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ABSTRACT
Research indicates that children with hearing loss face a number of difficulties academically,
socially and emotionally. Although there has been much research with the severe to
profound deaf population there has been little research into the life experiences of children
with moderate hearing loss who attend mainstream secondary schools. This research sought
to address this by examining the experiences of five Year nine children with moderate
hearing loss. Data was gathered through semi-structured interviews in the young person’s
school setting and was analysed using Interpretative Phenomenological Analysis. Although
each participant had unique experiences there seemed to be a number of common themes
arising including; coping and support, social acceptance, self-concept and confidence,
auditory factors and teachers and learning. This study indicates that young people with
moderate hearing loss continue to face social, emotional and academic challenges. With
educational psychologists regularly visiting schools there appears to be a role for them in
increasing deaf awareness and checking that young people with a hearing loss are receiving

the necessary support.
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CHAPTER 1

1. INTRODUCTION
| am a trainee educational psychologist (TEP), employed during Years 2 and 3 of the
Educational and Child Psychology Doctorate by a large county Educational Psychology
Service in the West Midlands. This research is the first volume of a two-part theses and is a
small-scale study which uses Interpretive Phenomenological Analysis (IPA) to explore the
mainstream secondary school experiences of Year 9 pupils who have a moderate hearing

loss.

| have always been interested in children who have a hearing loss, perhaps due to my early
experiences of the local deaf school where my father worked as a deputy head. Watching
him sign with his colleagues and pupils always fascinated me and | would regularly wonder
what it would be like to have a hearing loss. This interest led me to do my level one in British
Sign Language where | was taught by two Deaf sign language teachers who taught us about
the language and opened our eyes to the Deaf culture and community which existed in the

city.

During my first year on the Educational and Child Psychology Doctorate | focused one of my
first assignments on children with hearing loss and their mental wellbeing. Researching this
area made me realise some of the difficulties that this minority group can face (research in

this area is discussed further in Chapter 2). At this point | decided that my thesis would focus



on children and young people with hearing loss. | started to read more on educating children
with hearing loss and attended training days put on by ‘The Ear Foundation’ and the
‘National Deaf Children Society’ (NDCS) to start building my knowledge base. Training
provided by NDCS focused on their recent research which indicated that the implications for
children and young people who have a mild to moderate hearing loss may be
underestimated and having a greater impact than previously recognised (Archbold et al,
2015). The research utilises the views of parents and teachers to explore and discuss the
experiences of young people with mild and moderate hearing loss. My aim is to take this
further by giving the young people a voice and exploring their experiences as recalled by
them (further information on why Year 9 pupils with moderate hearing loss were chosen can
be found in Chapter 3). By accessing these views professionals can gain a better
understanding of what these young people might be experiencing on a daily basis, creating
opportunities for conversations about individual pupil needs and the importance of

personalised and targeted intervention and support.

IPA is an approach to qualitative, experiential and psychological research and is discussed in
greater detail in Chapter 3. During IPA the researcher is immersed in the research approach
and it is important that there is an ongoing process of reflexivity by the researcher regarding
their subjective experiences (Coolican, 2004). Researchers do not access experience directly
from a person’s accounts, but through a process of intersubjective meaning-making (Larkin

and Thompson, 2011). This means that the researcher needs to remain critically self-aware



in the way that their own values, experiences, interests, assumptions and preconceptions

might influence the collection and interpretation of the data (Willig, 2001).

My position is in line with a social model of disability which suggests that it is society which
disables people with ‘impairments’, including or excluding them from full participation in
society. | struggle to use the language of disability and impairment as | feel that these terms
can label and segregate people. Within Deaf culture terms such as hearing impairment and
disability are shunned due to the underlying implication that this means there is something
wrong with having a hearing loss. Within their culture, where deafness is understood and
has a rich history, hearing loss is not disabling but another aspect of their identity to be
proud of. However, not all people with hearing loss belong to the Deaf culture, instead living
within the hearing world where their hearing loss may be seen as an impairment or

disability.

During my time visiting schools as a TEP there seems to be a lack of deaf awareness and
understanding of individual pupil experiences. | am aware that my own views on how
inclusive secondary schools are may be slightly negatively skewed and | try to keep this in
mind throughout the study, recognising that these are my preconceptions rather than the
potential reality of the participants. Similarly | am aware that | have a preconception that
teenagers often want to ‘fit in” with their peer group and may reject or be in denial of
anything that might set them apart from their peers. Again this is something that | will try to
remain aware of from the start of the study so that when | am talking with the young people

| remain open to whatever they are willing to share with me, getting interested in their



accounts rather than seeking to build evidence to support or dispute any thoughts about
what their lived experiences might be. | acknowledge that | play a central role in this
research and that my presence and contributions during the interview process will influence
what the young people share and express. As a result, and remaining aware of my own
preconceptions, | will try to choose my words carefully within the interviews, remaining
neutral and exploratory as far as possible, reflecting on how | conduct each one prior to

conducting the next.

Following this introductory chapter, Chapter 2 outlines a review of the literature on children
and young people with hearing loss both from abroad and in the United Kingdom (UK). The
latter part of the literature review focuses on previous research from the UK which has

looked at the school experiences of children with a hearing loss.

Chapter 3 will outline the methodology used and will provide further explanation of IPA and
the design of the study. The participants in the study will be introduced and ethical
considerations considered. Following this a detailed description of the data collection and

analysis is provided.

Chapter 4 discusses the findings in relation to the study’s initial research questions,
providing quotes from the participants to represent their views. Findings are discussed in the

context of previous research and commonalities or disparities between current and previous



research attended to. The chapter will conclude by outlining some of the possible strengths

and limitations of the study and implications for future research.

Finally, Chapter 5 will provide a conclusion to the thesis, summarising the key points that

might be taken from the research.



CHAPTER 2

2. LITERATURE REVIEW
2.1. Defining the term ‘deaf’
It is important to define what is meant by the term ‘deaf’ as from a medical perspective it
can be used to describe people with a wide range of hearing loss. The level of a person’s
deafness may be mild, moderate, severe or profound and it is defined according to response
to sound (see table 1). From a cultural perspective there are two terms, ‘deaf’ and ‘Deaf’.
Although they are often used interchangeably in society there is a clear cultural distinction
between the two. The term ‘Deaf’ refers to someone who is a part of the Deaf community
and Culture and who has sign language as their first language (in Britain, this is British Sign
Language or BSL). The lower case ‘deaf’ in a cultural context is used to refer to someone who
has a hearing loss but does not consider themselves to be a member of the signing
community (Orlans and Erting, 2000). Within this literature review the term deaf will be used
as an all-encompassing term including both those who are ‘Deaf’ and ‘deaf’. This is due to
much of the research not distinguishing between the two groups. Likewise much of the
research that will be discussed fails to give demographic information about the participants
and it is difficult to distinguish whether the sample of deaf participants have mild, moderate,
severe or profound hearing loss or if the sample consists of participants across this range of
hearing loss. Where this is unclear the term ‘deaf’ will be used as an all-encompassing term
and will include all levels of deafness from mild to profound (as used by the Consortium for
Research in Deaf Education, 2015). Where the extent of the hearing loss has been stated,
the term ‘hearing loss’ will be used alongside the extent of the loss (mild, moderate, severe

or profound). Table 1. Provides the descriptors of hearing loss as guided by the British
6



Society of Audiology (BSA, 2012). Using this information the National Deaf Children Society
(NDCS, 2016) has provided a visual representation of what this means for someone with

hearing loss (Figure 1).

Table 1. Audiometric descriptors (BSA, 2012)

Average hearing threshold  Descriptor

levels (dB HL)

20-40dB Mild hearing loss
41-70dB Moderate hearing loss
71-95dB Severe hearing loss

95 dB+ Profound hearing loss



Figure 1. Visual representation of the loudness and pitch of a range of everyday sounds

(taken from NDCS, 2016 pp 16)
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As can be seen by the diagram children with moderate hearing loss may struggle to hear
certain sounds under 41 dB, which is likely to impact on their ability to follow oral

communication.

2.2. The prevalence of deaf children in the UK
The number of deaf children in the UK has steadily increased since 2011 and there are

currently at least 48,932 deaf children across the UK. Table 2 outlines some of the statistics



regarding these children, with regards to additional needs, school provision and

communication mode.

Table 2. The school placements of deaf children and their communication mode (taken from

the Consortium for Research in Deaf Education, 2015).

Additional needs/school Percentage of
attending/communication mode children (%)
Have some form of additional need 21
Attend mainstream school (with no 78

specialist provision)

Attend mainstream school with a resource 7

provision
Attend special schools for deaf children 3
Attend a special school not specifically for 12

deaf children

Communicate using only spoken English or 87

Welsh in school or other education settings

Use sign language in some form, either on 10

its own or alongside another language

As the number of deaf children has steadily increased the services designed to support them
have been reduced. In 2011 the National Deaf Children’s Society (NDCS) expressed concerns
that a significant number of services for deaf children were being reduced (a third of local
authorities had cut services) and further reductions were expected. Although the eligibility
for a deaf child receiving support is assessed using NatSIPs (National Sensory Impairment

Partnership) Eligibility Criteria (NatSIP.org.uk), the extent of the support provided is
9



determined by service capacity. On average, each peripatetic Teacher of the Deaf has a
theoretical caseload of forty seven deaf children (NatSIP, 2015). These teachers support
students in both academic areas and non-academic areas such as self-advocacy, study skills,
assistive technology and social skills (Antis and Rivera, 2016). Children with a greater hearing
loss are often prioritised and more support given on average per week to those with severe
hearing loss and profound hearing loss than those with mild to moderate losses (O’Neill,

Arendt, and Marschark, 2014; Antia et al, 2009).

2.3. Policy and Good practice Guidelines

There have been a number of changes to legislation and guidelines over the last two decades
that have had a direct impact on deaf children and young people in the UK. One of the main
changes is the increase in cochlear implants. Every child in the UK who fulfils the criteria for
cochlear implantation is entitled to receive treatment under the National Health Service and
since 2009 are eligible for bilateral simultaneous implants (Raine, 2013). Cochlear Implants
can provide children who have a severe to profound sensori-neural hearing loss with a
sensation of hearing, which in a significant proportion of children can lead to normal or near
normal oral language development (Edwards and Crocker, 2008). Between 2001 and 2006
the Universal Newborn Hearing Screen was implemented in England and Wales and between
2006 and 2011 74% of estimated eligible children aged 0-3 years had received implants and
94% by the age of 17 (Raine, 2013). Cochlear implants may be an option for children with
severe or profound hearing loss, however, children with mild or moderate deafness are not

eligible and continue to use other auxiliary aids.

10



The Special Educational Needs Code of Practice (DfE, 2014) promotes a drive for inclusive

practice in schools stating:
“All schools have duties under the Equality Act 2010 towards individual disabled
children and young people. They must make reasonable adjustments, including the
provision of auxiliary aids and services for disabled children, to prevent them being
put at a substantial disadvantage. These duties are anticipatory —they require
thought to be given in advance to what disabled children and young people might
require and what adjustments might need to be made to prevent that disadvantage.

Schools also have wider duties to prevent discrimination, to promote equality of

opportunity and to foster good relations” (SEN code of practice, 2014 p93).

‘Communication is the Key’ (OfSted, 2012) outlines the key factors underpinning effective
joint working across agencies with deaf children, drawing upon evidence from good practice
case studies in three local authorities. Findings indicated that developing children’s skills,
promoting deaf awareness in schools, access to specialist staff with an understanding of the
child’s individual needs, and multiagency working to consider all of the child’s needs were
crucial delivering high quality support. The NDCS also provide accessible guidelines for best
practice when working with deaf children, including research for professionals and booklets
and information for parents and teachers to help them support deaf children. Many of the
resources are free and can be downloaded online (NDCS.org.uk) which is helpful for teachers
at a time when recent legislation calls for them to be “responsible and accountable for the
progress and development of the pupils in their class, including where pupils access support

from teaching assistants or specialist staff” (SEN code of practice, 2014).
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2.4. Previous research into deaf young people and their education

Research into deaf children often includes children and young people with a range of hearing
loss from mild to profound, without distinguishing between the groups. Therefore, as
mentioned in the introduction to this chapter, the term deaf will be used as an all-
encompassing term. Within this part of the literature review research relating to deaf
children’s education in relation to the following areas will be discussed; attainment, learning
and cognition, language development, mental wellbeing, social inclusion, identity and self-
concept, and assistive technology. Following this there will be a more in-depth look at the
research into the experiences of young people attending mainstream schools both abroad
and in the UK. Finally, the rationale of the current study and the research questions will be

outlined.

2.4.1 Dedaf children and educational attainment

Figures from the Department for Education on attainment for deaf children in 2015 show
that just 41.1% of deaf children achieve 5 GCSES (including English and Maths) at grades A*
to Cin 2015, compared to 64.2% of children with no identified special educational needs and
57.1% of all children (NDCS, 2015). Although these figures are considered the most reliable,
they do not include deaf children who have not been formally recorded as having a special
educational need and excludes children where deafness is a secondary need (e.g. children
with complex needs). Therefore, when cross-referenced with data from CRIDE (Consortium

for Research in Deaf Education) approximately 42% of all deaf children were missing from
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official statistics (NDCS, 15). Despite this drawback it is clear from the figures that many deaf
children have lower than expected attainment. There are a number of possible factors that
may impact on deaf children’s learning experiences and attainment which are discussed in

the following sections.

2.4.2. Learning and cognition

Some deaf children have noticeable strengths when compared to hearing peers and deaf
sign language users generally have strengths in memory for visual-spatial information,
locations in space, mental generation, manipulation of mental images and visual-motor co-
ordination (Marschark and Hauser, 2012); all of which can be used to support learning. It is
important to keep this in mind when working with young deaf people as there is much

research detailing the difficulties that these young people can face.

Children and young people with mild to moderate hearing loss have to exert greater effort in
schools (Archbold, 2015) and even those with a relatively mild hearing loss may exert more
cognitive energy than their typically hearing peers, leaving them with less energy and
capacity for processing what they hear, taking notes and other activities (Tharpe, 2008).
Teachers report that these students appear to perform similarly to their classmates but that
they are below national norms (Antia and Rivera, 2016) and academically behind their
hearing peers (Daud et al, 2010). Deaf children may experience difficulties in language and
communication, social interactions, executive function development, number operations,

understanding of mathematics, conceptual knowledge and memory (Marschark and Hauser,
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2012; Marschark et al, 2002). They face particular challenges with reading and research
indicates that deaf children identify themselves as being less successful than their peers at
reading (Marschark and Hauser, 2012; Marschark et al, 2002; Gregory, 1995). In a study by
Harris and Terleksti (2010) UK deaf children aged 12-16 years with hearing aids were found
to be almost 2 years below chronological age in reading comprehension and more than 3
years in decoding skills. Herman et al (2014) found that in a sample of seventy nine, ten-to-
eleven year old children, half of the oral deaf children had reading difficulties and that just
29% of the deaf children emerged as average readers, with the rest categorized as poor
readers (Herman et al, 2014). There have been similar findings in the Netherlands where
deaf secondary school students on average performed at the age of an eight-year-old

hearing student on a reading test (Wauters et al, 2006).

Linked with difficulties in reading, deaf children also appear to struggle with writing skills
(Gregory, 1995). Deaf children appear to struggle to remember words and do not use sound
similarity to recall lists of words, demonstrating a lack of use of phonological coding (Harris
and Moreno, 2004). Research suggests they use more visual rather than auditory
information when spelling and use a variety of strategies such as lip reading, signing, finger
spelling and tactile-kinaesthetic feedback which can cue and miscue deaf children entirely
differently from their hearing peers (Allman, 2002). These spelling difficulties can result in
disadvantages, particularly in exams such as science, technology and geography which may
include technical language which needs to be spelled correctly to gain marks (Wakefield,

2006). Typical 17-18 year old deaf students have been reported to write at a skill level

14



equivalent to 8-10 year old students (Marschark et al, 2002), although there is also research
to suggest that deaf children and young people do make progress in their writing over time

(Antia et al, 2009).

Deaf students have specific needs that may not be met adequately if it is assumed that,
aside from communication differences, deaf students and hearing students are the same
(Marschark et al, 2002). Deaf children seem to overestimate their abilities to comprehend
text, as well as signed and spoken language (Marschark et al, 2012). They experience
difficulties working collaboratively with peers, joining in with discussion type activities and
consider the school curriculum to be inaccessible to them (Ridsdale and Thompson, 2002).
Attending to two or more sources of information simultaneously requires constant attention
switching and makes communication and learning more challenging for deaf students
(Marschark et al, 2002). Even children with a mild hearing loss can have extreme difficulties
with rapid turn taking and interruptions that would normally be found in group interactions
(Stinson & Kluwin, 2011). They may mishear when in the classroom, have smaller
vocabularies, and have greater difficulties in listening over distance and in noise than their
hearing peers (O’Neill, Arendt, & Marschark, 2014; Marschark et al 2015). The physical
setting in which lessons are taught is often overlooked even though children with hearing
loss can have difficulties understanding spoken language in settings with significant amounts
of background noise (Moeller et al, 2007). There appears to be an assumption that once
students with hearing loss receive adequate amplification they need minimal support (Antia

et al, 2009). Their mostly intelligible speech might mislead teachers into underestimating the
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difficulties they experience with aspects of classroom participation such as understanding
and processing information (Antia et al, 2009; Antia et al, 2010). Teachers should not assume
the deaf students comprehend information as well as their hearing peers and need to

monitor students’ understanding frequently (Wilkins and Ertmer, 2002).

Research suggests that language fluency is necessary for optimal executive function
development and children with poor language skills can be limited in a number of cognitive
domains as a result (Marschark & Hauser, 2012). Section 2.4.3. outlines some of the
language and communication difficulties that children with a hearing loss can have. Young
people with a hearing loss who have language delays can experience distractibility,
impulsivity, difficulties with emotional control and organisation, and behaviour problems; all
of which are related to executive functioning (Marschark & Hauser, 2012). Executive
functioning skills include metacognition skills and being able to regulate behaviour,
important skills for thinking about how to problem solve and approach tasks, and for
controlling emotions, thoughts and behaviours (Marschark & Hauser, 2012). These skills are
important for social functioning and help to develop a better understanding of others and
different points of view (Marschark & Hauser, 2012), which is important in the development
of theory of mind; another ability that it is impacted by delays in language and as such is
discussed further in section 2.4.3. Better scores on measures of both communication and
executive functioning have been associated with more prosocial behaviour, behaviour
problems, and fewer problems in peer relationships (Hintermair, 2013). Research suggests a

relationship between social maturity and executive functioning in older deaf students
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(Marschark et al, 2017). The cognitive abilities associated with controlling one’s own
behaviour appear to be associate with individuals’ behaving in socially appropriate or

inappropriate ways (Marschark et al, 2017).

A young person’s communication and cognitive abilities can also have an impact on the
school that they go to, which can have an effect on the social relationships they develop. In a
systematic literature review by Batten et al (2013) increased educational integration with
hearing peers was found to be positively associated with social competence with hearing
peers and hearing acculturation. Batten et al (2013) refer to one study (Wolters et al, 2011)
which found that deaf 12 year-old children in mainstream schools demonstrate lower
antisocial and withdrawn behaviour with peers compared with children in segregated
education. Although this study may not be generalizable to other age groups it indicates that
children with hearing loss may fair better socially when included in mainstream education
rather than separated off due to their learning or hearing needs. The benefit of being
educated separately on occasion is that it can give pupils the opportunity of working in an
acoustically appropriate environment, preparing and enabling them to work effectively in
mainstream classes (Bennett and Lynas, 2001). However, the overuse of such resources can
make it more difficult for deaf children to feel socially included in either setting due to the
regularity of moving between classrooms (Slobodzian, 2009) and previous research suggests
that fighting and teasing can take place within units settings (Gregory, 1995). For those
children and young people educated in schools for the deaf, previous research suggests that

students felt ill prepared for the hearing world and that the level of education received in
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special schools can be very low (Gregory et al, 1995); although these findings may no longer

represent the current situation.

