 2016; Hill, 2019; Omdal, 2007; Omdal & Galloway, 2007; Patterson 2011; Roe
2011; Strong, 2019), adjustments in school (e.g., classroom seating location,
additional time for work and alternative modes of communication) (Albrigtsen et al.
2016; Hill, 2019; Omdal, 2007; Roe, 2011; Strong, 2019), the fundamental role of
staff in adopting supportive, understanding, non-pressurized approaches (Albrigtsen
et al. 2016; Omdal & Galloway, 2007; Hill, 2019; Roe, 2011; Strong, 2019),
acknowledgement and encouragement to be socially included in school (Albrigtsen
et al. 2016; Hill, 2019; Omdal, 2007; Patterson, 2011; Roe, 2011). Finally,
acceptance and inclusion in school were considered important protective factors
across several papers (Albrigtsen et al. 2016; Hill, 2019; Roe, 2011; Omdal, 2007;
Patterson, 2011; Walker & Tobbell, 2015).

In absence of appropriate support and understanding from the onset, research in the
field identified academic, social, and emotional consequences for CYP with SM.
These included missed opportunities, inhibiting individuals from participating fully in
school (Abrigtsen et al. 2016; Hill, 2019; Patterson, 2011; Roe, 2011; Strong, 2019),
limiting subject options and academic progress (Hill, 2019; Omdal, 2007; Roe, 2011,
Walker & Tobbell, 2015). Moreover, the psychological impact of remaining silent
during the school day was illustrated by reported feelings of frustration (Patterson,
2011; Roe, 2011; Walker & Tobbell, 2015) and violent outbursts in the home context
(Albrigtsen et al. 2016). This suggested that remaining silent during the school day
may deny individuals the important6t uni ng i ndé6 from others that
vitalize them psychologically (Albrigtsen et al. 2016; Shaffer, 1996; Stern, 1985).
Research further revealed the long-term social (Walker & Tobbell, 2015;
Remschmidt et al. 2001) and psychological (Omdal, 2007; Walker & Tobbell, 2015;
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Remschmidt et al. 2001) impact on individuals and reinforced previous warnings that
without support, the implications of SM:

fé can cripple a child for life and may curb the way for an array of academic,

by

social, and emot i GmpadBlumePogp.y.ussi ons. 0

This provided scope for more research exploring the internal and external factors in
the maintenance of SM (Johnson & Wintgens, 2015) from the individual
perspectives, with a specific emphasis on the school context and how to address
these (Ford et al. 1998; Johnson & Wintgens, 2016).

Methodology

This section outlines the aims, research questions and adopted philosophical stance

informing the choice of PCP (Kelly, 1955) for gaining an insightintothepar t i ci pant s
views. It further details the adoption of a flexible qualitative design which enabled the

adaptation of the Drawing the Ideal School technique (Williams & Hanke, 2007) and

facilitated the elicitation ofthep ar t i c i p aRmallg the recraitimenéprocess,

participant information, ethical considerations, and approach to data analysis are

outlined.

Aims of the Study

Using a qualitative approach, the primary intention of this study was to explore and

gain an in-depth insight into the views and experiences of CYP with SM. By

considering the way CYP view the world and including elements of what is most

important to them, the research sought to capture a synthesised description and

shar ed ¢ e s digpant ex@erieaces (Qreswell, 2014). In viewing them as the

experts of their own experiences, the research also had an emancipatory or

Aempower ment 0 purpose (Robson &itien@adtot an, 20
contribute to the limited understandingof SM from t he individual sé
inform improved learning environments by exploring the perceived maintaining and

facilitating factors within the school and the CYP themselves.
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The study was guided by the following research questions:

RQ1: What do CYP with SM perceive as important features in an ideal and non-ideal
school?

RQ2: What factors do CYP with SM perceive as influencing their current school
experiences?

RQ3: What do CYP with SM perceive as important in making their current school

more ideal?

Ontological and epistemological approach

The philosophical assumptions of the researcher shape the way in which research is
conducted, as well as the interpretation of the findings (Cohen et al. 2017; Robson &
McCartan, 2016). A paradigm is a set of beliefs about reality and how the world can
be understood. These include the nature of reality: ontology; how knowledge is
generated: epistemology; and how to approach these: methodology (Matthews,
2003). Paradigms in research are believed to lie on a continuum, ranging from realist
to relativist (Madill et al. 2000). Realism asserts that there are truths in the world that
can be studied objectively with a known cause and effect (Willig, 2013) whilst
relativism stipulates there is no single truth, acknowledging that individuals have
different perspectives of events based on their own perceptions and interpretations
(Robson & McCartan, 2016).

As highlighted in the literature review,SMhas a compl ex and &6émul tif
aetiology (Lawrence 2018) and there is likely to be little consistency in practice and

support for CYP with SM (Keen et al. 2008). Thus it was assumed that the

participants would have unique and differing experiences of SM in school. Whilst SM

could be a socially constructed phenomenon, some of the presentations exist
independently of the i ndi v sythptans,sliagngster cept i on
criteria, ICD-11; DSM-V). In consideration of these, the current study does not fit with

pure relativist positions (e.g., social constructionism). Ontologically and

epistemologically, the research was situated between realism and relativism (Kelly,

2008; Bergin et al. 2008) and aligned with the beliefs of critical realism.
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The philosophy of critical realism derives from the work of Roy Bhaskar (1975; 2008)
who highlightedthei heavi | y a n t(ph38papdahusesocialty iocated nature

of science. Central to his position was the notion that:

Knowledge is a social product, produced by means of antecedent social

products; but that the objects of which, in the social activity of science,

knowl edge comes to be produced, exist and
(Bhaskar, 1975, p. 5-6).

Di stinguishing bet ween ,i@Bbhaskar{l®tb)rejeateddhebopen sy
idea that it is fonly under conditions that are experimentally produced and controlled

that a closure, and hence a constant conjunction of events is possibleo(p. 55).

Rather, it is a central contention of the critical realist that reality exists in inherently

6open s saemzsl exly related and causally code
(e.g., contextual, environmental) and intrinsic (e.g., temperamental) structures

(Manicas & Secord, 1983). Thus critical realism accepts the belief in a reality

independent of our assumptions whilst acknowledging the partial, mediated, tentative

and interpretive nature of knowledge production. These principles align with the

proposed aetiology of SM as arising from complex interactions among various

factors unique to each individual child (Johnson & Wintgens, 2016; Muris &

Ollendick, 2015). Moreover, they facilitate thes t u d y 0 &f allawiinghaccess to a

mediated reflection of reality through exploration of CYPsdviews of their subjective

experiences of SM, invariably shaped by the cultural and social context (Braun &

Clarke, 2022).

For the critical realist, the aim is not to focus on the phenomena itself (Matthews,
2003) (e.g., SM) but to propose mechanisms (e.g., environmental, or internal)
operating to produce or block an outcome or effect (Robson & McCartan, 2016).
Bhaskar (1975) stipulated that fsuch mechanisms combine to generate the flux of
phenomena that constitute the actual states and happenings of the worldo  ( p.. 37)
This aligned with the researchaimsofgai ni ng an &éessence of real
exploring the perceived maintaining and protective factors within the school and the
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CYP with SM. Consistent with critical realism, theory is at the heart of explaining
reality rather than the data and methods of study (Robson & McCartan, 2016). This
allowed the application of Personal Construct Psychology (PCP) theory when

seeking to develop an understanding of the participant perspectives within this study.

Personal Construct Psychology Theory

In his Psychology of Personal Constructs: Volume 1, Kelly (1955) refers to people as
60scientistsd seeking to understand and make
and apply O6constructsd in anticipation of fu
representations (similar or different from something else) combining to create the
individual 6s t heor $ome tonsguets dre balieved td ble moreavo r | d .
6cored than others and may serve to maintai
construing and subsequent behaviour (Beaver, 2011). Eliciting these core constructs

was considered a fundamental feature of the current research to gain an

understanding of the individualsdé world view

maintain their responses to the environment (Butler & Green, 2007).

PCP acknowledgest he uni verseds true existence whil
continual revision with multiple ways of perceiving reality (Kelly, 1955). Its application
to the lives of children specifies that by acting on the environment around them, CYP
are farchitects of their own unique realityo(Butler & Green, 2007 p. 6) thus reality
becomes represented by the way in which CYP make sense of it. This fits with the
beliefs of critical realism that it is the process of how subjects interpret and act upon
their environment that is central to understanding the mechanisms involved in a
particular situation (Pawson & Tilley, 1997). PCP is an approach to viewing reality in
and of itself thus researchers have developed techniques which can be used within a
PCP theoretical framework however, these can equally be applied in a wider range
of approaches (Burr et al. 2014). The philosophical assumptions underpinning PCP
theory and methods are epistemologically congruent with approaches that value
subjective experiences (Burr et al. 2014) (e.qg., critical realism). Together, these
strengthened the rationale for adopting a PCP theory and methods for understanding

the school views and experiences of CYP with SM in the current study.
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PCP relevance to the experiences of CYP with SM

Whil st Kellyés fundament al postul ate is buil
6choiced cor celvarwetice st hverceurorfent study. 6Di c
involves contrasting one aspect of reality with the opposite view for the individual

(e.g. in this case ideal and non-ideal school) and facilitates an understanding of how

a person interprets a situation (Kelly, 1955). Successive advocates of PCP have

proposed that exploring both emergent (preferred) and implicit (contrast) constructs

enabl e understanding of an individual s discr
(Bl owers & O6Connor, 1995; Fransell a, 1995) .

Applying PCP to explain the reality of the experiences for CYP with SM, Strong

(2019) proposedthat6 s p e a ki n g-§peallimgdd dG@mren opposing pol es
construct. Thus for individuals with SM, O6sp
some situations (e.g., home) whilst i-n other
speakingd i s mor e desiighairoliteapplidbilitywoithd SMig f ur t h
popul ation, Kellyds (1955) O6choice corollary
decision, the most meaningf ul pole of an i nd
further elaborated. This corollary illustrates how choice-making could serve to

mai ntain certain behaviour patterns which ma
protectiono (Kelly, 1955, p.67). Strong (201
speech-d emandi ng situation outside dGYPwithei r d&éco
SM may useeakongd as a means of anticipating
anxiety whilst the opposite pole of O6speakin
situations thus forming the elaborative choice. This illuminates the role of cognition,

subjective interpretation, construct systems and environmental factors in the

maintenance of SM (Johnson & Wintgens, 2016). Together this provided a rationale

for the adoption of PCP theory when seeking to capture and explain an essence of

reality regarding the school experiences of CYP with SM.
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Elicitingtheddi chot omy 6 eonotlariésc hoi ce 6
The original Drawing the Ideal Self technique (Moran, 2001) offered a tool for
exploringhow CYP perceive themselves .CHidreough 06di c

were invited to draw the kind of person they would not like to be, the kind of person

they would liketobe,bef ore tapping into the &édchoice co
t he i ndi v-lifedexparierses wereseaplored by rating themselves along the
construct of O0Oselfd to elicit their preferre
this. In the PCP technique adapted by Williams and Hanke (2007), The Drawing the
Ideal School,pupi |l s were invited to consider and dr

ideal provision, facilitated by semi-structured questions, eliciting views of school, the
classroom, children, adults and themselves.

The flexibility of PCP methods enabled these techniques to be adjusted by
researchers seeking to explore personal 6dic
CYP with a range of needs. For example, the Drawing the Ideal Self technique was

successfully applied to CYP with emotional (e.g., anxiety; anger) (Moran 2001; 2005)

and learning needs as well as Autism Spectrum Condition (ASC) (Moran 2006).
Subsequent versions included the 61l deal Lear
with complex learning, speech and language needs (Green, 2014) and others at risk

of exclusion (Connelly, 2018). More recently, this technique has been specifically

adapted t o e xspplecarkei ntghbe aonndonb speaki ngd behavi
(Strong, 2019) . Building on Morands work (20
innovatveways i n which personal constructs, 6dic

could be elicited.

The Drawing the Ideal School technique was further applied in exploring the

dichotomous school constructs of children with ASC (Williams & Hanke, 2007) and

secondary school pupils attending mainstream schools in Scotland (Fraser-Smith,

2021) . Consistent with the final stage of Mo

adaptions have included scaling activities for eliciting perceived changes that could

be madetoenhance school experiences in primary p.l

(Pirotta, 2016) and those experiencing Persistent School Non-Attendance (PSNA)

(Smith, 2021). Other adaptations includedg e ner a l consultation arou
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school 0 ( Ko st edarimngiawy,an i@e@l schgol,conibuted to wellbeing

(Si mmons et al ., 2015) and recently, the o61d
2020) following a period of uncertainty stimulated by the Covid-19 global pandemic.

Moreover, views regarding specific areas of school have also been captured in
adaptations including the 61l deal Pl ayground?d
(Morgan-Rose 2015).

Design

Given the exploratory aims of the study, a qualitative approach was considered

important for enabling an understanding of processes and meanings attributed to

events by the research participants themselves (Willig, 2013). PCP methods are well

suited to qualitative research wher sthexpl or a
aim (Burr et al. 2014). Aligning with the principles of PCP which rejects causality in

providing explanations for human behaviour and experience, qualitative research

does not seek a cause-and-effect relationship, rather it explores people in their own

naturally occurring contexts where conditions continuously emerge and intertwine

(Willig, 2013). Consideringthe6 o pen sy st e msréseaicmtoowplacesdn t h e
important feature of the current study regarded an @volving design, With an

emphasis on participant perspectives and acknowledgement of complex and multiple

realities. As such the current study was framed within the assumptions and
characteristics of a o0f | anx2016). Fexileedssigigsn 6 ( Rob s
allow for the integration of procedures from several traditions thus PCP methods

were considered appropriate for flexibly and creatively capturing an in-depth insight

into personal experience and facilitation of participant voice (Burr et al. 2014). This

approach allowed for multiple qualitative data collection techniques which was an

important aspect of the study given the complexity of SM and the anticipation of

several adjustments for enabling the participants to access the research. The

following section elaborates on these adjustments.

PCP methods and appropriateness for eliciting the views of CYP with SM
The dormaldand dliscursivebénature of traditional interview approaches would likely

impede access to the views of CYP with SM thus alternative methods were
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considered important in facilitating more meaningful participation (Fox, 2013).

Methodsbased on PCP are | ess dependent on verba
effective in researching experiences thatarehardforpar t i ci pants to art.
et al. 2014 p. 343). Moreover, underpinned b
approach where all constructions of events and experiences are accepted as valid

(Butler & Green, 2007) when used in collaboration with the researcher, PCP

met hods may overcome any unc(@urrtetal 2014). es about
This was pertinent considering the findings indicating a fear of mistakes in some

CYP with SM (Schwenck et al. 2021). These methods further aligned with the

emanci patory aims of the study, allowing the
in contrast with that of the fAdetached, obj e
p. 40).

The suitability of PCP methods for CYP with more severe learning, motor co-

ordination or language needs has recently been called into question (Bloom et al.

2020). Within the literature, barriers to eliciting CYPs 6 v usiaglPE€P also include
factorssuchasthec hi | dds age, | econéidenceih socmahiritevactionsy and
(Beasley & Burnham, 2014). It is conceivable that to be able to access the more
complexandoabstractd components of P@écogn®& P must
capacity of dntrospectionéor more recently coined 6t h e o r y (Melhuisimat al.d 6

2014). Flavell and colleagues (1995) describe this capacity as:

Aan instance of reflective consciousness
and perhaps also verbally reporting on, primary-conscious mental events

construed as mental eventsbythe r ef l ecting persono (p. 74

Whilst authors in the field contend that introspection becomes more fully established
in older children (e.g., 8 years old) (Flavell et al 1993; 1995), the age at which this
capacity develops has been hotly debated, with research indicating that children as
young as 3 and 4 years can introspect (Gopnick & Slaughter, 1991). However, the
reductionist definitions used in much of the introspective research, were illuminated
by Harris (1995) who highlighted the complex and variable nature of these capacities
depending on the type of cognitive process under consideration.
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Conversely, in embracing all idiosyncratic ways of viewing the world and people,

Moran (2014) asserts that PCP is accessible to children of all ages and abilities and

can be especially useful for CYP with Autism (a population of whichd heory of mi nc¢
may be inherently compromised, e.g., Baron-Cohen, 2000). Furthermore, concrete

approaches can overcome barriers in accessing the more abstract and complex

components of PCP (e.g., 6 c o n st r u c tvis w@Beasleyt &Burnham, P014).

This is strengthened by research finding that a combination of PCP and Lego

construction can be effective in reducing emotional and cognitive limitations

i mpeding par t(MagdapRoset201%). i de as

Barriers in verbal communication can further be supplemented by visual approaches

which fAshould be a cor e pedaagrewhenfworlng®itP pr act i
c hi | dBeaslay® Bgrnham, 2014 p. 56). Notably this approach involves providing

constructs for a young person which may inevitably reduce the authenticity of views

expressed and may not represent PCP in its purest sense thus findings utilising

these approaches must be situated alongside these limitations. However, Beasley

and Burnham, (2014) stipulate that such approaches can provide valuable insights

that may not be accessible whenusi ng met hods reliant upon a
articulate their own thinking. Furthermore, research has highlighted the importance

of PCP methods in providing a safe space for exploring school factors evoking

anxiety (Pirotta, 2016). Aligning with the chosen research design, these findings

further solidified the suitability of adopting PCP technigues and allowing the views of

CYP with SM to be heard.

Interview design and research method

Consistent with critical realism and the exploratory nature of the study, whilst
individuals would construct their own interpretation, the aim was to discover patterns
and commonalitesorad s har e d & expedemaes Dhis informed the use of
semi-structured interviews for facilitatingp a r t i creflpciom bngh&ir experiences
whilst exploring common meanings of the participant group (CYP with SM) regarding

a concept or a phenomenon (e.g., ideal and non-ideal school) (Creswell, 2014). The
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flexible design and semi-structured nature of the interview provided a structure for
framing the research questions, allowing for the emergence of unanticipated ideas,
whil st affording the researcher an el ement o
responses (Robson & McCartan, 2016; Braun & Clarke, 2022). As such, the ordering
of questions was not fixed and on occasions adjusted according to the participant
responses. Interview questions were open yet focused on specific areas. (Appendix
3 details the areas explored and the format of the interviews). Prompts ensured that
all areas relating to the research questions were covered whilst minimising the risk of
interrupting the flow for the participants. Occasionally, additional prompts were used,
and some participants required further elaboration, rewording of questions and
concrete examples to facilitate understanding. These approaches were considered

important when conducting research with CYP (Greig et al. 2013).

The interviews followed the Drawing the Ideal School technique (Williams & Hanke,

2007) where participants were firstly invited to consider the kind of school that they

would not like to go to, followed by the kind of school they would like to go to. In

addition to the original exploratory areasof6 school 6, 6cl assroomd, 0c¢
a nd ,@arfugher exploratory area ( 6 o u @ veas idcerporated following findings

identified in the SM literature (e.g., Hill, 2019). Exploring these six areas enabled

detailed understanding of how CYPconc e pt ual i sed t h-edéatéabdhan
In line with the emancipatory aims of the research, establishing any discrepancies

bet ween the participantsd perceived current
potential changes and conflicts (Robson & McCartan, 2016).

Recognising the value of eliciting personal experiences of SM in school, the current
study embedded a final stage in |Iine with Mo

Technique (Appendices 12:;13). By rating their current school on a scale (between

the ideal and non-ideal), participants were able to reflect on their existing
experiences in relation to their preferred pole of the construct and any changes
needed to make their current school more like their ideal school. This approach also
allowed the researcher to focus on maintaining and protective factors in school as
identified by the CYP themselves.
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Development of the non-verbal, online tools

As the original ideal school method was developed for face-to-face interactions and
assuming participants would be able to engage by drawing and talking, amendments
were made to account f-gpeaking durirtg the intgrveews (sd

also Ethical Considerations) and the restrictions due to the Covid-19 pandemic

(remote interviews). As such several considerations were made to ensure that the
participants could be empowered to share their views using the online platform. This

led to the development of an online, non-verbal tool.

Initially developed in January 2021, the online tool and procedure underwent several
changes before being finalised and implemented. The first part of development
involved the creationo f 6 ¢ h i Isdrtindg acardse Theksé weée based on a review
of the SM literature (Appendix 4) to ensure that the cards were appropriate and
meaningful to the SM population whilst minimising the risk of bias imposed by the
resear cher 06s Withseferemeg to figorends 6 B i t ahargcterd were
considered engaging, age-appropriate, and effective visuals for depicting the range
of feelings, actions and scenarios captured in the literature. (See Appendix 5 for

further examples of prompt cards).

Figure 4
Exemplar visual prompt cards for sorting ( 6 me 6 )
- N =) " ~
Q Ll\ ’;’:;"s
Worrying about what 1 am too scared to ask Working as well as the
\__ Otherswillsay /J \ for help ) \_ _ otherchildren /
. ?/r*zﬂ!/; S
Reading aloud/ Woking in small groups s s
\_answering questions _/ \  Jamincontrol / \_ withaclosefriend / \_ Masngor  J
(o (10 (11 p N( 1
N - . ¥ 1 NEED
P2 | o (& A
Taking part in activities AADULT
Being the centre of Making mistakes/ that do not involve

attention N getting things wrong ™ speaking ) \Working with an adult /
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With reference to figures 5 and 6, an initial prompt card resource utilised a
PowerPoint presentation with internal links which, once clicked would direct
participants to relevant prompts required for each part of the interview process. As
the visuals were numbered, an early proposal involved the researcher sharing their
screen and participants holding up the corresponding number using a number fan to
represent their views (See Appendices _8-11 for more detail about the early stages of
the tool).

Following reflections around the importance of enabling participants as much

ownership as possible when sharing their views, the dlippityd &6 f | ashcar ds 6 an«
0 ma n i p uWweaetconsideredda key adaptation to the original design. This website

enabled the creation of an online interactive card sorting activity to meet the aims of

the study. The researcher reasoned that this would increase the autonomy for the

participants by enabling them to manipulate the cards independently rather than

relying on the researcher to move to the appropriate slide on a PowerPoint. The

following sections detail the finalised resources and interview process.

Figure 5

Initial proposed visual prompt card resource
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Figure 6

Initial proposed part 3 of the ideal school technique (scaling line)

froeet

 — [ —

Procedure

The interviews consisted of three main parts: Part 1; eliciting the non-ideal school;
Part 2; eliciting the ideal school; Part 3.a; the scaling activity and Part 3.b; moving
towards the ideal school. Prior to each interview, a number of physical resources
were sent via postal delivery to the participants (see figure 7). These included
optional drawing templates for Parts 1 and 2 of the interview, and a visual system
with accompanying written prompts for sharing requestsnon-ver bal | 'y ( e.
to stop the interviews altogether) (Appendix 24).
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Figure 7
Resources posted to participants

2 v
Sl shanm,

In addition, prior to each part of the interview, an interactive resource (containing
links to the online card sorting activities) was emailed to parents of the participants.
During the interview, if participants opted to use the sorting cards for answering the
guestions, they were invited to open the interactive resource and share their screen
on Microsoft Teams. Clicking on relevant images directed participants to
corresponding interactive sorting card activities (see figure 8 and Appendices 19-20

for examples of the four interactive resources).
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Figure 8

Finalised Part 1 & 2 interactive resource
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Part 1 (eliciting the non-ideal school)

During part 1 of the interviews when constructing the non-ideal school, participants
were able to click and drag (or tap, if using a tablet or iPad) the cards to sort them.
Participants were invited to sort the cards according to their views (e.g., cards in their
non-ideal schoolun der t & e@mh o c h oamd ady carégsaahsidergd
irrelevant to their non-ideal school under the bin visual). (An example of the non-

ideal card sorting activity is illustrated in figure 9).

Part 2 (eliciting the ideal school)
During part 2 of the interviews when constructing the ideal school, the participants
were invited to set up the cards in a similar format to part 1 and sort them.
Participants were asked to place the cards that would not be in their ideal school
under the column headed by a bin symbol and the cards that would be in their ideal
school 6

school under the o6i deal

is illustrated in figure 10).
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Figure 9

Interactive Card Sorting Activity (Part 1; Non-ideal school; Classroom)
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Figure 10

Interactive Card Sorting Activity (Part 2; Ideal School; Outside)

=
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In parts 1 and 2, once the cards were sorted across the two broad headings (bin and
ideal/non-ideal) participants were invited to refine their decision by choosing the top

three cards most likely to be in their non-ideal or ideal school (placing these under

the purple framed heading numbered 1-3). The three cards in this section were

considered significanttot h e p a r tviews.i Thissaspead of the tool, known in

PCP theory as O6pyramidingé, enable&e moving a
construct (e.g. ideal playground) to more specific and observable constructs (e.g.

playing with friends) (Moran, 2020).

The drawing templates mirrored a similar process (see figure 11; Appendices_19;20)
thus if participants opted to use these, they were invited to draw the aspects of their
non-ideal school (e.g., classroom, outside, adults) before their ideal school, sharing

and elaborating on these at relevant points throughout the interview process.

Part 3.a (scaling activity)

Part 3.a of the interview process was centred around an interactive scaling activity

and all participants were invited to set the cards up with 6 i d e a | atene bnal ofl 6
the poleandthe 6 n o @ e a | 06 at thedther.aSubsequently, participants were
asked to consider their current school and place the arrows along the scaling line in
relation to where they felt each aspect of their current school was situated.

Consistent with parts 1 and 2 of the interview, the researcher was available to assist

with setting up the cards (see figure 12).

Part 3.b (moving to the ideal)

Participants considered what could be done to make their current school more ideal.
In addressing any challenges faced by the open-ended nature of this part of the PCP
approach and building on previous recommendations (Strong, 2019), sorting cards
were embedded and offered to the participants (Appendix 14). As in the previous
parts of the process, if participants opted to use the card sorting activity they were
asked to share their screen and the researcher facilitated the setting up of the cards.
With reference to figure 13, participants were invited to click on one of the two
imagesinthei nt eractive resource (e.g., 600t her s ce¢
participants to the card sorting activities. These were of a similar format to those
used in parts 1 and 2 of the process (figures 9-10; Appendices 11-20 ).
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Figure 11
Exemplar final non-ideal school drawing template

1. Scheal 2. Classnasm, 3. Cutside
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Vilbel kimel of sebuet is Q17 e

Wibatl e the chitdyves: doing? Jhave e \hat wie the adulls deing? Shore thiee thiags Vilhat will gow be deing? Shoave thies things
things abent thege chitdren, abeud the aelalis, abeul the woy yow jeol in this gohoed,
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Figure 12

Finalised Part 3.a Scaling activity
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Figure 13
Finalised Part 3.b

mo v i

ng

t owar ds

0i

de al school

1.