2.4.3. Language development

Children who are identified as deaf early and receive early intervention have been found to
demonstrate language development in the “low average” level compared to hearing children
(Yoshinaga-Itano, 2003). Identification and intervention may decrease the effects of hearing
loss on development but they do not eliminate them (Marschark and Hauser, 2008). The
speech development of twelve month olds with hearing loss (n=10) has been found to be
significantly less mature than that of a comparison group of hearing twelve month olds,
despite identification shortly after birth and extensive use of hearing aids (McGowan et al,
2008). Although early identification and intervention are known to lessen delays most
children with hearing loss have continued to reach pre-school age with significant language
delays (Marschark and Wauters, 2008). Given the inconsistent and relatively impoverished
language backgrounds of many deaf children, they frequently arrive at school less fluent in
language than their hearing peers (Marschark and Hauser, 2008). This can be exacerbated by
parents and other adults using restricted vocabularies in interactions with deaf and hard-of-
hearing children, sometimes because of lowered expectations concerning a child’s
knowledge or hearing and sometimes due to the adults’ own lack of skills in producing sign
language or unambiguous oral communication (Calderon & Greenberg, 2003; Easterbrooks

& Baker, 2002).
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The majority of today’s deaf students are functioning as auditory learners in mainstream
hearing classes with English as their preferred or only language and they are expected to
function as if their language development were similar to those of normally hearing students
(Marschark and Hauser, 2008). Spoken language must be heard and limited hearing which
results in reliance on vision and properly working amplification systems impact both the
quality and quantity of language exposure (Marschark and Hauser, 2008). Even in a one-on-
one situation deaf students who rely on spoken language lag behind their hearing peers in
their receptive language skills (Arnold et al, 1999; Lloyd et al 2005). Deaf children face
particular challenges in acquiring literacy skills (Kaiser et al, 2011), struggle to acquire new
vocabulary, produce fewer words, know and use pronouns and verbs less frequently (Moyle
et al, 2007), and have underdeveloped pragmatic language skills compared to hearing peers
(Antia et al, 2011; Wolters et al, 2011). They are at a disadvantage in acquiring such skills as
vocabulary, syntax and the basic knowledge that hearing children typically gain incidentally
from overhearing the conversations of others (Carney and Moeller, 1998; Marschark and
Hauser, 2008; Marschark and Hauser 2012). Research indicates that deaf students struggle
with language comprehension and in a study by Marschark et al (2007) students who were
strongly oral and used spoken language when playing a game understood each other only

44% of the time.

Difficulties in language development have been found to have a link with the social
functioning of deaf students. Good communication skills promote social inclusion

(Hadjikakou, Petridou and Stylianou, 2008) but where there are difficulties in this area
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communication can pose an obstacle to interactions and making friends (Ridsdale and
Thompson, 2002; Gregory et al, 1995) meaning that those with limited communication skills
may have few if any friends (Gregory et al, 1995). Hearing peers often do not know how to
solve such communication difficulties which can isolate deaf children (Nunes et al, 2001).
Even in a family context where young deaf people and their families have established good
communication it can still be an effort in group situations and the young person may feel
they are being excluded from general information within the family; something which they
also experienced with group situations with friends (Gregory, 1995). Friendships can be
influenced by a young persons preferred communication and there is evidence to suggest
that children using British Sign Language, attending schools for the deaf are more likely to
have deaf friends, whereas those who were oral, attending mainstream schools are more

likely to have hearing friends (Gregory et al, 1995).

When exploring behaviour problems, children with a hearing loss presented with higher
behaviour problems than hearing controls (Stevenson et al, 2010). This did not appear to be
related to the severity of the hearing loss but rather to be related with poor communication
development and less well-developed language ability (Stevenson et al, 2010). Batten et al’s
(2013) systematic literature review highlights that oral communication such as speech
intelligibility, the ability to improvise in conversations and pragmatic language skills are
positively associated with social interactions, social behaviours and competency, popularity
and relationships; indicating that a lack of skills in this area may result in social functioning

difficulties. In addition to this language delays can impact on the young person’s ability to
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understand the thoughts and feelings of others (Peterson and Slaughter, 2006). Previous
research indicates that young deaf people are delayed in their development of ‘theory of
mind’ (Wellman and Peterson, 2013), even in their teenage years (Edmondson, 2006), an
important skill in social functioning and predicting the behaviours of others. The exception
to this appears to be deaf children who are native signers with signing deaf parents, with
findings suggestion well developed theory of mind, equivalent to that of hearing peers

(Wellman and Peterson, 2013).

2.4.4. Mental wellbeing

Research indicates that deaf children may be more vulnerable to difficulties in mental
wellbeing (van Eldik, 2005; Remine and Brown, 2010; Fellinger et al, 2007; Moeller, 2007).
Dutch research has suggested rates that were two to four times higher on problem scales
than hearing children (van Eldik et al, 2004; van Eldik 2005) and the prevalence of
psychosocial difficulties in Danish children with hearing loss aged 6-19 was 3.7 times greater
than hearing children (Danmeyer, 2010). In Australia the prevalence of mental health
problems for 11-18 year olds with hearing loss was 39%, with 40% of the respondents
reporting internalizing problems and 37% reporting externalizing problems. Even in the
younger group there was a prevalence of 35% indicating that this may be a problem before
they start secondary school (Brown and Cornes, 2015). Problems can include somatic
complaints and anxious or depressed feelings (van Eldik et al, 2004; Remine and Brown,
2010), emotional, behavioural and social problems, and particular difficulties in thought

patterns, emotional regulation, psychosocial development and peer group interactions
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(Fellinger et al, 2007; Remine and Brown, 2010; Musselman et al, 1996). Low self-esteem
and confidence can lead to experiences of isolation (Archbold et al, 2015) and a lack of
validation and social support for deaf pupils’ identities can result in feelings of loneliness
(Kent, 2003). This can be exacerbated during transition from primary to secondary school,
when children move to an unfamiliar school at a time when they are also dealing with
developmental issues such as puberty and the search for identity (Reddy et al, 2003). After
the transition, when children encounter new classmates, deaf mainstream girls appear to be
at risk of decreases in well-being (Wolters et al, 2012). It is difficult to establish if this is
linked with their hearing loss or purely due to the transition as research suggests that there
is also an increase in depression amongst hearing adolescents during transition (Reddy et al,

2003).

2.4.5. Social inclusion

Research indicates that deaf children may be socially marginalised or accepted at a
superficial level and are seen as unpopular by their peers (Ridsdale and Thompson, 2002).
Hearing students are more socially successful than their deaf peers (Marschark et al, 2012),
prefer to have hearing peers as friends and struggle to know how to solve the
communication difficulties they experience with their deaf peers (Nunes et al, 2001). Deaf
students often experience difficulties communicating, initiating and maintaining interactions
with hearing peers (Xie, Potmesil and Peters, 2014). Communication difficulties can pose

obstacles to making friends (Ridsdale and Thompson, 2002) and deaf students who are
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confused by the ‘unknown rules’, can become anxious and distrustful of interactions with

their hearing peers (Israelite, 2002).

Education experiences can be in unsupportive environments in which the young person feels
lonely, rejected, misunderstood, discriminated against or singled out for unwanted attention
because of their hearing status (Israelite, 2002). Students can feel isolated, awkward and
self-conscious when interacting with hearing peers, not wanting to attract unwanted
attention due to their hearing loss and experiencing a need for “normalcy” (Punch and Hyde,
2005). Mainstream schools may allow for accommodations but only to the extent that the
non-deaf are not impacted; acceptance is granted to those who comply with the majority
(Slobodzian, 2009). Some schools have resource rooms or centres to support deaf students
but overuse of such resources can make it more difficult for deaf children to feel socially
included in either setting due to the regularity of moving between classrooms (Slobodzian,

2009).

However, there is also research to suggest that students with hearing loss have been well
accepted in mainstream schools (Powers, 2002) and experience no more social isolation and
no less social participation with their peers than normally hearing students (Punch and Hyde,
2005). Some young deaf people describe generally feeling happy and describe their social life
as rich and varied (Gregory et al, 1995). Students may display resilience and develop
strategies for improving their interactions with peers (Punch and Hyde, 2005). Those

students who are included may not only flourish academically and socially (Israelite, 2002)
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but also have higher levels of well-being in school (Wolters et al, 2012). Classroom
participation has been linked with higher scores in quality of life and social contact
(Hintermair, 2010) and communication skills and deaf awareness amongst peers and
teachers promotes social inclusion (Hadjikakou, Petridou and Stylianou, 2008). Young deaf
people express positivity about having contact with other children with hearing loss out of
school (Hintermair, 2010). Students can feel a need to connect with peers with a similar
hearing loss (Israelite, 2002) and deaf pupils report experiencing advantages of talking to
other deaf pupils due to ease of communication, not feeling isolated and a shared
understanding (lantaffi et al, 2003). Communication is seen as crucial for social inclusion and
research indicates that social inclusion is related to academic inclusion (lantaffi et al, 2003;

Ridsdale and Thompson, 2002).

2.4.6. Identity and self-concept

In the field of deafness the term ‘identity’ has very strong and specific connotations in
relation to being a part of the Deaf community and therefore needs to be distinguished from
self-concept (Edwards and Crocker, 2008). The self-concept of deaf people is not necessarily
static but an ongoing search for belonging, accepting being deaf whilst finding a voice in a
dominantly hearing society (Mcllroy and Storbeck, 2011). A characteristic by which many
deaf individuals identify themselves is the kind of school they attend (Marschark et al, 2002).
Those attending mainstream schools often define themselves in relation to hearing people,
with normal hearing as the standard (Israelite, 2002). This can cause the dilemma of wishing

to be treated normally and not to be seen as different whilst needing to remind people of
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their hearing related needs (Punch and Hyde, 2005). Emotional problems may arise if the
deaf student perceives there to be inconsistencies between their self-concept and their
experiences which cannot be resolved by altering their self-concept in a way that is
acceptable to them (Edwards and Crocker, 2008). In mainstream schools young deaf people
have the difficulty of trying to work out a set of ‘unknown rules’ for communicating and
relating to hearing peers, whilst also existing separately from the Deaf cultural identity; they
are trapped between two worlds resulting in a group of their own (Israelite, 2002).
Difference in hearing status can readily be construed in terms of normally hearing versus
deaf, leading to the perception of inclusion or exclusion for the Deaf of hearing worlds
(Edwards and Crocker, 2008). In a study into the experiences of children with mild to
moderate hearing loss participants spoke about “others”, “they” and “hearing people”

implying self-concepts separate from their hearing peers and society which complicated

their sense of inclusion (Dalton, 2013).

Inclusive settings can engender a strong sense of identification with being deaf and students
can feel a need to connect with peers who have a similar level of hearing loss. These
interactions can provide social support and validation of their identities (Israelite, 2002).
However, where this is not the case there is evidence to suggest that deaf students aged
eleven, thirteen and fifteen in mainstream school settings are more prone to being lonely
than their hearing peers and that those who identify themselves as having a hearing

disability are more likely to feel lonely or experience being alone (Kent, 2003). Kent calls for
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more qualitative research in this area, with particular attention being given to young deaf

people who do not identify themselves as having a hearing disability.

2.4.7. Assistive technology

Assistive technology can be a key factor that enables individuals with disabilities to
participate in daily life and be socially included (Schneider et al, 2003). However, it is both a
tool for achieving independence and a visible sign of disability (Scherer, 2002) and if the
latter reinforces that stigma associated with disability individuals may avoid or resist using
assistive technology (Polgar, 2010). The obviousness of some technologies such as body-
worn FM receivers can cause a barrier as they are not stylish and may single out students
with hearing loss from their classmates (Luckner & Muir, 2001; Kent and Smith, 2006). If
technology is outdated or in poor working order utilization of the device may be hindered
(Eriks-Brophy et al, 2006) and although there have been advances in hearing aid technology
some hearing aid users have reported noisy and disturbing sounds to be problematic (Bertoli
et al, 2008). In addition to this young people with mild to moderate hearing loss report that
educators can fail to understand that assistive devices such as hearing aids, cochlear
implants and FM systems are not a cure for hearing loss and that they may still miss

information, particularly when background noise increases (Dalton, 2013).

Older students have been found to use assistive listening devices less frequently than their
younger peers (Kent and Smith, 2006; Odelius, 2010) and develop enhanced listening

strategies, reducing their use of auxiliary aids (Kent and Smith, 2006). If hearing aid use is
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perceived as abnormal, usage is often disguised or negated, whereas if it is affirmed or
accepted by family and friends the hearing aid user can feel more comfortable wearing them
(Kent and Smith, 2006). This can be exacerbated by what is known as “the hearing aid
effect”, where individuals with hearing aids are evaluated more negatively by teachers,
parents and hearing peers on dimensions such as intelligence, achievement, and personality
(Johnson et al, 2005; Ryan et al, 2006). There is research to suggest that students with mild
to moderate hearing loss were more infrequent in their use of hearing aids compared to

those with severe and profound hearing losses (Rekkedel, 2012).

2.5. Research into the experiences of deaf children attending mainstream schools

A number of potential barriers to deaf children’s attainment and some of the issues they
deal with have been discussed. The following research focuses specifically on the
experiences of deaf children attending mainstream schools and has come from Canada
(Eriks-Brophy et al, 2006; Dalton, 2013), Cyprus (Hadjikakou, Petridou and Stylianou, 2008),
America (Slobodzian, 2009), Germany (Hintermair, 2010) and the UK (Nunes et al, 2001,
Ridsdale and Thompson, 2002; lantaffi et al, 2003; Jarvis, 2003; Archbold, 2015). One study
has participants from both the UK and USA (Marschark et al, 2012) and one literature review
includes research from USA, Sweden, Australia, Israel and Spain, spanning from the years
2000 to 2013 (Xie, Potmesil and Peters, 2014). These studies will be discussed in relation to
the facilitative factors and barriers that were found when exploring the inclusion of deaf

children and young people in schools. Following this section 2.5.3. will look at the method
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and limitations of the research which has been discussed from abroad and 2.5.4. will discuss

the method and limitations of research from the UK.

2.5.1. Facilitators of the inclusion of deaf children and young people in schools

It is important for deaf students to feel included and satisfied with their school experience.
Deaf students who perceive classroom participation as satisfying have been found to have
higher scores for quality of life in school, social contact with peers and good mental health
(Hintermair, 2010). Studies highlight both the factors of others and the individual factors
that the young people have which can facilitate their inclusion in schools. Some studies
found that the majority of deaf children do not seem to encounter strong negative feelings
in their relationships with hearing peers (Nunes et al, 2001), are included well socially and
achieve reasonable academic standards (Hadjikakou, Petridou and Stylianou, 2008).
Academic inclusion can be facilitated by pre-tutoring sessions, in service training provided
for designated teachers and modification of normal classroom delivery (Hadjikakou, Petridou
and Stylianou, 2008). Deaf awareness amongst hearing peers and teachers is positively
related to the social inclusion of deaf children (Hadjikakou, Petridou and Stylianou, 2008)
and facilitative teaching included being deaf aware, managing noise levels in the classroom,
being helpful, making lessons practical, interactive and fun (lantaffi et al, 2003), speaking
clearly and repeating what’s been said, not talking for too long, making sure the speaker’s
face is visible for lip reading, checking comprehension, using visual support for language,
using a assistive technology appropriately and monitoring others pupil’s behaviour to reduce

teasing and exclusion (Jarvis, 2003).
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Successful inclusion requires commitment from numerous sources and respectful
partnerships among key stakeholders (Eriks-Brophy et al, 2006). Itinerant teachers, parents
who are actively involved in their child’s education and can act as an advocate for their child,
and peers who accept and include their deaf peers, anticipating difficult communication
situations and filling the gaps in information, all facilitate inclusion (Eriks-Brophy et al, 2006).
Pupils often reported support from friends in school both in terms of social inclusion and in
lessons when additional explanations were needed and ideas could be shared and
developed (Jarvis, 2003). At times being seen as different in a positive manner lead to
additional provision which can lead to an inclusive school ethos, something which can be
further supported by the teacher of the deaf who can raise deaf awareness (Jarvis, 2003).
Generally pupils with hearing loss report that they need support some of the time with
interpretation, understanding work and with activities such as writing, finding it difficult to
access some lessons without this (Jarvis, 2003). In addition to this teachers of the deaf were
seen as people who could sort out problems and offer emotional and academic support such

as helping with work they found difficult and revising for exams (Jarvis, 2003).

As well as what others can do to support inclusion there are also certain skills and
characteristics that a deaf individual can have which facilitate inclusion. These include well-
developed speech, language and communicative skills (Hadjikakou, Petridou and Stylianou,
2008; Eriks-Brophy, 2006; Nunes et al, 2001; Nunes et al, 2001), their ability to advocate for
their own needs within the school setting and assuming responsibility over their own

learning (Eriks-Brophy, 2006). Communication is seen as crucial for social inclusion and
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research suggests that social inclusion underpins successful academic inclusion (lantaffi et al,

2003).

2.5.2. Barriers to the inclusion of deaf children and young people in schools

In contrast to the facilitative factors that have just been discussed there is research to
suggest there are a number of barriers to the inclusion of deaf children and young people in
schools. Findings suggest that deaf pupils are generally seen as unpopular by their peers, are
socially marginalised and accepted at a superficial level (Ridsdale and Thompson, 2002).
Overemphasis on the hearing loss can lead to unwanted attention (lantaffi et al, 2003),
coddling, under expectations of achievement and setting limits which can create barriers to
inclusion (Eriks-Brophy, 2006). A lack of teacher deaf awareness and preparedness for
teaching deaf students in mainstream classes impacts on communication and learning (Eriks-
Brophy, 2006; Jarvis, 2003). Teachers may struggle to manage or understand audiological
equipment, which can add to the embarrassment that the deaf child may already feel from
wearing hearing aids or radio aids that make their hearing loss more visible (Ridsdale and

Thompson, 2002; Jarvis, 2003).

Deaf pupils with a range of needs may have difficulty working collaboratively with peers or in
joining in discussion type activities, preferring more practical lessons to language based
lessons (Ridsdale and Thompson, 2002). Some teachers recognise the relative difficulty deaf
pupils have in group work but tend only to conceptualise this in terms of the deaf pupil’s

misfortune in being poor communicators rather than conceptualising this barrier in terms of

30



curriculum delivery or teacher effectiveness (Ridsdale and Thompson, 2002). Teachers may
have very little understanding of the perceptions deaf pupils have of school due to a lack of
time and opportunity to relate to the young people on a one-to-one basis (Ridsdale and

Thompson, 2002).

As well as a lack of understanding about deafness the terms used to describe deafness can
create further misunderstandings. The terms ‘mild’ and ‘moderate’ give the incorrect
impression that the impact of the hearing loss is ‘mild’ or ‘moderate’. On the contrary,
research shows that the impact of hearing loss on education, family and social and
emotional well-being is greater than has generally been recognised (Archbold, 2015).
Research from both the UK (Archbold, 2015) and Canada (Dalton, 2013) identifies some of
the barriers that young people with mild and moderate hearing loss (MMHL) face. Young
people with a MMHL reported that FM systems and academic support from educational
assistants interfered with social interactions (Dalton, 2013). As reported by a number of
pupils with varying degrees of hearing loss, children with a mild to moderate hearing loss
also comment on difficulties understanding lessons, particularly when teachers walk around
the classroom, turn to the board or turn the lights off (Dalton, 2013). Within Dalton’s (2013)
research it is highlighted that educators need to; understand the lived experience of
students with MMHL with regards to having to explain their hearing loss, the frustrations
they experience and the assistive devices they use; recognize the inherent contradictions
that accompany having a hearing loss, taking into consideration their self-identity,

stereotypes and attitudes, and the difference and shame they sometimes experienced;
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attend to needs such as communication, learning and social, emotional needs taking into
consideration practical things such as classroom instructions but also showing empathy and
understanding. Parent reports of children with mild to moderate hearing loss suggest
children with mild to moderate hearing loss face challenges with low self-esteem and
confidence and may experience feelings of isolation. This seemed to stem from

communication difficulties which created a barrier to interactions (Archbold, 2015).

Research suggests that deaf children face difficulties in communicating, initiating and
maintaining interactions with hearing peers (Xie, Potmesil and Peters, 2014) and are aware
that their own communication difficulties pose obstacles to making friends (Ridsdale and
Thompson, 2002). This is exacerbated by hearing peers not knowing how to solve the
communication difficulties between themselves and their peers creating a barrier to
interactions (Nunes et al, 2001). Hearing pupils report preferring to have hearing peers as
friends and the friendships of deaf children have been found to be more sporadic than those
of hearing pupils (Nunes et al, 2001). However, research indicates that deaf pupils who form
friendships with children who have similar hearing loss to their own outside of school
experience some distinct advantages, such as ease of communication, not feeling isolated
and shared understanding (lantaffi et al, 2003; Ridsdale and Thompson, 2002). Whether
having such friendships outside of school protects against feelings of isolation and social

exclusion in school is unclear.
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In addition to this deaf students often have to cope with the acoustically problematic
environments that they are being taught in, reporting that classes are too noisy (Ridsdale
and Thompson, 2002; Archbold, 2015) and that they are happier when they are in the
school’s specialist unit (Ridsdale and Thompson, 2002). However, when schools have
resources such as specialist units, attention must be paid to the details of when and how
such a service is offered (Slobodzian, 2009). Although the resource room can provide
support for deaf students, consideration should be given to the impact of a complex daily
schedule and socioemotional reality of requiring deaf students to constantly shuttle
between two different classrooms, never feeling like they are complete members of either

setting (Slobodzian, 2009).

There seem to be restrictions to the extent that schools will go to when ‘including’ deaf
pupils. Sometimes the underlying foundation of the mainstream environment allows for
accommodations, but only to the extent that the non-deaf majority are not overtly impacted
(Slobodzian, 2009). In these environments deaf students learn that acceptance is granted to
those who comply with the majority (Slobodzian, 2009). Although teachers of the deaf are
often a facilitative factor for inclusion (Eriks-Brophy et al, 2006) and are appreciated for the
support they provide in schools (lantaffi et al, 2003), there is research to suggest that some
deaf pupils feel they are over support at times (Jarvis 2003) or have experienced teachers of
the deaf who were intrusive, interfering with academic work and friendships (lantaffi et al,

2003).
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2.5.3. Methods and limitations of previous studies from abroad

The studies that have been discussed vary in their approach and results. Hadjikakou,
Petridou and Stylianou (2008) used data to identify correlations and suggest protective
factors for deaf students. However, the questionnaire design and data gathered is
questionable. From the study it is hard to determine whether the deaf children and young
people had the necessary literacy skills to access the questionnaire. Questionnaires were
linguistically modified by the researchers to meet the children’s needs and some questions
were ambiguous, poorly constructed and open to interpretation, making it hard to establish

whether the data collected is valid and/or reliable.

A number of the studies identified difficulties and barriers to inclusion (Eriks-Brophy et al,
2006; Slobodzian, 2009; Hintermair, 2010; Marschark et al, 2012). However, there were
limitations to these studies. Eriks-Brophy et al’s study (2006) included participants that were
reflecting on experiences that may have occurred over a decade ago and may now be
outdated and both Slobodzian’s (2009) and Dalton’s (2013) studies, whilst in-depth and
informative, were based on a small sample size (n=2 and n=3 respectively) and the unique
experience of these participants may not be generalizable. Dalton’s research outlines that
the three participants were aged 18-21 years and were diagnosed with bilateral MMHL for a
minimum of two years. As a result one of the participants is reported to have been 16 years
old when they received their diagnosis. This may be a very different and unique experience
compared with those who received a diagnosis at an earlier age and have gone through the

majority of their school years using assistive devices and the possibility of additional support.
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Hintermair (2010) used tools that were standardized on hearing children and included
participants who ranged from six to eighteen years. The study lacked detail about any
differences between schools and ages, generalising across the age groups. Teachers of the
deaf already known to the children administered the survey, which may have impacted the
students’ answers and raises questions about whether the results truly reflect the

experiences of the participants.

Finally, Marschark et al’s (2003) research used a new research tool with questionable
reliability and as they were postal questionnaires, control of variables such as understating,
characteristics and linguistic ability of the respondent was limited. The results were
presented as an amalgamation of the UK and USA, without addressing whether there were

any differences in experience between the two countries.

2.5.4. Methods and limitations of previous studies from the UK

During my literature search | found four main UK studies specifically exploring the
mainstream school experiences of deaf children, which have been discussed above (Nunes
et al, 2001; Ridsdale and Thompson, 2002; lantaffi et al, 2003; Archbold, 2015). Although
Jarvis (2003) has also reported work in this area, which is discussed above, this paper was a
result of the lantaffi et al (2003) study and therefore the methods and limitations of this

study are considered in relation to the larger study which informed Jarvis’ (2003) paper.
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Due to the method similarities in the Nunes et al (2001) and Ridsdale and Thompson (2002)
studies there are some similar limitations. The methods used in both studies provided both
quantitative data which identified how socially included the deaf children were and
qualitative data which explored the potential reasons for the extent of the child’s inclusion.
The latter provided insight into the child’s experiences, however considering the hearing
children were questioned about their relationships with the deaf children, concern may be
raised as to whether the line of questioning in itself singled out deaf pupils. Another ethical
dilemma may be the use of the scaling and questions exploring how much the children and
young people enjoy spending time with their peers. When using tools such as this it is
important to consider the impact that these questions might have on the participants and
the effect that shining a light on their friendships might have. The children and young
people’s feelings post-sociometric questioning should also be considered, as with such direct
guestions there may be a danger of children feeling guilty if they answer negatively about

others.

Looking at the two studies separately there are also a number of questions around the
methods used to collect data. In Nunes et al (2001) the authors report on a participant
sample of 9 deaf pupils in years 5 and 6 across two mainstream schools without any further
discussion around the individual differences within the sample, for example the extent of the
children’s hearing loss, communication mode, age or gender and therefore generalise

findings across the sample rather than identifying if there were any differences. There also
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seemed to be a lack of detail around how the interviews were analysed and there is a
suggestion that the questions specifically focused on communication difficulties the function
of friendships for the deaf pupils’ hearing friends, although information about the interview
schedule is not provided. In addition to this it is difficult to determine from the research how
supported the main quotes used within the interview write up are, as there is little
information about how many of the pupils felt this way, whether it is the opinion of the
majority of the children or just one and whether it is an isolated experience of something

more common amongst the participants.

Similarly to Nunes et al (2001), Ridsdale and Thompson (2002) fail to give details of the
participants beyond the fact that the sample included three boys and one girl in Year 8 and
10 with hearing losses ranging from mild to severe. With just 4 participants it would have
been interesting to know the extent of each person’s hearing loss, which Year group they
were in and what communication mode they used. This study involves little detail about how
the data was analysed and in places there is an indication that the findings represent the
views of all of the children with little evidence that this is the case, as supporting quotes may

be from just one of the pupils rather than multiple.

In contrast to the two studies just discussed lantaffi et al (2003) conducted a large scale
nationwide qualitative study which provided an in-depth and exploratory analysis of deaf
pupils’ views on inclusion in mainstream schools. Eighty three key stage 3 (years 7, 8 and 9)

pupils were interviewed and involved in focus groups between December 2001 and June
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2002. A range of approaches was used to elicit the views of the young people involved,
including; mind maps to show perceived positive and negative aspects of schooling,
metaphor elicitation, brainstorming on helpful and unhelpful things that teachers do,
repertory grids exploring the different roles played by adults involved in the pupils’ learning
process, role-playing through giving advice to rag dolls, and open-ended questions. The
pupils were free to choose their preferred mode of communication during the interviews

and focus groups.

lantaffi et al’s (2003) is one of the few that include Year 9 participants, although they
comment that they were the most difficult group to access. Although this study provides
more detail than others with regards to the number of male and female, the number of
participants from each year group in Key Stage 3 and the number of participants with a
moderate, severe and profound hearing loss, as with previous studies it fails to attend to the
individuality of participants and generalises results across the ages and extent of hearing
loss. There is little recognition that a Year 7 with a moderate hearing loss may have a very
different account and experiences to a Year 9 with a profound hearing loss who is beginning
to think about exams and their future. Although the research appears to identify similarities
across participants it would have been interesting to explore whether there were any

differences between age groups or between the categories of hearing loss.

One of the main limitation of lantaffi et al’s (2003) study, as well as the two discussed

previously (Nunes et al, 2001; Ridsdale and Thompson, 2002), is that they were conducted
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over a decade ago and there have been many changes which will have impacted on deaf
children and their education. However, recent research funded by the National Deaf
Children’s Society (NDCS) indicates that there continue to be barriers to overcome
(Archbold, 2015). It explored the experiences of young people with mild to moderate
hearing loss by gathering information via parent and teacher interviews and online
guestionnaires. Following on from the online questionnaires 12 parents and 14 professionals
were interviewed to explore the areas that emerged from the questionnaires in more detail.
The age range of the children during the time of the interviews was 2 months to 18 years
and 3 months, the largest range of any of studies previously discussed. The difficulty with
such a large range is that some of the findings may only be relevant to one group within the
study, for example parent with children in early year’s education may well report very
different experiences to parents who have 18 year old teenagers who may be looking to
transition into adulthood. To gain a more in depth understanding of these children’s and
young people’s experiences it may have been more beneficial to look at the different age
groups separately. In addition to this although the study highlights a need to address the
challenges that mild and moderate hearing loss bring to the home and school, it also
recognises that further research needs to be done in this area and highlight that a useful
extension of this research would be to talk to the children and young people themselves
about their experiences. Indeed previous research from Gregory et al (1995) indicates that
there can be a discrepancy between young people’s and parent’s views when discussing the

young person’s social life.
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2.6. Current study

Recent research from abroad and in the UK would indicate that deaf children and young
people continue to experience difficulties in school (Xie, Potmesil and Peters, 2014). With
the number of Teachers of the Deaf declining since 2011 and reduced resources available to
support deaf children, educational psychologists may need to play a more active role in
supporting young people with a hearing loss. Educational psychologists are likely to work
with children with hearing loss and their teachers and families as a part of their role, for
example if asked to write a psychological advice for a deaf child’s Education, Health and Care
Plan (EHCP) and attend the subsequent annual reviews of the plan. During these plans and
meetings they are in a position to help identify appropriate support for the child or young
person. To be able to do this effectively educational psychologists (EPs) first need to
understand deaf children and young people’s experiences of school and the potential

barriers and facilitative factors to both academic and social inclusion.

Previous research often generalises results across age groups and children and young people
with varying degrees of hearing loss. Therefore, there is little research which recognises the
individuality of these pupils. To do this each group should be looked at separately and only
then can findings be attributed to those participants and differences drawn across groups.
By generalising across young people with a hearing loss it is difficult to claim an in-depth
analysis which is true to the individuals within the group. In addition to this few studies
appear provide details about their interview schedule and analysis making it difficult to

establish whether the results have been shaped by predetermined ideas or potentially
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leading questions. The current study aims to fill a gap within the research by addressing
some of these limitations. This study will focus only on Year 9 pupils with a moderate
hearing loss and will seek to gain an in depth exploration of their experiences in secondary
school. Unlike previous studies, IPA will be used to address the individuality of each
participants experience and a detailed account of the analysis process will be provided to
ensure transparency in the findings. By doing this it will also go towards filling the gap
identified by Archbold (2015) and provide current research in the UK which represents the

voice and lived experiences of Year 9 young people with a moderate hearing loss.

This study seeks to answer the following research questions:

* What, if any, are the facilitative factors to positive experiences in school for young
people with moderate hearing loss?

* What, if any, are the barriers to positive experiences in school for young people with
moderate hearing loss?

* How do young people attending a mainstream secondary school with a moderate

hearing loss perceive themselves in relation to their peers?
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CHAPTER 3
3. METHODOLOGY

3.1. Introduction

This chapter provides a rationale for the choice of methodology and research methods used
for this research project. | will begin by discussing ontology and epistemology, my position in
relation to these concepts and how this led to Interpretive Phenomenological Analysis (IPA)
being chosen as an appropriate approach for the research project. Following this the method
will be outlined in relation to the research context, ethical considerations, participants, data
collection and data analysis. Finally, relevant aspects of validity and reliability, reflexivity and

my position as the researcher will be discussed.

3.2. Ontology and Epistemology

Ontology is the nature of reality and what exists (Hudson and Ozanne, 1988; Punch, 1998)
and epistemology the relationship between the researcher and reality, and how we achieve
our understanding of reality (Carson et al, 2001). Whether a positivist or interpretivist

approach is used lies in the ontological philosophy it adheres to.

Positivism is based on the belief that there is one objective reality to be discovered
regardless of people’s perspectives or beliefs (Hudson and Ozanne, 1988). In contrast to this,
this study is in line with constructionism or interpretivism. It is based on the belief that a
measurable and quantifiable objective world does not exist; therefore knowledge, truth and

reality can never be truly known (Pring, 2004). Reality is seen as an interaction between the
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objective and subjective. Therefore social phenomena and their meanings can only ever be
viewed from an individual’s perspective and are not definitive (Bryman, 2001; Cohen et al,
2007). Interpretive methodology aims to understand phenomena from an individual’s
perspective (Creswell, 2009) and the theory is usually grounded, being generated from the
data rather than preceding it (Cohen et al, 2007). Interpretive methods yield insights and
understandings of behaviour, explaining actions from the participant’s perspective (Scotland,
2012). They often generate qualitative data and analyses often involve interpretations on

the part of the researcher (Scotland, 2012)

| chose to use IPA as an approach rather than an approach such as grounded theory or
thematic analysis due to my belief in the uniqueness of each individual’s experience and
their aim to gain an in depth account of this. Whereas grounded theory generally sets out to
generate a theoretical account of a particular phenomenon (Smith et al, 2009) and looks for
shared codes right from the beginning of the process merging and analysing accounts as one
data set (Robson, 2002), IPA seeks to analyse each participant’s data separately, only looking
for comparisons across data at a later stage of analysis. This not only allows for individual
accounts to be expressed and valued in their own right but also allows for differences as well

as similarities to emerge from the data.
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3.3. Interpretive Phenomenological Analysis
IPA is an approach to qualitative, experiential and psychological research which has been
informed by three areas of the philosophy of knowledge; phenomenology, hermeneutics

and idiography (Smith et al, 2009).

e Phenomenology is a philosophical approach to the study of experience, looking at
what the experience of being human is like in terms of the things that matter to us,
which make up our lived world. It provides us with a rich source of ideas about how
to examine and comprehend lived experiences (Smith et al, 2009).

e Hermeneutics is the theory of interpretation. It includes ‘the hermeneutic circle’
which is concerned with the dynamic relationship between the part and the whole at
a series of levels. To understand any given part, you look to the whole; to understand
the whole you look at the parts (Smith et al, 2009).

e Idiography is the particular. IPA’s commitment to the particular is detailing and
understanding how particular experiential phenomena have been understood from

the perspective of particular people, in a particular context.

IPA is concerned with the detailed examination of lived experience and aims to enable the
experience to be expressed in its own terms, rather than according to predefined category
systems (Smith et al, 2009). It situates participants in their particular contexts, exploring

their personal perspectives, and starts with a detailed examination of each case before
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moving on to more general claims (Smith et al, 2009). It suggests that experience can be
understood via an examination of the meanings which people impress upon it (Smith et al,
2009). It attempts to understand what it is like for someone whilst also analysing,
illuminating, and making sense of something (Smith et al, 2009). This seems the most valid
way in which to access and understand young deaf people’s experiences in mainstream

education.

3.4. Method
This study aimed to explore the experiences of Year 9 students with moderate hearing loss,

who attend mainstream school by seeking to answer the following research questions.

* What, if any, are the facilitative factors to positive experiences in school for young
people with moderate hearing loss?

* What, if any, are the barriers to positive experiences in school for young people with
moderate hearing loss?

* How do young people attending a mainstream secondary school with a moderate

hearing loss perceive themselves in relation to their peers?

Semi-structured interviews were used to gather information (see section 3.8 for more
information on the design of the interview schedule) which was analysed using IPA. | chose
IPA as | feel that the combination of phenomenology, hermeneutics and idiography supports

my aim to understand the young people’s experiences.
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3.5. Research Context

The research was conducted with five young people who attended different mainstream
schools in a county local authority in the West Midlands. Due to their attendance at a
mainstream school, in a county which has no enhanced resource provisions or specialist
schools for deaf children, many of the young people participating in the study were the only
person in their class or even year to have a hearing loss. The focus on young people with
moderate hearing loss arose due to research suggesting that children and young people with
mild-moderate hearing loss are at risk of lower attainment and difficulties in social and
emotional wellbeing. However, previous research had included parents and teachers and not
the young people themselves. As the study sought to conduct an in-depth exploration of
these young people’s experiences | decided that children at secondary school age may be
more able to articulate and reflect on their experiences. Year 10 and 11 candidates were
ruled out due to examinations and Year 7 candidates ruled out due to their short amount of
time in the school and therefore experiences within it. This left Year 8 and 9 students,
however, after discussion with a specialist teacher for the deaf within the local authority
who | was liaising with, it emerged that there were a greater number of children with
moderate hearing loss in Year 9 than Year 8. As there was a desire to make the sample as
homogenous as possible it was decided that the Year 9 students would be approached

rather than approach both year groups.

During the study | liaised with the lead teacher of the deaf working in the local authority. She

had access to a database which contained all of the children with hearing loss and deafness
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that the local authority knew of. She identified that there were six young people across the
county who would be appropriate for the study. Due to confidentiality reasons we agreed
that she would contact the families to discuss the project and whether they would be willing

for me to contact them. All six agreed for their contact details to be passed on.

3.6. Ethics
3.6.1. Ethical approval
The current study was approved through the University of Birmingham'’s Ethical Review

Process (see Appendix 1 for the Application for Ethical Review).

3.6.2. Consent and right to withdraw

Letters were sent to the headteachers (Appendix 2) of the schools that the six young people
were attending, providing information about the study and requesting permission to work in
their school. Personalised letters were sent to participants (Appendix 3) and their parent(s)
(Appendix 4) to inform them of the study and request consent for participation. Information
in the letters included details of the study, their rights as a participant to refuse involvement
in the study and to withdraw from the study, consent forms, details of the researcher in case
of any queries or issues and questions regarding their preferred method of communication
(British Sign Language, Oral English, Other) so that an interpreter could be arranged where
necessary. For the participant to be included in the study consent needed to be obtained
from the headteacher, parent(s) and young person. Participants were reminded of their right

to withdraw from the study when the researcher met with them for the interview.
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3.7. Participants

IPA studies look for homogeneity in their participant samples and this study sought to

include students attending mainstream secondary school, in Year 9 and with a moderate

hearing loss. Six young people were identified to take part in this research through a process

of purposive sampling. Consent from both the parents and young people was obtained for 5

of the participants within the time frame that had been stipulated. Each participant is

described below in a ‘pen portrait’ (table 3). Pseudonyms have been used to protect the

participants’ identity.

Table 3. Participant ‘pen portrait’ summaries

Name Participant information
Molly Sex: Female
Age at time of interview: 14
Year group: 9
Additional Needs: None
Hearing loss: Moderate, Bi-lateral
Brief background: Molly appears as a confident young lady who feels she has
lots of friends and enjoys socialising in and out of school, although this can
sometimes get her into trouble if she is talking with her friends in class. She
does not receive any additional support in school and appears to prefer it this
way following additional speech and language support in primary school. She
seems positive about her hearing loss and confident in who she is. She is
considering a future career working with children who have hearing loss so
that she can help them to be confident in who they are. She has questions
about her hearing loss and why it occurred but is yet to know the answers.
Sam Sex: Male

Age at time of interview: 13
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Year group: 9

Additional Needs: None

Hearing loss: Moderate, Bi-lateral

Brief Background: Sam is very focused on school work and not only stays after
school one day a week to do a computer course but has also chosen to take
extra GCSEs. His dedication to his work appears to be a result of struggling in
primary school and his view that he missed out on education due to his
hearing loss being diagnosed when he had started school rather than before it.
Initially he worked hard to catch up but now he is keen to get the best grades
possible. He appears to have a regular friendship group which he feels a part
of, although he considers his group as different to the ‘normal’ school

population and appears to prefer to keep his interactions within this group.