0

74

3.

/

Q. O
°F

| could ...

\

=

Welcome to the website o

(Selective Mutism Informatiq




Pilot study

Due to the difficulties in participant recruitment and the small sample size, it was not

possible to conduct a pilot study. However, the adapted tool was applied as a

starting point in a therapeutic context with a with a young person identified as having

SM. The tools successfully elicited an understanding ofthey oung p echa®lon 0 s
constructs and allowed the researcher to assess the suitability of the prompt cards,

interview format and appropriateness for participants. Adaptations included the

i ncorporation of 0 Apendix1d)n | nyodr es oprotsiintgi vcea rodfse e(
(Appendix 15) and simplification of wording and pictures on some of the resources

(Appendix 16; Appendix 18). This ensured accessibility and avoided leading

participants.

Participants

The sampling strategy for this research was purposive and participants were
selected according to pre-defined criteria (See table 5). As a potentially harder to
reach population, homogeneity was achieved by selecting a group of participants
identified as having SM, confirmed by an appropriately qualified external professional
(e.g., SaLT, EP). Participants were recruited through the social media accounts of
organisations and charities for SM, predominantly the SMIRA parent and
professional pages (Appendix 1). Following receipt of the signed consent forms, ten
participants (one male; nine females) aged 7-17 were interviewed. Of the selected
participants, nine had a formal diagnosis of SM, whilst one was in the process of

pursuing an SM diagnosis.

A key part of the selection criteria regarded Johnson and Wintgens6(2016) 8 stages

of confident talking ranging from 0 (@bsentd to 8 (@onversationd. Whilst the

resources were designed in ant i-speakrgtinn on of t
order to access the interviews, participants were required to be in at least stage 3

( &es non-verbal and written communicationd @nd above. (See Appendix 2 for

further information about the stages of confident talking)

Five participants communicated their views non-verbally (and on occasions through

parental verbal mediation e.g., muting the microphone sharing their ideas with the
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parent and allowing the parent to share their views). The remaining participants
elaborated on their drawings and chosen prompt cards verbally with the researcher.
A summary of participant information is illustrated in table 6. (See Appendix 33 for

further information about the participants).

Data collection

Interviews took place during Summer 2021. Due to restrictions arising from the
Covid-19 pandemic, all communication was undertaken remotely using Microsoft
Teams, accessed through parental email accounts. As highlighted in the literature
review, online data collection has been used successfully in research involving
individuals with SM (Vogel et al. 19; Schwenck et al. 2019; Patterson, 2011; Walker
& Tobbell, 2015) conceivably overcoming some of the ethical issues raised when
engaging in face-to-face interactions with this population (see Ethical

Considerations, risk of psychological harm).

Consistent with the participant-led nature of the PCP methods (Burr et al. 2014), the
length of interviews differed for each participant, ranging from 103 to 290 minutes in
total. As such, whilst there were three parts to the process, meetings tended to take
place on more than 3 occasions and ranged between 3-5 sessions (approximately a
week apart from each other). All interviews were video recorded through Microsoft
Teams and any card sorts, drawings or writing produced throughout the sessions
were captured by a screen shot of which consent was sought prior to, during and
after each interview session. Owing to technical difficulties (e.g., connectivity) some
of these screen shots were captured by parents and emailed to the researcher

following the interview.

Enabling the researcher to becaowsme 6i mmer sed?©o
transcribed verbatim and anonymised. Screen shots of the card sorts, drawings and

writing were combined into individual transcripts for each participant and embedded

at the relevant discussion points (Example transcripts can be found in Appendices

38-40). Data were thematically analysed using Reflexive Thematic Analysis (Braun &

Clarke, 2022) and described in further detail in the Analysis section.
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Table 5: Participant selection criteria

Inclusion Criteria

Exclusion Criteria

CYP who are identified by a professional as meeting DSM-V
and/or ICD-11 diagnostic criteria for Selective Mutism who may
or may not have a formal diagnosis of SM but are aware that
they sometimes find it difficult to speak.

Those who do not have a formal diagnosis must have been
involved with a suitable professional (e.g., SaLT; EP) and are of
the opinion that the child fits the profile for SM.

CYP who are on roll at a mainstream setting and have attended
the school within the last 6 months.

Children who are at, or above stage 3 (6 u s e sverhabamd
wr i tten c¢ o mohconfidentdatkingo(Jolinson &
Wintgens, 2016) (Appendix 2)

CYP aged 7-17 years who can write/draw or are able to use
visual prompts to express their views.

CYP residing in England, UK

CYP who do not meet all the DSM-V and ICD-11 diagnostic
criteria for Selective Mutism and have not had involvement
from a professional deemed suitable for making the diagnosis

(e.g., EP, SaLT)
CYP in a specialist setting

Children aged 6 or younger

Children who have not attended school for more than 6

months.

Chil dren who are at the
talking (Johnson & Wintgens, 2016) and are unable to
communicate non-verbally (Appendix 2).

CYP residing outside England, UK.

6abse
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Ethical Considerations:

This research was approved by both the UEA Ethics Committee (Appendix 31) and
the LA, meeting the requirements of the Code of Human Research Ethics (BPS,
2014; 2021). During the planning phases of the research, several ethical issues were
identified and are addressed subsequently.

Identifying, accessing, and recruiting participants

As highlighted previously, variations in understanding and support for CYP with SM

across the UK (Keen et al. 2008) meant that CYP may meet the diagnostic criteria

with no formal diagnosis or support in place (Kopp & Gillberg, 1997). Consequently,

the equally important views ofthose wi t h Ahi dden SMO0O woul d be ¢
formal diagnosis were required to participate in the study. By opening the criteria to

include those with and without a formal diagnosis, it was reasonable to suggest that

the integrity of the research would be strengthened whilst aligning with the critical

realist position and the emancipatory aims of the study. However, a key

consideration regarded the use of the term SM and the potential ethical implications

of o6l abellingd those wi is.fTor&dhce these immicationsa f or ma
the researcher avoided reference to the term Selective Mutism throughout the
interviews considering phrases such as o6chil
school 6 as more 6chil d f rmaaydddussionr To r emai n
decisions regarding potential diagnosis or identification, checklists or diagnostic

criteria did not form part of the recruitment process rather, it was emphasised that

identification or involvement had previously been sought by an appropriately

gualified professional (e.g., SaLT; EP) in discussion with family and other key

stakeholders. Before interviews, a background information form (Appendix 32) was

completed with parents to further check the eligibility of the participants against the

inclusion criteria for the research (figure 6). This step aimed to reduce potential

sampling bias whilst increasing the credibility, transferability, and authenticity of the

results.
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Appropriate methods for eliciting views

The nature of SM as underpinned by anxiety (Omdal & Galloway, 2008; Johnson &

Wintgens, 2016) required suitable approaches for participants to express their views.

Consistent with previous research and clinical recommendations, the pressure to

speak was removed (Hill, 2019; Johnson & Wintgens, 2016) enabling the

participants to access all aspects of the research non-verbally if they wished. Sorting

activities and choices are recommended as effective alternative forms of

communication for CYP with SM (Johnson & Wintgens, 2016) and have been

applied successfully using an adapted non-verbal PCP approach (e.g., Strong,

2019). Consistent with the flexible research design and research emphasising child-

led approaches with CYP with SM (Schwenck et al. 2019), participants were invited

to select their communication method from a range of different modalities including

drawing, writing, online written or visual prompt cards (Appendices 11-20). In the

spirit of PCP methods -lasddi hBurnmsetcadll y2ph4 t
communication choiceswerenot oO0fi xed6, and participants w
chosen method throughout the interview process. (With reference to table 6, some

participants initially opted to use the card sorting activity then progressed to a

combination of verbal and non-verbal communication).

Gaining voluntary and informed consent

Prior to any video communication, participants and their parents received several
resources electronically providing time to process the information regarding the
research and to make informed consent (Code of Human Research Ethics, 2021 4)
These included a child friendly video (Appendix 22) interactive introductory resource
(Appendix 23) participant and parental information sheet and consent forms
(Appendix 28; Appendix 29). Upon completion of the written consent forms,

participants and their parents were invited to an initial remote meeting with the
researcher allowing the establishment of rapport, clarification of the nature and
purpose of the research and elaboration of any further questions. Consent
particularly relating to the video/audio-recording of interviews was gained verbally at
the beginning of each interview.
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Table 6: Participant preferences for communication during the interview process

cards (particularly during the

shared what was said

Pseudonym Stage of Methods of Communication Interview preferences Number of Total

communication sessions time

Isabelle 86conver sat i|Drawing and talking (no use of | Video on, microphone on. 4 143

prompt cards for part 1 and 2) minutes

Hannah Progr essed f|Drawing, writing, use of Video and microphone on. 3 146
non-verbal and written prompt cards to guide minutes
communi c8at i o thinking, communicating via
6conver sat i o parentand conversing with
the final interview) researcher.

Coco Progr essed f|Drawing, writing, Video and microphone on. 3 154
non-verbal and written communicating via parent and minutes
communi c8at i o occasionally conversing with
6conver sat i oresearcher.
the final interview)

Olive Fluctuated between 3- Attempted drawing, then Video off, microphone on. 5 230
718. preferred card sorting Shared screen when minutes

activities, communicating via | completing the card sort, so
parent and occasionally researcher could see the
conversing with researcher. choices being made.

Monkey 3 6 u s everbahandn | Completed drawing template, | Video on, microphone on. 4 103
wr i tten ¢ omn withkeywords prior to minutes
(second interview interview, communicating via
session, st a parentandwriting.

Debrief offered and
participant opted to
postpone)

Ruby 3 06 u s everbahandn | Completed drawing template, | Video off, muted when 3 137
wr i tten ¢ o mn withkeywords, used prompt | asked questions and parent minutes
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6ideal 6 school
shared their ideas with the
researcher.

subsequently with the
researcher.

Elsa

3 06 u s everbahandn
written comn

Used the card sorting activity.

Video on. Shared screen
when completing the card
sort, so researcher could
see the choices being
made.

142
minutes

Willow

3 6 u s everbahandn
written comn

Used the card sorting activity.

Video on. Muted
microphone to answer some
guestions. Parent took
photos of the card sort and
sent them to the researcher
during the interview.

160
minutes

Tris

8 O6conversat

Used the card sorting activity
and elaborated on these
through conversation with the
researcher.

Video off when recording,
on when not recording and
microphone was on at all
times. Shared screen when
completing the card sort, so
researcher could see the
choices being made.

290
minutes

AT

6 Us e s-venpa and
written comn

Used the card sorting activity.

Video on. Muted
microphone to answer some
questions.

196
minutes
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The participantsodo right to anonymity and wit
and a visual system with accompanying written prompts (Appendix 24) was offered

to participants allowing them to share requestsnon-ver bal ly (e. g., Ohel p
to stop the interviews altogether). These in addition to the drawing templates

(Appendix 19; Appendix 20 Appendix21) wer e sent directly to th

addresses prior to the interviews. Parents and the researcher ensured that other
non-verbal cues (e.g., signs of anxiety) were monitored and the researcher reminded
participants of their right to withdraw if detecting any signs of anxiety. The researcher
ensured removal of pressure to participate and respected participantsédecisions.

Risk of psychological harm to the participants

Careful consideration was given to the potential for psychological harm, distress or

discomfort evoked by the interviews (BPS, 2021; 3 . P.10). The o6-child/y
friendlydéd nature of the interviews and adopt
fespecially useful when uveretal20dp.2®.Tleensi ti ve
interviews took place remotely, from the par
a sense of familiarity anwhschadnantinewithThi s &6vi r
research illustrating the effectiveness of computer-based communication with CYP

with SM (Patterson, 2011; Schwenck et al. 2019; Vogel et al., 2018; Walker &

Tobbell, 2015). It may also reduce the pressure in comparison with face-to-face

situations (Roe, 2011). In combination with the attentive, empathic and non-

pressured approach adopted by the researcher, these measures were considered

important in alleviating the risk of harm to the individuals. Moreover, participants and

their parents were provided with the contact details of the researcher and their

supervisor enabling further questions or concerns to be raised throughout the

process. The researcher regularly checked in with parents and participants

throughout the process (before, following and after each interview) and offered a

debrief should the interviews induce distress. Parent and participants were also

signposted to SMIRA for more information, resources, and support for those affected

by SM. These were also detailed in the parent information and consent forms

(Appendix 29).
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Role of Parents

In limiting the risk of harm to participants, parents were also asked to remain

available and within proximity throughout the interview process. All except two of the

participants called upon their parents to mediate their views to some degree. The

focus of the research, the o6voiced of the pa
guide (Appendix 30), during the initial meeting and at appropriate points throughout

the interview process. Where participants sought parental verbal mediation, informed

consent was gained from the parents and participants to reference their contributions

in the findings.

Possible researcher bias

In minimising the risk of leading the research in a particular direction, the prompt
cards were informed by previous research eliciting the views of individuals with SM
(Appendix 4) and participants were invited to indicate when a prompt card was
required (e.g., using the dnelpbor & d o n @dcard®) Aopendix 24). Interpretations

from the interviews were summarised with participants throughout the interview

process (Appendix3) to increase the credibility of th
representation of their viewso (Moran, 2001

Anonymity, confidentiality and data protection

In line with the Data Protection Act (2018) and the principles of GDPR, all
video/audio recordings and screen captures (e.g., card sorts or drawings) were
stored securely on an encrypted password protected USB, in a secure place until the
completion of the doctorate. To ensure the protection of identity (BPS, 2021, 5. p.
21) and in the spirit of person-centredness, participants were invited to choose a
pseudonym which they were referred to during anonymised transcription and any
identifiable information relating to schools were removed. Throughout the process it
was made clear that the participant data would be accessed only by the researcher
and their supervisor. The researcher remained transparent with the participants and
their parents regarding limits to confidentiality around safeguarding, these were also
detailed in the participant and parent information and consent forms (Appendix 28;

Appendix 29).
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Approach to Analysis

The theoretical flexibility of Reflexive Thematic Analysis enabled the research to

6give voiceb to the experiences of those wit
sociocultural contexts (Braun & Clarke 2022). Braun and Clark (2022) stipulate this

as a flexible, accessible and useful tool, lending itself well to qualitative methodology

adoptnga cr i tical realist stance as it can prov
interpretation of the data, grounded in, or anchored by, thepart i ci pant sé accou

t hat speaks to t heir ThdptocesstineotVessearahingfori eso ( P.

repeated patterns of meaning among data, providing rich information regarding the

participants6 shared views and experiences

Consistent with critical realism, the study of uncontrolled, 6 o p e n s makas¢hens 0
prediction of future events impossible, however, in understanding the structures and
processes that were in existence, the past can be explained (Robson & McCartan,
2016). When carrying out research in these circumstances, @bductive reasoningd
(Peirce, 1986) presents as a suitable lens for framing the findings. Rather than the
application of one approach in a linear fashion, @bductive reasoningdinvolves the
cyclical movement between both inductive (observations to theory) and deductive
(theory to observations) approaches. This facilitated the inference of tentative

possible mechanisms (theory) capable of producing the events observed, which

were strengthened within successive cycles (Robson & McCartan, 2016).

Stages of thematic analysis

The research followed the six phases of Reflexive Thematic Analysis (TA) (Braun &

Clarke, 2022) to interpret the datasetand i denti fy key themes r el
experiences of SM.

Despite its predominant application to purely verbal interview data, Braun and Clarke
(2022) acknowledge the diversity of TA approaches in the field, stipulating that often
these mRefyf dot i TA i n some wayo (p. 247). For e
Opoly textual themati c anwelewiswedhy thd anthorsanal y s

as conceptually and methodologically aligning with reflexive TA. The multiple modes
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of data elicited during the interview process (e.g., visual, text, card sorting and

verbal) were synthesised into individual transcriptsor fAdata i temso (Br au
2022, p.286) for each participant (See Appendices 38-40). Throughout the interview

process, participants opting to use the drawing or card sorting activities, were invited

to elaborate on their responses verbally (either directly or mediated by their parents).

As such, the visual data (drawings/ card sorting) were clarified and supplemented by
participants6 v erespoasks, to support the analysis process rather than analysed

separately. Whilst interpretation inescapably occurs through the lens of 0 n edws

cultural membership, the researcher reasoned that this approach would strengthen

the authenticity and trustworthiness of the data as derived fromthepar t i ci pant s o
accounts. Mirroring the reflexive TA approach, once transcribed into written format,

the interview responses were analysed and data illustrating the captured themes

were illuminated, as outlined in the subsequent section.

Phase 1. Familiarising yourself with the dataset

The researcher became 'immersed' in the data. This involved listening to the audio
recordings several times and re-reading the transcripts, briefly noting any analytic
ideas or insights related to the data items and data set. (An example of notes taken
following familiarisation with individual data sets is shown in Appendix 34). Visual

notes also helped the researcher fAget a gras

46) (Appendix 35).

Phase 2: Coding

Working systematically from the researcher's 'analytic take' on the data, extracts of
relevance to the research questions were identified and 'code labels' applied. Coding
occurred at the 'surface' (semantic) through to the more conceptual (latent) levels. A
spreadsheet of the identified codes was created for each participant with a main
page of reference for organising and checking the codes. (An example of this is
found in Appendix 36, exemplar individual coding in Appendix 37 and coded
transcripts in Appendix 41; Appendix 42).
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Phase 3: Generating Initial Themes

Initial codes sharing a core idea or concept were compiled to develop a shared
pattern of meaning (theme). This stage involved exploring clustered patterning
across the whole data set rather than within a single data item (e.g., each participant
transcript), thus whilst interesting ideas were articulated across many individual
accounts, consistent with reflexive TA (Braun & Clarke, 2022), a theme could only be

considered if it was shared by more than one participant.

The list of codes was reviewed and grouped into similar areas (Appendix 44). The
data within the provisional candidate themes were sectioned into smaller categories
and subcategories (Appendix 43), these formed a list of themes and subthemes
relevant to the research questions (Initial and draft thematic maps can be found in
Appendices 45 - 48).

Phase 4. Developing and reviewing the themes

During this phase the researcher assessed the initial fit of the provisional candidate
themes by returning to the full data set to ensure that the themes illustrated the key
patterns in relation to the research questions. Some of the initial candidate themes

were collapsed together, (e.g., OAestheticsbo
ot hers became separated into new themes (e.g
themes of o6éconstrutwnwg, @&ndsppaksaoagal deampeten

Phase 5: Refining, defining and naming themes

The analysis was refined to ensure that the themes were clearly demarcated and
captured the essence of the data. Definitions for each theme and subtheme were
developed. The final names and definitions for each theme and subtheme are

illustrated in Appendix 50.

Phase 6: Writing up

The final themes were presented in an overall thematic map detailing the

relationships between the themes and individual thematic maps for each research

question (figure 14). During this phase the analytic narrative and data extracts were

weaved together to present a O0storyo6é about t
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Analysis

Consistent with the qualitativereport i ng model , an o&édintegrated a
adopted with the 6Resultsd and O0Di scussiono
(Braun & Clarke 2022). This approach was considered appropriate due to the

identified |Iinks between thdsewitlctherexisengdM st udy

o
()]

research as well as the interpretive approach to analysis. This section presents the
research findings from the data elicited across all three parts of the interviews. These
are discussed in relation to the existing literature in the SM field. Figure 14 details
the overall thematic map capturing the entire data set. The research questions are
discussed subsequently in relation to their key themes.

Figure 14 outlines the overall findings whereby two superordinate themes were

captured: OExternal Processesd within the sc
Processesd within the participants. Under th
three respectively). These processes were considered to interact and serve as

protective or maintaining factors for the individuals in school as represented by the

bidirectional relationship detailed in the thematic map. The eight main themes and

their relevant subthemes will be illustrated subsequently in further depth.

RQ1: What do CYP with SM perceive as important features in an ideal and non-ideal

school?

Regarding RQ1, four themes and a further nine subthemes were identified. Aspects

of the first three theagmes O0&ULayyswWt anmdd 6Paenr doa
Characteristicsd were considered to contri bu
represented by the directional arrows in the thematic map. These themes will be

illustrated subsequently.
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Figure 14
Thematic Map detailing the relationships between the main themes

Layout and
Landscaping

Ethos:

: Foundations Personal .
H Competences ¥

External Person Internal
Processes " Characteristics: Speaking —  Processes
Superstructure Identity

The Climate:
Cementing the Construing —
schoo

The role of
others

..................................................................................................

Superordinate theme: External processes within the school

Under this theme several external processes were captured as key features in the
participantsoviews of an ideal and non-ideal school environment. These are

illustrated in further detail subsequently.
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Figure 15

Thematic map detailing the themes and subthemes captured

Size &
Population —}i Layout and
Spce Landscaping

\'(-Inclusion & Equaliﬁ{ Ethos: A The Climate: [ Volume

p - : Cementing the
_ Opportunity | Foundations schoo Familiarity
Power
: Person
Distance  ———  Characteristics:
e Superstructure

Characteristics

Theme: Layout and landscaping
Participants detailed important specifications across their ideal and non-ideal school
environments and the feelings elicited when navigating aspects of the school. These

have been captured under the theme 6Layout a

Subtheme: Size and population

Size featured among the participants6é constr
including the words: A g i aA,t2/80),f | a (Rykey ¢1/27) and i b i(Hpenah,

18/942; Olive, 5/244) a mong p ar tideal scpoal ertvieodmemtso n

Figure 16
ffa very | arge s@uobygdd7ary school 0

sz
g8 A |

/
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For some, a large school was associated with difficulties in navigating their

environmeéemnt ;e afsi eOlivet 562485249 ;It'’s kdnsl bf donfusing

because | still do ncladsroonsaeg owlf é¢lra &#88/94r#948). of my
For Hannah, this posed further risks of feelingfi s t &y cdfincdan 6t asAks f or hel
such, an important factor in reducing this unpleasant experience was having

Asomeone to wal k w-iet.lg.t, hrfauwgrh | odBasmahddsd rosdle@a s s «

school).

For others, a bigger school meantonewithi | ot s o With alargepopelaiion

featuring regularly among participantsdviews of a non-ideal school. Furthermore, the

terms i ¢ r o waheéfddu svgredconsistently captured among the non-ideal school

descriptions. For Monkey, this meanthavingi mor e t han o Owhinl sat cH eisrs

subj ected to such eoxvpeerrw heefeeteignfagetlive K38/17 99

Figure 17
Al have dr awn @ocb,8400)o f peoplec‘)

| addmdat [

In contrast, Isabelle described her non-ideal school as small which aroused
Auncomf q¥1BAfbelingxdi because i f 1t is not very bi
people, theyobéd | u&lus).Hd ussttaraitregd atn yYyosuwbel | e b

contain publicity with little control over the people (Schwenck et al. 2021).

Conversely, in their ideal school, participants perceived a classroom environment
withiifa smal |l er nunAre3d/158Mn pe ompdree 0t han 20 i n a
(Monkey, 12/532); it oynalsmall group not too big so maybe like five other peopleé 0
(Isabelle, 13/645); A f | (@ligep35/1903); i f o u r ATe IBMEB3) &nd learning
activities centred around working in small groups with a friend, enabling participants
to feel comfortable and able to participate.
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Tris: Well, if it's a big group and there's no friends there, then you're not going
to be as comfortable talking are you, if it's a close friend, you can talk to them
about what you want to do instead of talking to the whole groupé (43/2085-
2087).

Others sought to avoid places typically associated with crowds in school. The

canteen induced unpleasant experiences for some participants (Ruby; Isabelle;

Hannah). As such, alternative places to go at lunch and break times featured in
participantso6 i deafcamrchhoave clonmsdMonkeyb sinass s r o

ideal school).

Figure 18

Seeking sanctuary in quiet spaces away from busy places in school (Hannah)
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Whilst the accounts varied individually, emphasising the need to consult with the
CYP, they provide insight into the anxiety inducing nature of crowded situations in
school which may serve as a maintaining factor for participants with SM. These
findings provide a new insight regarding the impact of such situations in the school
environment whilst strengthening recent research whereby 44 percent of parents
reported crowds as associated with their chi
findings provide important implications for making the school environment less
threatening to CYP with SM by accommodating and enabling them to comfortably
navigate the crowded, busy, or populated parts of school. Moreover, they may
tentatively support previous research alluding to the implementation of interventions
based on graduated exposure to crowded situations (Schwenck et al. 2021),

particularly in the school environment.
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Subtheme: Space
The importance of physical space represented a key elementinthepar t i ci pant s o
school constructs and may also provide further insight into the perceived undesirable

nature of crowded places for the individuals.

Figure 19
A birdods ey eidealisohosl lagout (Hannahé 8 -ealinschool)

Portraying her views of space as an important element in the type of school that she
would not | ike to go to, Hannahoés picture re

layout, depictingafinar r ow witlhafrsindaolrl0 out si de area. 0

Figure 20
Restricted space in a non-ideal school (Isabelle6  ridea school)

In her non-ideal school, Isabelle describes the outside area, particularly the canteen,
asiévery compact whi ¢15764).&Erpandieg osthis,she sf ul 0
subsequently describes the physical impact of not beingableit o move whi ch i s
very nice and it (1/v78)dShe fater dravs & pictuce bfherselbiru 0
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ila c o(7/3b@) closely surrounded by walls which further illustrates a sense of
physical restriction in her non-ideal school.

Coco describes his non-ideal schoolasafipr itshanr turns (M) o a scho
where the childrenfigo out si de but t haey &#B87).Hs somet hi ni
drawing depicts a place where childrends phy

represented by the boundaries drawn around them in their outside area.

Figure 21

Restrictions imposed on the children in a non-ideal school (Cocod son-ideal outside)
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Within the classroom, seating location was considered another important feature of

the school layout for some of the participants who, in their non-ideal school
describedbeingfiseat ed i n the middl @onkeyd st himalr ow at t
classroom). These constructions indicated a shared feeling of being unableto i g e t

o u {Monkey 2/59; Hannah, 3/113).
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Figure 22

A sense of feeling trapped in a non-ideal classroom (Hannah)
wacw
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Under these conditions, participant accounts revealed a sense of frustration as

captured in the following description.

Cococyou candét, you can har di298/1288a1 k anywher
Coco: Yeah and its dead small (23/1235)
Coco: é And its dead annoying. (23/1237)

Others described the physical and emotional responses to this type of school
environmentasfi s u f f o (@anhah,®/§00) i s g u a YHaendho4/197);
ASqui ¢$Thse3ll84), it r a pNoekay2/62) and aplaceil| want t o escap:

(AT, Willowbs car)d sorts

Space was considered a pertinent aspect of t
AspacedHamnah; Ruby) c| algesthere bemgaspagec ause 0
bet ween me and t(Moekeyb e x Wr p 8§ tl pdiilikeénoytoven spaceo

(Olive, 8/423). Reductions infeelingi over cr owded g10/828)pveressur ed?o
captured in Rubyods perceived need for space
have more practical implicatons:fibecause of having the dog wi
bit more space for [the dHammphdésopapeead a0f 58
503).

Others viewed space in the ideal school environment as having more social and
emotional functions. | sabel l edbs construction
featured a separate and designated space whereby children could spend time alone
if they wished.
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Figure 23
The importance of space in an ideal classroom (Isabelle)
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Isabelle:l ot s of space and there's gonna be |

be so instead of having er like desks you each get your own section of the

classroom and you can sit however you like. (9/428-430)

Isabelle: You can choose who you want to be with or if you want to be by
yourself then that's fine too. (9/435-436)

Isabelle:Aiéso it doesn't feel too busy | gues:
have to be around peo(p/ddeé-448)f you get tired

The need for space from social situationsisalsoportr ayed i n T, rbefigd accoul
alone someti mes can be nice 'cause you need
Usi ng t he mdotvaogidl batteryo(14/688) tdiillustrate the impact of social

situations for her, Tris articulates the following.

Tris: if you've already been speaking like before school to people and maybe

you've been forced to speak in lesson, | feel kind of drains my battery and get
reallyannoy ed by that, dondét | i ke it and erm vy
calm down. (35/1705-1708).

Tris further reveals an emotional response signalling a need for space from these
situations to help her ficalm down. o0 These st
participants, prolonged periods of social interaction can have intense physical and
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emotional repercussions, offering a new insight to the literature, not previously
captured by CYP with SM.

The accounts strengthen recent research where more than 50 percent of parents

reported a lack of distance fromothersas associ ated with their
(Schwenck et al. 2021). Extending on these findings, this research captured rich data

from the individuals serving to illustrate space in school as having physical, as well

as practical, social and emotional functions. The findings offer a new insight to the

|l iterature as well as important, practical
school environments. Within the literature, it is assumed that a lack of dialogue in

school may inhibit the reciprocated experiences with another human (Shaffer; 1996;

Stern, 1985) in turn having psychological implications for the SM child (Albrigtsen et

al. 2016). On the contrary, accounts in this study revealed the negative physiological

and psychological effects of extended exposure to social situations in school for

some individuals with SM, rather space and time away from these may serve as

important protective factors in school helping participantstoi r e ¢ h @nisg e 0

14/685).

Theme: Ethos (The foundations)

Participants referred to shared characteristics and common attitudes adopted within

theiridealandnon-i deal schools. This theme captured

about inclusion, equality, and opportunities in the school they would not like to go to

and their ideal school. Two sub themes are elaborated subsequently.

Subtheme: Inclusion and Equality
Being included socially and academically f
ideal school environment, whilst being ignored, left out or overlooked featured in the

school that participants did not want to attend.
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Figure 24
A sense of isolation and loneliness in a non-ideal school (Ruby)
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Ruby draws herself sat alone in the classroom whilst expressing feelings of sadness

and isolation from her peers. For Isabelle, not having friends brings with it a loss of
connection and stability in school and she describes feelings of confusion when

facing social situations alone:

Isabelle: umm | would probably be by myself because | probably wouldn't

have any friends and | probably wouldn't know what to do. (7/334-335)

Isabelle: uh so um like at break times | wouldn't really know where to go or
what to do. (7/337).

However, others perceived being ignored more positively:

Tris: Well, I would feel upset but like at the same time | feel like being ignored
isn't that bad. You know, no one really pays attention to you, so you can do
what you want. (13/647/648)

Invisibility seemingly reduces the perceived social pressure for Tris, at the same time

she acknowledges unpleasant feelings when being excluded socially.

Other constructionsofanon-i deal school regarded Obl anket o
which together contributed to a school ethos based upon discrimination and
unfairness. For some participants, a non-ideal school meant that everybody would

be expected to complete the same level of work with no adjustments for children
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needing challenge or additional support
approaches0 were associated with unfair and

Tris: Well. | think it's unfair because like a lot of. | know, another kid who like

has | i ke social anxiety. Not , sekectieandt!| y

selective, social anxiety and he doesn't really speak that much, but a lot of the
teachers give out like rewards for the speaking. Which | feel is unfair because

you know, I'm still doing the work, a lot of occasions better than everyone else

in the class and theydore only giving

(4/161-166)

( Mon

nco.

Sel

mer i

Intheirnon-i deal school, participants felt that a:c

wrongdoings, they were collectively punished:ié usually when someone

somethingwrong,t hey don't own up to it so then

(Isabelle, 18/955-956). Mirroring previous findings represented in views of individuals
with SM (Albrigtsen et al. 2016; Omdal, 2007; Roe 2011; Walker & Tobbell, 2015)
participants further indicated a sense of helplessness, frustration and

defencelessness when faced with injustice in school.

Tris: | was talking to my friend, and it was like the entire class was talking and
it wasn't just us two. And the teacher told just us off. And that annoyed me. |
couldn't say anything. (19-20/945-950)

Teachers are not always aware of every situation that occurs and may draw
conclusions to maintain calm learning environments or discipline in school (Pirotta,
2016). However, participants reported that these may not benefit the children who do

not engage in misconducts or speak in class.

In contrast to being ignored, excluded and blamed, social and academic inclusion
were perceived as important aspects of an ideal school ethos. Participants valued
positive practice and experiences of being included and enabled to participate in

school once the pressure to speak was removed:
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Parent: Do you like the fact that you don't have to talk when you do art?
(29/1551)
Coco: Yes. You just get to do fun stuff. (29/1552)

Elsa: Today we played a game of nouns and adjectives. One side was nouns
and the other adjectives. The teacher said a word and we had to go to the

side we thought was right. (Parent mediating Elsad s V)i e ws

Hannah: é everyone else had to like put the presentation up on Teams and
like talk through it but my teacher changed it so, you know like the notes bit
under the slides on PowerPoint? (21/1119-1121)

Hannah: So I would like just type a mini script and | just handed that in so |
didnot ne2/Md123)o t al k.

Whil st participantsdé views of preferred subj
underpinning these were the importance of being included in social and academic
activities on a 6| eayerehgsthasamerclppnceofel d6 wher e

succeeding.

In an ideal school, participants viewed social connection and relationships with peers
as critical in shaping positive experiences. Representing Monkey, who described the

children in this schoolas fi i n c | bhes mother shares the following discussion:

Parent: well we spoke about, cos we went through them this morning just so
that | could clarify what she meant, but basically, say if you were outside and
it would be play time and there was somebody who didn't have anyone to play
with, then there would be children to go over to that person and they would
get them to come in, there wouldn't be anybody on their own, basically.
(15/686-690)
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Al participants valued having friends 1in

ideal playground where he describes the childrenas;ihol di ng hands and

are happy because(Sefigarg25pre friends. 0

Figure 25
An ideal school with friendly and inclusive children (Coco)
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For others, being with close friends in class was an important feature in their ideal

school. This may enable the participants to connect with an interaction partner over a

shared topit o&ni aheweher.Otgrs peroeiveadGittiigE |l s a)

near friends as important in helping them feel comfortable and able to talk, creating a

more positive and enjoyable classroom experience.

Tris: Well, s h e @sfriend. We can talk during lesson, you know. It's fun. You
know she's, if I'm missing a piece of kit then she can easily lend it to me
‘cause we're friends. (32/1524-1525).

In the ideal school, inclusion is fostered: Children feel accepted and can spend time
with other children. This enables participants to enjoy the inclusive atmosphere in
school and engage in activities, adjusted so everyone can take part and succeed.
Findings align with previous research where CYP with SM were keen to engage in
the social, recreational, and academic activities once the pressure to speak was
removed (Albrigtsen et al. 2016; Hill, 2019; Omdal, 2007; Roe, 2011; Strong 2019).
As the CYP appeared willing or eager to perform or engage in social encounters
when speech is not required, they further solidify the conceptualisation of SM as a
specific fear of speech (Johnson & Wintgens, 2015; Omdal & Galloway, 2008).

Moreover, friendships in school may serve as an important protective factor mirroring
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Strongbés (2019) findings where participants
facilitating progress in school.

Subtheme: Opportunities
Being afforded choice and opportunities was another aspect of the school ethos
described by the participants in their ideal school, whilst being denied these liberties

featured strongl videalsthoplar t i ci pants6é non

A non-ideal school where choice was not an option was captured in descriptions of

being unable to access activities or resources, including favourite lessons and play

equi pment (Monkey; AT). THdeasschodwheredshee st r at ed
wouldbeimi ssi ongg wiun@ t oandhgoimhny edo the dell / bro
This type of school was also constructed as a place where children were at the

mercy of the t efalc hdeornsd6ot algiekned atsh.e wor k ,t hat t
23/1221), thus learning was viewed as something to endure rather than to enjoy.

Under these conditions, Olive further views school as a place where learning and

enjoyment would be difficult for her:

Parent: 6wor ki ng hard and concentratingé. Do
your nightmare school? (16/827)

Olive: I 6d try t o. -iJemhschoelsolumrg (1&l1828) o non

Parent: right @l6/829)i ng f und

Olive: | don't think you could in a nightmare school. (16/830)

Others describedanon-i d e al wherke they forcdipeopletodothingsdo (| s;abel | e
5/216). For Monkey, this included mandatory participation in perceivably undesirable

activities (e.g,fassembl i eso; AKS2 eat oiorothdre hal |l at
beingforcedtofit al k i f vy o (lsalkiten58218) wasperceivédaoa

significant part of a non-ideal school ethos, inducing negative emotional responses

including frustration and distress:

Tris: If you've got your hand up then it's like more OK. But erm being like
picked on in lesson and forced to speak, or if they're like reading a book in
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English and youdére |Ii ke made to speak, th
(2/63-65)

At the same time, removing the opportunity to speak altogether in school was

perceived as having the inverse effect of helping participants. For some participants

introducing cards as a way of communicatingnon-ver bal | 'y was dnoontoti de al
want Wiiaavt1d/378);iCos t hat wil |l ejedstl irhkeekd meanj us!
(Olive, 20/1051). Further amplifying the impact of removing the expectation to speak

altogether, having children and teachers talk for them was also perceived as

undesirable because fthey might say the wrongt h i (kElgapori c hayger wor ds o
(Tris, 39/1883). These views echo previous research whereby the expectation to

communicate nonverbally was perceived as unhelpful by 75 percent of participants

(Hill, 2019) and may serve to reinforce silence and social isolation (Walker & Tobbell,

2015). They also align with clinical observations whereby alternative forms of

communication replacing talking altogether may serve as a maintaining factor in

school (Johnson & Wintgens, 2016).

In their ideal school, participants conveyed the importance of a school ethos built

upon acceptance and celebration of diversity. This is captured by participants
articulatingthatin or mal o s(,B2/24&l-2499) as well as others describing
children in thagiursti dlealn gs d (saelle, 120&8M)With fihn o g o
speci fi c(Hammaihbfso risolieod.

Choice for participants included alternative inside activities at break and lunch times
(Hannah; Monkey; Willow) and position of classroom seating were further conveyed.
For some patrticipants, a choice of seating intended to meet an emotional need for
avoiding attention (Elsa; Isabelle; Monkey; Ruby; Tris) whilst others viewed seating
as providing a more cognitive function for attending to and processing information in
class (Hannah; Willow). These reflected previous findings where a high percentage
(75 percent) of secondary participants viewed seating preferences as important in
school (Hill, 2019).
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Participants soughtiopportuni ties to talk but carrying
want t o s a(danaahdyst hii dnegddl Respandes \atied according to the
individual however, the data captured views of a preference to talk with people and
in contexts wherethey f el t comfortable (AT), amplified

Awhen its play time | can spgk@mR) for myself,

Further echoedinthep a r t i cuviewsastie smportance of teachers seeking

consent whilst accommodating individual needs:

Isabelle: if they ask like people in the class to do group work or something,

um i f theydre unsure whether you're okay
you do you want to do this or would you prefer to do something else? (12/620-

623)

This theme captured p a r t i criequd fonatséhsol ethos intricately balanced

between exerting force to speak and removing the expectation to speak altogether.

These reinforce observations within the literature regarding the importance of others

in school preventing acceptance of the silence and withdrawal, rather gently

supporting individuals to break down the barrier of theirii s i | @ a b ({Oindaly o

2008, p. 14.). Going some way towards explaining the perceived importance of

choice and opportunities in school, the nature of the condition can serve to deprive

individuals with SM of important opportunities and liberties in school. In the literature,
participants viewed SM as inhibiting their most basic needs including going to the

toilet, asking for a drink and feeling safe (Albrigtsen et al. 2016; Omdal, 2007; Roe

2011; Walker & Tobbell, 2015). Consistent with Johnson and Wintgens (2016) the

expectation to initiate such requests in school may serve as a maintaining factor.

These findings extend these by offering a new insight into the importance of schools
affording CYP with S Mexpréssionovpightheirtcondition y f or fis
often denies themd (Roe, 2011 p. 32), these

factors fostering positive experiences in school.
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Theme: Person Characteristics (superstructure)

Characteristics of people in school (staff and peers) played a significant role in the

par t i cviewsakramgh@ data, three sub-t he mes wer ePowegbpt ur ed 6
0Di stanced6 and 0Ex tPeopleniraschodCweeercaptaredeasthes t i ¢ s 6 .
perceived metaphorical building blocks or superstructure, s er vi ng t o O0scaf fo

6demol i shoé t hiews gndexpeiieacesirasochbad 6

Subtheme: Power

Within their non-ideal school, participants perceived the behaviours and

characteristics of peers and teachers as authoritarian or aggressive in their

approach. In this school, teachers were described as fi s t (ldakelte;dHannah;

Olive; Ruby) and adopting punitive approaches;ipuni shing me for not ¢
(Elsad mon-idealcardsort). Thi s i s captur ed (ligare2B)omtho d6s 1 | | u:
such approaches seemingly inducing a fear response, it he peopl e are very
its verlphissnonardye.ad school, Cocob6s representat.i
measures similar to that of solitary confinement, describingii é a r oom you go t
when youodyve(Cdre &156).b ado

Figure 26

A non-ideal school with punitive approaches (Coco)

An uneven distribution of power was further amplified between the pupils and the

teachers in | sabell eds fnaéc cfoiunndt swohneerteh itnhge ttoe a
for, so theyo6l |l tel (52)oRiuoyds fdas ariyptliiand ef
capture the authoritarian characteristics of the teachers in her non-ideal school
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implying a sense of surveillancefiét he adul ts are moving and w:
school, like looking (5/219-220)é They 6r e | ookbi2238y at Rubyo

Within the non-ideal school, authoritarian characteristics were also captured among
descriptions of peers as dAbulliesd (AT; Coco
Ot hers perceived peers bel ongi ntheyttravelgr oups r
around i n bi dlsalbelepl6/lS)@s associated with unpleasant feelings; fmot

very (Rubyg #4203);fiver y i ntlsameiledddlil);igoget more panic
it's |Iike a (grnsd2ses).of peopl eo

Conversely, an equilibrium of power between pupils and teachers is captured in the
participantsd ideal school. This is reflecte

more respectful and restorative approaches:

Isabelle: Probably, the adults as well could be less strict if that makes sense
so if somebody has done something wrong, they could try talking to them

instead of shouting at them or punishing them. (18/949-951)

The power shift was further captured in data valuing teachers with characteristics

including: i f u N(ATyGlive);fir el ax edé t (ksdbklle, A24585) andk e s 0

adopting informal approaches;it eacher s are quite not inform
t e a c (Hannah, 18/949-950)and val ued in Rubyb6s account:

Parent: Ruby likes the way that [the teacher] is very down to earth, the
studentsoll chat about kind of what's hap

that so she's quite yeah chatty and kind of on their level. (17/886-888)

Extending these characteristics across the school environment, others described the

importance of fostering harmony among teaching staff:

Isabelle:fit he t eacher(®6@et on wel l

Isabelle: Like you see them walking with each other and they always talk to
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each other and | ae/80®85hHg and stuff. o

These teacher characteristics appeared to play an important role in developing

positive school views because fi just kind of makes the school seem a bit more

f ri e(lanhap,d8/963). Furthermor e, #Afri endl y o wensisteatly i de al
used by all participants when describing the teachers and peers in their ideal school.

Findings among this theme mirror previous outsider research whereby 36 percent of

parentsat t ri buted their childbds silence to peop
(Schwenck et al. 2021). They challenge previous research indicating the difficulties

CYP with SM have when talking to teachers (Longobardi et al. 2019) in comparison

to their peers (Black & Uhde, 1995) by illuminating the impact of authority

characteristics in both peers and school staff. Such perceived characteristics may

maintain the mutism, whilst an even distribution of power through the adoption of

friendly, informal approaches may facilitate more positive experiences in school.

Subtheme: External characteristics

These referred to the externally visible or audible characteristics of peers and

teachers. For some participants, external appearance may impact subsequent

interactions with particular people. Age was perceived as influencing some of the
participantso6é6 views which related to a view
authoritative approache s and ar e | e s dfeallikatley're meamemdandn g; i
probably | e(sabelle B/224)thgplelresional |y erm because ki
age wil|l under st and(Thse30/1881r1882)himanoraidkal | t s wi | | 0
school, teachers were described aswearingiiver y f or"nE215) whicmt hes

fmakes them not very relatable and it makes them look like they are more

i nti mi dat i ng(lsabblla®%221-228.y ar e 0

Figure 27

A non-ideal school with teaching staff wearing formal clothes (Isabelle)
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For others, external aspects of teachers in a non-ideal school related to facial

expressions as captured in the following comment. inot very nice and th
l ook on their f ace IQlivegl3/a9h).erhis maginstlafeelinger y ni c
that teachers displaying these attributesarei u n a p p r o éMohkeyd & e-ileain

adults).

External features of peers in a non-ideal school included size and volume. For

Isabelle, taller and bigger peers were perceivedasfii nt i rdal71) andjtioe

cohort in her non-ideal schooliwoul d probably all be boys as
that's kind of more intimidati (#§88-489)0oFor nat ur a
others, i n o i(QliyePWillow; Isabelle) or i | o ({Hanbah; Ruby) were perceived as

important external characteristics of peers in a non-ideal school. Noisy peers

seemingly evoked an emotional response in the participants as captured by

descriptions of these peersas i a n n o {Hammah;00live; Tris). Moreover, one

participant perceived a dissociation between her own outwardly i q u (Test o

48/2353) characteristics and others externalising fi n o i(45/2248) characteristics.

These appeared to pose barriers to her interacting with peers displaying these

attributes;ii t ' s more hard to talk to the | ouder Kk
and it ' (3ris,W& 2363d235d). Through this dissociation, her world is firmly

divided between peers that are perceived to be fi © ie(62/2525) and those that

Aar en 6(b2/2526)c e O

Triséits mainly the | oud kids that arendt n
aren't nice, but you know. (52/2526-2527)

Tris: there's more of a chance that they're gonna understand. (52/2529)

These indicate that peers and teachers with external characteristics aligning with
those self-identified by the individuals may be viewed as more understanding, less
intimidating and thus more approachable than those with perceived conflicting or
opposing external characteristics. These findings provide first-hand insight into the
i mpact of otherés external characteristics i
research where a quarter of parents identified characteristics including old age and
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bodysize as a reason for their childds silence
new insight into the preferred characteristics of interaction partners in school,
providing scope for identifying key adults and peers which may foster a sense of

connection and comfort in CYP with SM.

Subtheme: Distance

In their non-ideal school, lack of distance was viewed both physically and through

the expectations of others. Participants constructed a non-ideal school where

teacher s mamhek i ;ngc imel ;| @Willowdast -rediredoitacard sort);
speaksagti fig unachi evabl e (ATgEisg Witlosy) ahdor me t o
academicdemands;il guess I f they gave me | oads of
or something (Isabelle, 2/37). Unrealistic social, speaking and academic
expectations were further capt uidealdchooh Hannah
and consequently a lack of distance may place undue pressure and strain on the

participants.

Figure 28
A non-ideal school with pressure and expectations (Hannah)
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Intheirnon-i deal school, peers would also show | it

need for physical distance as reflected in the descriptions of peers that i p u $Ruly;

Isabelle; Tris; Coco) and i s h o(lsabelle, 16/802) and in other accounts of peers as

Aiconst ant(Hannahdasl kidesmingeers) doeB8ndt stQiye, tal ki ngo

31/1667). Peer expectations in the form of pressure to speak also appeared across

parti ci piachagald sncomo ol constructions aa@w.i |l |l ust
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Figure 29

A non-ideal school with pupils who do not respect a need for distance (Hannah)

Furthermore, a lack of personal space and the perceivably confusing social
expectations of peers are captured in the following account promoting uncertainty
and stimulating discomfort:

Tris: they just like walk past you and maybe like gesture for a high five or fist
bump. And it's really weird. Yeah. | don't think anyone ever actually fist bump
or high five them back. | just kind of stand there awkwardly and maybe like
walk away a bit. (47/2293-2295)

This theme highlights how a lack of physical space, direct demands and
expectations (social; speaking; academic) by others may instil feelings of discomfort
and place pressure on participants. Conversely, in their ideal school, participants
sought distance from expectations and as such, displayed a preference for teachers
exercisingfi p at i (&abelle, @8/933), givingii mo r e (RubyrB&58) and
distributing work in i s e ¢ t (Hammals, 6/463).

Figure 30

An ideal school where pressure and expectations are reduced (Hannah)
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Hannah: | tl0isk e, |l 6m gonna use course work as
difference between like psychology and business. Psychology, we were given
the whole thing and they said complete it in like three months or whatever.

Whereas business we were given it in sections. (9/461-463)

Reducing the expectations and allowing space and time appears to alleviate the

pressure for Hannah who subsequently reflectedthatii 1 t al most feel s | ik
(9/482). The accounts highlight how othhad s6 | ack
through exerting pressure may serve to maintain the mutism. These align with

clinical observations (Johnson & Wintgens, 2016) and 50 percent of parents who

agreed that people who get too physically close or place expectations and in turn

exert pressure on their child were associated with SM (Schwenck et al. 2021). The

responses provide a new insight into potential anxiety-reducing person

characteristics of others which may facilitate more positive experiences and

interactions in school.

Theme: The Climate

The school climate refers to the quality and character of school life and is captured

as the metaphorical o6cementd that holds the
feed into the climate. In essence, the climate reinforces the perception of school as a

As afWdlawd s i d e achrd soit) bramsafe place for the participants.

Subtheme: Volume

A central feature contributing to the climate, was the perceived level of noise within a
school environment. Noise featured immensely among constructions of a non-ideal
school, emerging from others i s h o u(Caca pabelle; Olive; Ruby). Isabelle
expandson her views of Mhlneé stteaxommemde iffr otmhd&y br e
then also if they're making | oud(@A»m6)ses on p

Similarly, Coco describes an emotional fear response evoked by i s h o tedches.

Researcher: What makes them scary? (10/526)
Coco: [Speaks quietly to P] (10/528)
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Parent: Is it the fact that they shout? (10/529)
Coco: Uh huh. (10/530)

Researcher: who do they shout at? (10/531)
Coco: everybody. (10/533)

Figure 31
A non-ideal schoolwithi s hout yo t e, 20446y s ( Coco

Figure 32

A non-ideal school with loud children (Isabelle)

LTSS

Isabelle: they [the children] shout things a lot and are very rude. (4/166)

Noi se provoked other emotional responses as
feelingfover whel med wi (Chive,d7/915)t men dn dlird esDO per cei v
frustration;i éi f t hereds | oads of | oud noises, that
(14/705-706). Moreover, being near noisy people had the undesirable consequence
of avertingo t h ettestion;inoi sy peopl e just drag other p
you and i t(Tris, 10M59t460h Naise appeared to have more cognitive
implicationsduetoAdi st r act (Hangah,3/@1@)p.| e®l abor ati ng on Wi
constructnof fihiesi stgpobosehi gh, she just canodt pi
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around her" ( Wi | | o w g $/5-6n dhede enay further illuminate findings regarding
a decreased attention in class (Klein et al. 2019) and fit well with research observing
reduced auditory processing in a small subgroup of CYP with SM (Arie et al. 2007,
Henkin & Bar-Haim; 2015).

Conversely, i g u i(lsakele 10/514) and i p e a c (&sdbelle, €0/496) sound levels
contributed to an ideal school climate with some participants associating this with

feelingfi r e | andealnd

Olive: | thought that meant quiet. (19/985)
Parent: Oh the relaxed means quiet to you as well? (19/986)
Olive: yeah. (19/987)

Figure 33
A fApeaceful o idd@l496)school (I sabell e

'i’"r’ ar
_c’.f

Isabelle: it is not too busy, not loud so it's very quiet, not a stressful
environment. Just very calm. (10/514-515)

However, participants also viewed a completely silent school as undesirable and
perceivably i o d(AT§ 22/865) which may prevent them from being able to speak in
school, captured in the following extract.

Olive: I wouldn't want it to be silent though. (36/1966)
Parent: if it's silent would you speak? (37/1970)
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Olive: No. (37/1971)

For these participants, a silent environment may stimulate further emotions; if f
everyone else is completely silent then obviously, I'd get a bit nervous about saying
you know, (I$abelie, 19/200021601).

Tris described her tolerance of noise as context-dependent across the school

environment as captured in the following description of outside.

Tris:1t s good because you know I get to ha
talking people and loud people. Even though it is still loud. It's it's quieter than
a classroom. (48/2302-2304)

Tris: because in like the corridors and the classroom, there's no like room, so
it's kind of peoplebs voices are just goi
more air. (48/2307-2308)

For Tris and others, outside may act as an i
everyday noise exposure within a non-ideal school environment. These enrich

recent findings indicating that high volume was associated with the silence of CYP

with SM as reported by a small proportion of parents (Schwenck et al. 2021). They

further capture new insights into the importance of making the school climate more

conducive to the needs of CYP with SM whilst revealing the cognitive, social,

emotional and physical impact of noisy environments for these individuals in school.