Natalie Sex: Female
Age at time of interview: 14
Year group: 9
Additional Needs: None
Hearing loss: Moderate, Bi-lateral
Brief Background: Natalie appears to be a part of a small friendship group,
although there can be regular fall outs in the group. She experienced
prolonged bullying from a peer for a long period of time which appears to have
left her feeling angry and frustrated at the lack of support she received at this
time. She still appears to have some peer issues but is able to ignore this most
of time. She seems to have a few key members of school staff and family that
she will go to for emotional support and will talk to them when she is upset or
needs some time away from others. She has a passion for art and has
previously won a school award for her art work.

Jenny Sex: Female

Age at time of interview: 14
Year group: 9
Additional Needs: None
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Hearing loss: Moderate, Bi-lateral

Brief Background: Jenny seems to have two close friends that she spends time
with in school and can struggle when they are both absent. She is vocal about
her dislike of school and feels that the teachers can be unfair towards her. She
does not like having a hearing loss and can become upset when others ask her
about it, as it reminds her that she is different to others. She will cover her
hearing aids with her hair to avoid this and sometimes turns them off when
she wants to be left alone. She has a passion for dance and prefers discussion

based topics rather than writing activities.

Nathan

Sex: Male

Age at time of interview: 14

Year group: 9

Additional Needs: None

Hearing loss: Moderate, Bi-lateral

Brief Background: Nathan is positive about his hearing loss and attends events
put on by the National Deaf Children Society (NDCS). As well as going on trips
with them he helps with fundraising. This seems to help him feel that he is not
alone and appears to help him reframe negative experiences linked with his
hearing loss into positive experiences and opportunities. His brother also has a
hearing loss and joins him on NDCS trips. Nathan has experienced some
negativity from peers but seems confident in the school system for dealing
with any issues. He receives regular academic support both in targeted lessons
and on a one-to-one basis. This is overseen by the special educational needs
co-ordinator at the school who monitors the interventions he is receiving and
liaises with Nathan according to the support he receives. He seems positive

about the additional support he receives and considers it beneficial.
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3.8. Data collection and the use and design of the semi-structured interviews

When choosing a data collection method IPA is best suited to one which will give
participants an opportunity to “offer a rich, detailed, first-person account of their
experiences” (Smith et al, 2009, p.56). Qualitative approaches are often best suited as
information gathering is flexible and gives more control to the participant, enabling richer
and more explanatory data (Robson, 2011). Data is often collected face to face and
researchers need to reflect on how information is mediated through their own perceptions
(Merriam, 1998). Although researchers enter the field of study with some prior insight, they
remain aware of their limited knowledge. They remain open to new knowledge throughout
the study and use a flexible approach to allow for the multiple, complex and changing nature
of a perceived reality (Hudson and Ozanne, 1988). In line with this semi-structured
interviews were used, which allowed for pre-identified areas of discussion to be explored
whilst allowing the flexibility to change the order of questions, length of time on each
guestion and level of attention given to areas of interest (Robson, 2011). This allows the
interview to evolve and develop in interesting and previously unconsidered ways,
encouraging participants to expand upon their answers (Coolican, 2004). Smith et al (2009)
suggest that a schedule with between six and ten open questions, along with prompts can
take 45-90 minutes. In line with this seven open ended questions with prompts were
identified (Appendix 5) and interviews lasted between 1-2 hours. Those that lasted over an
hour (four out of five) were split over two days to fit in with the participant’s timetable and

to give them a break from what may be an intense and unusual experience.
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The first six questions sought to explore some of the areas that had been previously
discussed in the literature; self-concept/identity, the school day, relationships in school with
peers and teachers, and potential facilitators and barriers to learning and positive
experiences in lessons. In line with IPA | had to be careful to answer the research questions
without predetermining or having any preconceptions on the young people’s experiences
based on previous reading. Therefore, when creating the questions themselves | tried to
keep the language as simple as possible and loosely address the areas | was looking to
explore, without restricting or leading the participants into answers. The questions were
open-ended with prompts being used to explore certain areas of the conversations further if
it was felt a more in-depth exploration could be gained. As suggested by Smith et al (2009,
p60) | used different types of open-ended questions such as descriptive, contrast and
narrative questions (Appendix 5). The only question within the interview schedule that was
not guided by the literature was the final question which focused on moving forward and the
young people’s creation of an ideal school, which provided a final opportunity to discuss

different areas of school life.

To support the young people in answering potentially daunting open-ended questions, visual
prompts in the form of works sheets were used as a facilitative tool (Appendix 6). This is
similar to the approach used by lantaffi et al (2003) who used visual aids to help structure
discussions during focus groups with deaf pupils. In the current study participants were
asked to complete a task prior to the interview and to bring the sheet with them. This

provided participants with more time to think about the first question and was used as an
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ice-breaker as it provided something to focus on together rather than the potential intensity
that might arise from the researcher solely focusing on the participant. As suggested by
Smith et al (2009) the first question encouraged a fairly descriptive response so that the
participant quickly became comfortable talking. The final question was based on a resource
from personal construct psychology called the Ideal School (Williams & Hanke, 2007) which
was used to support the participants in thinking about their current school and what would
be different about it if it was more in line with their ‘ideal school’. Responses to these
questions were be probed further to gain a further understanding of these young people’s

experiences in school.

Each interview was video recorded with the consent of the participants and parents. This
was so that an accurate verbatim transcript could be created for analysis. The worksheets

that were used as prompts also provided relevant notes and participant comments.

3.9. Data Analysis

The analysis of qualitative data is often time consuming and should be systematic,
comprehensive, grounded, dynamic, and accessible (Robson, 2011). A process of data
reduction and interpretation are used and from this patterns and themes can develop that
aid a valid understanding (Willig, 2008). Smith et al (2009) suggests that there is no right or
wrong way of conducting an IPA analysis but provides a helpful framework for those looking
for guidance. Using Smith et al’s (2009) framework | used the following step-by-step

analytical process (table 4).
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Table 4. The process used during data analysis (as suggested by Smith et al, 2009)

Step 1

Transcription

Verbatim transcription of each participant’s
video recordings (see Appendix 7 for an

example)

Step 2

Reading and re-reading

Immersing oneself in the original data, keeping

the participant as the focus of the analysis

Step 3

Initial noting

Examines semantic content and language at an
exploratory level. Initial thoughts and notes can
be added. Comments include descriptive,
linguistic and conceptual comments (Appendix

8)

Step 4

Developing emergent

themes

Based on the notes made in step 3 the data is
reduced but maintains complexity. Attempting
to produce precise but brief statements of what
is important in the various comments attached
to a piece of transcript. Focus on capturing
what is crucial at this point in the text whilst
inevitably being influenced by the whole text

(Appendix 8)

Step 5

Searching for connections

across emergent themes

The development of charting, or mapping how
the analyst thinks these themes fit together.
Some emergent themes may be discarded at
this phase. Clusters of themes that relate are
created. More specific ways of looking for
patterns and connections between emergent
themes include:

-Abstraction (developing superordinate

themes)
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-Subsumption (an emergent theme acquiring a
super-ordinate status)

-Polarisation (oppositional relationships
between emergent themes)

-Contextualisation (themes that related to
particular narrative moments or key life events)
-Numeration (the frequency with which
emergent themes appear)

-Function (the function of what the interviewee
presents)

This information is then brought together to
produce a graphic representation of the themes

(Appendix 9)

Step 6 Moving to the next case Move to the next participant’s transcript and
repeat the process. The researcher needs to
bracket, or set aside, the ideas emerging from
the analysis of previous text

Step 7 Looking for patterns across | Connections between and across interviews.

cases

Identifying individual and shared meanings. Can
lead to the reconfiguring and relabelling of

themes (Appendix 10)
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CHAPTER 4

4. FINDINGS AND DISCUSSION
4.1. Introduction
This chapter will outline the findings following the participant interviews and analysis. The
findings have been presented under the research questions which they relate to, with a
thematic map under each to show the relevant superordinate and subordinate themes.
Following this the superordinate and subordinate themes are discussed, with explanatory
quotes from participants provided. Where direct quotations are taken from transcribed
interviews (in italics) all references to people’s names and means of identifying participants
have been removed. Findings are discussed in relation to previous research and disparities
and similarities addressed. This chapter will conclude by exploring the implications of the
findings for EPs, the strengths and limitations of the study and considerations for future

research.

4.2. What, if any, are the facilitative factors to positive experiences in school for young

people with moderate hearing loss?
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Figure 2. Themes that relate to positive experiences in school
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4.3. Superordinate Theme: Coping and support

During the interviews all of the participants described the degree of support they had
received during their time in school and some of the ways in which they cope on an
everyday basis. Although each had their own unique experiences of support and how they
coped in school there were a number of similarities across participants which were reflected
in the sub-themes of; level of support and its impact, coping strategies and outside
professionals. Facilitative factors for positive experiences were found across all three of

these subthemes.

4.3.1. Sub-theme: Level of support and its impact

The sub-theme of level of support and what impact this had on the participants emerged
across all five participants. The level of support received varied across participants with
some receiving a universal level of support that any secondary school student should have

access to, through to additional support at a more targeted level.

Even if deaf children receive early intervention they have been found to demonstrate “low
average” language development compared to hearing children (Yoshinago-Itano, 2003).In
her interview Molly told me that she had received intervention to support her language
development. Research suggests that young people with a hearing loss can find additional
support intrusive (lantaffi et al, 2003) and Molly expressed relief that she no longer had to

receive it during secondary school. However, it appears that the speech and language
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support she received during her time in primary school meant that this could be reduced as

she got older.

Relieved and just like kind of glad | don’t have them. To me | kind of feel like | don’t need
them cause | had them all the way through primary school. They taught me like the basics

and now, it’s like | can just learn by myself. (Molly)

Molly’s speech and language intervention may have ceased when she got to secondary
school but she noticed that occasionally she sought a more informal form of support from

others to help her with her speech.

I’'m like saying words wrong and | have to like, get other people to help me, to help correct

me. (Molly)

As with Molly there was an indication that Sam felt similarly about not having regular

additional support.

| try to stay as independent as | can. | only ask if | need help if I've thought about it for ten

minutes and that’s it, | can’t think of anything, then I’ll ask. (Sam)

Although Natalie and Jenny sought academic support from others, it was usually friends that

they turned to for help rather than teachers.

If I haven’t heard anything I’ll like lean over and ask them or, yeah they help me and

everything basically.... Sometimes | rely on them. (Natalie)
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| find it easier to work with her, we work on the same level and we both like understand the
same things. Sometimes she can like understand more than me so she can explain it to me

more. (Jenny)

Previous research suggests that having peers who accept and include their deaf peers, filling
in the gaps in information, facilitates inclusion (Eriks-Brophy et al, 2006) and it seems that

both Natalie and Jenny have managed to find friends who can support them in this way.

As with Natalie and Jenny, Nathan discussed the need for academic support. However, in
contrast to all four of the other participants Nathan was the only student receiving regularly

timetabled additional support to help him with his learning.

They started taking me out of that and going through some of my work and explaining more
stuff, so like English they will like help me revise my quotes or French the words and stuff so
next year | think what they’re doing is taking me out of three of the five tutor lessons a week

to go through my work and see anything that I’m struggling in and help me out. (Nathan)

Although deaf and hard of hearing students seem to be performing similarly to their
classmates (as reported by teachers) research suggests they are below national norms (Antia
and Rivera, 2016). Figures from the Department of Education for deaf children in 2015
suggest that they have lower attainment than other children (NDCS, 2015) and that they

experience difficulties in a number of cognitive domains which may require additional
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support (Marschark and Hauser, 2012). Nathan’s support seemed to be monitored by the
SENCO at the school who would speak with Nathan about his progress and agree on future

support.

He looked through my grades and stuff and we just chatted and stuff and that’s why we

come up with the thing for next year to get taken out of tut’. (Nathan)

Nathan was the only participant to describe such support or meeting with the SENCO and
the approach to intervention seemed to be a joint agreement through discussion rather than
being told the support he would receive. As with past research having contact with school
staff who were deaf aware proved to be facilitative of inclusion (Hadjikakou, Petridou and

Stylianou, 2008).

Participants’ experiences indicate that the support they receive has been varied. For the
majority of participants support was mainly incidental and accessed as needed either for
speech reasons or through friends for academic reasons. Nathan was the only participant
who seemed to be receiving additional and planned academic support out of the five

participants.

4.3.2. Sub theme: Coping strategies
All of the participants had found ways of coping with their hearing loss and described how

they had developed strategies over time. Molly and Sam described the importance of
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focusing on one person at a time when they were speaking so that they did not miss parts of

the conversation.

You kind of have to focus on that one person or you kind of just miss it. (Molly)

| pay more attention and with my friends and that | have to look at them and what they’re
saying, not just look around and be oblivious, | have to look them in the face to hear

everything they say. (Sam)

In line with this Sam, Natalie, Jenny and Nathan highlighted the importance of paying close
attention to others using lip reading and Sam and Natalie also used others’ body language

for additional information, for example:

I lip read people a lot or | tend to, if | lip read someone I've got to look at their eyes as well
cause sometimes you know thing are, mean different things due to how they’re feeling or

how they look, their body language so | look at their face and their body a lot. (Natalie)

Deaf children appear to use a variety of visual codes such as lip reading and tactile-
kinaesthetic feedback which cue and miscue deaf children entirely differently from their
hearing counterparts (Allman, 2002). Accounts from four of the five participants suggest that
lip-reading is used as a regular coping strategy to follow what people are saying. If Molly or
Nathan missed something they would ask people to repeat themselves. Molly seemed to use

humour when dealing with such situations.

Like every time | ask somebody to repeat something they always get kind of like annoyed at

me but | always find it funny and they, we both normally end up joking about it. (Molly)
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In contrast to Molly and Nathan, Sam would either wait for the teacher to write it down or

fill in the bits he missed rather than ask people to repeat themselves.

If I don’t understand it at first, I’ll sort of wait and then pick up after and what they’ve said
before and I'll try and fill in the blanks of what they’ve said...you’ve gotta get used to it.

(Sam)

Previous research suggests these findings are not in isolation and that young people with
hearing loss may mishear when in the classroom and have greater difficulties listening over
distance and in noise than their hearing peers (O’Neill, Arendt and Marschark, 2014;
Marschark et al, 2015). Molly found “sitting closer to the front” helpful for her hearing and

Sam, Natalie, Jenny and Nathan seemed to support this, for example Jenny explained.

If I sit like to the front of the class | might be able to hear better but if I’'m sitting at the back

of the class it’s a bit harder. (Jenny)

Two of the participants (Sam and Jenny) found that being able to turn off their hearing aid
was beneficial at times and helped them to deal with distractions or situations that they

seemed to want to ‘switch off’ from.

It works. | do that in exams as well so | can’t hear people tapping or just rocking their chairs

cause it helps me focus for it. Just switch off. (Sam)

Sometimes | like it when | can just turn them off, like shut someone out. (Jenny)
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Bertoli et al (2008) found that noisy and disturbing sounds were the most frequently
reported problems by hearing aid users. Jenny’s viewpoint here suggests that at times she
feels the need to escape from others and at times she shuts people out by switching off her
hearing aid. It may be that by being able to switch off her hearing aids and shut people out,
she is able to have a greater feeling of control in her life. The difficulty with this may be that
by removing their hearing aids both Sam and Jenny are missing out on acquiring new
language and basic knowledge that hearing children typically gain incidentally from
overhearing the conversations of others (Carney and Moeller, 1998; Marschark and Hauser,

2008).

All of the participants described ways of coping with their hearing loss and the strategies
they found helpful. Strategies such as lip-reading asking people to repeat things, using
humour to diffuse awkwardness, filling in the gaps of the information they have missed,
sitting nearer to the front of the classroom or simply switching off their hearing aids to
escape noise and people appeared to be part of an everyday routine for these young people.
These coping strategies seemed essential for them being able to pick up all of the
information they need, both during lessons and during social interactions. Although these
coping strategies were facilitative for these young peoples’ positive experiences they had
become a necessity with the challenges they faced. If school staff and professionals working
with these young people were more aware of some of these challenges, these young people

may be able to focus their additional efforts elsewhere rather than on accessing classroom
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information that they should have equal access to, with a few ‘deaf friendly’ adjustments to

teaching style and the environment.

4.3.3. Sub-theme: Outside professionals

All of the participants have outside professionals involved due to their hearing loss and
although none of them seemed to know the title of these professionals they seemed to
appreciate the support that was being provided. Participants described different types of
support from these professionals. Molly, Natalie, Jenny and Nathan all described the support

they received in checking that the equipment was working properly.

She just comes in once a term and just checks up on my hearing aids and sees if they’re all

working good. (Molly)

She checks my hearing aids to see if they’re working or she sees if everything’s ok with them
and she asks me questions. Sometimes she’ll fix the tubes there [pointing at hearing aid] and

she’ll book me in for an appointment or something. (Natalie)

Sometimes | have the hearing lady come and she’ll like check my hearing aids and that during
school times...She puts my hearing aids in this machine and | think like it makes noises into

the hearing aid so she can test if it’s working properly. (Jenny)

She’s the main one. Like she’ll check my hearing aids every so often and that they’re working

and stuff. (Nathan)
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As well as receiving support with her hearing aid Natalie found the woman who visited her
also tried to help the teachers be more discrete with the equipment they were required to

use to support students.

| was getting a bit picked on about my radio aid she fixed that, made it smaller, and made it
a bit like, made sure she’d speak to the teacher and say could you at least hide it and put it
under your belt or something and put your shirt over or something and because all | had was

little clip on bits to the bottom of my hearing aids, it wasn’t really obvious. (Natalie)

In addition to any support needed with hearing aids and radio aids Sam and Nathan felt that

outside professionals monitored and supported them in their learning.

| think it’s once a month this TA comes to visit me to address, to see if there’s any problems
that have occurred or anything that needs changing. How I’'m doing in my science, English,
maths. So they come and check-up and if there is anything | need improving I’ll just let them

know and they’ll have this sheet. (Sam)

She’ll usually write out one of the long words that is said, then she’ll write the definition out
so that | will understand it and easier form and that’s really helped me to understand a lot.

(Nathan)

Support seemed to vary from help with equipment and teachers’ discreteness with
equipment, to help with school issues and learning. Listening to the descriptions of the

participants it is likely that the visiting professionals described are teachers of the deaf.
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Teachers of the deaf may support students in one or more academic areas and in non-
academic areas such as self-advocacy, study skills, assistive technology and social skills (Antia
and Rivera, 2016). All of the participants seemed positive and appreciative of the support
they received from the teacher of the deaf. However, the NDCS highlight concerns that over
the last six years deaf services have been reduced and that peripatetic teachers of the deaf
have a growing caseload (NatSIP, 2015), where those with severe and profound hearing loss
are prioritised above those with mild to moderate hearing loss (O’Neill, Arendt and
Marschark, 2014; Antia et al, 2009). For the majority of the students these visits were the
only support they received which included specialist knowledge and understanding directly
linked with their hearing loss. These findings appear to support previous findings that
indicate the itinerant (or peripatetic) teachers of the deaf are facilitative of inclusion (Eriks-

Brophy et al, 2006).

4.4, Superordinate Theme: Social Acceptance

Throughout the interviews all of the participants talked about their friends and family and
the support they provided. Within the larger superordinate theme of social acceptance were
the sub-themes; social issues and functioning, social embarrassment and interpersonal
relationships. The third of these, interpersonal relationships, proved to be facilitative of

positive experiences.

67



4.4.1. Sub-theme: Interpersonal relationships

Although deaf students may experience some social issues and negative interactions with
others there is also research to suggests that generally deaf students in mainstream schools
are accepted by their peers (Powers, 2000) and that they experience no more social isolation
and no less social participation than their hearing peers (Punch and Hyde, 2005). All five
participants talked about their interpersonal relationships and generally these experiences
proved to be positive and supportive. Of particular importance seemed to be relationships

with friends and having their support and acceptance.

My friends are fine with it, they’re like, they’re just like funny and they know everything

about it. (Molly)

We just act differently compared to everyone else. We don’t, kind of bother with any social
media sites or don’t, | don’t really know how to explain. We’re just different to them lot,

we’re not the normal people. (Sam)

My friends stick up for me a lot and they was like, that’s a bit out of order, you can’t really be
bullying her about something that she can’t help, well you shouldn’t be bullying her full stop

but like, I've had help with a lot of things. (Natalie)

If I say “sorry | didn’t hear that” they’ll explain it again, they won’t be like moody about it or

anything, they just understand. (Jenny)

Like friends, they all know about it and they’re fine with it. (Nathan)
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Previous research indicates that deaf children might be socially marginalised and experience
difficulties making friends (Ridsdale and Thompson, 2002). This did not seem to be the case
for participants in the current study and they all seemed to be a part of an established
friendship group. Research suggests that difficulties communicating can be one of the main
barriers to deaf children making friends (Xie, Potmesil and Peters, 2014; Ridsdale and
Thompson), whereas well-developed speech, language and communicative skills, such as
those possessed by the current participants act as a facilitative factor for inclusion

(Hadjikakou, Petridou and Stylianou, 2008).

Research indicates that young people who form friendships with other young people who
have a similar level of hearing loss to their own outside of school experience distinct
advantages (lantaffi et al, 2003; Ridsdale and Thompson, 2002).In contrast to the other four
participants Nathan was involved in deaf clubs and had opportunities to regularly meet
other children with hearing loss. Nathan was the only participant to talk about their
experiences with other children with hearing loss and as with previous research (lantaffi et
al, 2003; Ridsdale and Thompson, 2002) seemed to consider these experiences positive and

validating.

I notice that I’m not the only one that’s deaf. Obviously | have a brother, um, but | know if
there’s so many more people in the UK that are deaf and it’s make me more happier.

(Nathan)
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Young deaf people express positivity about having contact with other deaf children out of
school (Hintermair, 2010) and Nathan’s involvement with deaf clubs seems to link with his
acceptance of his hearing loss, his positivity towards his identity as a young person with
hearing loss, and his willingness to access support and opportunities to meet other children
with hearing loss. There is also an indication that Nathan feels less alone by meeting others
who are deaf and previous research suggests that talking with other deaf people reduces

feelings of isolation (lantaffi et al, 2003).

The interpersonal relationships of all of the participants seemed to be positive and
supportive, and facilitated positive interactions during their daily school lives. These
relationships may be supporting these young people more than we realise and as Jenny’s
experiences highlighted, when this support is not accessible the young person may be left
feeling misunderstood and struggling with social interactions. However, Nathan found
support and understanding outside of the school environment and seemed to benefit from
interactions with other young people who had hearing loss, raising his awareness that he

was not alone.

4.5. Superordinate Theme: Self-concept and confidence
Another theme to emerge from the interviews was how the young people identified
themselves and their confidence in who they were. The development of their self-concept

and what this meant to them was evident across all of the interviews and seemed to link to
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the themes of; self-concept, acceptance of hearing loss and emotional challenges. Both the
sub-themes of self-concept and acceptance of hearing loss appeared to have facilitative

factors for positive experiences

4.5.1. Sub-theme: Self-concept

All of the participants talked about their perception of their hearing loss and how they
related to it. Nathan appeared to be the only participant who was able to reframe some of
his experiences and reflect on the opportunities he has enjoyed as a result of his hearing

loss.

When people ask or say anything, um, it makes me remember myself and think of all the

things I've done with deaf clubs and things that have cheered me up. (Nathan)

It appears this positivity may be linked to his involvement in deaf clubs which seem to
provide him with something to look forward to and are only available to him due to his
conceptualisation of being a young person with a hearing loss and who has access to these
groups. Research suggests that students who have the opportunity to interact with peers
with a similar level of hearing loss may experience greater social support and validation of

their identity (Israelite, 2002).

4.5.2. Sub-theme: Acceptance of hearing loss
This sub-theme is strongly linked with the previous sub-theme ‘self-concept’ as those who

accepted their hearing loss seemed more positive about their hearing loss being a part of
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their self-concept. All of the participants described their relationships with the hearing loss
over time and their acceptance of it. Molly, Natalie and Jenny describe accepting their
hearing loss over time. Molly in particular seems to embrace her hearing aids and changes

them to reflect her personality rather than the hearing aids defining her.

Now I've like got to secondary school I’'m kind of like coming out my shell a little bit more and

I’'m kind of like, well | just want to make these more special and unique towards me. (Molly)

| feel like I’'m confident now, yeah, like | can talk to anyone about them. (Natalie)

I’'ve kinda like, everyone kinda knows and I’'ve grown into them and it’s alright now. (Jenny)

For Sam his acceptance of the permanency of his hearing loss meant that he was able to
move his attention from the negative impacts of hearing loss to what he needed to do to

succeed.

It encourages me to get better at what | can do, instead of just moaning about it, hoping it
just goes away. | know it’s not gonna go away, so | either gotta get used to it or that’s it.

(Sam)

Both Molly and Nathan’s acceptance of their hearing loss seemed to allow them to move
beyond focusing on their own acceptance and onto others acceptance and understanding.
Both described wanting to help others understand hearing loss so that others with hearing

loss might have more positive experiences.
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Because I’'ve got hearing aids myself and | thought like that if like if other people are not very
confident with theirs | could like make them more confident, make them more sure of their

hearing aids. (Molly)

You can like see that you’re different to others and it can make you happier for yourself and
who you are compared to the other students but then it can also mean like other people
don’t know what it is and you’re helping them understand so when they grow up, if they see

any one out with it then they’re not pulling weird faces at other people with it. (Nathan)

Research suggests that a student’s self-concept can interact with aspirations and their
thoughts around their future occupation (Punch and Hyde, 2005). It may be that Molly and
Nathan’s acceptance of their hearing loss and their assimilation of this into their self-concept

has resulted in aspirations to support others in understanding deafness.

All of the participants seem to have reached a point where they accepted their hearing loss
with some seemingly further along with this than others. Those who seemed more accepting
of it managed to use it to focus their attention on their strengths or to support others who

may need help understanding hearing loss.
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4.6. Superordinate theme: Auditory factors

4.6.1. Sub-theme: Radio aids

Four of the participants discussed their experience of radio aids. However, in contrast to the
other participants Nathan had continued to use his radio aid and had recently received a

newer version.

You can put it in the middle of the table then if a person needs to talk then you don’t need to
keep handing and switching they can just talk... so it saves a lot of time where we’re losing
out in the group work. So if it’s like a five minute talk, quick discussion or a minute discussion

I don’t have to go “have that” [gestures with hand], it’s quicker. (Nathan)

Although Nathan had experienced some issues with his previous radio aid, he now appeared
to be benefitting from a new and more powerful radio aid. He perceived the newer radio to
be better as it had a more powerful microphone that picked up his peers during group work

in a way that the previous one had not.

4.7. Superordinate Theme: Teachers and learning

During the interviews participants mentioned their teachers and their experiences of
learning. Within this four themes emerged including participants’ approach to learning,
lessons and school work, exams and the importance of good teachers. Of these four the
latter, importance of good teachers, suggested some facilitative factors for positive

experiences.
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4.7.1. Sub-theme: Importance of good teachers

Sam, Jenny and Nathan recalled a number of positive experiences with staff who seemed to
be more understanding, whether this was shown through supporting students with their
equipment needs (Sam, Nathan) or through making sure they had been heard properly (Sam,

Jenny).

If my hearing aid runs out of power they’ll, they’ll let me leave the lessons to go and get some

batteries. (Sam)

Some teachers help me remember it and just say “do | need the radio aid” or do you need to
use your radio aid and if | forget my radio aid they usually bring it to my next lesson or send

someone from their lesson to bring it. (Nathan)

If I don’t understand what he’s saying I’ll wait for him to finish and I’ll ask him just to repeat

what he’s saying and he’s quite happy doing that, he’s a good PE teacher. (Sam)

Well she doesn’t have a go at me for no reason and like she’s really kind and she understands
and she puts me by the front so | can hear her and she doesn’t go to the back of the
classroom and like. Yeah she understands like my hearing and the problems | have with my

ears and that. (Jenny)

Previous research from lantaffi et al (2003) supports these findings as facilitative teaching
was considered to be linked to being deaf aware and being helpful, which in turn was
positively related to the inclusion of deaf children (Hadjikakou, Petridou and Stylianou,

2008).
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4.8. What, if any, are the barriers to positive experiences in school for young people with

moderate hearing loss?
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Figure 3. Themes that relate to barriers to positive experiences in school
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4.9. Superordinate Theme: Coping and support

During the interviews all of the participants described the degree of support they had
received during their time in school and some of the ways in which they cope on an
everyday basis. Although each had their own unique experiences of support and how they
coped in school there were a number of similarities across participants which were reflected
in the sub-themes of; level of support and its impact, coping strategies and outside
professionals. Of these three sub-themes it was the lack of support provided to some pupils
that appeared to be a barrier to positive experiences, discussed under the sub-theme ‘level

of support and its impact’.

4.9.1. Sub-theme: Level of support and its impact
Both Sam and Natalie discussed some of the emotional issues they had experienced and the

support they had sought from school staff.

I told my sociology teacher who told my other teacher and then | just dealt with it by myself,

which is what | normally do a lot of the time. (Sam)

Once | remember | came in crying, cause | was already upset before | got to them and she
kind of helped me... she just give me advice and telling me she knows how to handle it cause

her daughter was kinda picked on a bit. (Natalie)

Previous research indicates that young deaf people can be at risk of experiencing emotional
difficulties (Fellinger et al, 2007; Remine and Brown, 2010). There is an indication here that
both Sam and Natalie made efforts to seek support. Unfortunately, Sam’s account indicates

that once he had spoken to a member of staff about his emotional experiences, which in his
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case was his anger, little seems to have been done to support him and he was left to deal
with it on his own. Although, Natalie found a staff member to confide in regularly there was
no mention of any longer term solutions or further support to help with her emotional
wellbeing in the future. Schools can be unsupportive environments in which young deaf
people can feel lonely and misunderstood (Israelite, 2002) and there is an indication here of
a lack of understanding from teaching staff regarding the support Sam and Natalie may have

needed at this time.

4.10. Superordinate Theme: Social Acceptance

Throughout the interviews all of the participants talked about their friends, family and
peers. Whereas friends and family often appeared to provide comfort and support there
was an indication that there were some experiences of friction with peers. Within the larger
superordinate theme of social acceptance were the sub-themes; social issues and

functioning, social embarrassment and interpersonal relationships.

4.10.1. Sub-theme: Social issues and functioning
Although all of the participants appeared to have friendship groups that included them the
majority of the participants had experienced social issues which seemed to arise due to a

lack of understanding from their peers and hurtful comments that had been made.

I just find it a little kind of frustrating and like a little bit hurtful because like that person
doesn’t really know what it’s like to have hearing loss or hearing aids and they’re just kind of

like, haha that’s so funny. (Molly)
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They call me like deaf or they’re like “can you even hear me” and stuff like that and they’re
like “what, what, what” and they just repeat what, so it kind of doesn’t get to me anymore.

(Natalie)

One of my primary that | knew ages ago... would just be like really moody about it and if |
didn’t hear she’d be like “oh my god you’re so deaf” and all of this and then make me feel

really down about myself. (Jenny)

There was a person in my year group. Um, like my friends were just walking around, like me
and my friends and he ended up coming up to me and then he went um, “hey are you the

deaf kid” and then he started laughing and said “haha you’re so deaf. (Nathan)

For Natalie the negative impact that this experience had on her was exacerbated by the lack

of support from school.

| was bullied a few times about my hearing loss and when | told the school they didn’t do
anything, they left it for three years...It really upset me and my dad that they didn’t do

anything. (Natalie)

Bullying is a common but underestimated problem for deaf children which can have an
impact on self-esteem and can lead to questions about why they are being singled out
(Edwards and Crocker, 2008). The experiences described by the participants appear to echo
previous research which indicates that deaf students can experience negative reactions
from peers, resulting in feelings of embarrassment, self-consciousness, isolation and
awkwardness (Punch and Hyde, 2005). Kent and Smith (2006) suggest that deaf students
can handle such comments by either ignoring the comments or by perceiving the situation

as an unwanted and stigmatizing teasing episode. Israelite (2002) highlights that deaf
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students can become anxious and distrustful of interactions with their hearing peers. This
seemed to be the case for Natalie and Jenny who, having experienced negativity, seemed to

perceive that others might judge them.

Sometimes people think I’'m ignorant when they don’t know that I’'ve got hearing aids but

like I’ll explain well I’'ve got hearing aids, sorry. (Natalie)

They might like judge me by the way | am. (Jenny)

In line with this peers’ lack of understanding seemed to create curiosity about participants’
hearing aids and hearing loss. This resulted in Molly and Nathan being approached by peers
and although neither seemed to mind the odd person asking questions there was a limit to

when and how often they were willing to talk about their hearing loss.

They just ask like a load of questions, and | don’t mind that cause | know that they’re curious
and if | were in their shoes | would probably do the same thing. So, I’'m a little bit like, Ill

answer your question. (Molly)

When | was in year seven or something it was loads of people come up and ask what it was
and when | have to keep repeating what it means to every student it kind of gets annoying.

(Nathan)

These experiences, as well as those described previously, suggest a lack of deaf awareness
and understanding amongst peers which can create a barrier to inclusion (Eriks-Brophy,
2006; Ridsdale and Thompson, 2002; Archbold, 2015). Out of all of the participants Sam

recalled the least social issues and was the only one not to recall negative experiences with
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peers. However, at times both Sam and Natalie appeared to limit their interactions with

peers.

I don’t really know anyone, | don’t really wanna talk to them, cause even myself or meeting
people, I’'m very picky with the people | talk to, yeah. | just, if they’re not like me or they’re
not sort of, or they don’t really know me that well | don’t really wanna bother with them.

(Sam)

I sit in *** classroom and she’ll get emailed work and I’ll just be allowed to sit in my own
space and do my own work... | guess | don’t really have to socialise with people or talk to

people so it doesn’t make it awkward or, yeah it’s just easier for me. (Natalie)

Natalie, Jenny and Sam appear wary of spending time with their peers and therefore seem
to limit their interactions with them. Deaf students can become anxious about interactions
with their peers (Israelite, 2002) and can experience communication difficulties (Xie,
Potmesil and Peters, 2014) which hearing peers struggle to solve (Nunes et al, 2001). Natalie
is clear that when she is unable to use her hearing aids she avoids potentially awkward
social situations and prefers to spend time away from others in a separate classroom.
However, overuse of such resources can make it more difficult for deaf children to feel

socially included (Slobodzian, 2009).

Generally participant experiences indicated that there seemed to be a lack of deaf
awareness in secondary schools. This seemed to result in a lack of understanding and
curiosity from peers, which overall seems to have resulted in negative experiences in the

school environment and concern over being judged with some seemingly avoiding peers. As
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in previous research (Punch and Hyde, 2005) these experiences affected the participants’
lives to varying extents and most of the participants seemed to have to develop their

resilience in response.

4.10.2. Sub-theme: Social embarrassment

In line with the social issues that participants experienced the majority of the young people
seemed to feel some social embarrassment in relation to their hearing loss. It is likely that
these two sub-themes are linked as the social issues they recalled may have resulted in

experiences of feeling embarrassed.

Molly, Natalie, Jenny and Nathan described covering up their hearing aids with their hair
because they either did not like them at some point or because they did not want people
asking questions. Therefore it is likely that this is linked to the previous sub-theme ‘social

issues’ in relation to peer curiosity about their hearing loss.

When | was younger, when | first got them | didn’t really like them and | would always want
to cover them up with like my hair or trying to get skin coloured ones and it would always

like put me a little bit on edge and make me shyer. (Molly)

I put my hair down sometimes when I’m not in the mood to talk about them so | just put my

hair down. (Natalie)

I don’t really like tying my hair up that much cause people will ask me a lot if they see them

they’re like “oh what’s that” and what they are, and | get a bit self-conscious about having
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to like say what it is and explain, and how became a bit deaf and | don’t really like explaining

stuff like that, it makes me a bit self-conscious about it. (Jenny)

They tend to ask like, they tend to think I’m stupid. That’s why | have long hair, to cover it up
because | kind of get shy when people are looking and asking... Um, it’s kind of weird
because | have like a whole group staring at me and it gets me shy, but with long hair no one

notices. (Nathan)

Nathan also reflected that the greater number of students in secondary school compared to

primary school seemed to exacerbate this difficulty.

As soon as | go up to high school there were like so many people like, you go from like having
a small school to a huge school with thousands of people. That’s why | cover up, because my
hearing loss, because there’s so many people coming up and there’s so much to deal with.

(Nathan)

If hearing aid use is perceived as abnormal their use may be disguised by the wearer (Kent
and Smith, 2006) and this appears to be the case with these participants. Assistive
technology can be a key factor that enables individuals with disabilities to participate in
daily life and be included in society (Schneider et al, 2003). However, it is not only a tool for
achieving independence but also a visible sign of disability (Scherer, 2002). The experiences
expressed by the participants are in line with previous research that suggests that young
people are embarrassed by hearing aids that make their hearing loss more visible (Ridsdale
and Thompson, 2002) and that young deaf people can feel singled out for unwanted
attention because of their hearing status (Israelite, 2002). Nathan’s response regarding

others thinking he is stupid seems to touch on the phenomenon known as “the hearing aid
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effect”, where individuals with hearing aids are evaluated more negatively by teachers,
parents, and hearing peers (Jonson et al, 2005; Ryan et al, 2006). He also talks about his
transition from a small primary school to a large secondary school and the impact this has
had on him with regards to wanting to hide his hearing aids. Wolters et al’s (2012) research
into transition suggests that deaf mainstream children had lower levels of well-being than
hearing classmates following transition and that girls were at a greater risk than boys. The
current study is a reminder of the need to look at individual experiences as in this case it

was a male student who was more adversely affected.

Linked to the unwanted attention they received from their peers, Molly, Natalie and Jenny

preferred not to talk in front of others and did not like drawing attention to themselves.

I don’t like being the centre of attention and when | do it people often look at me and stare.

(Molly)

If the teacher asks me something I’ve got to answer it and | just know he’s gonna be staring

at me and if like | get something wrong I’m just gonna get like laughed at. (Natalie)

| get a bit insecure about my slurring. (Natalie)

Because of my hearing aids, | don’t want people to like. Because when | first came to school |
thought people would like judge me for who | am and like I still have that like, | don’t want

people to judge me still like, it’s just this thing | have now. (Jenny)

These experiences are in line with previous research which indicates that young people can
experience low self-esteem and confidence (Archbold, 2015) and feelings of embarrassment

and self-consciousness (Punch and Hyde, 2005). Powers (2002) suggests that for inclusion to
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occur there needs to be a whole school approach to promoting an ethos of acceptance of
difference. The discomfort that these participants seem to have experienced in school

indicates that this has not yet been achieved for deaf young people.

The main source of embarrassment for these young people seemed to be the attention their
hearing aids attracted. For some this seemed to extend to not wanting to speak in front of
others due to the attention it attracted and concerns about what their peers might think.
These concerns may be linked to the previous sub-theme regarding social issues as negative

experiences with peers may have made these young people wary of their peers.

4.10.3. Sub-theme: Interpersonal relationships
All of the participants discussed their friendship groups and the acceptance which came
with having understanding friends. However, when these friends and support networks

were not available there was the potential for difficulties to arise, as experienced by Jenny.

If like they’re both ill or something then | have to hang around with someone which I’'m like
not as close to...Cause they don’t really understand, like if I’'m in a loud environment | won’t

be able to hear them as well and they don’t understand it. (Jenny)

Hearing peers can struggle to solve the communication difficulties between themselves and
deaf peers (Nunes et al, 2001) and Jenny seems to find this when her friends with an

understanding of hearing loss are not present. The difficulties she can experience in school
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then appear to be exacerbated where previously supportive and understanding friends may

have facilitated interactions.

4.11. Superordinate Theme: Self-concept and confidence

A theme to emerge from the interviews was how the young people identified themselves
and their confidence in who they were. The development of their self-concept and what this
meant to them was evident across all of the interviews and seemed to link to the themes of;
self-concept, acceptance of hearing loss, and emotional challenges. Of these three sub-
themes both self-concept and emotional challenges identified barriers to positive

experiences.