Subtheme: Familiarity

Within the school climate, familiarity was capturedinpar t i ci pant sd constru

perceived by othersd expectations and behavi

constructions shaped the way participants seemingly navigated the school

environment. Within a non-ideal school, participants described the climate as

unpredictable, unfamiliar, and unknown. For some participants, a lack of

predictability and structure were perceived outside the of classroom environment

(e.g., break alnhde rleubnsc hn ati meusc)h; oir der t o it ,
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Soitskind of just a bunch of pelegbdllee 15[764865). wander i
These echoed the views of participants in Hi
particularly vulnerable during unstructured times in school (e.g., break, lunch, field

trips).

For other participants, a non-ideal school consisted of a place with unfamiliar people;
At eachers chATgi +wgalhcartl sog)ichavi ng a teacher |
(Olive,6/314)and having a suppl ydedl sclaool)lhMoreovérRuby 6 s nc
inconsistent, and unpredictable approaches adopted by teachersir and o ml y
[ choosing] peopl e i f vy @QliveBu20@+2008)and puttiggo ur h an
participantsi o n  t hiaclasp(Rubyy 17/871)f eat ur ed i n pidealt i ci pan
schools. This appeared to evoke an extreme emotional response as reflected in one

parti cacquint 0s

Tris: Well, it's like ‘cause I'm not really prepared unless I've got my hand up,
erm so | wasn't expecting. | wouldn't be expecting it. So, a lot of the time

during lesson I oOm really pan@&¥%&)d i f they

Cocob6s deasacimpligs & mown-ideal school where teachers present

inconsistent behaviours:i The adults are very nice sometin
scaf €0 c o éideal schaol). He subsequently explainshowii t woul d be fu
it would be scary in case the teachers come .This suggests that for Coco, an

unpredictable, inconsistent climate may prevent him from being able to relax fully

and enjoy this school environment. As illuminated in these accounts, unpredictability

may consequently stimulate a state of hypervigilance leaving little energy to relax

into the learning process in school as outlined in the following comment:

Tris: most of the time I'm kind of like just waiting to get picked so it's like |
start panicking and then | don't focus on the lesson as much as | probably
should. (41/1999-2000)

These align with previous proposals from an outsider perspective that for CYP with
SM, much of their school day is likely spent in a state of hypervigilance, monitoring
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surroundings for fear of being called upon to answer questions or feeling
apprehension about othersdé attempts to encou
energy away from focused attention in class (Hung et al. 2012). They further echo

the views of 50 percent of the participants

tense to process information accurately or quickly.

Conversely, familiarity was another pertinent component among the participantsd

ideal schools. This meant bringing structure and predictability to aspects of the

school environment . fdmiiari tefers te pesplej pdrecaldrly s c h o o |
friends because i | kK n o w2008 ®; mdwell as situations; Al think | qui t
clear routineo(26/1408)iAnd | know what , w26/a4l0).Foram gonna
Isabelle, structure and familiarity contributes to a climate thatisinot chaoti c or

a nyt hills5p) She illustrates this with children i o u t stifde @ a Kil/b5he o

sitting around aboardgame;ij ust t al king to eacdllB4dher and
MAind not messing aflosd®)d or anyt hingo

Figure 34

An ideal school with games and things to do during unstructured times (Isabelle)

For others, structure and predictability was captured in the form of alternative
arrangements at break and lunch times (Hannah; Willow; Monkey). During these

times, Tris articulates a preference for games instead of talking.

Tris: | just kind of prefer computers to socializing. Socializing is just hard.

Computers are easy, you know. (35/1700)

126



Predictability may help participants manage the perceivably unpredictable, unknown

and potentially ériskydéd social world around
observations and child voice research indicating that interactional rather than

performant fears are significant for CYP with SM, owing to the unpredictable nature

of these exchanges (Johnson & Wintgens, 2016; Vogel et al. 2019).

Familiar people within the school environmen
accounts. In his ideal school Coco described the teachers as the i mu m($8070)

and i d a §18/972) 50 you can see them every dayo(18/976) which may represent

a desire to remain connected with significant and familiar people in school. These
reflected previous findings where participan
(Strong, 2019, p.112) in school.

For AT, familiarity represented a two-way process, whereiever ybody knows

everybody.o

Parent: One of the things we, AT was talking about before was yeah, that it is
really important that she knows everybody and that in particular, you wanted
people to know you. She prefers it if the other children know that she doesn't
like talking. (8/318-320)

Together, familiar people and situations appeared to be associated with feeling
Aor ga nQ®lieeg2d/D098), A s aWdlawdé s | deal),i¢ ar ¢ (Hamnahto | o

Rubyd s i de al and asertse of aalmt )

Tris: Well, normally I'm quite stressed, but at least like now, | know that she is
like understanding and so it's made me feel a lot calmer in like that lesson
‘cause | know she's not just gonna randomly pick me '‘cause she knows I'm
not OK with like reading or talking. (45/2183-2185)

These findings reflected previous research whereby parents identified unfamiliar
people and new activities as associated with
2021). A strong need for control has also been proposed as a further etiological
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factor in SM (Ford et al. 1998). When individuals with SM are subjected to a

perceived unpredictable environment (people and situations) an emotional response

may be triggered. In attempting to regain a sense of control and safety, participants

may inadvertently use O0silenced; as an avoid
These further strengthen observations of elevated distress to novelty in CYP with SM

which were associated with high behavioural inhibition (Kagan et al. 1984). An

unpredictable environment may serve as a maintaining factor in school. Key

implications and considerations are raised by the participants who share consensus

around the importance of creating a climate based upon familiar people and
situations. These align with 60 percent of t
reported reduced anxiety when knowing what was expected of them in school, with

advanced notice for class activities valued by 33 percent of the participants. These

will likely serve as protective factors and may enable participants to relax in their

school environments.

Summary

In summary of the findings regarding RQ1, aspects of the school environment
including limited space, crowds and populated situations were perceived as anxiety
inducing whilst more positive feelings were associated with space (physical and
social). Participants sought an inclusive school ethos based upon equality, fairness
and opportunities whilst the antithesis of this was a school that excluded or isolated
pupils with limited scope for choice and opportunities. Certain traits of others (e.g.,
authoritarian characteristics) were further viewed as stimulating a negative response
whilst friendly, informal, and quiet people were perceived more positively.
Participants sought a calm climate based on structure and predictability whilst an
unfamiliar and noisy climate was perceived as undesirable. The insights from the
individuals themselves amplified the importance of creating school environments that

are more conducive to the individual needs of pupils with SM.

RQ 2: What factors do CYP with SM perceive as influencing their current

school experiences?
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Superordinate theme: External processes within school

Among the responses, héilnnttehren ailn dR rvoicdeusasle sabn dw i
Processesd in the school environment were ca
and serve as protective or maintaining factors for the individuals with SM in school.
Under the External processes sits the role of others (peers and teachers) which will

be elaborated subsequently (See figure 35).

Figure 35
Thematic map detailing the themes and subthemes in answering RQ2

External o Internal
Processes Processes

Construing Speaking Personal
The role of Identity Competences
others
il 1

v

FearRelated  Flexibility ~Discrepant  Fixed ~ Academic  Social

Maintaining Protecting
<

Theme: The role of others

A key theme captured how people in the school environment play a critical role in

shaping the participantsd current experience
over and above other aspects of their school environment, teachers and peers can

haveasi gni fi cant 1 mpact on participantsd schoc

following comments.
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Isabelle: | think it definitely is the teachers, um | don't think it matters what the
subject is whether [ like it or not because if it's a subject that | like with a not

very nice teacher it still wouldn't be very good. (17/873-875)

Isabelle: if you got rid of all the non-ideal teachers and you got rid of all the
non-ideal children then | think that would be completely fine. (18/912-913)

Tris: It would be fine if the school and the classroom and outside stayed the
same and just the adults got better. That would be fine. (50/2433-2434)

llluminating the role of others in school, some participants regretted a lack of
understanding from peers and teachers which shaped views of their current school

as a negative and unsupportive place:

Parent: | 6 m sorry, Il got that wrong, the the,
speak, 6 Rubyds just coarmsipte a(@8F94me5) not t ha
Parent: Yeah, it annoys her, it makes her upset but also a little bit mad as

we | [(16/798-799)

Parent: someti mes | i ke they try and, they think
t hey 6 n16/808-804).

A partial understanding was captured in the perceived assumptions from peers who
inAt r yi n g indadeertently had thedopposite effect, leading to feelings of upset
and frustration for Ruby. Olive shared similarviewsof ot her 6s percei vabl

understanding of her SM as captured in the following extract.

Olive:ébut they someti me@0/G13)st think | édm shy
Researcher: Okay. So, what would you rather they thought you were?

(30/1637)

Olive: That they knew. (30/1638)

The responses also provided insight into the approaches of well-meaning adults with
incompl ete understanding in sersfemag to singl
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Tris: it might have made me seem more like different because you know all of
the people in charge just kept coming up to me and talking to me and like
trying to help me make friends. So it was. It was nice of them but like at the
same time no one else was getting that off the people in charge. (33/1586-
1589)

Perceived unhel pful responses from teachers

views and subsequently elaborated by her mother.

Parent: So she triesto,shewoul d say O6encouraged6 Will ow t
doesn't worké she had done some dancing a
her, copying her and she'd felt that had gone really well and Willow came

home and said that it was the worst day she had ever had in her life.

(10/277-282)

Figure 36

External maintaining factors influencing current views of school (Willow)

i Non-ideal Schoo!

(School)

(Non-ldeal School) | \ (Ideal School)
(Adults) ' ‘
L= W | B2 (Classroom)
| (Me) |
(Children) ‘ H (Outside)

Ot hersdé reactions to the mutism roodldnetct ed t h

speak and thus ignored them altogether. However, being socially excluded by peers

was not something the participants wanted.
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Tris: You know she was asking like everyone, but she didn't ask me. So |
think she might have thought that | couldn't speak. (17/797-799)

Tris:1 was kind of happy that she didn't sp
have to speak back, but at the same time | feel like she didn't include me.
(17/802-804)

This was further echoed in Rubydwdcurrent ac

contribution of peers in reinforcing feelings of social isolation and loneliness.

Parent: Yeah so she said, it, it's a mixture like there is some children that
understand, and and kind of care about he
a lot that | think are just, kinda not kind and maybe not bullying her in

particular but more kind of ignore her. (16/833-837)

These insights mirror the wider literature suggesting that the behaviour and reactions
of others in school can serve to maintain SM (Albrigtsen et al. 2016; Hill, 2019;
Johnson & Wintgens, 2016; Roe, 2011) by inadvertently reinforcing the silence and
invisibility of individuals (Omdal, 2007). They align with previous findings indicating
the role of peer reactions (Strong, 2019); unhelpful staff (Roe 2011) and the need for
a greater understanding from others in school (Hill, 2019). Moreover, they strengthen
the role that school staff play in fostering more positive experiences by ensuring CYP
with SM are socially included in school (Albrigtsen et al. 2016; Hill, 2019; Omdal,
2007; Omdal & Galloway, 2008; Patterson 2011; Roe, 2011).

For some participants, otherds understanding

promoting more positive views of school, as outlined in the following comment.

Tris: 1 would have put them completely under the non-ideal but yesterday
there was like, there is one teacher that has like understood. (45/2167-2169)
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Figure 37
External protective factors influencing current views of school (Tris)

J
nay oo

For Tris, having just one understanding teacher, appeared to positively influence her

~

Ideal School

_/

current ratings in school. Staff accommodat.

featured as an important factor in preserving positive views of school.

Hannah:é qui te good as it is at the moment

really like, like corridors and it being really big and confusing, erm, | have a
1:1 that goes with me through the corridors to get to my lessons, so its things
like that, that the school does. (19/1018-1021)

For Hannah, the role of staff in making the school environment more manageable
enabled her to navigate the school surroundings free from the constraints of her

perceived difficulties.

Having trusted peers and friends in school was considered another important factor
influencing positive current experiences due to their perceived understanding and

relatability.
Tris: Like they already know that | have like struggles with speaking and stuff.

They already know, so they'll like understand more and | feel like | get along
better with them. You know it's just better. (31/1477-1479)
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AT was the only participant viewing their cu
these positive experiences to therybodyst and

her current school.

Figure 38
External factors influencing positive views of school (AT)

é\..-
ot
| Ideal School )

| f
X

Being understood by others acts as an important factor in facilitating more positive

current experiences in school and this theme indicates how responses from others

may serve to either protect the participants or maintain the mutism. Underpinning a

ocompl eted understanding is the importance o
acceptance, and social inclusion. The importance of peer and teacher involvement in

the management of SM was highlighted in other pupil voice studies, where 20

percent of CYP reported school staff and 33 percent reported friends as being

hel pful (Roe, 2011). These are al Spgercentef | ect e
of participants with SM felt teachers played a significant part in developing self-

esteem, and all participants valuing trusted friends in class. Together the findings

connect with the views of participants signifying the importance of friendships,

understanding and acceptance from staff and continued support from a trusted

keyworker (Albrigtsen et al. 2016; Hill, 2019; Roe, 2011; Strong 2019). These have

direct implications for practice regarding a role for the key adults supporting them,

both to address the speech anxiety and maintaining factors of SM (Johnson &

Wintgens, 2016).
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Superordinate theme: Internal processes within the individuals

Under the broader theme of énternal Processes,fparticipants reflected on aspects of
themselves which may play a role in their current experiences in school. These are

considered in more detail subsequently.

Theme: Construing
This theme captured the participantsd i nt e r gbevents en schoolffears) and
aspects of themselves (flexibility) which were considered potential internal factors in

serving to maintain the mutism or facilitate positive experiences and/or recovery.

Subtheme: Fear related

Fear related constructs were reflected among the participantséaccounts and

clustered under four main fears: failure; being the focus of attention; judgment and

activities with speech demands. In PCP theory, behaviour and thinking are not

separate, rather, Aconstruingdlsedds ctomshehhavw
(Moran, 2020, p. 56.) thus representing a bidirectional relationship between the

internal fear contents and aspects of the pa
figures 35 and 14).

A fear of failure may shape how participants interact in the school environment; data
capturing these fear inducing constructs included fé@ Mi st akes i n my wor k,
naughty,0(Elsad s -meainschool)isayi ng t he wrong thing/ gett
wrong,0(Hannahd s -mealschool)i when | g @&oco, 2561B08). Forf f O

participants, fear of failure seemed to stimulate an arousal response:

Tris: |1 don't know if it makes other people panic, but it makes me panic when
they're like just taking the register ‘cause | feel like I'm gonna say it wrong. Or

| 6m gonna say s(6/268-278)i ng wr ong.

These findings mirror research where activities associated with failure were
considered by 27 percent of parents to influ

al. 2021). They further align with other research noting a fear of mistakes as a
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remarkable fear content in CYP with SM (Vogel et al. 2019) and are echoed in the

responses of CYP among the pupil voice studies (Patterson, 2011; Roe, 2011). More

wi dely, they st r en gpothesinithaBimntesnal onechabisms( 2007 ) h
including fear of o6inadequacy and inabilityo
recognising environmental factors, including challenging activities in school as

associated with SM (Schwenck et al. 2021). Direct implications in school include

providing experiences with reduced demands and guaranteed success rather than

creating new experiences of perceived failure for CYP with SM. They further align

with the importance of reducing pressure on CYP with SM (Johnson & Wintgens,

2016) which will likely serve as key protective factors in school.

Being the focus of attention was a consistent fear content for the participants who;

Adondét want (Olive, 18842 or laveothefid ocus dimecect ed on
(Hannahd mon-ideal school). These impacted participants in different ways,

however, may be exacerbated or alleviated by aspects of the school environment. As

such, some participants sought seating at the back of theclassfe because t here :
so many people. If you sit at the back, nobody can see you. Even in the middle it's

fineo ( Bbressabtlefamsdfpraise from the teachers:

Tris: | think it's mainly because you know everyone would then be focusing on
me and | don't like that, | want them to focus on other people so | can go like
under the radar and not be noticed. (22/1056-1058)

In attempt to avoid the limelight, others wanted to work with smaller groups of peers;
A6So | can just kind of bl emd (i 5@3edt he backg
651). These findings further reflect previous research where 100 percent of
participants did not want to stick out in anyway (Hill, 2019) and 66.7 percent of
participantsr e port ed observational fears (Al donoét
0 b s er v évogeleta). 2019). They further strengthen the parental reports
indicating that activities drawingot her s 6 avardsé¢hritchild weretassociated
with SM (Schwenck et al. 2021). Attentional focus will be an important aspect to
consider within the school environment and when planning interventions for CYP
with SM. The defocusing of attention (e.g., sitting beside rather than in front of the
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child) may reduce anxiety as recommended in the SM literature (Oerbeck et al.
2014; Schwenck et al. 2021).

Judgment by others was another important fear content and included: iWorrying

about what others will say,0(Willowd s ¢ a yfdt hsi onr khia frapk,d(AT aElsad s
cardsot)yisaying/ t hinki,n@Tols cala taking fesidekce

personallyd0 ©A T c a ). Eearefdeing judged by others is further articulated in

Trisdo ddcadwmt;t want t o bdyweie®52/24%2500). ke r eal |
Whilst not speaking may serve as a mechanism for reducing the risk of being

negatively perceived by others in the school environment, participants also

acknowledged how the act of not speaking itself may serve to reinforce the fear of

being judged:

Tris: If it's a group of people like it was when they always said, why don't you
speak? Erm, | didn't say anything which was might have come across as a bit
weird because | didn't know what to say. (12/566-569)

These accounts align with previous researchnoting par ti ci pant s0 desir e
foolish to others (Walker & Tobbell, 2015) and fears of social evaluation (Vogel et al.

2019) . Il n addition, they strengthen Bissolid
ot hersd may be a cr it irginmihg SBl.A\hitstithese&elrs el e ment
might be clustered under the more general social fear, a key difference for Tris and

others with SM, is the need to specifically avoid the distress of the undesired mutism.

This aligns with previous lived experience studies (Walker & Tobbell, 2015) and

strengthens the conceptualisation of SM as a specific fear of talking (Johnson &

Wintgens, 2015; Omdal & Galloway, 2008) rather than a manifestation of social

anxiety disorder (Black & Uhde, 1995).

Reports from the individuals themselves highlighted how i Ta | ki n gHarmahs e d 0 (
21/1094) activities in school induced uncomfortable and i n e r v(lsabele)

19/1001) feelings and some participants sought to avoid these:

Isabelle: | don't ask to go to the toilet in class, | just go at break. (19/998-999)
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For others, the act of reading out loud in front of the whole class was another source

of anxiety, evoking an intense physiological and emotional response:

Tris: | feel like either my voice is gonna like crack through the sentence or |
might my voice might sound weird. So it's kind of when I'm speaking the
further along | go in a sentence, the more panicky | get about the sentence.
(18/883-885)

T r ireflegtion further aligns with clinical and empirical observations indicating that
voice related fears may also exist in a small subgroup of CYP with SM (Johnson &
Wintgens, 2016; Vogel et al. 2019). Participants perceived these fears as more
manageable when external environmental accommodations were made in school,
highlighting the impact that small adjustments can have on the experiences of CYP
with SM:

Hannah: My psychology one, that was another PowerPoint and everyone
else had to stand up and do it in the class erm or on teams. Erm and my
teacher did it with, instead of the whole class it was only a couple of people.
Yeah, that was better. (21/1133-1135)

These strengthened previous research from an outsider perspective highlighting
speech demanding activities as associated with SM (Schwenck et al. 2021) and from
the individuals themselves reporting an elevated fear response when subjected to
these situations (Schwenck et al. 2019). Moreover, the findings solidified the
conceptualisation of SM as a fear of expressive speech with an over-lap regarding
social fears (Johnson & Wintgens, 2015; Omdal & Galloway, 2008; Schwenck et al.
2019).

Consistent with previous research, social fears and fears of failure may play a role in
maintaining SM (Schwenck et al. 2021; Vogel et al. 2019). The findings further
contribute to outsider perspectives in the literature indicating that children with SM
present with a hypersensitivity to criticism, self-devaluation and perception of the self
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as incapable and inadequate (Capobianco & Cerniglia, 2017). Tentatively
contributing to the consistently reported fear of being the focus of attention, the
authors propose that being the centre of attention activates a concern that others will
become aware of their inadequacy which may play a role in the mute response. The
findings provide directions for future interventions identifying and targeting these
types of fear (Vogel et al. 2019) for facilitating positive school experiences and

potential recovery.

Subtheme: Flexibility
This capturedthepar ti ci pantsod6 flexibility .Whenconstru
placing the oO0ideal 6 and Osett ]| thércarant ds on t h

school to be more like their ideal school was expressed. Whilst the degree of ratings

varied, all except the one participant, who
(AT), acknowledged that they would O6settl ed
Figure 39

High yet realistic expectations in an ideal school (Isabelle)

&:

Non-ideal School J§

Isabelle: | don't think it would be very good to settle anywhere lower because
|l don't think ummmm | donét think .what |
(17/888-890)

Isabelle: | wouldn't want to settle any higher because | know that it's probably
not possible, but I wouldn't want to settle anywhere less because it just
wouldn't be very nice. (17/892-893)
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Figure 40
Willingness to compromise in an ideal school (Tris)
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Tris: Well, it doesn't really need to be perfect because it's not gonna be

perfect. But | would like it to be close to perfect, because then I'd feel more
comfortable and not stressed out like during lesson. They need to try and do
something. (49/2403-2045)

More than half of the participants placed th
current and oO0ideal 6 school thus despite havi
demonstrated flexibility regarding their preferred pole of the construct. In PCP it is

import ant to observe fiwhether the child will s
personal devel opmento (Moran, 2012a p.21). A
settle may act as a protective factor for the participants, inducing feelings of

accomplishment and acceptance should even a small amount of progress be made

towards their ideal (Moran, 2012a). The findings in the current study build on

Strongbés (2019) research where most particip
compromi se regarding their ¢6éideal self 6. Mo r
findings suggesting an association between perfectionism and SM (Vogel et al.

2019).

Theme: Speaking identity
This theme captured the participantsd views

which are elicited subsequently.
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Subtheme: Discrepant

In line with previous research (Strong, 2019), participants revealed a discrepancy

between their current and ideal speaking selves; il want to say stuff b
think 1 cano(Olive, 15/786) il don't like my voice. | think | sound weirdo(Tris,

24/1143) . Thi s was al so observed in Cocob6s acco

more like his brother:

Coco: Yeah. Cos heds not-fisent , HeOm oaonfid
(20/1054)

Researcher: In what way is your brother confident? (20/1055)

Coco: He talks. (20/1056)

Others shared an internal conflict between wanting to conform with the social

expectations in school, whilst recognising talking as difficult for them. For Ruby, this
meanti s pe aki ng sothatrsmeaduldyldbe t he same as everybod
schoolandn ot yeah have t(b3/6WeTl). Similarly,dnisdispiayed a0
preference for not talking; whilst acknowl ed

Tris: Yeah, | prefer not talking, but | feel like people think that I'm weird 'cause
| don't talk. So | kind of want to talk to sort of fit in. (40/2379-2380)

These findings reflected 23 percent of participants who wanted to talk but
acknowledged this would be very difficult, with reportsof f eel i ng #fAdi f ferent ¢
Afrustratedod and A wdRoet 201l @.25). Dheyfuethet aligh withot her s 0
findings suggesting a disparity between part
negotiated identities causing tm464). Idi stresso
PCP, if an individual perceives a difference between their current and ideal self, it
would be reasonable to expect that they feel at least uncomfortable with their own
development, thus providing scope for change in their behaviour (Moran, 2020). The
perceived discrepancyb et ween participantsé current and
may therefore represent a protective factor within the individuals. Supporting
previous research, this suggests a motivation and willingness to change (Strong,
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2019). The internal conflict between not talking and wanting to socially conform was

only revealed in the secondary aged participants which may tentatively strengthen

the suggestion that embarrassment in individuals with SM, increases with age
(Walker & Tobbell, 2015).

Subtheme: Fixed

Some participants perceived aspects of their speaking identity more rigidly. For

Olive, her established speaking patterns in school appeared to be contextual and

person dependent;i Cos you can

break but

t a

| K t o yl[taughs]jatri ends i

(1/%80) and forrdoa play dime was a place where he could

speak more freely in absence of the teachers.

Parent: And do you chat a lot at playtime? (25/1348)
Coco: Yeah. (26/1349)
Parent: to everybody in your class? (26/1350)

Coco: Yeah. Cos there's no teachers. (26/1351)

Parent: And how about when you're inside your classroom? Do you talk to
your friends inside? (26/1352)
Coco: Sometimes. (26/1353)

Others demonstrated uncertainty around aspects of speaking behaviours such as

A Lo uidS,id e mMtWh i asmpie r( iAnTg

Ol

i ve:; Tri s; Wil low). F

was something that appeared to be incompatible with her current and ideal speaking

identity;Al woul dn't be doi

ng

t 1{1&/801)iwhilst fayTris, d e al s ¢

Aqui et o was a more fifledstaislple cwd4®8383he rbe deuwit

These reflected previous accounts of individuals with SM using adjectives such as
shy and quiet to describe themselves (Omdal, 2007; Patterson, 2011; Roe, 2011,

Walker & Tobbell, 2015) and aligned with assumed introverted personality traits
within the general SM literature (Black & Uhde, 1995; Cline & Baldwin, 2004,
Johnson & Wintgens, 2016; Salfield, 1950; Wright, 1968). Whilst previous research

flexibility and will:/

reveal ed

6speaking

participantsé

selvesdéd (Strong, 2019), the findin

t he partici pantyappearedtiehbe knorafiged fordseme individuals
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with SM. Consistent with PCP, low flexibility in construing may limit the scope for
action and change (Moran, 2020), placing individuals at risk of invalidating their
desired theories about themselves and provoking distress such as frustration or

anxiety (Kelly, 1955; Moran, 2012a). This is echoed in the following extract:

Tris: | still want to be quiet but | want to talk like at least once a day, but |
don't really. If I can avoid it, I will, but I I want to talk. Yeah, it's just kind of. It
makes me feel a lot of anxiety and | start getting very panicked. So, | don't talk
very oftenif lcanavoidit, t hat 0s,.(49/2B83t286) gr eat

FromaPCP perspective, the findings strengthen
when encounteringaspeech-demandi ng situation outside of
CYP with SM nsapye auksien gdbn oans a means of anti ci p:
the anxiety and thus becoming their elaborative choice. These accounts provide

insight into the role of the 6cho-ice coroll a
protectiono (Kelly, 1955, -speakingbehaviourstwhilst n mai n
strengthening previous outsider assumptions of SM being maintained internally with

respect to different environments and interlocutors (Bissoli, 2007). Moreover, they

reflected outsider perspectives within the literature suggesting that CYP with SM

may HAérigi dl y an dther warldintsthepeopld, placed,iandi d e
activities that are associated with either b
2021). However, once the speaking pattern is established and an individual is

assigned the role of a non-talking person, it is more difficult for them to overcome the

silence (Johnson & Wintgens, 2016; Schwenck et al. 2021; Walker & Tobbell, 2015)

thus findings consolidate the importance of participants being sensitively encouraged

to break down the batyobef Omflat hel2ODO0OBsi pbentldi
provide direct implications for the use of PCP interventions to enable more flexible

construing regarding their speaking identity.
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Theme: Personal Competence
Thisthemer el at ed t o t deleideptiied &cademigaadsocslo
competencies which were considered important in serving to protect and facilitate

more positive experiences in school for the individuals.

Subtheme: Academic Competence

Participants described a willingness and motivation to engage in a range of

academic activities within the school community. These included creative activities

such as i A Qoao; Tris; Willow), physical activities includingthe i d ai | yElsayi | e o
AME3 ti mes (Monkey® s k 00dbeua )sanddrgamised sporting activities

(ATd6s i de)adwelbas practecdl activities including i ¢ 0 o k(Ruhyy fbegoo
(Willow, 8/185) and curricular activites, i n par t i (AU Mankey;, firis)at h s o
Whilst preferences varied for each participant, engagement in pursuits appealing to

their strengths and interests was considered an important factor in influencing more
positive views of school. This is articulated by Coco when describing fplayoasfit h e
only partthatllike i n school ,(24/4278) and Tris Whio descalred 0

Acreative was myRo9f3a8BH.ouri te | essono

These align with the views of the twin participants who demonstrated a motivation to
focus on school subjects (Albrigtsen et al. 2016) and tentatively with the participants
i n Hill 6s repdtiddglanged t® sepatate their academic performance from
their SM so that success could be measured by their accomplishments.

Participants also self-identified internal strengths which may facilitate success in the
classroom,iil ' m st i | | d o i ocapsiondbetterwharr ekeryane ¢lse in the f
cl a@nsd/165-164),i So what [ Ru bygah, ste st dates sshodl ih, nt
general erm, except really the kind of learning part of schoolo( R u bparérg, 14/722-
724).

Parent: é | know you get a bit irritated sometimes in your class because
sometimes the kids are not doing what they're supposedtobe doi ng and t he
being noisy, and you don't like it when the teacher can't do what she needs to
do Cos the kids are going meh meh meh (32/1706-1709)
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Olive: [laughs] (32/1710)

Parent:Li ke think about Spanish. What happens:s
teacher 32//NpHpt it ?

Olive: Yeah the majority of the class justdoesn6t st o p8207d2)k i n g .

These align with the findings in the child voice studies which indicated that not all
individuals felt that SM had affected them academically in school whilst highlighting
some internal strengths that may facilitate progress in school compared with their
peersastheyarefinot al wa y(Roe, Q0lH p. 1), listeding and appearing
respectful (Patterson, 2011). These responses further strengthened the proposal that
individual and social mechanisms may serve to protect CYP with SM from academic

failure (Cunningham et al. 2004).

Subtheme: Social Competence
All participants described social connection and relationships with peers as important

protective factors when rating their current school experiences.

Tris: | do have one of my fri3&mH09% from | i ke

Tris: It was like my first week. | didn't know my way around because of
COVID. You know, | was already friends with her. We'd already talked a lot
last year. So and she kind of knew her way around. And she was in all the
same lessons as me so we kind of just went through it together. And so it's
kind of more comforting with like, someone who you're friends with, in the
same class as you. (31/1511-1515)

For Ruby having flots of friends, best friend with you, support to make friendso 11(

/558) was a significant factor in shaping her views of school. This was further

reflected in her current school ratings. Mediating for Ruby, her mother shared that

Nfét he reason sheds put it kind of a bit furt

classroom she, she sits next to a friendo(13/772-773).
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This sense of connectedness expands on previ
speaking constructs as centred around relational construing (Patterson, 2011).

Responses from the individuals themselves strengthen previous outsider studies
observing CYP with SM as fhdactive and |ivelyo
2007 p. 311) and those suggesting that internal mechanisms within individuals with

SM may serve protect them socially in school (Cunningham, 2004).

Figure 41
The importance of friends (Rubyd6 s sca)ing | ine
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Extending on previous conclusions (Walker & Tobbell, 2015), the responses from
participants highlight the importance of fostering inclusion and belonging in school by
harnessing their personal strengths and interests. These may serve to protect CYP

with SM and influence more positive school experiences.

Summary

In summary of the findings regarding RQ2, participants highlighted external and
internal processes important in shaping their current experiences in school. The role
of others (peers and staff) was a prominent factor, with participants particularly
valuing those who understood their needs as important in shaping more positive
experiences in school. Participants revealed a range of internal processes including
fear related constructs (e.g., fear of mistakes) and aspects of their speaking identity
which may also play a role in the maintenance or recovery of the mutism. Personal
competences were also identified (e.g., academic and social skills) which were
considered to facilitate more positive current school experiences. Harnessing these

competences in school may be an important protective factor for CYP with SM.
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RQ 3: What do CYP with SM perceive as important in making their current

school more ideal?

All participants opted to use the sorting cards when considering ideas for how to
make their school a better place. The desire for change but an uncertainty of what
specifically they and others could do was mirrored in previous research (Strong,
2019).

Figure 42
Thematic map detailing the themes and subthemes in answering RQ3

PTOCESSES PTOCESSES

The role of Personal Construing
others Competences
Relaying the = Paving the way toa Applying the Assertion & Managing the
Foundations | better understanding | Goldilocks principle Determination  underlying mechanisms

The sorting cards therefore stimulated discussion and data nested under the two

superordinat e tPhreomeess:s essEOx t(eminahli n t he school
6l nternal Processesd (within the individuals
Processes, 0 O0OThearfourrt médr otttheees subt hemes we
the foundations,6 O Pavi ng t heu mdaeyr sttoa mad ibnegg&® eand &6 Appl
Gol dilocks principle.d® Among the o6l nternal P
underl ying mechani smsd was captured under o0C
Determinationd was captured undsdr Tthhees et haer nee

elicited subsequently and illustrated in figure 42.
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Superordinate theme: External processes

Within this overarching theme, the participants expressed several environmental
factors important in facilitating more positive experiences in school. Over and above
other aspects of the school environment (e.g., landscape and layout) the responses
clustered around the role of others (e.g., peers and staff) in making their current
school more ideal.

Theme: The role of others

Under this theme, the participants emphasised the protective role of staff and peers
in facilitating more positive school experiences. These included the importance of
others adopting more inclusive approaches, demonstrating a better understanding of
their needs and the unique contextual factors and preferences for each individual
with SM for achieving a school environment thatis i j u s toThese gré itlustrated
in the following subthemes.

Subtheme: Relaying the foundations

Tris: it's got to include you like the teachers have to include you. (28/1327)

This theme captured data regarding the importance of an inclusive, fair and
respectful ethosinmakingpar t i ci pant s dmoceudeat. Eondomesthihh oo | s
meant ensuring that the participants felt valued and included in lessons in a way that

they were not singled out as different.

Tris: Maybe like instead of getting the entire class to put their hands up and

talk, maybe something more like instead of just giving me like the cards and

stuff, giving the entire class cards, | think that would make the classroom a

lot quieter as well, because you know that instead of everyone just shouting

out over each other 1it6d be a | ot quiete
have car ds a uapdhe gaods. 8d didhhave awhiteboard activity

in Spanish as well instead of just saying out loud, we got to like write down

our answers. That's also a good idea. Whiteboards. (54/2580-2586)
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For Ruby, a better school would be one wh e r e pensenal infe r e dnclsding

Acoodki wer e Smaldrlyfer €oco, this meantaschoolwher e hedowoul d A
art everydayo(29/1523). These findings highlight the importance of enabling

participants opportunities to experience success and enjoyment in school, by making

school conducive to needs of CYP with SM and removing the barriers serving to

disadvantage them. For others, views of an ethos based on equality were centred

around the importance of patience and respect.

Isabelle: because | think it's important to give everybody the equal amount of
patience. (18/933)

Isabelle: | just think that everyone could be just a bit nicer and more
understanding. It would make it a nicer environment to be in. (19/963-964)

Similarly, participants wanted othersto be ii f r i 0e nadinpda t (Elsa) Haanah;

Olive; Ruby) asking teacherstofial | ow mor e t do(Ruby, ¥463),chare t hi ngs
the |l earning | ike allowing her 945960} o f i ni s
andefpeat instruct i ofHannahuWilewdlsy car. dhecsalrml y o
accounts were rich, complex and varied for each individual, however all participants

reflected on how SM had impacted their experiences in school to some degree.

These aligned with previous findings whereby 80 percent of CYP reported that SM

had affected them in school (Roe, 2011). The accounts highlight a need to ensure

schools are inclusive and conducive environments for CYP with SM enabling them to

feel acknowledged, accepted and included rather than ignored, isolated and

invisible. Together, by sharing their own ideas and experiences, the findings

emphasise the importance of schools utilising practical methods for fostering

inclusion and belonging in helping CYP with SM to rediscover their voices (Walker &

Tobbell, 2015).
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Subtheme: Paving the way to a better understanding

TrissiThey just need to worof0/2d34-2485der st andi

Participants wanted otherstobe fi u n d e r s t(AInEtEa; Isabelle; Ruby; Tris).

Removing the pressure and expectation to speak was a strong message elicited

among the participants. These mirrored previous findings where all participants

viewed taking the pressure away, by not expecting them to speak as a facilitating

factor in school (Hill, 2019). For some patrticipants (including AT), this need was

already being metinschool;iever yone knows not to fuss whe
ans wEoco, 27/1455).

Hannah:some | essons | 6d walk in and | 6d tal
in and just woul dndot speak and shedd be |
said no, sheo@®@2/1446-1148)ke al ri ght .

However, for others a key feature in improving their current school centred around

staff removing the pressure to speak with participants pleading teachers fDon't
randomly ask me questionsi f | havenodto(@livet38/2027)dn@did dot u p
just randomly pick studentso(Tris, 26/1232). These highlighted the importance of
developing a better understanding of SM in schools and aligned with previous

research whereby pressure to speak by peers and staff served as another

maintaining factor in school (Albrigtsen et al. 2016; Johnson & Wintgens 2016; Hill,
2019; Omdal, 2007; Roe 2011).

Participants also wanted everyone to understand their unique needs and as such

called for others to advocate for them when
reflected by Tris who wanted her teachers to explain her needs in a way that did not

make her fe@0192Bdi fferento

Tris: But like if they just say she doesn't really like talking that much, she
might talk to you a different time. Then that | feel like that would be easier.
(40/1923-1924)
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Further reflected in the participantso Vvi ews
advocat i ngiflheedto askthe teachefia question, | usually get my friends
t o ask (lsabslle, d24989%1000).

Figure 43

Responses illustrating the importance of others advocating
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Ruby

“Understanding/Accepting
Standing up for me”

Having trusted peers to advocate for them appeared to provide reassurance and
protection from the perceived threats in the school environment as echoed in the

following account:

Tris: Yeah, because then you know, if you've got someone who has your
back, 1t's just better. You feel kind of
same you dondédt have to just (BU&8BHIWB41up f or

This theme recognised the importance of others removing the pressure and acting
as advocates for them if they felt unable to speak in school. They further align with
the accounts in the study by Albrigtsen et al. (2016) whereby the twin participants

valued peers trying to help them in school.

The variation of experiences among the part.i
school, further solidified the researcherso
of support and the need to raise awareness at LA level (ICAN, 2018) through the

development of clearer pathways for CYP with SM as well as national guidelines and

guality standards relating to the training of professionals (Keen et al. 2008). A better

understanding may lead to actions as revealed in the following statement:
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Tris: if they don't understand your needs then they're not gonna do anything
about it. (12/548)

Subtheme: Applying the Goldilocks principle

Participants sought an optimal school environment which, by the very nature of this

principle was unique and multifaceted. Some sought an environment that was fi n o t

too big and (Haorah, 9/41%9);iggmad leltq b ut (Olve 23/1218)0 qui et
withfA i nf o r stadf (Hanmah®s i d e 3.[Thesmpdrtancel of teachers

acknowledging, valuing, and including them whilst sensitively managing a need to

avoid attention of others was a consistently conveyed message among the

participants. This is reflected in participants seeking more subtle ways of giving

praise (Rubyd s i d e 3 liteadhierhcaroske without causing attentiond ( Mobnsk e y
parent, 4/183) and the importance of teachersiic hec ki ng i n with me to
under s(ElsanHarinah; Ruby; Willow card sorts). This reflected previous

research where 100 percent of participants felt that they could not ask for help with

half of them valuing teachers checking to se
views highlight the importance of teachers exercising due diligence to avoid

inadvertently drawing attention and judgement from others:

Tris: Like maybe after a lesson, not like telling me to wait back because then
people are gonna think that | did something wrong and that's still not really
subtle. But maybe just like a note, in my book on my desk that I could like see.
(39/1902-1904)

Whilst the views for achieving the optimum environment were complex and varied,
the findings strengthen the need to listen to the CYP and identify what it is
specifically within their school environment that may play a role in SM (Ford et al.
1998). If the educational context can cater for the needs of CYP with SM (including
what is important to them), they may be able to participate more fully in their learning

environment.
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Superordinate theme: Internal processes

The participants reflected upon and identified their own role in achieving a more ideal

schoo. These are more broadly captulintertbl under t
processesd and r ef themedamdsubtheames. Whilstéllo!l | owi ng
participants recognised the role that others can play; one participant was unable to

identify their own role in facilitating more positive views of school. Notably age and

the more challenging nature of this concept may have inhibited their engagement.

Theme: Construing

Under this theme and consistent with PCP, participants reflected upon their internal
views of the world and events in shaping their responses within the school
environment. The following subtheme illustrates the role of re-construing these views

in facilitating more positive experiences in school.

Subtheme: Managing the underlying mechanisms driving the mutism

Featured consistently amongst the participantr e s pons es marmageeanyt he i
worries and anxietyd ( AT ; | sabell e; MonkedevelolRmotey ; Tri s
confidence so t haRuby CoeonOlivepcardsnTaeseviraicased that

participants perceived addressing the internal mechanisms driving the mutism as

important in facilitating recovery. For Ruby, A She just feels the anxi e
thing that's having the effect on herd  ( P alB/E0R7). Together the insights

supported previous outsider perspectives suggesting the role of internal mechanisms

(e.g., emotional responses to feared situations) as characteristic of SM (Bissoli,

2007). Despite recognition of the internal mechanisms, participants indicated

uncertainty around what specifically they could do to manage these in school.

Researcher: Yeah? Would you like that, to feel less nervous in school?
(28/1493)

Coco: Yes. (28/1494)

Parent: Yeah? Okay. Do you know what would make you feel more
confident? (28/1495)

Coco: No. (28/1496)
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Some participants perceived themselves as already trying to manage their
responsesinschoolil ki nd of already do what | can to
(Hannah, 20/1083-1084). Others highlighted difficulties in applying these in reality:

Tris: Yeah, well. | do want to do all of these, but it's not necessarily that easy.

You know, like being brave isn't that easy and managing my worries and

anxiety | try and do that a lot. And | actuallythisone number 2, o6t el |
can beat this and have | i ke a better |ife
and try and speak, but it doesn't necessarily work. (55/2674-2677)

Accounts illuminated feelings of uncertainty, helplessness and hopelessness which
were reported in previous lived experience and child voice studies (Albrigtsen et al.
2016; Roe, 2011; Strong, 2019; Walker & Tobbell, 2015) and align with previous

research where participants wanted to change but were unsure how to do (Strong,
2019). Conversely, others reflected a tension between these internal mechanisms,

perceiving them as inferior yet consuming:

Isabelle: | think | spend a lot of time actually worrying about something that
probably actually isn't that important. (19/984-985)

Isabelle: It doesn't really affect you it is not gonna have an impact on your
future at all. (19/987)

For Isabelle, from a PCP perspective,addr essi ng and reframing th
shaping her views of the world, may serve as a factor facilitating recovery. For

others, exposure to fearful situationsby i Be i n g (ATyCaco;eNbllow), trying new

things (e.g., clubs; or alternative ways of communicating) (Coco; Monkey; Olive;

Willow)andii For ci ng my @& e (,b6/269) werp asa éonsidered

important in facilitating recovery. Facing the fear driving the mutism appeared to be

reflected in the following account when considering how to overcome SM.
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Tris: It's just trying to overcome everything. | actually, | sort of actually
stopped having a fear about something a couple of days ago and like
yesterday. (56/2709-2711)

Tris: So I'm still scared of needles, but like a little bit less. (57/2728)
Researcher: A | i ttle bit | ess OK. WhH/RT280)s made
Tris: Just doing it. | don't know erm. (57/2730)

For Tris, exposure to a fearful situation seemingly reduced the fearitself, ia | i tt |1 e bi
and her account provides tentative insight into her thinking around how this may be
applied to her SM.

Together, these findings provide first-hand insight into the role of internal processes
that may be maintaining the mutism whilst illuminating important suggestions for the
management of these, from the individuals themselves. For some patrticipants,
addressing the internal mechanisms meant restructuring the dominant constructs or
fear contents which may enable them to develop more adaptive responses within
their school environment. For others, addressing the internal mechanisms centred
around graduated exposure to the fear inducing situations, mirroring previous
research highlighting the scope of behavioural approaches in the management of
SM (Schwenck et al. 2021). The results strengthen previous proposals that the
mechanisms underlying the mutism might not be homogeneous among all CYP,
rather there may be distinct subgroups with contrary levels of anxiety and arousal in

situations with speech demands (Vogel et al. 2019).

Theme: Personal Competences

Within this theme, key strengths self-identified by participants concerned their
assertiveness and determination to overcome their difficulties. These were
considered a further internal mechanism important in facilitating more positive
experiences in school for some of the individuals and are outlined in the following

subtheme.
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Subtheme: Assertion and determination
To make their current school more ideal; participants perceived a need to remain

fdetermined to overcomeo thei:r di fficulties

Tris: well | try and do it anyway because you know | have to speak at some
point. That's just a fact. So I56/26B9-t ry an
2690)

These findings reflected previous research where participants believed they could

recover from SM and were hopeful that it would not always affect them (Strong,

2018; Roe, 2011). Moreover, they contrasted withOmd al 6 s ( 2d€e®ipgast udy
determination not to speak whilst aligning with other studies (Patterson, 2011; Roe

2011; Strong, 2019; Walker & Tobbell, 2015) where remaining determined to

overcome the SM and making a Aconsciqgqus deci
p.245) were considered likely precursors in the recovery process.

Being assertive was considered an important protective factor in school as outlined

in one participantods account

Hannah:One thing | do is if thereds | ike err
thatodos erm | i ke talking based. | tell my
before quite like whené (21/1093-1094)

Hannah: Erm. Like wheni tpérset ty much first given out,
do it and they manage to change it a bit. (21/1096-1097)

This strengthened previous research from an outsider perspective suggesting that
for CYP with SM, assertiveness may serve to protect them from negative
experiences in school (Cunningham et al. 2004) and aligns with other studies
capturing assertive traits as identified by participants with SM (Roe, 2011; Strong,
2019). Whilst one participant demonstrated assertiveness, sharing times where they
had informed teachers, the act of doing this seemingly led to confusion and
frustration owing to the very nature of their difficulties:
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Tris: | have told two of my teachers which is very ironic ‘cause | had to speak
to say that | didn't want to speak (51/2461-2462)

Tris: it's a bit weird that | have to say to them because | shouldn't have to be
the one that has to say something because | don't want to. This is what I'm
struggling with. | shouldn't have to say that I'm struggling with speaking. They
should know, it's a thing that they need to know. (55/2640-2643)

Tri s 0 eefiectothe previous lived experience studies where participants
reported a fdet er Walkea& Tobbell, 2@15 pl462) © speak ged  (
feelings of frustration and failure when this could not be fulfilled. These findings

further strengthen Johnson and Wintgens6(2016) contention that dismissing or
ignoring the speech anxiety in addition to the expectation to initiate requests can

serve to maintain SM. Whilst assertive traits may be protective, the findings also
highlight that these may not be sufficient in isolation, rather key to positive school
experiences and potential recovery will be the input and commitment of both the

individual and others within the school environment.

Summary

In summary of the findings regarding RQ3, external and internal processes were

perceived by the participants as key to shaping more positive experiences in school

and potential recovery. With reference to the external processes, participants echoed

the fundamental role of peers and teachers in developing an inclusive ethos and a

better understanding of SM in school. The unique and varied accounts strengthened

the importanceof school s adopting the Goldil ock©os
righté environment for CYP with SM.

Participants also acknowledged their role in managing the internal processes and
remaining determined to overcome their SM. These findings align with previous
research observing support from friends, school staff, a personal decision and
willingness to change (Albrigtsen et al. 2016; Hill, 2019; Omdal, 2007; Roe, 2011,
Strong, 2019) as well wider literature emphasising the importance of holistic
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multimodal interventions (Cleave, 2009; Johnson & Wintgens, 2015; 2016;
Lawrence, 2018) as key to creating more positive school experiences and potentially

facilitating recovery.

Summary of the findings

The research sought to elicit the views and experiences of CYP with SM with a

purpose of increasing an understanding from
contribute to the sparse literature in this area (Albrigtsen et al. 2016; Hill, 2019;

Omdal, 2007; Omdal & Galloway 2007; Patterson, 2011; Remschmidt et al. 2001).

Roe, 2011; Schwenck et al. 2019; Strong, 2019; Vogel et al. 2019; Walker & Tobbell,

2015). The research questions were addressed using a hon-verbal PCP technique

which elicitedhtparstti opiodeaert & oi deal 6 and d&nc
enablede x pl orati on of factors playing a role in
experiences as well as providing insight into the perceived factors facilitating more

0ideal 6 school experiences.

Following Reflexive Thematic Analysis (Braun & Clarke, 2022), 2 superordinate

themes; OExternal Processesd within the scho
individuals were captured and a further eight themes relating to the research

guestions were identifiedi nest ed uBeaeer hhe #hesethansess e s 6

were OLayout and L ands 8iz pndRapdatigh,v$ptahc,esduybt h e me
OEt hos6é (with s odbd®mhponreOuPEirtrsyodnu Ciham act er i st i«
subt hemesd O6Pbiwsetrance; 6 6 EXxtred néad| wihhaatreabc t(er i s

subthemesé6 Vol ume ; 86 6Familiarityé) (RQ1l).

Under OExternédlurphecesbemé,adThe role of oth
i mportant factor shaping current views of sc
themesof6 Construingé (with subt hepndeSsp,e abkkhenagr Rel
|l dentityd (with subthemes O0Discrepanto; OFi x
subt hemes O0Academicbé; O0Social dé). These t heme

positive experiences in school or maintain the SM (RQ2).
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Within O0Ext ephlaH e Prrolce sesfesot hersd captured a
O0Rel ayi ng t hoe OfPoauvnidnagt itohnes way to a better un.
t he Gol di | o ®Rkgardingphe énteroal Rrdcesse$,6two further subthemes

were established, 0 Asserti on and Determinationd sittin

Competencesd and O6Managing the underlying Me
6Construingd (RQ3).

Conclusions

The findings captured a consensus around aspects of the school environment,

particularly those with limited space (physical and social) and the associated

unhelpful responses including frustration, discomfort, and fatigue. Expanding on

previ ous pérspectivesi(Strevengk et al. 2021), the findings offered a rich

insight into the anxiety inducing nature of crowded and populated situations in school

for the individuals, whilst acknowledging the need for space across a range of

domains (e.g., physical; social and academic). Findings conflicted with previous
suggestions that CYP with SM require 6tuning
psychologically (Albrigtsen et al. 2016) rather, space was associated with positive

feelings including reduced pressure, calm an

The individuals sought an inclusive school ethos based upon equality, fairness, and
opportunities. A consistent message conveyed by the participants was that they did
not want to be ignored by teachers or peers in school, strengthening previous
research that being excluded from communication was not what children with SM
wanted (Albrigtsen et al. 2016; Hill, 2019; Omdal, 2007; Roe, 2011; Strong 2019;).
Rather they sought opportunities to be included socially and academically in a way
that they felt comfortable whilst being afforded choice (e.g., alternative activities) and
opportunities to speak if they felt able to, without being singled out as different.
These strengthened the conceptualisation of SM as a phobia of expressive speech
(Johnson & Wintgens, 2015) and the identified protective role of friendships and
social connection in CYP with SM in school (Hill, 2019; Patterson, 2011 Strong,
2019; Roe, 2011).
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Consistentwi t h previous o6outsider researchod (Schw
others with authoritarian char aeterpalisingti cs (e
incompatible traits with their own outward identities (e.g., older teachers; bigger

children; loud people) and paying little respect to their need for distance (e.g.,

placing undue pressure or direct demands on them) as inducing a fear response. As

such, people displaying some or a combination of these characteristics were

perceived as unrelatable, unapproachable, less understanding of their needs and

more difficult to talk to. Preferrable traits of others included those who adopt friendly,

informal, relaxed, and quiet approaches whilst respecting a need for space (e.g.,

time; patience; reduced pressure; direct demands). These traits were associated

with increased relatability, understanding and ease of talking. The accounts from the

individuals themselves offered a new insight into the perceived behaviours and

characteristics of people (peers and staff) in school which may play an important role

in maintaining the mutism or facilitating more positive experiences.

Within the findings, aspects of the school combined to create the perceived school

&€l i mate. 6 A shared consemrpaueofma@syeal ed t he wun
environments in school which evoked a range of emotional (e.qg., frustration;

overwhelm; fear) and cognitive responses (e.g., distraction; difficulty concentrating).

These provide a new understanding around the impact of external stimuli (noise) in

school for some individuals with SM whilst contributing to previous findings regarding

decreased attention (Klein et al. 2019) and reduced auditory processing (Arie et al.

2007; Henkin & Bar-Haim; 2015).

A fear response appears to be induced in CYP when they are exposed to
unpredictable and unfamiliar climate (e.g., people and expectations of the individuals
e.g., supply teachers; randomly selecting children to speak in class). These
situations appeared to activate a hypervigilant response in school, leaving little
energy to relax into the learning or social opportunities available to them. These
strengthen previous outsider perspectives regarding the fear inducing nature of
unknown people and situations (Schwenck et al. 2021) whilst providing insight into
the physiological impact of SM in school from both outsider perspectives (Hung et al.
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2012) and those articulated by CYP with SM (Hill, 2019). Extending upon these

findings, participants sought structure, predictability, and familiarity in school (e.g.,

through clear expectations, structured games and activities during unstructured

times, time with friends and familiar people). These were associated with feelings of

safety, control and calm and may serve as a further protective factor in school.