4.11.1. Sub-theme: Self-concept

As well as young people’s own conceptualisation of their hearing loss there was a
suggestion that their self-concept was shaped by others’ comments towards them and how
peers construed them. For Natalie and Jenny this seemed to have a negative impact on

them and they seemed concerned with how others identified them and what this meant.

Sometimes | don’t really like the name of like, being called the girl with the hearing aids and

stuff like that so it’s, you know a bit obvious sometimes. (Natalie)

Oh, she’s deaf stay away from her, she’s gonna be really annoying and all of that. (Jenny)

Research suggests that deaf children may be socially marginalised by their peers (Ridsdale

and Thompson, 2002) and that individuals who see technology as a visible sign of disability
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reinforce the stigma associated with disability (Polgar, 2010). The accounts of Natalie and
Jenny suggest they have experienced this. Jenny in particular seemed to prefer to
disassociate from her hearing loss and others reminding her of it seemed to have a

particularly negative impact on her.

I don’t like having hearing aids and when people ask me about it, it reminds me of them.
Because | don’t feel like | have them in my ears cause | can’t feel it so | forget about it, then

they bring it up and I’'m like mmm, yeah. (Jenny)

Jenny’s recollection here also seems to be linked to the previous superordinate theme of
social issues and its sub-theme social embarrassment, due to the negative feelings she
seems to associate with wearing hearing aids (Risdale and Thompson, 2002). Young people
with hearing loss generally identify themselves in relation to hearing people (Israelite, 2002)
and that seemed to be the case in this study; likely due to their attendance at a mainstream
school with predominantly hearing pupils (Marschark et al, 2002). This can cause difficulties
however, as described by Jenny who forgets about her hearing loss as she relates to and
exists within a hearing world and is suddenly reminded of her hearing loss by others.
Emotional problems for the individual are likely to arise if they perceive there to be
inconsistencies between their self-concept and their experiences (Edwards and Crocker,
2008). For Jenny her self-concept was related to the hearing community but upset occurred

when she was reminded of her hearing loss which set her apart from her hearing peers.
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4.11.2. Sub-theme: Emotional challenges

All of the participants described dealing with difficult emotions during their time in
secondary school. Research indicates that deaf children may be more vulnerable to mental
distress and can experience emotional difficulties (Remine and Brown, 2010; Fellinger et al,
2007). All of the participants had individual and separate experiences of what had caused
these emotions. For Molly and Jenny emotional challenges were linked with not having

batteries for their hearing aids when they ran out.

It is very frustrating and annoying because like if you’re out with your friends and you

haven’t got any then you kind of like, well | can’t hear you very well. (Molly)

It’s just the fear of the other one running out... | feel pretty stuck, | don’t know what to do

and I’m like panicking and that. (Jenny)

Jenny also described the negative feelings she experienced when people asked her about

her hearing loss.

| feel a bit like, | don’t really know how to say it. | feel like a bit, um, a bit, it makes me a feel
a bit like small, cause like the amount of people that you have that come and ask you about
it makes you feel a bit like, annoyed in a way, cause | don’t really like people asking about it

and it makes me feel a bit sad, yeah. (Jenny)

This account is likely to be linked to the previous theme of social acceptance and the issues
associated with peer curiosity and the embarrassment this can cause. Likewise Nathan and
Jenny’s experiences of difficult emotions appeared to be related to social acceptance and
social embarrassment. Deaf children often experience difficulties in language and

communication (Marschark and Hauser, 2012) and asking people to repeat themselves and
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comparing their own language ability to their friends’ appeared to have a negative

emotional impact on Molly and Nathan.

It’s hard for me to ask them again what they’re asking. So, it makes me shy and

uncomfortable. (Nathan)

It kind of feels a bit annoying because... | listen to my friends and then they say it alright and

then I’'m like saying words wrong. (Molly)

Out of the five participants Sam, Natalie and Nathan seemed to describe more intensive
emotions. For Sam this was linked to him feeling angry, for Natalie there were indications of
some anxiety and for Nathan feelings of low mood were described as a result of peers being

insensitive to his hearing loss.

Once | started feeling a bit differently, | kept getting angry really easily once. But | think
that’s probably just because | never get angry so | just build it up all inside me and at one
point | just broke. | just, | just was either going to hit somebody or | was just going to walk off

so I didn’t hurt anyone. (Sam)

I don’t know whether it’s normal or not but like, you know in school when stuff happens you
just feel like everything’s like closing in around you in school and you just get a bit
uncomfortable... Not lose control but you kind of feel like you don’t know what’s happening.

(Natalie)

It does make me feel down like depressed and down. (Nathan)
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Sam, Natalie and Nathan describe experiences that are in line with previous findings which
suggest that deaf young people are vulnerable to anxious and depressed feelings (van Eldik
et al, 2004; Remine and Brown, 2010; Brown and Cornes, 2015) and emotional regulation
and behavioural difficulties (Remine and Brown, 2010; Fellinger et al, 2007; Brown and
Cornes, 2015). All of the participants experienced emotional challenges linked with their
hearing loss and for some this seemed a more intense experience. The reasons for these
feelings were unique to each participant but generally seemed to be linked to the
frustration of hearing aid batteries running out when they needed them and aspects of

social acceptance.

4.12. Superordinate Theme: Auditory factors

All of the participants mentioned auditory factors during their interviews and the impact of
these. Most mentioned issues with their hearing aids and those who had been given a radio
aid at some point during their education spoke about their experiences with them. Most of
the pupils spoke about the auditory environment in school and the challenges these could

create.

4.12.1. Sub-theme: Use of hearing aids

Language development is dependent on properly working amplification systems, which can
impact both the quality and quantity of language exposure (Marschark and Hauser, 2008).
All of the participants had experienced some issues with having hearing aids. Both Molly and

Jenny described the difficulties of their hearing aids running out of batteries. For Molly this
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impacted on interactions with friends and for Jenny she felt daunted by the prospect of not

being able to hear.

When I’'m out and I’'m just like hanging out with my friends it like runs out of battery and
that’s so, it’s really annoying cause you kind of just wanna be listening, not having to like

carry a pack of batteries. (Molly)

It’s quite a big responsibility like. Cause if you don’t have them and they run out then you’re
kind of stuck, like that’s the worry you have. It gives you like a beep when it’s about to run
out, when you hear that beep you’re like, oh my god have | got my batteries or not? And it’s

quite daunting... It’s quite scary, cause | don’t want the other one to run out as well. (Jenny)

Molly, Jenny, Sam and Natalie also described the difficulties associated with the batteries
for their hearing aids running out. It was usually the case that one battery would run out
before the other, meaning that one hearing aid would work whilst the other did not. For
Molly and Jenny this meant that they could not hear very well but for Sam and Natalie they

had the added difficulty of dealing with the headaches this could cause.

If I run out of battery and | have batteries | change them, um, but if | don’t, I like have a one-

down ear so | can’t hear very well. (Molly)

I had to tell my friends to go like this side of me [gestures] so | could hear them because this
side [pointing to left ear] was the one that went and | wouldn’t be able to hear them very

well at all. (Jenny)

If ever | don’t have any for some reason | can’t just have one in and one out cause that just

gives me a bad headache so | have to take both out. (Sam)

92



Sometimes if one hearing aids not working cause of my batteries all the noise just goes in

one and gives me headaches and | find it distracting and disturbing anyway. (Natalie)

All of the participants described times when they had to take their hearing aids out and

what this experience was like for them.

Dunno, | just walk around, cause | can’t really hear them and like sometimes they’re actually

shouting my name and | just don’t hear them. (Molly)

You know if you stick your fingers in your ear everything’s muffled a bit, that’s what, that’s

what my hearing feels like compared to like when I’'ve hearing aids in. (Natalie)

When | don’t have them in it’s hard to understand anything like | can’t hear my mum or my

brother or anyone. (Nathan)

For Molly, Sam, Natalie and Jenny, removing their hearing aids and the difficulties related to

this resulted in more negative experiences.

Jealous because | just wanna do that , even when we go swimming, like | have to take out

my hearing aids and stuff like that and if | can’t find them then... [Shrugs shoulders]. (Molly)

Things like showers and sleeping, it’s always just something you have to think about extra.
So you don’t wanna break them or say if you’re going to a park and there’s lots of water
rides, you’ve got to keep taking them out, putting them back in. It just gets a bit irritating.

(Sam)
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Sometimes when they run out or when it’s been raining my hearing aids will like, | get water
in my hearing aids a lot when it rains or when | wash my hair | forgot to put my hearing aids

in so I have to say “I can’t hear you a lot”. (Natalie)

Someone’s like saying something to me and I’'m just like not hearing them at all. Like cause if
they’re quite far away and they’re shouting and | still can’t hear them it makes me feel a bit

like, um [moves eyes from side to side]. Jenny

The descriptive label of moderate hearing loss indicates that young people may have
problems following speech without hearing aids due to difficulties hearing certain sounds
(BSA, 2012). The participants’ accounts here give a more in depth description of what it is
like to have moderate hearing loss and create a more vivid picture of what they experience.
Their accounts highlight how much information they might miss on a daily basis both in and
out of school when their hearing aids are not working. As mentioned previously properly
working auxiliary aids are not only important for acquiring language but also for learning
basic knowledge through the incidental learning that occurs when overhearing the

conversations of others (Marschark and Hauser, 2008).

There also appeared to be some frustration towards hearing aids. For Molly and Jenny there
was annoyance towards their hearing aids squealing at them when they were took them out
or covered them up. This can occur when the earmold is not tightly in place, creating

feedback between the microphone and a receiver (Marschark and Hauser, 2012).

Sometimes they kind of squeal whenever | take them out. | sometimes leave them on by

accident when | take them out and they just kind of like squeal and squeak. (Molly)

94



I have to take them out every time | have a shower. | take them out at night otherwise they,

cause if | cover them up they just squeal at me.. It’s annoying. (Jenny)

For Sam the main issue with his hearing aids seemed to be the responsibility of taking care

of them.

| gotta do this and do that for them so they don’t break or anything else like that happens, so

it’s crazy basically. (Sam)

Although not mentioned by the other participants, Natalie also highlighted the additional
things that needed to be taken into account such as not being able to do certain activities on

trips.

I couldn’t do it anyway because of my hearing aids but um, if | wanted to go | could of, |

could of just asked and not done the water activities. (Natalie)

Previous research suggests that only students with mild to moderate hearing loss were
infrequent hearing aid wearers (Rekkedal, 2012). In the current study all of the participants
appeared to regularly wear their hearing aids, only reducing their use of them when they
were required to take them out to replace batteries or when they might get damaged.
Generally the experiences that were described were linked to hearing without hearing aids,

the feelings that arose due to this and the responsibility of taking care of them.

4.12.2. Sub-theme: Radio aids
Molly, Sam, Natalie and Nathan had all used a radio aid at some point during their time in

secondary school and had negative things to say about their experiences with them. Molly
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and Natalie both stopped using the radio aid as they felt it drew attention and caused

embarrassment.

I just thought that people would like stare at it and just like wonder what it is and | just

thought | wasn’t very confident with that, so then | just didn’t really bother with it. (Molly)

| used to be really self-conscious and never use one and not wear it. | found it quite

embarrassing, but like | don’t use it anymore, | don’t need it. (Natalie)

Research suggests that older students tend to use assistive listening devices less frequently
than their younger counterparts (Kent and Smith, 2006; Odelius, 2010) and developed
enhanced listening strategies, reducing their use of certain auxiliary aids (Kent and Smith,
2006). Although Sam did not seem to have experienced embarrassment with the radio aid,
he too did not feel it was necessary and was concerned with the responsibility that came

with using expensive equipment.

To be honest | don’t really feel like it’s needed. Plus | don’t want to carry a grands worth of

equipment around with me and get it smashed. (Sam)

Natalie and Nathan highlighted the difficulty of sharing the responsibility of the radio aid
with others. For Natalie this was dealing with the teacher forgetting that they were wearing

it and for Nathan it was having to remind peers to use it during group work.

Sometimes, like when the teacher would go outside they’d forget to turn it off so like | could

hear everything they were saying about everyone and I’m like, | don’t wanna know. (Natalie)

It was hard for the group work because the other one | had to give it to each person and it

was hard doing it. (Nathan)
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These accounts echo previous research which suggests that deaf young people can be
embarrassed by radio aids and teachers struggling to manage audiological equipment; both
of which can make their hearing loss more visible (Ridsdale and Thompson, 2002)and single
out students with hearing loss from their hearing peers (Luckner & Muir, 2001; Kent and
Smith, 2006). Technology can be seen as a visible sign of disability and can reinforce the
stigma associated with the disability, which may result in individuals avoiding or resisting

the use of assistive technology (Polgar, 2010).

An issue highlighted by Molly and Nathan was that the radio aid mainly picked up the
teachers voice meaning that at times they would miss out on their peers contributions
during the lesson. This can have a greater impact than realised as previous research
indicates that deaf children can be at a disadvantage in acquiring language and basic
knowledge that hearing children typically gain incidentally from overhearing the

conversations of others (Carney and Moeller, 1998; Marschark and Hauser, 2008).

I don’t hear the teacher and just hear teacher but | didn’t really like that in the first place.

(Molly)

Mostly it was just | could hear the teacher and that’s why | mainly switched because if the
class was either loud and someone was asking a question | couldn’t hear the question, |

could only hear the class and the teacher. (Nathan)

Technological factors, such as outdated technology or technology in poor working order,
seem to hinder utilization (Eriks-Brophy et al, 2006). In the case of radio aids it appears that

many of the participants had chosen not to use them or to use a more up-to-date version.
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4.12.3. Sub-theme: Auditory environment
All of the participants described how certain environments caused issues for their hearing.
For Molly, Sam and Jenny large rooms such as the canteen and the sports hall seemed to be

the main difficulty.

Like in the canteen, that’s quite loud so | have to like, unless | get it the first time around

listening to like, that person, then | have to ask them to repeat it. (Molly)

It can be a bit harder to like hear what someone says and they’re sat right next to you. It’s all

the sound around you, it’s kind of like muffles it a bit. (Jenny)

In the sports hall there’s a bit of an echo, which sort of muffles what the actual person is

saying. (Sam)

Deaf students often have to cope with the acoustically problematic environments that they
are being taught in and students often report that classrooms are too noisy (Ridsdale and
Thomson, 2002; Archbold, 2015). In addition to acoustic difficulties in certain rooms, Sam
and Nathan found it difficult to hear when they were in a crowded area or when peers were

being noisy.

The English room on Friday is a bit mad cause we got some people who are popular and who

just talk and it gets really loud sometimes. (Sam)

Sometimes | don’t hear them properly because of like other people talking around me so |

don’t hear them. (Jenny)
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As soon as one person talks the whole classroom talks and then the teacher can’t deal with
all the other students so like in the classrooms we’ve got here like we’ve got twenty to thirty
people per classroom, it’s so busy, so like if one person will talk that means like twenty other

students are talking and it’s really hard to hear. (Nathan)

Poor listening conditions in classrooms can create considerable difficulties even for children
with mild hearing loss (Antia et al, 2009). The appropriateness of the physical setting in
which classes are taught is often overlooked and children with hearing loss can experience
difficulty understanding spoken language due to significant amounts of background noise
(Moeller et al, 2007). Powers (2002) suggests that if education is to be inclusive, deaf
students should be learning in an effective communication environment, according to their
individual competencies and needs. Indeed, when describing their ideal school both Jenny
and Nathan expressed a desire for their school to better meet their needs through being

quieter and containing less people.

It’s a more quiet school so there’s not as many students there. Um, we have lunches at
different times so it’s not many people in the canteen so it like splits the school in half

basically and then um, not as many people in the lessons. (Jenny)

Less people per classroom | think...So like maybe ten students. (Nathan)

Deaf students often mishear in the classroom and struggle to listen in noisy environments
(O’Neill, Arendt and Marschark, 2014; Marschark et al, 2015). This may be why managing
noise levels in the classroom is considered facilitative teaching (lantaffi et al, 2003). The
accounts of the participants suggest that there are a number of areas in the school

environment which are noisy and difficult to hear in. Many of the participants perceived
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certain parts of the school as more difficult to hear in than others. Generally participants
had more difficulties in the canteen in the school hall or during lessons which were noisier

than usual.

4.13. Superordinate Theme: Teachers and learning
During the interviews participants mentioned their teachers and their experiences of
learning. Within this the themes of lessons and school work, exams and the importance of

good teachers emerged.

4.13.1. Sub-theme: Lessons and school work

Although participants generally had different experiences of good and bad lessons, four of
the five participants identified English lessons and writing as being one of their main
difficulties. Each participant perceived their difficulties in English to be due to different
things: Sam put this down to a lack of vocabulary, Natalie felt she struggled to articulate her
opinions, Jenny did not like extended writing tasks and Nathan struggled to remember long

words and the spelling of them.

I don’t know as much vocabulary as other people. | don’t have as much of a wider horizon on
words and letters, like my spelling’s terrible, not good. It’s improved, significantly from what

it was but it’s still not good. (Sam)

| just hate writing things down in the lesson cause...you’ve gotta back up your opinion and

I’m not very good with my opinion and backing things up. Like I’'m good with opinions but
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not backing them up or sometimes | say things cause that’s how | feel, like | don’t really

know how to explain them. (Natalie)

I just don’t like writing loads. | just hate it and like when | have to write an essay | have to be
quiet and so you can’t talk to anyone and like discuss it with someone else and that’s what |

like doing. (Jenny)

Hard because they have loads of words and long words...it’s difficult because | either forget

the spelling or | forget the meaning of the long word. (Nathan)

Previous research indicates that young deaf people often face challenges in acquiring
literacy skills (Kaiser et al, 2011) and the current study seems to support this. Participants
(Sam, Natalie, Jenny, Nathan) struggled or disliked English for varying reasons. One difficulty
appeared to be limited vocabulary and acquiring new vocabulary; difficulties which have
been highlighted in previous research (Marschark et al, 2015; Moyle et al, 2007) and are
exacerbated by adults using restricted vocabularies in interactions with deaf and hard-of-
hearing children (Calderon & Greenberg, 2003; Easterbrooks & Baker, 2002). These
difficulties may also explain why Natalie struggles to explain herself in her writing as having
a smaller vocabulary can limit the amount a person can write. Previous research suggests
that deaf children produce fewer words (Moyle et al, 2007). Difficulties spelling, as
described by Sam and Nathan, is also a common struggle for deaf young people due to their
reliance on visual information (Allman, 2002) and lack of use of phonological coding which
can impact on the learning and use of spelling (Harris and Moreno, 2004). Although
difficulty spelling may not appear to be a great concern, it may disadvantage these young
people, particularly in exam subjects such as science and geography which involve technical

language and need to be spelled correctly to gain marks (Wakefield, 2006).
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4.13.2. Sub-theme: Exams
Although all of the participants spoke about exams, Sam described the direct impact he felt
his hearing loss had on his education and the extra effort he had to put into school to get

the exams results that he wanted.

I need to put a bit more in because | didn’t have my hearing aids until | was about six, cause |
didn’t find out by then and that’s like the first two or three years of school, of primary school.
So I had to catch up, now I’'m caught up I’m trying to go over so I’'m still working as hard as |

can to try and get the results | need. (Sam)

Findings indicate that students with hearing loss lag behind their hearing peers’ academic
performance (Daud et al, 2010) and have to exert greater effort in school (Archbold, 2015).
With previous data indicating that in 2015 just 41.1% of deaf children achieved five GCSEs at
grades A* to C compared to 64.2% of children with no identified SEN (NDCS, 2015), it is not
surprising they are working so hard. Sam’s apparent dedication to his work bodes well for
him as previous research indicates that deaf children and young people who assume

responsibility for their own learning are better included in school (Eriks-Brophy, 2006).