This strengthened previous assertions regarding the importance of providing 6 | -0 w

ri ské activities, those with a known content
with SM in school (Johnson & Wintgens, 2016).

Over and above other aspects of the school environment, participants highlighted the
significant role of others (peers and teachers) in shaping their current experiences in
school. Positive current experiences appeared to be associated with others 6
acknowledgement, accommodation, acceptance, and inclusion; whilst the actions of
well-meaning peers or adults with limited understanding of SM were perceived to
hinder positive school experiences, by placing undue pressure on the individuals or
disregarding them and their needs altogether. This mirrored previous research
indicating that the behaviours and reactions of others may serve to maintain the SM
by inadvertently reinforcing the silence and invisibility of individuals with SM
(Albrigtsen et al. 2016; Hill, 2019; Johnson & Wintgens, 2016; Omdal, 2007; Roe,
2011; Strong, 2019).

The findings captured several internal mechanisms within the individuals which may
be crucial to comprehending how individuals with SM interpret events surrounding
them and the associated emotional and behavioural responses. Fear related
construing was identified as a possible underlying factor serving to maintain the SM.
These included fears of failure; judgement; being the focus of attention and activities
involving speaking. They echoed previous outsider findings (Schwenck et al. 2021)
and those reported by CYP with SM in the literature (Vogel et al. 2019; Schwenck et
at., 2019) whilst strengthening the conceptualisation of SM as fear of speech with an
overlap regarding social fears (Johnson & Wintgens 2015; Omdal & Galloway,
2008).
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Expanding on previous work with adults, findings revealed the complex way in which

CYP experienced both SM and their identities (Walker & Tobbell, 2015). Serving to

facilitate change, participants acknowledged a discrepancy between their current

and ideal speaking selves as identified in previous findings eliciting the views of the

individuals (Roe, 2011; Strong, 2019; Walker & Tobbell, 2015). Contrasting previous
research (Strong, 2019), this study reveal ed
speaking identities may functionasafi s @lrfot ect i on o ( Kredhangm 1955,
and thus an internal maintaining factor in SM by limiting scope for change and

action.

Strengthening previous outsider perspectives (Cunningham et al. 2004), social and

academic strengths were captured as important internal protective mechanisms for

the participants in school. These included a willingness and motivation to engage in

curricular, recreational, and social activities in school. Echoing outsider perspectives
indicating that CYP with SM are not O6éunsoci a
strengthened the conceptualisation of SM as a fear of expressive speech (Johnson &

Wintgens 2015; Omdal & Galloway, 2008) rather than a subset of social anxiety

disorder (Black & Uhde, 1995).

Despite a desire for change, participants indicated an uncertainty regarding specific
actions for themselves and others. These were captured in previous research
(Strong, 2019) and illustrates the perceived difficulties in overcoming SM. Managing
the internal mechanisms driving their behaviours and adopting assertiveness and
determination were considered key actions by the individuals for facilitating more

positive experiences in school and potential recovery

In facilitating more positive school experiences, participants sought a more inclusive
ethos built around mutual respect, tolerance, and acceptance. Responses indicated
that the individuals wanted to be included and acknowledged by others in school
whilst highlighting the importance of their needs being managed sensitively.
Reponses called for a greater understanding of SM, by others removing pressure
(speaking and other demands) and advocating for them when they felt unable to do
so for themselves. In facilitating change, the complex and unique factors perceived
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by the participants illustrated the need to
school environment that i s addcensgd toachiayingt 6 f or

this is through listening to the views of the CYP themselves.

Equally, the findings revealed how the participants presented with high, yet realistic
expectations in a school and a willingness to compromise. These conflicted with
previous research suggesting an association between SM and perfectionism (Vogel
et al. 2019; Johnson & Wintgens, 2016). Thus for the participants, whilst the ideal
school was perceived as aspirational, they were willing to compromise provided their
school fdos 0 me t HTirizy 4P£2045). Solidifying this, responses alluded to the
importance of commitment from the individuals and others in school. Therefore, a
unique and complex combination of internal mechanisms within the child and
external mechanisms within the school environment were considered as important

factors serving to facilitate recovery.

These findings support current thinking around the aetiology of SM as a complex

interaction among multiple internal and environmental vulnerability factors (Muris &

Ollendick, 2015; Johnson & Wintgens, 2016) and strengthen the rationale for

adopting a multifactorial model of SM with factors interacting for each individual

(Cleave, 2009). Findings also consolidate Lawrence6 §018) contention that

multimodal interventions are likely to be the most effective approach in the

management of SM. Through the adoption of a child-led, creative, and flexible

approach based on the principles of PCP, all participants were able to share their

vi ews about school. Therefore Athere &re way
we are willing to I 20%tpd680andindainglsceweca Tobbel |
achieve the Ajust righto for CYP with SM.

Strengths of ther esearch from the participantsd pers
Following the interviews, evaluation forms completed by all participants

elicited valuable feedback about the research process and efficacy of the technique.

Figure 44 indicates that participants expressed positive views with statements

scoring at or above 7.5 out of 10.
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Open-ended questions enabled participants to elaborate on their favourite parts of

the work, which included reference to the online card sorting (50 percent of the

participants) and drawing activities (20 percent). These strengthen the suitability for

utilising these approaches with CYP with SM (Johnson & Wintgens, 2016; Strong

2019). Responses indicated that participants mostly enjoyed the activity and felt it

had enabled them to share their experiences of SM as captured in the following
comment:ibei ng able to find a way ahdotwasxegsy ess my

to do. o

Figure 44

Participant feedback regarding the interview process and tools

Average ratings for questions on the CYP's evaluation
form

The length of the activity was the right
amount of time

| found it helpful sharing my views
‘virtually’/Online

The visual prompts (e.g., card sorting
activity) were a helpful way of sharing _
my views

The drawing, writing and card sort
activity allowed me to share my views
about school

| enjoyed doing Rachel's research
interviews

All participants felt that the activities were just the right amount of time, whilst these
varied for each participant, the responses solidify the importance of adopting a child-
led approach and investing time to build up a playful and meaningful relationship with
CYP with SM (Schwenck et al. 2021). These ratings suggest that this may be a
worthwhile technique to further develop for this population.
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Limitations

There are several limitations that should be considered in relation to this study. The

evaluation form elicited important feedback from participants, two of whom shared

their least favourite parts of the process;ianswer i ng wadyS ognee s tneosn st
was hard to think about why t hi Phgsouldbee har d
associated with the moreopen-e nded and thus &6high riskd (Jo
2016) aspects of the technique, particularly the final part (e.g., scaling and actions

for self and others). Despite the implementation of prompt cards in addressing the

barriers previously acknowledged (Strong, 2019), the final part of the interviews

posed difficulties for some participants. In particular, the three younger participants

were unable to complete the finaleahotaond ¢th
0settl ed c arThesxhalenging ratare of ihenfieal part of the interviews

may have prevented some participants from communicating freely about their SM. It

will be important that these limitations are considered if the technique is to be

developed further.

Whilst most participants reported not wanting to change anything about the process,

an important piece of feedback raised by one participant revealed thati s o me of t he
cards were a little bit difficult to understand what they mean. @®espite seeking to

clarify any ambiguous terminology and offering visual and text-based cards, the

language content may have prohibited some of participants from fully engaging in

the interviews. This highlighted a need to make the cards more accessible by

simplifying the language on them.

Despite the researchersé efforts to minimize
parental instructions; clarifying the research aims), it is acknowledged that this could

never truly be removed. In some cases, the parental presence may have led the

research in a different direction. However, consistent with reflexive TA, rather than

strictly adhering to a pre-determined interview schedule, the researcher

acknowl edged the &6dmessyd con ttoecapture qualityt he i nt e
data by remaining responsive to the particip
Clarke 2022; Braun & Clark, 2013).
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Some parents acted as verbal mediators which may have diluted or distorted the
par ti ci pan Renainirg@wacewfrthte sesponsibility in verifying the
accuracy of the accounts (Robson & McCartan, 2016), the researcher regularly
checked in with participants who validated these using nonverbal gestures (e.g.,
nodding) and at times appeared comfortable challenging their parent if something
was portrayed inaccurately. Consistent with previous research, parents were
deemed a valuable aspect of the research in gaining access to the participants
(Cleator & Hand, 2001; Schill et al. 1996; Klein et al. 2012) which may have been

more difficult otherwise.

Given the exploratory nature of the research, it is not possible to conclude that the
findings are exclusively applicable to CYP who have Selective Mutism or whether
similar outcomes might be found if the research were undertaken with a broader
group of CYP who have not been diagnosed with SM (e.g., those who present with
anxiety). As such, future research may seek to address this limitation (e.g., through
the adoption of comparative studies). A further factor directing or limiting the
information gathered may stem from the tools (e.g., sorting card) which were
informed by the SM literature and assumed their relevance to the participants.
However, the card sorting activity was not utilized by all participants, yet similar
themes were captured across the accounts. Together, it is reasonable to suggest

that these served to strengthen the findings.

The selection sampling methods potentially resulted in bias towards CYP with
extreme experiences (e.g., negative or positive) in school and may have targeted
participants with an affinity to the internet. The sample consisted of mostly girls (90
percent) and participants of White British ethnicity (80 percent) of variable age and
geographical location (See Appendix 33). These might be considered as reducing
the homogeneity and generalisability of findings. However, situating these as
limitations may reinforce the norms and ideals of knowledge generation as
embedded in statistical or empirical generalisability (Braun & Clarke, 2022). Rather
the aims and purposes of this study were to elicit a rich, multifaceted, and
contextually located understanding (Cohen et al. 2017) of SM. A more qualitatively
situated perspective may enabl e an el ement
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providing the researcher demonstrates 6sensi
Acknowledgement is made to the variation of practice, processes, and pathways for

supporting CYP with SM across different schools, local authorities (Keen et al. 2008)

and the complex aetiology of SM (Muris & Ollendick, 2015; Johnson & Wintgens,

2015). The researcher invites the reader to determine the extent to which they can

safely transfer the analysis to their own context. As the findings may be applied in

similar contexts to support understanding and provide practical strategies for

change, this research could be considered to have theoretical generalisability

(Yardley, 2015).

The research sought to explore possible maintaining and protective factors within

school and the CYP themselves, using a PCP technique to explore viewsof 6 i de al 6

and 6 n 0  easdeds of school. However, what young people like and find helpful

may not necessarily be O6protective,d® echoing
experiences do not need to be pleasant to support positive outcomes. The same

could be inferred f or fattdisenthesstady whiclltakérmai nt ai ni
together may provide a reductionist account
highlighted in the literature review, SM likely arises from complex interactions among

various factors, unique to each individual child (Johnson & Wintgens, 2016; Muris &

Ollendick, 2015;) and Ungar et al. (2013) point out that it is not possible to separate

within-child and environmental factors as they both affect each other. As such it was

not the researcher 6s | ngestiambfipaientialtprotecive anth e y o n d
maintaining factors however, themes give rise to practical applications for facilitating

positive practice and experiences for SM pupils in school.

Whilst the role of home and family factors are broadly captured in the SM literature

(Bergman et al. 2008; Ford et al. 1998), this study did not consider factors outside of

the school associated with SM. The researcher acknowledged that home and family

are important in SM, however reasoned that educators may have less influence over

shaping these environmental factors. Combined with the limited evidence specifically

exploring the educational contexts of CYP with SM, the research sought to capture

information of potential benefit to schools for supporting pupils with SM. The

researcher 6s i ntent i echooWacwrs camdupportupilsmp|l vy t hat
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regardless of difficulties experienced at home, this would be a reductionist approach.
Rather it was to develop a better understanding for achieving school environments
conducive to the needs of CYP with SM.

When seeking to triangulate key conclusions, Kelly et al. (2008) stipulates the
importance of drawing on more than one source of evidence and a variety of
approaches. The researcher acknowledges that by focusing on the views of CYP
with SM, key contextual information may have been overlooked. Consequently, a
lack of triangulation with the views of parents and other stakeholders may have
prevented a holistic picture of the experiences of CYP with SM. However, whilst
parents and staff may present with views of SM, they have not directly experienced it
from the perspective of the CYP. Consistent with the critical realist position and PCP

(Kelly, 1955)the CYPwer e vi ewed as O6éexpertsd of their
views were regarded as relevant and valid for all intents and purposes in this study.

Finally, the qualitative methodology means that the process of developing themes

was likely to be influencedby t he researcherds subjective Vv
effort was made to reduce the impact of these was through ensuring transparency, a

reflective and reflexive approach. It is hoped that these served to increase the

trustworthiness of the data.

Future research directions

As raised in the limitations, the final part of the PCP technique (scaling and next
steps) presented more challenge to some of the participants. Noting the difficulties
that open-ended tasks pose to some CYP with SM, Johnson and Wintgens (2016)
suggest the use of closed choices. Future developments might include adapting the
final part of the technique by creating more optional closed choice cards based on
the findings from this research and the wider SM literature. Consistent with previous
research (Strong, 2019), the adapted PCP technique was rated positively among
participants, therefore it may be worthwhile developing this tool further. More

research exploring the use of this technique for eliciting the views of CYP with SM is
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welcome, allowing for further refinements to determine its dependability and increase

transferability.

The research revealed new insights from the perspectives of CYP with SM thus in
addition to typical situations, such as speech demand and evaluation by others,
situations containing crowds, high volume or lack of distance in the school
environment should also be explored (Schwenck et al. 2021). As this and previous
research has outlined, there is clear potential for the use of PCP approaches with the
SM population (Strong, 2019; Patterson, 2011) therefore research adopting other
PCP techniques for eliciting the school constructs of CYP with SM would be fruitful.
This could includeanon-v er b a | adaption of The Chil drenods
(CEDSs) (Timney & Cohman, 2020), a creative PCP technique based on simplistic
illustrations depicting common school scenes. These may provide more insight to the
internal representations and core constructs regarding school for CYP with SM.

Given that participants described explicit fears and fear-related construing, it seems

promising to assess and target these constructs within the concrete situations in

everyday life. The findings captured how construing may play an important role in

SM providing scope for the use of PCP based interventions for supporting
reconstruing of the Ospeaking selfd (Strong,
environment perceived as threatening. Therapeutic applications of PCP have been

successfully implemented in support of CYP with variable needs including those at

risk of exclusion (Hardman, 2001), with behavioural needs in school (Howarth,

2014), reduced school attendance (Truneckova & Viney, 2006; Howarth, 2014), self-

harm and depression (Moran et al. 2009), social and communication needs

(Truneckova & Viney, 2008; Howarth, 2014) and transition from primary to

secondary school (Tee, 2014). Moreover, in a
a significantly lower relapse rate was revealed in participants allocated to a PCP
(6consitnrtuecrtvée)nt i on than those within the Prai
& Fransella, 1985). Whilst the current research provides a rationale for adopting PCP

based interventions for CYP with SM, to date there is no existing research utilising

this approach with the SM population. Therefore, research exploring the efficacy of
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PCP interventions with a focus on reconstruing (e.g., fear related reconstruction) will
likely be an encouraging and worthwhile future direction.

Implications for practice

Whilst each participant presented with unique experiences, several key themes were
identified within the accounts. When considered in relation to the existing literature,
these findings offered some suggestions for EP practice with scope across a range

of levels (e.g., broader systems, organisational, group and individual).

The research strengthened the importance of appreciating individuals with SM as the
6experts in their |Iivesd by empowering
more accurate understanding of their unique needs. The PCP technique utilised in
this research offers a broad scope of opportunities for accessing the views of CYP
with SM and could be used as starting point for exploring the impact of bi-directional
factors (e.g., school environment, fear-related construing, flexibility and willingness to
change) for the child or young person with SM. Although not limited to a particular
profession, with a unique skill set and psychological understanding (Ingram, 2013),

EPs are in a prime position for utilising this technique which may serve as a welcome

t hem

addition to the EP 6tool kité for accessing

EPs can also play a direct role in the support and management of SM (Lawrence,
2018) by developing individualised interventions targeting the unique needs of CYP.
The research provides a rationale for the adoption of PCP based interventions with
this population which further lends to the knowledge and skillset of EPs. Although
Cognitive Behavioural Therapy is considered a promising intervention for CYP with
SM (Oerbeck et al. 2018; Vogel et al
thinkingo (Squires, 2010 p. 286) mapart i
which should be considered given the fear contents for participants with SM outlined
in this, and previous research (e.g., mistakes) (Bissoli, 2007; Schwenck et al. 2021,
Vogel et al. 2019). PCP approaches and interventions may be more suitable for CYP
with SM as they celebrate individuality through acknowledging how people uniquely

make sense of their world, accepting all constructions of events and experiences as
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valid (Butler & Green, 2007) . Rat her than
emphasis is on achieving better matches between the environmental context and

individual needs. PCP approaches also provide scope for systemic discussions

around making the school environment less threatening for CYP (Williams & Hanke,

2007) for which EPs can use their consultation skills to explore maintaining and

protective factors for individuals with SM whilst supporting school staff to set

(0]

achievabl e targets wi(SderlsoAppbndix5dhi | dés capabi

This research indicated that perceived characteristics of others may play a role in the
i ndividual s6 interacti o{entredappréachpsarre keyforul ar
developing playful and meaningful relationships with CYP with SM (Schwenck et al.

2021). As illustrated in this research, through the adoption of creative and dynamic

pe

strategies, EPs can access the views of #Adhar

2020), including those with SM. Pl acing the

work, PCP approaches further align with the core values and legislation informing
the EP role (Children and Families Act, 2014; SEND Code of Practice, DfE and DoH,
2015). Unconstrained by protocols or programmes, the optimal timeframe for PCP
approaches and interventions depends on the unigue needs of the child (Moran,
2020). Nonetheless, the current LA context whereby time pressures to deliver an
expected amount of service (Atkinson et al. 2013) may limit the scope for working in
a more open-ended way with these individuals. Wade (2016) warns that under these
conditions, rapport must be established quickly which, given the nature of SM may
pose barriers to the EP gaining access to
strengthens previous assertions that work with CYP with SM must not be bound by
time or pressure from competing demands of the EP role (Lawrence, 2018). It is
hoped that through sharing the findings at local, national, and international level
(e.g., LA; SMIRA) the unique contribution of EPs will be illuminated, providing scope
for negotiating a clear, flexible, and creative role (Lee & Woods, 2017) when working

with this population.

The research called for a more consistent understanding of SM and its implications

for CYP in school. A lack of national guidelines or quality standards relating to the

training of professionals and support of CYP with SM (Keen et al. 2008) will likely
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contribute to the breadth of school experiences conveyed in this study. The need to
devel upbthe support and opportunity for CYP across England, seems timely given
the g o v e r n meeanttgen paper (DfE & DoH, 2022) which proposes a set of

national standards to ensure:

fé every child and young person has their needs identified quickly and met
more consistently, with support determined by their needs, not by where they
live. @@.5).

To achieve this ambition, the government acknowledges a need fto listen to children,
young peopleo(p.6). Through disseminating research findings and promoting
evidence-based practice (Frederickson & Miller, 2008), EPs can communicate key
themes from this and previous research from the perspectives of the individuals.
(See also Appendix 51; Appendix 52). This should broaden awareness of SM whilst

emphasising the need for an individualised approach that places the views of the

CYP at the heart of all support.

CYPwithSMmay be particularly vulnerable as thei
of any one professional group whilst a limited understanding of the EP role could
overlook the unique contribution of EPs in supporting the outcomes for CYP with SM
(Keen et al. 2008). Outlined further in the recent government green paper (DfE &
DoH, 2022) is the commitment to greater clarity in roles and responsibilities through
collaboration, joint working, and strategic leadership. Consistent with this, when
supporting CYP with SM, a coordinated approach is vital to ascertain individual,
experiential, and environmental factors and whether the mutism has a speech and
language or emotional basis (Johnson & Wintgens, 2016). The role of EPs in
working collaboratively with schools to support the mental health and wellbeing of
CYP is stipulated inthe g o0 v e r n rmgrean papex (DoH & DfE, 2017) and aligns
with MacKayobs (that&EPsare ikeysherapeuticirasourceso (p. 7))
Together with SEMH needs recognised as a discrete category of SEND (DfE and
DoH, 2015) and SM as underpinned by anxiety, these provide a robust argument for
EPs being well placed to support the needs of CYP with SM. As such, Strong (2019)
sets out a SM pathway with a distinct role for the EP in supporting the emotional
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aspects of SM. At a LA level, by working collaboratively with other professionals and
facilitating the implementation of a pathway, EPs can have a clear role in advocating
for CYP with SM whilst ensuring the voice of the child remains at front and centre of

all planning and provision.

Final Comments

Providing a unique contribution to the literature and limited evidence base regarding

the school experiences of CYP with SM, this research used a creative PCP

technique to elicit the views of ten CYP with SM. Eight key themes relating to the
research questions were captured under two
0 E x t eprocessésODespite the acknowledged limitations, positive and constructive
feedback was elicited from the individuals regarding the research process and

efficacy of the technique. This provided scope for further development of the tool for

the SM population. Future research and implications for practice were revealed,
strengthening the rationale for interventions and approaches based on PCP as well

as the breadth of skills EPs can contribute when supporting CYP with SM.
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Chapter 3: Research-Practitioner

A Critically Reflexive Account

Introduction

Undertaking reflexive qualitative research can pose challenges to the novice
researcher. A particular area of consideration is the emphasis on subjectivity which
has seen a substantial shift in psychological research (Braun & Clarke, 2022).
Knowledge imparted on me from my undergraduate degree, over a decade ago, led
me to view subjectivity as problematic
Along this research journey, | discovered that this was the antithesis of reflexive
research which views knowledge as situated and inevitably shaped by the processes
and practices of knowledge production (Braun & Clarke, 2022). As | delved deeper, |
understood the importance of embracing rather than managing and controlling
subjectivity. Beyond accepting it, | recognised the importance of interrogating it. This
is actively encouraged through the practice of reflexivity which illuminates the
researcherd6s insight and articulation

is central to 6qual i 20g2). & s aldo coodidéred@Br a un

well-conducted qualitative research (Morse, 2008). The need for researcher self-
reflectivity is further set out in the BPS Code of Human Research Ethics (2021).

Through the reconstructed lens of subjectivity and aligned practices of reflection and

and

regard
& Cl a

fundamental aspect of, Oinvestigator sensit.i

reflexivity, I endeavour to 6own my perspect

the findings in this study were constructed. These undoubtably shaped the research

and the knowledge produced.

In addition to personal values, reflexivity encompasses methodological choices,
disciplinary location and how these shape the knowledge produced. Wilkinson
(1988) proposed three purposes of reflexivit y : 6 Per sonal 6, O6Fu
6Di sciplinary.®é Correspondingly, this
within the context of SM and school experiences before probing other elements of

decision-making including the methods, design and academic disciplines.
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AShe is a quieter member of the classo

Immersing myself in the abundance of primary and secondary school memorabilia

kept devotedly by my | ate father, Il recently
assigned to me as a pupil documented among numerous end-of-year reports.

Reiterated inmyteacher s 6 t argets for me was a need to
class. o This narrative remains an aspect of
even. However, | ooking back, |l am somewhat p
0fi xingd or c kerdraiasygem thEtexpectexeme tochange was a

disregard to the value of listening to, acknowledging, and understanding my

perspective. In my view, quiet had its advantages especially in school. | was

conscientious, a deep, reflective thinker, and good listener. These qualities equipped

me for the career | was to embark on and as key attributes of flexible design

investigators (Robson & McCartan, 2016), likely shaped my adopted research

approach.

Through reflection | realise that my career in education was not a product of chance,

rather emerged from an internal desire to foster a system built upon fairness,

equality, diversity, and opportunity for all. My experiences of an educational culture

that viewed O6qui et 6 as dingdlesireitocunderstdandtkee | vy i nst

educational views of CYP with SM from their perspectives.

Alf you want to know whatés wrong with someo
In my primary teaching career | embedded creative and engaging opportunities,

striving to provide meaningful learning, relevant to my classroom context. | often

guestioned the usefulness of manualised lesson plans. In my view, children

contributed their own multifaceted and unique experiences. Despite the busy,

demanding nature of teaching and ease of adopting such approaches, | spent many

an evening creating bespoke, captivating res

centre of the curriculum planning.

As an aspiring EP, | was naturally drawn to the PCP and its aligned child-centred,

creative, and flexible methods of enquiry. Underpinning Personal Construct
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Psychology (PCP) (Kelly, 1955) is an emphasis on gaining an insight into individual

perspectives through situating oneselfnon-j udgement al ly within a 6c
(Butler & Green, 2007 p.9). During my second year of doctoral training, | was

privileged to support a young person therapeutically using a PCP based intervention.

| reflected on the power of PCP approaches for enabling the YP to engage in the

work. The deliberate choice of this approach when working therapeutically whilst

avoiding the adoption of manualised interventions (e.g., Cognitive Behaviour

Therapy) solidified my values as a practitioner, seeking to understand how CYP

made sense of their experiences. The introduction to PCP was catalytic for

establishing my approach as a practitioner whilst stimulating a framework for my

research study.

My experiences and values | ikely fuelled an
McCartan, 2016 p.146) research approaches in pursuit of one that enabled me to

adapt as the research evolved. With the decision to adopt a flexible design also

came countless complex decisions with no definitive answer. In the early stages, |

recalled my research questions and sampling approach (e.g., who, where and what)

as underdeveloped, undecided, and tentative. These created uncompromising

feelings of uncertainty which | felt important to include in my reflections.

A

6Not hing about wus, without usé
Research does not happen in a vacuum and is inevitably shaped bythere s ear cher 6 s
personal politics (Braun & Clarke, 2022). Owning these social and political values

was central to ensuring ethical research practice (BPS, 2021). Never was this more

apparent than in the early stages of my research as | became enmeshed in a

confusing web of ethical and practical dilemmas around the inclusion of participants

in my study. As a strong advocate for egalitarianism, equity, and fairness, | found

myself grappling with the term o6exclusion cr

terminology was juxtaposed to my values and beliefs. | recalled seeking support and

advice around the inclusion of willing part:.i
intuitively knowing that wunder my inirti al 0i
practically possible. Il ncluding only those w
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comfortably with me. These initial uneasy feelings were confirmed during
conversations with professional scode tlhet tSeMr ¥
ofsupport and understanding across the UK and
population of children devoid of diagnosis and support. In potentially excluding many

of the CYP this research sought to liberate, | reconsidered the initial inclusion criteria

so that the views of individuals regardless of diagnosis could also be heard.

With this decision also came the intricate balance of ethical considerations regarding
the implications of labelling those without a formal diagnosis. For this reason,
reference to the term Selective Mutism was avoided throughout the interview
process. Conversations with my research supervisor prompted a further ethical
consideration, refraining from offering educational or health advice and inadvertently
becoming drawn into identifying SM (BPS, 2014; 6). | remained transparent about
the limits of my competence (BPS, 2021) and distanced from discussion or decisions
regarding potential diagnosis or identification. This consideration was pertinent
during the recruitment process when encountering a parent with two children in
absence of diagnoses or external involvement. At this point in my research having
not yet recruited a single participant, | became tied between my ethical
responsibilities and desperation to secure participants. However, the growing feeling
of discomfort outweighed my personal beliefs
knew not to include these participants and was grateful for the support from my
supervisor in ensuring that | complied with my ethical duty as a researcher.

Whilst reflecting on the use of labelling and diagnosis, | was inspired by the work of

Lucy Johnstone and colleagues who sought a shift from biomedical diagnoses

assuming a paw or disorder within the person

understanding individuals in the context of their experiences and social

circumstances. This led to a methodology fulfilling my passion for understanding the

CYPsobexperiences, facilitating interpretation through an educational and

psychological lens whilstac k nowl edging the influence of th

environmental contexts. Underpinning my preference for qualitative research was its

deep connection with the emancipatory research paradigm (Barnes, 2003) and

di sability activgsabstbtesmenwitlboot husd (Cha
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aims to address the power imbalance in research by empowering the subjects of

social inquiry. Viewing the individuals as the experts of themselves, | strongly

believed that the CYP in my research study deserved to benefit from the knowledge

produced. Reflection enabled the realisation that my chosen approaches to

research (e.g., critical realism, qualitative research and PCP) were likely influenced

by my social and political values, enabling me totaketherol e of &épartner 6 (I
Green, 2007 p.130) and being guided by the p
together with my own educational experiences likely shaped a passion for

challenging the dominant social norms and expectations embedded in a system that

may inadvertently marginalise those unabl e t

In listening to the views and experiences of the CYP, | understood my own world

views must be open to reorganisation i f | wa
participants. Atthe same ti me, Il was distinctly aware
as the power i mbalance is no more obvious th

and their research subjects from traditionally marginalised or oppressed groups

(Danieli & Woodham, 2007). | acknowledged my own social privileges including my

educational background, age, and socioeconomic status, all of which risked

imposing further issues of power (BPS Code of Ethics, 2018; 3.1). Central to

addressing these power dynamics and hearing what the CYP had to say, | offered

choices (e.g., participantsodéd preferred commu
building relationships with my participants (McLeod, 2008). This was achieved

through the adoption of strong interpersonal skills and a friendly, warming, non-
judgement al and relaxed environment which en

coll aborator® could be heard.

APositivism Creepo

As a novice researcher, the decision to ensure parental presence during the
interviews was met with deliberation and uncertainty. A responsibility for
safeguarding remotely whilst creating an atmosphere of comfort and familiarity for
the participants was balanced with an awareness of parental dynamics in shaping

the participants®d account s ganctansidenmmgthedraded ge pr o
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of O6biasd in my research, | realised that my
was perhaps more ingrained than initially thought. Through the importation of values
more akin to the positivist-empiricist research, | had unwittingly committed

Apositivism creepo (Braun & Clarke, 2022, p.

| tried in vain to 6managed and 6écontrol d th
context of the interview process. In almost every case, parents spontaneously

offered commentary. Despite the discomfort and uncertainty this evoked, | sought

validation from the CYP, checking their agreement. On occasions | was struck by the
participantso6 fearl essness and assertiveness
the interview process. This insight illuminated my own difficulty in moving away from

a view of subjectivity (and therefore bias) as a flaw, threatening the ideals of

objectivity rather than considering it as a key resource in reflexive qualitative

research. Under the reconceptualised view of subjectivity, | understood the

i mportance of remaining responsive to the pa
for capturing the quality data (Braun & Clarke 2022) whilst embracing the parental

dynamics as inevitably and inescapably shaping the knowledge production.

Notwithstanding the considerations raised, | believe parental presence was important

in gaining access to these CYP and from an ethical and safeguarding perspective

were also in the best interests of the participants (BPS, 2021; HCPC, 2016).

A square peg in around hole

My belief in every childés right to a voice
my practice throughout my role as a teacher and subsequently a TEP. In my early

teaching career, | discovered the power of listening to children and being led by them

when planning the curriculum content. This provided enriching, engaging and

autonomous learning opportunities. During small group work and classroom

discussions, | gained first-hand insight into the world views of children by facilitating

and listening to their rich and captivating dialogue. Through these approaches, |

fostered a classroom ethos of encouragement treating all contributions as valid and

val ued, allowing even the O6qui eédgesdt 6 of voic
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Through affording undevoted time in actively listening to their perspectives, | have
been honoured when children have bravely entrusted me with their stories.

During my first year of the doctorate, | was introduced to the work of Carl Rogers and
discovered that | instinctively applied his humanistic philosophy throughout my
teaching career. The words Aunconditional po
were an inspirational driver in my in my approach as | ventured into the world of a
practitioner. At the heart of Rogerso6é actiyv
awareness, a consideration further enshrined in the BPS code of ethics and conduct
(2021). Itwasoneof my participants, Triso wahchicul at.
instilled a deep sense of empathy in me when sharing feelings of frustration,
isolation, invisibility, and anxiety. In actively listening, | was invited to witness a raw
and compelling insight into her world. This left a lasting emotional impression on me
in the days following the interview. Underpi
someone to listen to, understand and acknowledge her in school. An effortless plea,
deeply rooted in my own values. Through her captivating, personal and unique
reflections, Tris seemingly and nobly advoca
the niche of society. Tris instilled in me the true power of listening, yet | felt deeply
saddened by her discomfort and invisibility. Despite lacking an experiential
Obenchmarké having not directly experienced
invisibility, vulnerability, and unhappiness in my own educational experiences. |
believe that through this shared experience, | related to Tris on an emotional level. It
was at this point in my research journey that | understood the personal risk imposed
by the skill of active listening and the importance of my own inner strength and
courage (Rogers & Farson, 1987). Balancing a need to listen with a reflexive stance,
| became acutely aware of my own Oseparateb
and others with SM, | felt it important to return to my own privileges. Alluding to my
participantsd 6other masgdn@eiged Degromgibn @ ut
dominant norms) may have reduced the messy, complex concept of identity into a
singular dimension, simplified and decontextualised. Instead, | believed in an
interaction of social disadvantage and privilege which could be best understood
through the |l ens of &6éintersectionalityd (Bra
this way allowed the incorporation of privilege and marginalisation whilst recognising
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the partiality of my claims. Through reflexivity, | recognised my interpretations as
0i mperfectd and enmeshed in my own situatedn
lasting impression, exceeding beyond the realms of this research and | am thankful

that she all owed me to momentarily oOowal k in

Donningmyresear cher Ohat o

Being able to demonstrate an understanding of the complex ethical and legal issues

of any form of dual relationship and the associated impact is stipulated in the

standards of proficiency set out by the Health and Care Professionals Council

(HCPC, 2015 2.8). This consideration was most prominent as | began to assimilate

my newly established identity as a O6research
Accommodating this with my existing identities represented a common theme

throughout my research journey. As a novice and somewhat naive researcher there

were times when the boundaries between my role of researcher and TEP

inadvertently intertwined. In the initial stages of research planning, | recall being

guestioned and challenged on proposalsof i ncor porating aspects ¢
TEP practice (e.g., O0child letters6 and odact
as a researcher, and | was met with feelings
incompetenced (Curt i s s mig@edmatmerinpartancelod 7 3) . | wa

reflective practice (Schon, 1983) through which every imperfect interaction is seen in
a positive light as it can reveal how to improve next time (McLeod, 2008). These
experiences, albeit uncomfortable encouraged me to reflect ethically and critically,

preparing me for the subsequent encounters along my research journey.

During the interviews, there were occasions where my internal desire to help,

support and potentially oO6fixd the pdamyticipan
position as a researcher. | was mindful of my ethical responsibilities in exercising

caution when offering advice (BPS, 2021; 6) and the need to remain within the limits

of my own competence (BPS, 2021; 3.3). A particular challenge when undertaking

research with children concerned balancing participation and inclusion in the

research activity with the need to protect vulnerable children (Greig et al. 2007). The

ethical duty of ensuring my research did not cause any harm to my participants
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became apparent during the third remote meeting with one participant who
presented as 6frozen6 with fear, resulting i
interview. Another participant disclosed difficult school experiences which triggered
concern regarding potential harm. Maintaining respect for the safeguarding of others
is central to the BPS Code of Ethics (2021; 3.3) and the HCPC Standards of
Conduct, Performance and Ethics (2016; 6;7; 15.2; 15.3). In these circumstances |
deemed it imperative to offer additional support (e.g., a debrief and signposting to
the appropriate professional advice and services) (BPS, 2021; 6). Recognising the
nature of debriefing as potentially difficult for the participants, | remained flexible to
the preferred methods of communication (Morris, 1998). Neither participant pursued
this, opting to engage in the research despite several reminders of their right to
withdraw. | saw this as confirmation that the research had not caused any significant
harm and felt secure in the knowledge that | had followed the appropriate protocols

in ensuring participant welfare and wellbeing.

Strength in numbers?

AHow many participants will you recruit?o
This was a question | was met with following my initial research proposal
presentation. A question | recall vividly and uncomfortably unable to answer. Despite
a practical need to determine sample size in advance (e.g., for a research proposal,
ethics) this question caught me off guard. | was informed of an important
consideration, ensuring the o6richnessé of my
throughout my research journey and undoubtably influenced the knowledge

produced.

In pursuit of an answertothi s question, | discovered the ¢
arguably the 0Gold Standarddéd for determining
appeasing my feelings of inadequacy when failing to articulate an answer, | predicted

the need for around 10 participants. However, | questioned the appropriateness of
ogudssnatingd the specifics of my participant
analysis. Noting the incompatibility with the reflexive TA approach, Braun & Clarke,

(2019) describe o6tdht agsmbueat handaasherborica
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assurance6 mechanism for passing the gatekee

aligned with my initial Il nstincts, the
between my intuitive beliefs as a flexible qualitative researcher (Robson & McCartan,
2016) and a lingering sense of positivist-empiricist produced anxiety. | fear this led to
an O0obsessioné with sample size and bl
apparent. Despite declaring a sufficient richness of data, | received an email from a
tenth prospective participant. The decision to include this participant required time,
reflection, and discussion with my research supervisor. It was here in my journey that

| discovered that research is almost always a pragmatic activity, dependent on the

Aposi

nde

researcherds available time and resources

and 6conscientiousé tendencies (e.g.,

goal

d

(

B

(0]

comfortable position alonigheny lIbsdbfjecttheedee

interviewing a final participant. Despite questioning myself in the lead up to the
interviews, this participant contributed a perspective that | had neglected to consider,
a school that was al r e ad participant hhelped awakea w s
these assumptions. For that, | am forever grateful. | realised that this research
journey could continue indefinitely as coding and deeper analysis will never reach a
fixed end point (Braun & Clarke, 2019). Instead | had to make an interpretative

60i de a

judgement about when to 6stopd and move on.

rich accounts, | was finally ready to commence the next part of my research journey,

the analysis.

The best view comes after the hardest climb

At this point, | should have felt excited to embark on the analysis stage and begin
weaving together a narrative shaped by
great burden of responsibility. | did not want to disappoint the participants by
presenting an inaccurate interpretation of their voice. This was daunting and ironic
given the fear of failure echoed among
to my coding several times and instead of the desired fprogressive and recursive

processo(Braun & Clarke,p. 3) found myself O0stuck©

t he

many

and

no Arigid rulesd or Aright answero (Braun

the data an overwhelming sense of uncertainty surfaced. At times this felt intolerable
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and anxiety provoking. In seeking to rid myself of these uncomfortable feelings |
retreated into a vicious cycle of procrastination, guilt, and perceived failure. Further

fuelling my disengagement was the inner critic that emerged. Whilst listening back to

the interviews, I picked out occasi ons wh e r-upquestidnaamd 6

dwelled on missed opportunities for gaining deeper insights. Despite my attempts to
avoid pressure or influence the direction of the conversation, | was aware of a need
to ensure the richness of data and the requirements in meeting a doctoral standard
of work. The pressure of these competing influences will have inescapably shaped

the discussions.

In acknowledging the emotional impact qualitative analysis can have on the
researcher, Braun & Clarke (2022) emphasised the importance of self-care through
awareness and taking a break. | realised that space and time away from the data
helped rather than hindered my progress. Through distancing myself from the data
and continuous reflective diary entries, | realised that | did not have to commit to one
coding approach, rather it was important to do what worked best for me (Braun &
Clarke, 2022). With a newfound confidence in exploring and representing the data, |
created an excel spreadsheet to maintain a record of the different codes. In an
electronic version of the data set formatted into a three columned table, | typed the
emerging code labels (on the left) and subsequent themes (on the right) of the
relevant data extracts. This process was time consuming however, facilitated a

deep, rich, and robust engagement with the data for knowledge production.

Another decision | grappled with was my approach to analysis. In my naivety as a
novice qualitative researcher, | sought to approach the data purely inductively (driven
by the data) rather than deductively (driven by theory) (Robson & McCartan, 2016).
However, | recognised the open and malleable systems in which my research took
place and reflected that in practice, neither of these approaches were applied in their
purest and most linear form (Guttman, 2004). As an instinctively realist and flexible
researcher, | understood my aim in the
(developed systematically from the data collected) yet equally accepted a place for
theory verification processes. This led to the consideration of abductive reasoning
(Peirce, 1986) which allowed successive cycles of movement between induction and
184
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deduction. Through this process, | explored patterns of data, putting forward initial

tentative hypothesis to explain the patterns, evaluating these with other competing

hypot heses before applying 6inference to the
2006). Abductive reasoning arguably negated the complexities associated with the

other approaches when applied in isolation and thus their inadequacy when

generating meaningful theories (Holcombe, 1998).

Implications for EP practice

The findings from my research have key implications for EPs involved with CYP with

SM. They highlightthe import ance val uing individuals as Oe
PCP6s philosophical under pi nniled,dexiblend t he al
approaches were revealed as particularly valuable for empowering the participants to

share their educational views and experiences. | hope that through disseminating

this research, EPs and educators will be encouraged to incorporate these innovative

and versatile methods within their own O0tool

valued, understood, and championed in their education.

The research process and the findings have provided some implications for my own
practice as a newly qualified EP. Through this journey, PCP has provided me with a
method of enquiry which aligns with my values of being child-centred, creative,
dynamic and an advocate for the voice of CYP whilst offering a philosophical and
theoretical foundation. Engagement in this research has consolidated the importance
of working flexibly when seeking to capture rich and meaningful insights into the
world views of CYP with SM. Moreover, it has illuminated the power of sitting with
the uncertainty that such an open approach can evoke. | am reminded to never
underestimate the important insights CYP with SM can share if they are afforded the
space, time, and opportunity to be heard. These values will continue to be at the

front and centre of my work as a practitioner.

Through this journey, | have been reminded to trust my instincts and not be afraid to
interrogate and challenge the uncomfortable feelings, decision making can provoke.

In the future as | assimilate my identity as a newly qualified EP, | recognise the
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power of reflection and reflexivity which have been important resources in facilitating

these insights. Reflection has helped me challenge my inner critic and imposter

syndrome, helping me see that Aour practice
continuousloopof | mproving ito (McLeod, 2003 p. 11¢
follow me into my future career as it reminds me never to become complacent or
ounconsicnooampegt ent 6 (Curtiss & Warren, 1973)
learning, and improving for the greater good of all the CYP and families | am

privileged to work and indeed oO6wal kdéd al ongsi

Conclusion

For me, equality, opportunity, and inclusion are at the heart of a thriving education.

However, a system built upon rigid social norms and objectives will likely be

detrimental to some pupils. In a society that may ignore, disregard, or
misunderstand, | pleadthatit her e are ways to hear the voic
we are wi l [(Waker& Tabbell, 2085tp&68)0 This research journey has

affirmed my belief in CYP as the real experts of their own experiences and the power

of enabling them to feel heard. Challenging
the compelling words shared by the parent of a participant from this study. To the

CYP | have had the privilege of meeting along this research journey:

AYou have taught me the power of quiet. I
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Appendices

Appendix 1: Recruitment poster

ﬁ % My Ideal School | § 53 \Eyee

Are you a parent/carer of a child or young person who has been
identified as having Selective Mutism?
Do you live in England, UK ?
Would your child be interested in sharing their views about school using a
range of flexible, fun, and non-verbal online activities?
Could you both spare some time to take part in this study?

Why is this research important?

* Research suggests that the prevalence of children and Rachel Wade (Trainee Educational
young people with Selective Mutism is higher than we Psychologist, University of

might expect. East Anglia)
» The current research exploring the views of children and

young people with Selective Mutism presents mostly a
partial and medicalised view.

+ Limited UK research has specifically explored the
educational experiences and views of children and
young people themselves.

+ A recent report found that there continues to be a lack

Using a personal construct psychology

of understanding and support for children and young technique to explore and understand the
people presenting with low incidence conditions school constructs of children and young
including Selective Mutism. people who have been identified as
having Selective Mutism.
. * | am interested in exploring the educational
Whut \““ R bﬂ ﬂik&ﬂ to d“? perceptions and exp:riencis of children and
* | will ask you and your child to take part in 2-4 online young people who have been identified as
interviews (Lasting approximately 45 minutes to an hour having Selective Mutism.
each) + | aim to recruit children and young people

aged 7-17 years who have a diagnosis of
Selective Mutism or have been identified by
an appropriately qualified professional (e.g.,
Speech and Language Therapist or
Educational Psychologist) as presenting with

people with Selective Mutism. Selective Mutism and also acknowledge their
« The interviews have been carefully planned to ensure that difficulties in speaking in school.

your child feels comfortable and safe to share their views.

= The interviews have been designed so that children can
participate using a range of fun and engaging non-verbal
activities (e.g., drawing, writing and online card sorting).

« These are considered as specifically for children and young
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Appendix 2: Stages of confident talking
(Johnson and Wintgens, 2016, p.74).

Stage |[Chi | d & s | Example of behaviour
Presentation

0 Absent Child or young person stays in the bedroom, hides

behind a chair, or observes activity from a distance

1 Frozen Child sits passively or accepts help without moving (e.g.

does not take a ball that is offered; stands motionless
while coat is buttoned up).

2 Participates Child patrticipates silently in activities such as board
without games or jigsaw puzzles; takes items that are offered
communication | (e.g. a biscuit or crayons); and complies with requests

which do not require an answer (e.g. deals out cards or
draws a picture).

3 Uses non- Child responds to questions and may even initiate
verbal and contact through pointing; nodding or shaking head;
written tapping; gesture; drawing or writing. Child is relaxed
communication | and responds to the adult with a variety of facial

expressions.

Talking | Tolerates Child talks to or laughs with parent without hiding their

bridge | voice being mout h in a visitorés or th
heard by a other children in the same room as their teacher; talks
bystander to family member using a telephone in a public area.

Voice may be quiet but is audible rather than
whispered.

4 Talksthrough |[Chi |l d answers when the par

another person | question; asks the parent if a person present can play a
game with them; talks in a structured activity with an
adult but looks at their friend or parent when they
speak. Voice may be quiet but is audible rather than
whispered.
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5 Uses voice

Child vocalises an audible rather than a whispered
sound to express emotion, accompany shared play,
participate in an activity or directly communicate (e.g.
laughter, humming, sound of police siren, animal
noses, |l etter sounds, Ommm
familiar material aloud on request (reading is a vocal
exercise for proficient readers, rather than

communication).

6 Communicates
with single

words

Child says a single word in response to questions or
choices or in structured activities such as games. Voice

may be very quiet but is audible rather than whispered.

7 Communicates

with sentences

Child uses sentences in response to questions or in
structured activities such as games or play readings.
Child may: Occasionally offer a spontaneous comment.
Only ask questions during structured activities

Voice may be very quiet but is audible rather than
whispered.

8 Conversation

Child has an adult-led, two-way conversation, provided
no one else is perceived to be listening. Child:

Volunteers spontaneous comments but questions may
be limited May not initiate contact or seek help outside

planned sessions

*Whispering is not included in this progression because it is an avoidance of using

voice. For the purposes of keeping records, whispering can be regarded as stage 3+.
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Appendix3:Adapted 61 deal School 6 I nterview Quest
(Moran, 2001; Williams & Hanke, 2007).

Part 1. Drawing the kind of school you would not like to go to.

1. The school
Think about the kind of school you would not like to go to. This is not a real school.
Make a quick drawing of this school in the middle of this paper. Draw, write or use
the prompt cards (Appendices 11 - 20) to tell me:

I. Three things about this school.

. What kind of school is this?

2. The classroom

Think about the sort of classroom you would not like to be in. Make a quick drawing
of this classroom in the school. Draw some of the things in this classroom. Draw,
write or use the prompt cards to tell me:

I. How do you feel?

3. Outside

Think about the outside areas that you would not like to be in (e.g., the lunch hall,
canteen playground or other areas outside of the classroom). Make a quick drawing
of this. Draw some of the things in the outside area. Draw, write or use the prompt
cards to tell me:

i. How do you feel?

4. The children
Think about some of the children at the school you would not like to go to. Make a

quick drawing of some of these children. Draw, write or use the prompt cards to tell

me:

I. What are the children doing?

il. Three things about these children.
5. The adults
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Think about some of the adults at the school you would not like to go to. Make a
quick drawing of some of these adults. Draw, write or use the prompt cards to tell
me:

I. What are these adults doing?

il. Three things about these adults.

6. Me

Think about the kind of school you would not like to go to. Make a quick drawing of
what you would be doing at this school. Draw, write or use the prompt cards to tell
me:

I. Three things about the way you feel at this school.

Part 2: Drawing the kind of school you would like to go to

Before this part of the interview process, the researcher will remind the participant of
their 6édnon ideal d school consdthestateed i n t he
screen function and will present the screen captures taken to serve as a visual

reminder.

@ just want to check that | heard what you told me last week and remind you what
your shared about your non-ideal school. You told me that your non-ideal school
would beé. (Repeat forédclassroom, outside, e

1. The school
Think about the kind of school you would like to go to. This is not a real school. Make
a quick drawing in the middle of this paper. Draw, write or use the prompt cards to
tell me:

i. Three things about this school.

il. What kind of school is this?

2. The classroom

Think about the sort of classroom you would like to be in. Make a quick drawing of
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this classroom in the school. Draw some of the things in this classroom. Draw, write
or use the prompt cards to tell me:

I. How do you feel?

3. Outside

Think about the outside areas you would like to be in. (e.g., the lunch hall, canteen
playground or other areas outside of the classroom) Make a quick drawing of this.
Draw some of the things in the outside area. Draw, write or use the prompt cards to
tell me:

I. How do you feel?

4. The children
Think about some of the children at the school you would like to go to. Make a quick
drawing of some of these children. Draw, write or use the prompt cards to tell me:

I. What are the children doing?

il. Three things about these children.

5. The adults
Think about some of the adults at the school you would like to go to. Make a quick
drawing of some of these adults. Draw, write or use the prompt cards to tell me:

I. What are the adults doing?

il. Three things about these adults.

6. Me
Think about the kind of school you would like to go to. Make a quick drawing of what
you would be doing at this school. Draw, write or use the prompt cards to tell me:

i. Three things about the way you feel at this school.
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Part 3: (scaling and moving towards the ideal school)

When the responses from part 1 and 2 are complete (non-ideal; ideal school), the
researcher wil |l remi nd/ seek vadondadeahofaod
6i deal 6 school constructed in the previous s
present the screen captures taken throughout the process. The researcher will then

support the participant to set up the online scaling line ready for part 3 of the

interviews.

Part 3 a)
i. We have the kind of school you would not like to go to on the left, and the kind of
school you would like to go to on the right. Where would your current school most

likely fit on this scale?

ii. Can you share why you have given your current school this rating? (Repeat for

classroom, playground, adults, children, me)

iii. Where would you like your school to be in an ideal world? (Invite the participant to

move the O0ideal 6 arrow along the continuum/

iv. What would you settle for?

Part 3 b)
Think again about your current school. Draw, write or use the prompt cards

(Appendices 11 - 14) to tell me:

i. Three things others (e.g., teachers, TAs, peers) can do to help your
current school be more like your Ideal school.

il. Three things that you can do to help your current school be more like your
Ideal school.
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Appendix 4: Table of themes within the literature informing the prompt cards

Area being
explored Literature informed written/Visual prompts available for participant if
Interview needed.
1&2
9 Stressful (e.g., pressure to speak, Johnson & Wintgens, 2016)
School | Strict (Johnson & Wintgens, 2016)
Tell me T Noisy (Johnson & Wintgens, 2016)
about this f Busy (Johnson & Wintgens, 2016)
school. 1 Scary (Roe, 2011)
What kind  Hard/ difficult (Roe, 2011)
.Of 39h20| 1 Crowded (Johnson, 2018; Roe, 2011)
s this? 1 Cheerful (Johnson, & Wintgens, 2016)
1 Relaxed (Johnson & Wintgens, 2016)
1 Confusing (e.g., Mixed messages/expectations from different
teachers, Johnson, 2018)
1 Fair/respectful (Albrigtsen et al. 2016; Johnson & Wintgens,
2016;)
1 Friendly (Albrigtsen et al. 2016; Johnson & Wintgens, 2016)
1 Clear/consistent rules and expectations (Johnson & Wintgens;
Hill, 2019) Zero tolerance of bullying (Albrigtsen et al. 2016;
Omdal, 2007).
1 Pupils treated individually (e.g., personal interests valued)
(Albrigtsen et al. 2016)
1 Supportive/inclusive (e.g., adjustments to exams, support in
establishing friendships) (Albrigtsen et al. 2016; Hill, 2019;
Johnson & Wintgens, 2016; Roe, 2011).
1 Unfair (e.qg., ignoring those in need or support) (Albrigtsen et al.
2016; Johnson & Wintgens, 2016; 2016; Omdal, 2007; Roe,
2011)
Classroo 1 Noisy (Johnson & Wintgens, 2016)
m 1 Busy (Johnson & Wintgens, 2016)
Draw 1 Crowded/ Always a large audience (Johnson, 2018; Roe, 2011)
some_of 1 Cheerful environment (Johnson, & Wintgens, 2016)
the things Y Relaxed environment (Johnson & Wintgens, 2016)
in the 9 Seating at the back of the cl
classroom. desk (Johnson & Wintgens, 2016 Hill, 2019)
How do 1 Seating at the front so that teacher can see if | need help
you feel? (Johnson & Wintgens, 2016 Hill, 2019)
1 Keyworker/ trusted adult (Johnson & Wintgens, 2016; Hill, 2019)
1 Personal computers in a communal area (Johnson & Wintgens,
2016)
1 Consistent/clear routine (Omdal, 2007; Roe, 2011)
1 Rewards for my achievements (Johnson, 2018)
1 Unrealistic targets set for me to speak (Johnson, 2018)
1 Closel/trusted friends (Johnson & Wintgens, 2016; Hill, 2019)
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= =

A range of non-verbal options to help me share my requests
(e.g., visual break/toilet card) (Johnson & Wintgens, 2016)
Seating near a trusted friend and/ for partner work (Hill, 2019)
Tasks that are presented clearly so | know what is expected of
me (Hill, 2019)

Outside
Draw
some of
the things
in the
playground

How do
you feel?