4.13.3. Sub-theme: Importance of good teachers

Participants seemed to have had a mix of positive and negative experiences with teachers
which highlighted the importance of good teachers who are understanding of their hearing
loss. Whereas Molly seemed confused about the response of the teacher, Natalie and
Jenny’s experiences seemed to indicate a lack of teacher understanding about hearing loss

and the impact it can have.
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She always tells me off for not doing anything and | don’t really understand why and it really

annoys me. (Molly)

| got shouted at once because... | missed a few words so they told me | was gonna have a

detention for not listening. (Natalie)

They were “oh, you should have been listening”, | was like “I’m trying”... The good ones like

explain it again and I’'m like that’s what | want other teachers to do as well. (Jenny)

Students who are deaf or hard-of-hearing and use spoken language are often assumed to
understand and to be processing more information than is actually the case (Antia et al,
2010). Natalie felt that the lack of understanding displayed by the teachers was not only
linked to some staff not knowing or understanding her hearing loss but more generally to do
with teachers not getting to know their students. This was further exacerbated when she

was being taught by a supply teacher rather than a permanent teacher.

I’m pretty sure it’s in our files or something, it’s got to be obviously cause my mum wrote it
down on the application form. It’s got to be something about my hearing aids and a lot of
the teachers don’t know... it just feels a bit like you know they don’t take time to get to know
the students, probably even most of the students. And | think they just use them to look like

whether you know they got things like, | dunno autism or things like that. (Natalie)

It’s hard when you’ve got a supply teacher cause they don’t really know about you,

especially with me cause I’'ve got like hearing aids. (Natalie)

In addition to this overemphasis on the hearing loss can lead to unwanted attention (lantaffi

et al, 2003) and as highlighted by Natalie there is a delicate balance to being supportive.
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I don’t like it when the teachers kind of go, come up to me every five minutes and are like oh

did you hear everything, did you hear everything. It kind of gets a bit embarrassing. (Natalie)

Previous research indicates that a lack of teacher deaf awareness and preparedness for
teaching deaf students in mainstream classes impacts on communication and learning
(Eriks-Brophy, 2006), and this seems to be the case for Molly, Natalie, and Jenny. Perhaps,
as suggested by Archbold (2015), it is the descriptive label of ‘moderate hearing loss’ that
results in teachers assuming that these young people do not need additional explanations or
support in the classroom. Their mostly intelligible speech might mislead teachers and
administrators to overlook the difficulties they experience with classroom participation.
Thus, little attention may be given to the effect of their hearing loss in the classroom (Antia
et al, 2009). Natalie’s view on teachers taking the time to get to know their pupils is echoed
in previous research which suggests that teachers have very little understanding of the
perceptions deaf pupils have of school due to a lack of time and opportunity to relate to
young people on one-to-one basis (Ridsdale and Thompson, 2002). Deaf students have
specific needs that may not be met adequately if it is assumed that, aside from
communication differences, deaf students and hearing students are the same (Marschark et
al, 2002). This may be overcome if teachers were able to take the time to get to know the

students in their class and their individual needs, hearing or otherwise.
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4.14. How do young people attending mainstream secondary school with a moderate

hearing loss perceive themselves in relation to their peers?

Figure 4. Themes that relate to the young person’s self-concept

How do young people attending a
mainstream secondary school
with a moderate hearing loss

perceive themselves in relation to

their peers?

\

Sub-theme: Superordinate Theme: Self-
Self-concept concept and confidence

4.15. Superordinate Theme: Self-concept and confidence

A theme to emerge from the interviews was how the young people identified themselves
and their confidence who they were. The development of their self-concept and what this
meant to them was evident across all of the interviews and seemed to link to the themes of;
self-concept, acceptance of hearing loss, implications of hearing loss and emotional
challenges. A range of differing perceptions emerged around these themes both positive
and negative and two of the sub-themes (acceptance of hearing loss and emotional
challenges) have been discussed previously where sub-themes of self-concept and
confidence appeared to identify facilitative factors and barriers to positive experiences. In
addition to these positive and negative experiences participants also spoke about how they

conceptualised themselves and their hearing loss.
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4.15.1. Sub-theme: Self-concept

Israelite et al (2002) found that hard of hearing students tended to identify themselves as
different from those who are deaf. Likewise, Molly, Sam and Natalie seemed to perceive
that their hearing loss set them apart from others. Molly viewed it as not just being different

but placing her in a completely different category.

It puts me in a different category, so like, | don’t know cause, | kind of think it puts me in a
different category to other people. Like | look at my friends and | think like that they’re all
quite similar but different in their own way and then I’m quite separate, in a different

category of my own. (Molly)

Like Molly, Sam also feels that his hearing loss sets him apart from others but it is clear in his
account that he frames this positively and considers it to give him the freedom to be himself

and not conform to others expectations.

It gives me the way | want to act, a bit more freedom. So if | didn’t have them people would
accept me as like more of a normal person, so they expect me to act in different, certain
ways, because it’s different they don’t know the way | need to behave or act at all so, I just,

they let me be the way | want to be. (Sam)

Similarly Molly and Natalie described it as a difference but also as a part of their personality.

They make me somewhat different but | also think that my personality is kind of like, it kind

of like, started with my hearing aids. (Molly)

It’s kinda different. It’s kinda like a little part to your personality sometimes. (Natalie)

As mentioned previously the sub-theme of self-concept has already been discussed in

relation to barriers and facilitative factors to positive experiences. In previous sections
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accounts from Natalie and Jenny highlighted that peers construing of deafness could result
in negative experiences. In contrast to this, Nathan was able to reframe potentially negative

experiences and reflect on the opportunities he has enjoyed as a result of his hearing loss.

Participants seemed to have mixed views about their hearing loss. Natalie and Jenny’s views
indicate that they would prefer not to have their hearing loss as a part of their self-concept
and struggle to come to terms with it as a part of them. Molly, Sam and Nathan seem to
accept it as a part of them and their self-conceptualisation. Differences in hearing status can
readily be construed in terms of normally hearing versus hearing loss, leading to the
perception of inclusion or exclusion from the Deaf or hearing worlds (Edwards and Crocker,
2008). Young people with hearing loss generally identify themselves in relation to hearing
people (Israelite, 2002) and that seemed to be the case in this study; likely due to their
attendance at a mainstream school with predominantly hearing pupils (Marschark et al,
2002). This can cause difficulties however, when, as described by Jenny who forgets about
her hearing loss, a young person is reminded of their hearing loss by others. As has been
previously found by Israelite (2002) the participants described themselves as different from
their hearing peers but did not identify themselves as Deaf, forming a group that is different
from both hearing and Deaf groups. However, as there is often only one deaf child in a
classroom of hearing peers (Stinson & Antia, 1999) it can be difficult for these young people

to truly identify with any group.
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4.16. Unique contributions of the study and main findings

This study is the first to take a more in depth look at the experiences of Year 9 children with
a moderate hearing loss. Although previous studies may have included young people with a
moderate hearing loss in their studies they also included those with a mild, severe and
profound hearing loss, generalising findings across all of these groups rather than exploring
them individually. Previous studies that have included young people with a moderate
hearing loss have also generalised findings across a wide range of ages, suggesting
experiences of an 11 year old just starting secondary school may be the same as a and 14
year old who is has been in the secondary school system for three years and is choosing
their GCSE topics. This study did not seek to generalise across the ages or across levels of
hearing loss but is specific in its explorations of the experiences of Year 9 young people with
a moderate hearing loss in an attempt to gain as accurate a picture as possible. Previous
research appears to have used qualitative methods to gain information from participants
however little information is given in their methodology sections as to their analysis of the
data. This study is clear in its design and transparent in the analysis. Furthermore, although
IPA has been used in other areas of deaf research this is the first study of my knowledge in
the UK to use IPA to explore the secondary school experiences of young people with hearing

loss in a bid to provide as in depth and as truthful an account as possible.

This study sought to explore the experiences of young people with a moderate hearing loss
attending secondary schools in 2016. Having compared my results to previous findings |
found that the experiences of my participants appeared to strongly echo those of
participants in the past. This would suggest that despite previous research and

recommendations for moving forward little has changed for this particular group of young
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people. Specifically for young people with a moderate hearing loss this study highlights that
teaching staff and peers do not understand the impact of a moderate hearing loss,
particularly when these children appear to communicate so fluently and their only visual

difference may be their hearing aid.

Of particular interest in this study was an indication that these young people describe
themselves as different to others as a result of their hearing loss but also do not identify as
being deaf. As lantaffi et al (2003) previously indicated this is a group that appear to
continue to be stuck between two worlds, not fully identifying with either. This study found
that the acceptance of their hearing loss had an impact on not only there social and

emotional wellbeing but also on their ability to support others to understand hearing loss.

This study also highlights that these young people can have a negative relationship with the
auxiliary aids they are provided with, often rejecting equipment such as radio aids and
speaking negatively or wanting to hide their hearing aids. This often seemed to be linked
with social embarrassment and unwanted attention and again this study highlights the
importance of deaf awareness for this particularly group of young people with hearing loss,
who are often singled out because of the equipment they use. In addition to this the
responsibility of looking after a crucial piece of equipment appears to be difficult at times
for a teenager and difficulties with getting water in hearing aids and batteries running out
can have a big impact not only socially, emotionally and academically but can also result in

health difficulties such as headaches.
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Furthermore, although this study does highlight that these young people appear to face a
number of social issues and can experiences social embarrassment in relation to their
hearing loss and hearing aids, contradictory to previous findings the current study also
identified that the majority of the participants were not socially isolated and were members
of what appeared to be close friendships groups. These peers were understanding of their
hearing loss and facilitated a number of positive experiences, as well as providing some
protection against some of the more negative experiences, such as difficulties in lessons and
issues with peers, highlighting the importance for these young people in being a member of

a close friendship group that understand their hearing loss.

4.17. Implications for Practice

4.17.1. Implications for Educational Psychologists

This study provides information for EPs as to the potential barriers and facilitators young
people with a hearing loss may experience in school. It suggests potential areas to explore
with these young people and those working with them; providing opportunities to check
that they are receiving the support that they want and may need. One of the advantages
that EPs have is there access to schools and their on-going collaborative work with schools
both at an individual and a systemic level. Regular planning meetings with SENCOs provide
EPs with the opportunity to remind them of this group of young people, and by including
them in the planning meeting agenda SENCOs can be prompted to check which children in
their school have a hearing loss, how they are doing academically as well as socially and

emotionally, and what support is in place for them.
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This study suggests that when working with young people with a hearing loss EPs may need
to check how socially accepted they are in the school setting, whether they are included by
their peers and are a part of a supportive friendship group. EPs may need to explore the
young person’s self-concept and their acceptance of their hearing loss, as well as their
acceptance of auxiliary equipment such as hearing aids and radio aids. This study suggests
that these young people continue to be at risk of poor emotional or mental wellbeing and
careful assessment in this area, using assessment materials which account for any language
difficulties may be useful in designing an appropriate intervention plan, again designing this
with the young person’s language level taken into consideration; with training in therapeutic

intervention EPs are well placed to do this work.

This study indicated that young people may be struggling to communicate their needs to
school staff and at times can feel misunderstood or persecuted against for their hearing
loss. With training in group work and interventions with young people EPs are well placed to
work with groups of young people with hearing loss to develop their advocacy skills so that
they are able to not only able to advocate for themselves in meetings but also able to

inform others, such as school staff, how they are best supported on a daily basis.

In addition to this, assessing the young person’s attainment levels may indicate particular
areas of need that may benefit from further support, as well as strengths that may facilitate
access to the curriculum. This study suggests that English lessons and literacy may be a
particular area of difficulty, particularly with regards to vocabulary, spelling and extended
writing tasks. Therefore, EPs may want to assess the literacy skills of young people with a

111



hearing loss thoroughly if there are indications that this may be an area of difficulty, keeping
in mind appropriate assessment tools according to the population they were standardised

on and the young person’s language ability.

4.17.2. Implications for Educational Professionals

This study highlights that there continue to be a number of barriers to positive experiences
in schools for young people with a hearing loss. Educational professionals can support these
young people both at an individual level and systemic level. At an individual level, where
multi-agency meetings such as annual reviews are held for the young person, the EPs as well
as other educational professionals may need to take a role in ensuring the meeting is
accessible to the young person. This research highlights the importance of the young person
being able to see the face of the person talking, the need for good listening conditions,
consideration of seating positions, and taking turns speaking rather than talking over one
another. All educational professionals are in a position to monitor this during the meeting
and intervene on the young person’s behalf if necessary, checking that they understand
what is being discussed without being patronising. Supporting the young person’s voice,
access and participation in the meeting will hopefully lead to more targeted and
personalised interventions. This practice should not only be promoted and modelled in
meetings but encouraged at a wider level across the school and by consistently modelling
this practice in meetings staff will have the opportunity to be reminded of and demonstrate

good practice when working with young people with hearing loss.
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The Special Educational Needs Code of Practice (DfE, 2014) promotes more collaborative
working amongst professionals and at a time when cuts are being made to services it seems
more important than ever to increase joint working practices both at a systemic level and at
an individual casework level. Having a more collaborative, group working approach to
supporting young people with a hearing loss with different professionals offering their
unique contributions, within an agreed multiagency approach to support will provide more
holistic support both at a systemic and casework level. For example, this study suggests an
ongoing need for promoting deaf awareness in schools. EPs have the training and skills to
support schools systemically in developing deaf awareness and practice, and with the
support of teachers of the deaf with specialist knowledge in young people with hearing loss,
and speech and language therapists with knowledge in the area of hearing loss, robust
training packages and workshops can be developed to support schools in developing schools
which are more deaf aware. In addition to this follow-up observations and support for
teachers can be offered to support them in teaching young people with a hearing loss and
developing their practice, consulting with the young people they are teaching as necessary

and appropriate.

4.18. Limitations of the current study

It is important to recognise the limitations of the current study and to consider these when
interpreting the findings. Due to the adherence to an IPA methodology and the small sample
used | acknowledge that the findings may not be generalizable. IPA does not seek to find out
one single answer or truth but rather to provide an account that attends to the words and

experiences of the participant (Pringle et al, 2011). Due to the interpretive nature of IPA and
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the unique experiences and discourses that people draw on when considering information,
it is inevitable that two researchers may have the same data and produce a variety of
differing headings for themes (Coolican, 2004).Therefore | am aware that the findings
represent my interpretation of the young people’s interpretation of their experiences and
what they felt able to share with me. In the social context of the relationship between
myself and the participants, experiences might have been communicated and tailored by

the participant in an attempt to gain a shared understanding (Yardley, 2000).

Researchers must also take into account the socio-cultural setting of the study, for example
the normative, ideological, historical, linguistic and socioeconomic influences on the beliefs,
objectives, expectations and talk of participants (Yardley, 2000). In the current study | was
aware that due to their attendance at a mainstream school, in a county which has no
enhanced resource provisions or specialist schools for deaf children, many of the young
people participating in the study were potentially the only person in their class or even in
their year to have a hearing loss and that the discourse surrounding their hearing loss might
be one of disability and being ‘different’. Therefore, these young people may report very
different experiences to young people in city schools, with access to resource provisions for

children with hearing loss, and access to the Deaf culture and community.

4.19. Future research

This study included five young people with a moderate hearing loss attending mainstream

secondary schools in a large county authority with no specialist provisions for children with
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hearing loss. It would be interesting to conduct a similar study in a local authority where
there is a Deaf community and culture with specialist provisions and a higher proportion of

children with hearing loss, exploring these young people’s experiences and self-concept.

Further exploration of increasing deaf awareness in schools and researching the outcomes
of educating a whole school population on hearing loss may be beneficial. A lack of
understanding appeared to result in an impact on the social and emotional wellbeing of the
young people in the study and there needs to be further exploration of the support available
in schools for these young people when issues first arise. Further research into which
intervention programmes are effective in supporting young people with hearing loss who
are experiencing social and emotional issues would help to better inform appropriate

support.

Finally, one of the participants in the current study spoke about some of difficulties of
transitioning from primary to secondary school. The current study discussed the auditory
challenges that young people with hearing loss can face in large schools, but did not explore
the transition experiences of these young people. It would be interesting not only to explore
these transition experiences from the young people’s perspectives, but also to research

what, if any, support schools put in place during this time.
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CHAPTER 5
5. CONCLUSION
The aim of the current research was to explore the experiences of young people with a
moderate hearing loss attending mainstream secondary schools. It sought to give these
young people a voice and explain what it is like for them each day, answering three research
guestions as a result. Firstly, what barriers may exist to these young people having positive
experiences? Secondly, what is facilitating positive experiences for these young people?

Finally, how do they perceive themselves in relation to their peers?

Previous research indicates that young people with a hearing loss have to exert greater
effort in school (Archbold, 2015) and are academically behind their hearing peers (Daud et
al, 2010). They may experience difficulties in a number of areas of education including
reading (Marschark and Hauser, 2012) and writing (Marschark et al, 2002). Difficulties
hearing in the classroom environment and reliance on properly working amplification
systems (Marschark and Hauser, 2008) can add further challenges to accessing auditory
information in the classroom (Marschark et al, 2015) and a lack of understanding from
others about hearing loss and the necessary support can exacerbate difficulties (Antia et al,

2009).

Research indicates that deaf children are more at risk of experiencing difficulties in their
social, emotional and mental wellbeing (Fellinger et al, 2007; Remine and Brown, 2010),
which can be exacerbated during the transition from primary to secondary school (Reddy et
al, 2003; Wolters et al, 2012). During this time these children are developing their self-
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concept (Israelite, 2002), accepting being deaf whilst finding a voice in a dominantly hearing
society (Mcllroy and Storbeck, 2011). Assistive listening devices may be rejected (Odelius,
2010) and enhanced listening strategies developed, reducing their use of them (Kent and

Smith, 2006).

Previous research into the experiences of deaf children and young people attending
mainstream schools suggests a number of facilitative factors and barriers to their inclusion.
Facilitative factors appeared to be related to parental advocacy, support from itinerant
teachers (Eriks-Brophy et al, 2006), teacher understanding and adaptations, deaf awareness
in the school community, well developed speech, language and communicative skills
(Hadjikakou, Petridou and Stylianou, 2008), and the young person’s ability to advocate for

themselves and assume responsibility over their own learning (Eriks-Brophy, 2006).

Research suggests that the barriers to inclusion are essentially the opposite of these, for
example a lack of understanding about deafness (lantaffi et al, 2003; Eriks-Brophy, 2006;
Ridsdale and Thompson, 2002; Archbold, 2015), the relationship young deaf people have
with their peers (Nunes et al, 2001; Ridsdale and Thompson, 2002; Archbold, 2015; lantaffi
et al, 2003; Marschark et al, 2012; Eriks-Brophy et al, 2006) and environmental factors

(Slobodzian, 2009; Ridsdale and Thompson, 2002; Archbold, 2015).

Previous research from the UK eliciting the voice of young people to explore their inclusion

in mainstream settings was conducted over a decade ago (lantaffi et al, 2003; Nunes et al,
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2001; Ridsdale and Thompson, 2002) and recent research into the experiences of mild to
moderately deaf children utilised the views of parents and teachers rather than the young
people themselves. This study filled the gap in the literature by providing up-to-date
research in the UK into young people’s experiences in mainstream school. IPA was used to
explore and analyse their experiences before previous research was referred to, to establish
any commonalities and disparities; it soon became apparent that there were a number of

commonalities.

This study found that facilitative factors to positive experiences appeared to be linked to
social acceptance and positive interpersonal relationships, developing their own coping
strategies to deal with their hearing loss, having support from outside professionals and
receiving support from others, such as school staff and friends. The young people discussed
their self-concept and acceptance of their hearing loss appeared to facilitate positive
experiences and positive reframing. Having good teachers who were understanding towards
their hearing loss facilitated positive learning experiences and effective assistive technology

that was up-to-date proved beneficial for accessing auditory information.

There appeared to be a greater number of barriers to positive experiences which seemed to
be linked with the absence of facilitative factors, for example, when students did not feel
socially accepted, and experienced social embarrassment or social issues due to a lack of
understanding from others. At times social issues appeared to be linked to some of the
emotional challenges these young people appeared to face in relation to their hearing loss
and their need to wear hearing aids, which seemed to attract unwanted attention. All of the
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young people expressed frustration at radio aids and their need to use hearing aids. Some
staff members’ lack of understanding about deafness resulted in the young person
struggling to access learning and frustration on the young person’s part at not receiving the
appropriate support. Academically it became evident that these young people appeared to
struggle with English more than others due to a variety of reasons including limited
vocabulary and spelling difficulties. Difficulties accessing lessons and conversations
appeared further exacerbated by experiences of poor auditory environments where it was

difficult to hear the teacher and friends.