== =

Children ignoring me/no friends (Albrigtsen et al. 2016; Johnson,
2018; Roe, 2011)

Friendly Children (Albrigtsen et al. 2016; Roe, 2011)

My close friend(s) who | can speak to (Hill, 2019; Johnson &
Wintgens, 2016; Omdal, 2007; Roe, 2011)

Bullies (Albrigtsen et al. 2016; Johnson & Wintgens, 2016;
Omdal, 2007; Roe, 2011)

Personal computers in a communal area (Johnson & Wintgens,
2016)

Easy access to facilities (e.g., toilets/drink). Things in place to
make it easier for me to use facilities e.g., toilets/drinks
(Albrigtsen et al. 2016)

Social support during breaktimes (Hill, 2019)

Support to engage in clubs at breaktimes/lunchtimes (Hill, 2019)
Understanding Staff (e.g., TAs/Lunchtime supervisors) (Johnson
& Wintgens, 2016)

Staff that do not understand my needs or know me (Johnson &
Wintgens, 2016)

Activities that do not need me to speak e.g.,
Football/dancing/School performances (Albrigtsen et al. 2016;
Hill, 2019; Roe, 2011)

Children
What are
the
children
doing?
Tell me
three
things
about
these
children.

= =

= =

Teasing /Bullying me (Albrigtsen, et al. 2016; Johnson &
Wintgens, 2016; Omdal, 2007; Roe, 2011)

Saying that | cannot or will not talk (Johnson & Wintgens, 2016)/
Expecting me not to speak (Omdal, 2007)

Talking for me when | am asked a question (Johnson &
Wintgens, 2016; Roe, 2011)

Asking questions and expectin
talk, if | can talk or when | will talk Children/ do not understand
me (Johnson & Wintgens, 2016)

Being over-protective (Johnson, 2018).
Understanding/Accepting (Albrigtsen, et al. 2016; Johnson &
Wintgens, 2016; Roe, 2011)

Standing up for me (Johnson & Wintgens, 2016)

Passing messages to the teacher for me (Johnson & Wintgens,
2016)

Being Friendly (Albrigtsen, et al. 2016; Roe, 2011)
Thinking I am a o6freaké (Roe,
Ignoring me (Albrigtsen, et al. 2016; Roe, 2011; Johnson, 2018)

Adults

=A== ==

Putting Pressure on me to speak (Forcing me to
speak/shouting/ Unhelpful comments putting pressure on me to
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What are
the adults
doing? Tell
me three
things
about the
adults

= =

= =4 =2

= =

== =

= =2 =4 -4 -89

speak (are you going to talk to me today?) asking questions and
expecting an answer. (Albrigtsen et al. 2016; Johnson &
Wintgens, 2016; Roe, 2011)

Speaking for me (Johnson and Wintgens, 2016; Roe, 2011)
Disapproval/ Frustration/ punishment for me not speaking (Cline
& Baldwin, 2004; Johnson & Wintgens, 2016; Hill, 2019; Roe,
2011).

Not understanding my needs- Expectations me to change
without properly understanding my needs (Johnson & Wintgens,
2004; Omdal, 2007; Walker & Tobbell, 2015)

Making me feel comfortable (Johnson & Wintgens, 2016)
Making me look at them (Johnson, 2018).

Praising privately/ Subtly (e.g., post it notes) (Johnson &
Wintgens, 2016; Hill, 2019)

Drawing attention to me when | speak (Johnson, 2018; Johnson
& Wintgens, 2016; Omdal, 2007)

Ignoring me/ Talking in front of me as if | am not there
(Albrigtsen et al. 2016; Johnson & Wintgens, 2016; Omdal,
2007; Roe, 2011;)

Correcting my speech or laughing at me (Johnson & Wintgens
2016).

Telling me off for talking to my friend(s) (Johnson & Wintgens
2016; Omdal, 2007).

Consistent and clear expectations (Johnson, & Wintgens, 2016)
Saying/Thinking that | cannot or will not talk (Johnson &
Wintgens, 2016; Omdal, 2007)

Explaining to others that I will speak when | am ready (Johnson
& Wintgens, 2016; Hill, 2019)

Taking silence personally (Johnson & Wintgens, 2016)

Putting me on the spot to speak (Johnson & Wintgens, 2016;
Omdal, 2007)

Showing me what to do when | am struggling (Albrigtsen et al.
2016; Roe, 2011)

Checking with me to make sure | understand (Albrigtsen et al.
2016; Hill, 2019)

Friendly/ likeable (Albrigtsen et al. 2016)

Time and knowledge to meet my needs (Albrigtsen et al. 2016)
Talking about me when | am not in the room (Hill, 2019).

Try to help/prevent bullying (Omdal, 2007)

Do not try to help/prevent bullying (Albrigtsen et al. 2016).
Relaxed/calm and quiet approach (Albrigtsen et al. 2016; Hill,
2019; Omdal 2007)

Me
What will
you be
doing?

= =

Worrying about what others will say (Roe, 2011).
| am too scared to put my hand up and ask the teacher (Roe,
2011; Hill, 2019)
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Tell me 1 Reading work aloud/ Answering questions in class (Roe, 2011,
three Johnson and Wintgens, 2016).

things | am in control (Omdal, 2007; Vogel et al., 2019)

about the | am the centre of attention (Omdal, 2007)

way you Making mistakes/ getting things wrong (Vogel et al., 2019; Roe,
fe_el at 2011).

this Not standing out/ blending in (Hill, 2019)

school. Working as well as anyone else (Roe, 2011)

Working in small groups with at least one trusted peer
(Albrigtsen et al. 2016; Hill 2019; Johnson & Wintgens, 2016;
Roe, 2011)

Missing out (Roe, 2011; Hill, 2019; Walker & Tobbell, 2015)
Engaging in activities where | do not need to speak e.g.
Football/dancing/School performances (Albrigtsen et al. 2016;;
Hill, 2019; Roe, 2011)

Working 1:1 with an adult (Johnson, 2018)

Speaking normally (Roe, 2011)

Gestures- Nodding/shaking my head/pointing (Roe, 2011,
Omdal, 2007)

Writing down answers/ Drawing (Roe, 2011)

Whispering (Roe, 2011)

Silent (Cline & Baldwin, 2004)

Talking loudly (Roe, 2011)

Playing sports (Roe, 2011)

Working hard/ Concentrating (Roe, 2011)

Being creative/artistic (Roe, 2011)

Having fun (Roe, 2011)

Being sociable/friendly (Roe, 2011)

Being thoughtful/Caring/Kind/Helpful (Roe, 2011)

Being devious (Cline and Baldwin, 2004)

== = = =4 =4 = =4 =4

= =4 =

Feeling
How do
you feel?

Self-Conscious (Roe, 2011; Omdal, 2007)

Bored (Roe, 2011)

Helpless (Albrigtsen et al. 2016)

Humiliated (Albrigtsen et al. 2016)

Fine (Roe, 2011)

Abnormal (Roe, 2011)/Different/misunderstood (Roe, 2011;
Omdal, 2007)

Scared (Roe, 2011)

Physical symptoms of panic (i.e. heart racing, breathing,
shaking, sweating, stomach-ache, headache) (Roe, 2011,
Albrigtsen et al. 2016; Vogel et al., 2019)

Comfortable to listen and watch (Roe, 2011)
Uncomfortable (Roe, 2011; Albrigtsen et al. 2016)

Left out/isolated (Roe, 2011)

Wanting to escape or disappear (Roe, 2011)

Stupid (Roe, 2011)

Shy (Cline and Baldwin, 2004; Roe, 2011)

=2 =209 _9_0-9_9_9_9_9_°2_-2_-2._-2_-2-_-2-

= =

= =4 -8 -4 -8 -9
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= = =4 =2

=2 =2 =090 _-9_°9_-°9 = =4 =4

= =

= =

Quiet/Introvert (Roe, 2011)

Emotional (Roe, 2011)

Sad/Unhappy (Roe, 2011)

Self-conscious/Unconfident/Low Self-esteem (Roe, 2011;
Omdal, 2007)

Sensitive (Cline and Baldwin, 2004; Roe, 2011)

Stubborn (Cline and Baldwin, 2004; Roe, 2011; Omdal, 2007)
Isolated/Lonely (Roe, 2011; Omdal, 2007; Walker & Tobbell,
2015)

Frustrated/Angry/Annoyed (Roe, 2011)

Embarrassed (Roe, 2011; Omdal, 2007)

Happy (Roe, 2011)

Relaxed (Roe, 2011)

Confident Assertive (Roe, 2011; Cline and Baldwin, 2004)
Anxious/Worrier/Nervous (Roe, 2011; APA, 2013)
Vulnerable (Roe, 2011)

Popular/ Liked by others (Roe, 2011; Patterson, 2011)
Appreciated/ Included (Albrigtsen et al. 2016; Hill, 2019; Roe,
2011).

Clever (Roe, 2011; Omdal, 2007; Walker & Tobbell, 2015)
Accepted/ Understood (Albrigtsen et al. 2016; Hill 2019; Roe,
2011; Walker & Tobbell, 2015).

Normal (Roe, 2011)

Other (CYP can come up with their own descriptions)

Area being | Literature informed written/Visual prompts available for participant if
explored. needed.
Part 4
What can 1 Normalise Mistakes (Johnson & Wintgens, 2016; Vogel et al.,
others do 2019).
to help 1 Provide reassurance (Johnson, & Wintgens, 2016)
your f Focusing on what | CAN not wh
current Wintgens, 2016; Hill, 2019)
school 1 Make me feel valued and included (Johnson, & Wintgens, 2016;
become Roe, 2011).
more like f Do not make a fuss when | don
your ideal f Make me feel normal (Roe, 2011)
school? 1 Encourage and support me (Roe, 2011)

1 Keep talking to me but do not expect an answer (Albrigtsen et al

2016 ; Hill, 2019; Roe, 2011; Johnson & Wintgens, 2016)

1 Be patient (Roe, 2011)

1 Be understanding (Roe, 2011; Johnson and Wintgens, 2016)

1 Do not judge too quickly (Roe, 2011)

1 Take the pressure away by not expecting me to speak (Roe,

2011; Johnson and Wintgens, 2016; Hill, 2019)
1 Be friendly (Johnson, & Wintgens, 2016)
1 Not asking too many questions (Johnson & Wintgens, 2016)
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1 Tell other pupils about SM whilst | am in the room (Omdal, 2007)

1 Understand that | am not choosing to be silent (Hill, 2019)

1 Help build my self-esteem and confidence (Hill, 2019; Johnson
& Wintgens, 2016).

1 Offer choices so that | can say how | would like to contribute to
an activity or share how | am feeling (e.g., email, liaison book)
(Hill, 2019; Johnson & Wintgens, 2016).

1 Realise that it is not personal that | am unable to talk to you (Hill,
2019)

1 Repeat instructions quietly and calmly (Hill, 2019)

1 Advanced notice for class activities so | know what is coming
(e.g. a minimum of a day before) (Hill, 2019).

Me 1 Learn more about how | can help myself (e.g. use SMIRA and
SM resource manual)

1 Try to whisper or murmur quietly to friends at first

1 Be brave (Omdal, 2007; Roe, 2011; Walker & Tobbell, 2015)

1 Be determined. (Roe, 2011; Omdal, 2007, Walker & Tobbell,
2015)

1 Try different ways to communicate (Roe, 2011)

1 Tell myself | can beat SM and have a better life (Roe, 2011;
Omdal, 2007)

1 Remind myself that | am not alone and there are people who
understand (Roe, 2011)

1 Manage my worries and anxieties (Roe, 2011)

1 Develop more confidence so that | am not nervous (Roe, 2011)

1 Change some aspect of my environment to avoid familiar

peopl ebs expectations and rea
school club) (Albrigtsen et al. 2016; Omdal, 2007).
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Appendix 5: Exemplar visual prompt cards for sorting.
Interviews 1 and 2 (parts 1 & 2 Ideal School Technique)

I. Exemplar Prompts: Children

(1. NG M2 Id;ﬂttmkso N( & (a. - ™
@ | 1t ga LR
Teasing/Bullying ) Sa::::\/o :T::;:g l Ignoring me o Standing up for me
. R T NP o N

5. 6. 7. € JYou are very,
$ \ M a .%» M‘ to 'be
vig &%l e
. Talking for me ) C:;:‘“T‘:: ::s:::‘::: ; \P'“i:: :;’r’f';‘;:" 'h') Being friendly
(9. g \ (10. \ [11% m \ [ 12. ' @ \
J OOT YOUR g ! & @
Ba | e 1 GO —
- Being over-protective ¥ \ Accepting me ) \Thlnlung 1 am a freak LN Other o

il. Exemplar visual prompts: Adults

/1. w N\~ 2 i ) )
. Praisi ivately Drawing attention to

e ermthessom ) | speakingforme  )\uptiy (e.. postitnotes)) | me when speak )

e |LEE | e

Explaining to others that Ignoring me/ Talking in

Being angry or punishing Not understanding my | will speak to them front of me as if | am not

\me for not speaking J \_ needs/difficulties / \ when | am ready ./ \ there o
& Ml & | e« g

Correcti h/ Telli ff f
| wakingmetee || wangmetonkar || I | e

iii. Exemplar visual prompts: Me
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(1 Y2 & Y * s ) * R
Worrying about what 1 am too scared to ask R—— Working as well as the
\_ otherswillsay J \ for help ) \_ Notstandingout  J'\ " otherchildren
(5. b 6. (. N (s
¥ B ﬁ  Te. R
Reading aloud/ Woking in small groups
\_answering questions / \  jamincontrol J \__ with a close friend j \ Misingout
Y & B f
§ i 10. 11. * * 3 12. | NEED
Takmg part in activities AN &T
Being the centre of Making mistakes/ that do not involve B
attention _/ \_getting things wrong / \____speaking 7 \Workdeg with s aduie_/
iv. Exemplar visual prompts: Feelings
i 2 ol s N & k'
e M‘.sss Y;{Juch Gulé/{
0
- Vulnerable/
Frustrated r Lonely & Stupid ) R
[S. E 6. (7- E 8.
. I
o Ta <
Comfortable to S
\ listen and watch ) I want to escape
(o . \ ( \
N . 12,
\Different/ Abnormal I Scared ks Helpiess .Y Panic p
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Appendix 6: Exemplar visual prompt cards for sorting.

Interview part 3 b

I. 0Think again about your current school .

help your school be more like your Ideal school?6

[1' L OoRS 104 i fz' 1 ( 3. ) ( 4. m:g';m: A
v " ¢ 3 o
Normalise mistakes g Reassure me \ Make me feel normal 5.0 T:':;:“":"::":::" i)
[5. Wr/ y [5- % ) /7. TNl wait... 3 (8. % E
" ¢ |
’ g - G ﬁ UGS ME
Focus on my strengths VL m'::”?‘:; od ) S Be patient _ Be understanding
\
) 2 ( 11. f'?‘ \( 12 <O VeS8, )
M /TUDGNWG x;__;)
Don’t make a fuss Sncourage and Do udge Take the pressure away

\_ when | don’t answer P, \ support me J R too quickly 4 \by not making me spuy

il. 60What thr ee t htohelgyurschool bg/neore likeé gour Ideal

school ?6

“;3; A ‘i;c\ ¢ A.
ug 4

Learn more about how | | Tell myself | can beat SM . . Try different ways to
k 1 can help myself j and have a better life \ Begm attending a d“y \_  communicate

%ﬁ e ﬂo W 2 \/8_& N

Try to whisper or murmur| [Remember | am not alone Manage my worries
J \__tofriendsatfirst _/ \andothersunderstand ) \  and anxiety Y,

‘. N X .

9. { 10. Q 11. ®
4

1s

Be Brave
\

Stay determined to Develop more confidence
overcome SM _/ \s0 that | am not nervog} \_ Other )
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Appendix 7: Early developmental stages of online card sorting tool
(Jan 2021)

. S “ 7.,7 7”7.
@[ ¢ |
1School : Classroom Feelings =N\

- [E W \77,, =
\ Playground } i Children: —— | '™edetret
- I i ey

i Number fan
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Appendix 8: Initial developments of the non-verbal tool
(Parts 1 & 2 Ideal School Technique)

il. Exemplar Prompts: Classroom

Relaxed environment

Cheerful
environment

10. 2

Seating at the back
of the class

Y

Seating at the front
of class

Personal computers in
a communal area

11. @ﬁ
/{».M

Rewards for my
achievements

A key worker/trusted
adult to help me

) ‘l'

Consistent/clear
routine

&%

Unachievable targets
for me to speak

Worrying about what
\_ otherswillsay )

| am too scared to ask
for help =58

\ Not standing out »,

Working as well as the

\_  otherchildren /

4 )

&

Reading aloud/
\answering questions j

o

s )
% =
\_ lamincontrol /

fg_ii\

Being the centre of

attention

(" 10. )

e

Making mistakes/

(7. N

20

Woking in small groups

\_ with a close friend _/

te ¥ ae

Taking part in activities

\__getting things wrong /

11. il

that do not involve

\_ speaking -

(. Rk

8
8

Missing out
\_ g

<\

12 yneep

AVADLT

\Working with an adult t )
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Appendix 9: Initial proposed Part 3 of Ideal School technique

I. Scaling template

l||\ Hlll ! '_L:’_[ [ L__// ____l___’___J lr- | ]

ll\

i ———————

1
[
N
—_—— ¥
&

L) et e
L0 [ s v e

o o e i e B oy
1 et o e wo g Yo i

il. Scaling line

—— :

The School | would NOT like to go to

| ! !
1 2 3

|

0
—
ﬁ@

Playground

In this initial design, participants would be invited to rate aspects of their school using

the number fan or complete a template as outlined above (scaling template).
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Appendix 10: Initial Part 3 Ideal School Technique moving to the ideal school

To make my own school more like my ideal
school, others around me could: J W

e 1.
=

\Dowy

kNow

I'don’t knoy,

Following a webinar,ther e sear cher was ilippityb odlulcashc¢ar déeé
Omani pul ativesé tool and discovered how thes
interactive card sorting activity to meet the aims of the study. The researcher felt that

this would enable the participants more freedom to take ownership of the cards,

manipulating them independently rather than relying on the researcher to move to

the appropriate slide on a PowerPoint. The following sections detail the development

of the finalised online card sorting tool used in the current study.
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Appendix 11: Finalised Part 1 & 2 online card sorting activities

(Interactive resource sent to the participants prior to the interview)

School Classroom
.
/
are vep,
" oice to "'Q.j 1 .1
G® 2260 &s2en2?
Children Adults

Prior to the first two parts of the interview (sesssions 1 and 2), an interactive resource was sent to the participantsviathei r par ent 6
email address. At the beginning of the interview, participants were asked to share their screen on Microsoft Teams. If participants
required support or opted to use these tools for answering the questions during the interview, they were invited to click on the
relevant images on the whiteboard which directed them to the associated interactive sorting card activity (see example below).
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I. Exemplar Online Flashcard format (Outside)

Activities that do not
require speaking.

- :‘ - ?)

When clicking on the O6outsidebd
they could read through a range of cards (based on the literature). Sharing the
screen with the researcher was important as if necessary, the researcher could offer

support to read the cards and set them up in a way that they can be sorted.

il. Interactive Card Sorting Activity (Part 1; Non-ideal school; Classroom)

£ i | :

e | | B8 ® ||'#®

Close/best friend(s) in
the same class

A 2
Q ) o 14, 10.
iR s ¥
JLiiL | % 8. v
A key worker/trusted = Different ways for me to ? /| it
adult to help me Busy communicate (e.g. tollet/ Seating at the back o
break cards) of the class
Consistent/cl i
15. ’ p
1 1. ; 16 Pl
S S
o Qﬁ 1< :
Seating near my Tosk . o .
close/best friend esstmdinbiog do:r:y‘:l.kno- what is L
schievements pideddariprion Crowded Q-
Noisy

environment

Unachievable targets
for me to speak

During part 1 of the interviews when constructing the non-ideal school, participants

were able to click and drag (or tap, if accessing via a tablet or iPad) the cards to sort
them. Participants were asked to place the cards that would not be in their non-ideal
school withinthe col umn headed by a O0binéd
theirnon-i d e a |
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iii. Interactive Card Sorting Activity (Part 2; Ideal School; Outside)

b i

\ Ideal School |

[ 9 Q
Accessible facilities (e.g.,

\_ drink/food/tollets) _/

250

| Friendly children

T

Support to make M'ndi./‘

P

L

Support to take part in
\elubs at lunch and break./

i ; 1?

\_understand my needs. /

Staff that do not

(s. (s i
2 o3
-B ‘ Frta
08
Alternative indoor -
ctivities (e.g., computers \ Bullies
g g S
2 o~
x_.}‘ 11. .
& so 58 §
1',". - ,{-9 n ?
Activities that do not
My best friend require speaking.

(8. @ g )
LRSS

Children ignoring me.

During part 2 of the interviews when constructing the ideal school, the participants

12

0:«'

Other

- en

Staff that understand my
\ needs /

were able to click and drag (or tap, if accessing via a tablet or iPad) the cards to sort

them. Participants were
school within the col umn
t heir i deal school under

asked to

headed

Obi

pl &4de
by a
deal

school

Once cards were sorted across those two broad headings, under the column headed

with three numbered blank spaces, participants were invited to refine their decision

by choosing the top three cards most likely to be in their non-ideal or ideal school.

The three

cards in this

secti

wer e

relevant interview question. This aspect of the tool, known in PCP theory as

Opyramidingo,

playground) to more specific and observable constructs (e.g. playing with friends)

(Moran, 2020).

enabl es

mo v i away

consi

f ide@lm a
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Appendix 12: Finalised Part 3 Scaling activity

| 4

Ideal School

Before the third interview the above resource was sent via the parental email
addresses. The participants were asked to share their screen on Microsoft Teams
and to click on the whiteboard where they were directed to an interactive scaling
activity. For the purposes of consistency, the cards were created via the flippety
website and with permission, the researcher captured screen shots of the

participantsd responses.

Participants were invited to drag the arrows for each aspect of school (explored in
the previous interview sessions, e.g. classroom, children) in relation to where they
felt their current school fits along the scaling line. At one end of the pole sits their
0i deal andthénadher] 6t he-i deahd.nscho

The activity could be accessed by clicking the picture above, and consistent with the
other sorting cards for parts 1 and 2 of the interview, the researcher was available to
assist setting the cards up so that they aligned with the picture on the above

resource.
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Appendix13:Fi nal i sed Part 3b moving towards the

Whil st original PCP techniques (e.g. ideal s
pl anningd phase at the end of the iposecrvi ew,
potential implications for schools who are not part of this project as well as

expectations that this might create for the participants about what their school might

do for them in the future. In light of the ethical considerations, the final part of the

interview was adapted as the research questions could be suitably addressed

without the need to create an action plan. Clicking on one of the two cards in the

interactive resource (e.g., @t her s can B drkcped paricipanys éo further

card sorting activities (See example below).
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Appendix 14 : Visual prompt cards for final part of the interview process
(part 3b)

I. Exemplar flash cards for Part 3b: 6 Ot her s can hel p me

o
20 ‘:’omorrowx
z we will

O be..

xR 8

|
Advanced notice for
class activities so |
know what is coming

1/23 - 3 —py ")

>

il. Interactive card sorting activity
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Appendix 15: Amendments to cards

(following implementation of the online card sorting activity during a therapeutic

intervention)

Original positive feelings options

Updated feelings options

Appreciated/Included

2

Comfortable to
listen and watch

28.'ﬁ

WORMAL) (ORMAL)

(6. % \ (23. )
Y Fine ) '8 Relaxed )
TR | IR
S 9 20.
Comfortable to @
e listen and watch ) R Happy )

25.

UGETME

Accepted/ Understood

Confident

Popular/ Liked by
others

Confident

27. sMAR"_,

a7

Clever

Fine

The researcher reflected on concerns around the disproportionate number of

negative feelings (drawn from the literature), returning to the literature to incorporate

more positive feelings. It was hoped that this would reduce the risk of the cards

leading the research in a particular direction.
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Appendix 16: Replacement Headings for sorting activity

Original headings for card sorting: Part 1 & 2 (non-ideal school & ideal

school)

7

x

These headings may have been confusing or given the impression of a right or
wrong response. They were subsequently amended to ensure clarity and avoid

i nstil
one for each part (ideal and non-ideal school) were embedded with a view of making

=

ng

any

anxi

ety

about

a

Updated headings for card sorting: Part 2 (ideal school)

=

| Ideal School )

b

6 csourcesg ct 6
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Appendix 17: Text Only Card sorting activities for more confident readers

Exemplar non-ideal school card sorting (classroom)

communicate (e.g., toilet/break

Different ways for me to

cards)

Personal computers in a communal
area

‘ Seating near my close/best friend |

Relaxed environment

| Seating at the front of the class ‘

‘ Cheerful environment ‘

‘ Consistent and clear routine | Other

il
O e |
[Busy/ Crowded]
Stressful/Pressured|
Other] | Confusing,
[Friendly| ~ Scary,

Relaxed

Close/best friend(s) in the same
class

Tasks are presented clearly so I
know what is expected of me

| Seating at the back of the class

A key worker/trusted adult to help
me

Exemplar non-ideal school card sorting (school)

Non-ldeal School

Unachievable targets for me to

speak

Rewards for my achievements
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iii. Exemplar ideal school card sorting (adults)

iv. Exemplar ideal school card sorting (children)
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