Finally, this study found that these young people seemed to be at varying stages of
accepting their hearing loss and conceptualising themselves in relation to this. Those who
had accepted their hearing status appeared to discuss more positive experiences and
wanted to help others understand hearing loss. Those who were not as comfortable with
their hearing loss preferred not to talk about it at all. All of the participants identified
themselves as different to their peers. Therefore they did not appear to consider
themselves the same as their hearing peers but also did not seem to relate to others with
hearing loss. Only one participant referred to meeting with other deaf children but he was
aware of being different to them due to his use of oral language rather than sign language,

again setting him apart.

This study provides information for EPs as to what they might explore and discuss with
young people with hearing loss when they are working with them. The findings help inform
EPs about some of the things they may need to consider during meetings, particularly where
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the young person is present and expected to access the conversation. EPs can support
young people in developing their advocacy skills as well as supporting whole school training

and raising deaf awareness in schools.

Further research into deaf children’s experiences in different contexts, such as city schools
and schools in an area where there is a strong deaf community would add to the current
research. In addition to this further research may focus on; exploring the transition of young
deaf people from primary to secondary school; the social and emotional support available
for young deaf people in secondary schools; promoting deaf awareness in schools and the

outcomes of this for young deaf people.

120



APPENDIX 1

Application for Ethical Review

121







































APPENDIX 2

Letter and consent form for head teachers

134



Suzanne Edmondson

Dear Headteacher,

| am a trainee educational psychologist currently on placement in Warwickshire. During my
time with the service | am hoping to complete a project on the experiences of Yr 9 young
people with moderate hearing loss in mainstream education. The project will explore the
young person’s academic and social experiences and what they feel needs to continue or
change to improve their educational experience.

A child within your school has been identified as a potential participant and this letter is
requesting your consent for the student to be a part of the project. | am seeking your
consent as the researcher would need to visit the school to work with the child and would
be asking questions about the child’s secondary school experiences. As you can imagine
there are very few young people in the county who can potentially participate and provide
an in-depth insight into the experiences of young deaf students in mainstream education.

The child and their parents will also receive a letter and the project will only go ahead with
everyone’s agreement. It is also important to mention that even if everyone agrees to
participation in the project you can withdraw your consent from the study anytime up to
15/08/16.

If everyone consents to the project going ahead | will need to arrange a date(s) to meet with
the child. The child will be asked to meet with me to talk about their experiences in
secondary school and do some 1-1 work with me focusing on what they would like school to
be like and how they think this could be achieved. This work may take two to four hours and
may be done during two or three visits depending on the child’s and schools preference,
and the length of time it takes to interview the child. Interviews will be held during the
school day and will require the child to miss some lesson time (two to four hours depending
on the length of interview).

This project will form part of my doctoral thesis and will therefore be written as a formal
report. All participants will be anonymised within the report and confidentiality maintained.
If you consent to the project going ahead you will be given the option of whether you would
like to receive a short report detailing a summary of the findings.
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If you consent to the student taking part and the researcher having access to the student
during school time please sign the attached form and return it in the stamped addressed
envelope.

Finally, | would like to reiterate that there are only a few potential participants across
Warwickshire who are eligible to take part in this project and your co-operation in
supporting it would be greatly appreciated.

Thank you for taking the time to read this letter. If you have any queries or would like any
further information please feel free to contact me via the contact details at the top of this
letter.

Yours Faithfully,

Suzie Edmondson
Trainee Educational Psychologist
University of Birmingham

Supervising tutor contact details:

Dr Julia Howe

Academic and Professional Tutor, educational psychology
School of Education

University of Birmingham

Edgbaston, Birmingham

B15 2TT, United Kingdom
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Head teacher consent form

Head teacher name (please print):

School (please print):

Please sign below to give consent for the student to participate in the project.

| have read the attached letter and the additional information sheet and | give consent for the
student to be involved.

Signed (head teacher signature)

Please sign below to give consent for the researcher to undertake information gathering in your
school.

| acknowledge that the researcher will need to work with the student in school and consent to them
doing this

Signed (head teacher signature)

Important — please read

Additional Information

During the project the researcher will endeavour to maintain the confidentiality of the participants
involved, including anonymising all data collected and reported. However, in the case of a safe
guarding concern the researcher has a duty to report disclosures to the relevant safeguarding
officers.

The researcher also acknowledges that there may be occasions when discriminatory or poor practice
may be reported/uncovered. In the event of this happening the researcher may need to make other
professionals aware of the situation.
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Hello,

My name is Suzie Edmondson and | am training to be an Educational
Psychologist. | work in lots of different schools in Warwickshire, with lots of
different children and young people.

| am writing to ask you if you would like to take part in a project | am doing.
The project is looking at the experiences of Yr9 students with hearing loss
and | would like to hear about your experiences in mainstream education.

talk about your experiences in secondary school. When we meet we will talk
about school and what you would like school to be like. We may meet 2-3
times for 1-2 hours each time (depending on how long the interview takes and
how much you want to say). Interviews will be during the school day so you
will miss some lesson time.

If ydd'would like tg:ake part in the project | will arrange to meet with you to

| will need to use a video recorder to record our time together. | need to do
this so that | can remember everything you say and | am the only one who will
see it.

| understand that you may want to sign rather than speak and | can arrange
an interpreter if you would like (just let me know on the form on the next

page).

You can stop answering the questions at any time and you can stop taking
part in the project at any time. Your answers will be used in a report but your
name will not appear anywhere. Only the researcher (me) will see your name.
If you do not want the answers to your questions to be used in my project then
you have until the 15/08/16 to tell me or your parent (who will tell me for you).

| have a supervisor who is an Educational Psychologist. She is a teacher at
my university and is helping me with my project. Her name is Julia Howe and
if you need to talk to her you can. Her email address is:

You can ask me about the project at any time. My email address is:

If you would like to take part in my project please fill out the form on the next
page and give it to your parent(s) to send back to me.

THAMK You



Consent Form

My name is:

My school is:

Please circle your answers:

| would like to take part in the project
Yes No
| understand that | can stop taking part in the project at any time
Yes No

| understand that my answers will be in a report and that my name will not be
on the report

Yes No

| understand that | will be video recorded during our meetings and that only
the researcher (Suzie) will see this

Yes No
| would like an interpreter to be arranged
Yes No

If yes please write below the type of interpreter e.g. (British Sign Language
Interpreter)

| would like:

| know that if the researcher (Suzie) becomes concerned about my wellbeing
she will need to let someone else know.

Yes No
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Suzanne Edmondson

Dear Parent(s),

| am a trainee educational psychologist currently on placement in Warwickshire. During my
time with the service | am hoping to complete a project on the experiences of Yr 9 young
people with moderate hearing loss in mainstream education. The project will explore the
young person’s academic and social experiences and what they feel needs to continue or
change to improve their educational experience.

Your child has been identified as a potential participant and this letter is requesting your
consent for your child to participate. As you can imagine there are very few young people in
the county who can potentially participate and provide an in-depth insight into the
experiences of young deaf students in mainstream education.

Your child and the head teacher of your child’s school will also receive a letter and the
project will only go ahead with everyone’s agreement. It is also important to mention that
even if everyone agrees to participation in the project the child can be withdrawn/withdraw
from it anytime up to 15/08/2016.

If your child participates in the project they will be asked to meet with me talk about their
experiences and do some 1-1 work focusing on what they would like school to be like and
how they think this could be achieved. This work may take two to four hours and may be
done during one to three visits depending on your child’s and the schools preference, and
the length of time it takes to interview the child. Interviews will be held during the school
day and will require the child to miss some lesson time (two to four hours depending on the
length of interview).

This project will form part of my doctoral thesis and will therefore be written as a formal
report. All participants will be anonymised within the report and confidentiality maintained.
If your child participates in the project you will be given the option of whether you would
like to receive a short report detailing a summary of the findings.

If you are willing to allow your child to take part please sign the attached form and return it
with your child’s in the stamped addressed envelope. During my discussion with your child
about their experiences | will need to use a video recorder to ensure that | have gained all of
their views. The recording will be kept confidential and will be for the researchers use only.
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If you agree to this please sign in the appropriate place on the attached form. | am also
aware that your child’s preferred communication style may not be verbal English. If this is
the case an interpreter can be arranged. Please fill out the attached form to indicate
whether an interpreter is necessary.

Finally, | would like to reiterate that there are only a few potential participants across
Warwickshire who will be approached to take part in this project and your child’s
contributions would be extremely valued.

Thank you for taking the time to read this letter. If you have any queries or would like any
further information please feel free to contact me via the contact details at the top of this
letter.

Yours Sincerely,

Suzie Edmondson
Trainee Educational Psychologist
University of Birmingham

Supervising tutor contact details:

Dr Julia Howe

Academic and Professional Tutor, educational psychology
School of Education

University of Birmingham

Edgbaston, Birmingham

B15 2TT, United Kingdom
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Parental consent form

Parent name (please print):

Child’s name (please print):

Please sign below to give consent for your child to participate in the project.

| have read the attached letter and the additional information sheet and | give consent for my child
to be involved.

Signed (parent signature)

Please sign below to give consent for video recording to be used with your child.

| acknowledge that video recording will be used with my child and that the recordings are
confidential and for the use of the researcher only. | give my consent for video recording to be used.

Signed (parent signature)

Child’s preferred language

The researcher acknowledges that your child’s preferred communication style may not be oral
English. Please indicate your child’s preferred communication style below by circling their preferred
style.

Oral English British Sign Language Other

If you have circled ‘Other’ please write here what your child’s preferred language is:

Finally in the unlikely event that the researcher needs to contact you regarding your child please
provide a telephone number that you can be contacted on and consent to being contacted.

Phone number:

| consent to being contacted by the researcher should they need to speak to me regarding my child.

Signed (parent signature)
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Important — please read

Additional Information

During the project the researcher will endeavour to maintain the confidentiality of the participants
involved, including anonymising all data collected and reported. However, in the case of a safe
guarding concern the researcher has a duty to report disclosures to the relevant safeguarding
officers.

The researcher also acknowledges that there may be occasions when discriminatory or poor practice
may be reported/uncovered. In the event of this happening the researcher may need to make other
professionals aware of the situation.
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Interview schedule

The interview schedule below represents the questions and areas of interest to be discussed with
young deaf people with moderate hearing loss. The aim is for the interviews to be child friendly and
this will be achieved by using child friendly resources. These are included in the table below with
examples attached.

Issue/topic Possible main questions Prompts Probes Child friendly
resource/s
Identity Please tell me what having | Can you tell me a bit What do you Photo/picture
a hearing loss means to more about..? mean by..? sheet created by
you. Can you just young person to
explain ...to me? represent their
views
School day Please can you describe a | Can you tell me a bit Sorry if this My school day
typical day at school? more about break sounds like a silly sheet
times and lunch guestion but..?
What are the main times at school? What do you Good day/Bad
differences between a Can you tell me a bit mean by..? day sheet

good day and a bad day at

more about..?

Can you just

school? How do you feel explain ...to me?
about..?
Experiences Please can you describe How do you feel What do you The lessons | do
in the your lessons and anyone about..? mean by...? and the people |
classroom you work with in those Can you tell me a bit work with sheet
lessons? more about that?

What are the main Can you describe to Good lesson/Bad
differences between a me how..? lesson sheet
good lesson and a bad

lesson?
Relationships | Can you tell me about who Any peersin Why do you Mind Map
in school you spend time with when particular? think..?

you are at school? Any teachers, What do you

teaching assistants mean by..?
or lunch time Can you tell me
supervisors in more about...?
particular?
Moving Can you describe to me Can you tell me a bit What do you Ideal school
forward what you would change more about that? mean by..?

about your school if you
could?

Can you explain to
me why you would
change..?
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Cover this sheet in photos, pictures and |
words to represent what having a hearing

loss means to you

What having a
hearing loss

means to me

P

hoto of you

| get to school at...

My School Day

N —

VL
7 N\~ |

The first thing | do when | get to school is...

1

After this it's time for...

At break I...

Then it's time for...

[

At lunch I...

~

After lunch ...

At the end of the school day...




My Lessons and My Views on Them

My lesson whio | work with what I think of the lesson
in the lesson
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Good 1.¢ssor

What would
make a bad
lesson better?

Friends?

Peers? Teachers?

In school | spend
time with...

TAs/LSAs other
support staff?
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Ideal school resource — adapted from Williams and Hanke (2007)

Guidelines for use

Equipment needed: a black pen and two sheets of plain Ad sized
paper

Allow about an hour to complete the activity, perhaps with a short
break if necessary

Explain to the pupil that you are going to be doing the writing today,
acting as scribe. This is to take the pressure off the pupil and keep
the process moving

The pupil is asked to make quick drawings or sketches (rather than
detailed drawings). Reassure the pupil that it doesn't matterif an
error is made

It is important to record exactly what the pupil says using their own
words

If the pupil is overly anxious about drawing, either model stick
people drawings first or just record the pupil's verbal responsas

Allowy time fior the pupil to process the requests —
repeat/rewaord/simplify the questions if naot understood

Provide reassurance that there are no right or wrong answers or
rEsponses

Provide encouragement and praise for the pupil’s involvement with
the activity

Be sensitive about sharing the drawings with others, ask the child’s
permission and ensure that other adults understand that the child
has trustaed vou in revealing such views, which must be respactecd

Drawing the kind of school you would like

The zchiool - Think about the kind of school you would like to go to.
This is not a real school. Make a quick drawing of this schoal in the
middle of this paper. Tell me three things about this school. What
kind of school is this?

The classroom - Think about the sort of classroom you would like to
be in. Make a quick drawing of this classroom in the school. Draw
some of the things in this classroom.

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.
What are the children doing? Tell me three things about these
children.

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. What are
the adults doing? Tell me three things about these adults.

Ve - Think about the kind of school you would like to go to. Make a
guick drawing of what you would be doing at this school. Tell me
three things about the way you feel at this schoal.

Follow up scaling questions:

Show the participant a drawn scale from one-to-ten.

Where would you place your current school on this scale?
Where would you place the school you have drawn on this scale?

You have placed your current school at number ***, what would it
look like/ be like if it were one place higher?

Can you think of anything that might mowve your current school two
places up the scale, closer to your ideal school?
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Molly’s transcript, typed up verbatim
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13
13
20
21
22
23

24
25
26

27
28

29
30

31

32
33

34
35

36
37

Mally

Please tell me what a hearing loss means to yoau,

& hearing [oss can mean, it makes me different from everyone else, That's why | like to kind of da
daing different things to my hearing aids and like, | like, | try to, sometimes | try to make & joke out
af it gauge | kind of, my Friends know me as like, being quite a funny pereon and just nat like taking

averything s=rioushy. So | think that like, it makes me more individual as a parson,
o you said samething about making yaur bearing aids different and being different, what did you

mean by thase comments?

Yeah, | don’t really know, | think it's a bit of both. They make me somewhat different but | also think
that my personality is kind of like, it kind of like, started with my hearing aids. Like when | was
wounger | was neser really confident with it and | used ta try and make it S0 you couldn't see it, but
nonw that I'malder and more confident with them Pm kind of like, in what way can | make this mare

me.

0 tell me a bit mare abouwt how you do that,

| dan’t know, cause [ibe when people aik me | neser get like shy about it or uncomfartable | always
just arswer them and like, | sometimes gets curious why Fve got hearing loss and yeah. o, | don’t
Enow. Mum said it could be samething to da with like traumatic birth or something like that.

o lgta have a look at this, so you've got sounding. Tell me a bit more why you put that ene there,
| dan’t really Know cause, it's just like ane thing te do with hearing, so..

Ok, s0 when you wrate down sounding what were you thinking when you wrote that down?

Urn, that spometimes | can't actually bear the sound sary well

Ok 50 tell me a bit mare abaut that,

Yeah, so like a lat of background naise, like, | have to like ack people to repeat.

Lo can you E=ll me & bit mare, | know # sesms ke a silly guestion?

Yeuh, that like, it's just like a funny situstion because like my friends, Pve been very good friends
with them far at least like, over 5 years now and um, like every time | ask somebody to repeat
something they alwiays get kind of like annayed at me but | abways find it funny and they, we both

narmally end up joking about it.
o when yau say they get annoyed 2

It's not like annoyed, annayed. 1ts kind of like frustrating for me and tham cause like | don't alwiys
cateh it
Mnd how are yaur Friends with that?

Ok, my friends are fine with it, they're like, they're just ke funmy and they know everything about it,
0.,

Ok, so what else have we got here, 'We have ‘muffling’. Tell me what you were thinking when yau
wrote that one.

Urn, sometimes | just hear like, | get, sometimes it's like, just like a bit of a muffling sound, like you
hear womeans mumble and stuff like that.
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Mally

Ok and what's that like?

Mgain, it's like frustrating cause like you don®t really catch it abways, they hawve to repeat it
‘What else have we got, is this one squealing?

Yeah

S what's that in relatian to?

My hearing sids just naturally squeal, so...

Goon tell me a bit more about that then.

Basically sometimes they kind of squeal whenesver | take them out. | sometimes leave them an by

accident when | take them out and they just kind of like squeal and soueak.

5o how does that make you feel_or what are you thinking when they do that?

| just think iBlg like, cause | can't hear it, @0 | neser really natice it &nd then people tell me.
Ok, 50 who tells yau?

Like mry miurm, miy ssber, peaple wha can hear it

Bnd how da you feel when they tell you?

| Feel like, | don't know, um, | don’t know.

O, [referring back to sheet] so correcting, what's that ane?

Just fike, | get like confused saying the words so | have to like ay it again and cormect mysel.
Ok, s0 when you say you get confused what da youw mean by that?

Like, when | think of the ward but when it just comes out it comes aut like differently.

Ok, | s o you think of & word but # comes out differently when you say it?

Weah, S0 hawe to like correct mysalf.

Bnd how daes that feel when you have to do that?

It kind of feels a bit like.. ] don't know, it kind of feels a ftte bit annoying because like... It kind af
feels a bit annoying hecause like | dor't really want to, cause then | Tsten to my friends and then
they say it alright and then I'm like saying words wrong and | have ta like, get ather peaple to help

me, ko help carrect me.
Bnd how daes that feel?
Urn, a little bit embarrassing because like, mmm.

Mnd then we have repeating, & that one linked ar i< that one different to correcting? What did yauw
mean by repeating?
Erm, have to ask people to repeat themselves and then | prabably haee to repeat myself when | say

the word wrong.

Ok, 50 haw aften do you need to ask perople to repeat themselves?
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Iallky

Ok, well s kind of in different situastions, like in the canteen, that's quite lood so | haee to like,
unless | gat it the First time around listening ta like, that person, then | have to ask them to repeat it.

Ok 50 there are a couple af times you bave mentiaoned that, like with the background naise and the
canteen, 5o can you tell me 3 bt mare abaut that, what is that like?

Urn, #%s kind af difficult cause like when you're aut and about, you kind of just wapng be, like

IEtening to everyane, yau kind af hawe te focus on that one persan ar you Kid af just mis it
S yau’re réally having to facus? Haw does that fesl?

Urn, sometimes, i does make me frustrated, cause then, | dan't, | Kind of don't understand why but
it just daes make me frustrated.

Ok, 5o we have ‘troublesome” hers [referring to chest|

Urn, like, when 'mocut and Fm just ke banging aut with my Friends it like runs aut of battery and
that's wa, it's really annaying cause you kind of just aaong be listening, not having to ke carry a pack
af batteries,

Ok, 5o tell me about more shout what happens when you run out af battery,

Erm, iF | rum aut of battery and | have batteries | change them, um, but if | dan’t, | like haee 3 one-
donwm ear 5o | can’t hear very well

Ok, what's that like?

Erm, yeah, it is very Frustrating and annoying becsuse like if you're out with your friends and you
hawan’t got any then you Kind of like, well | can’t hear you wery well,

| mean how does that feel?
It kind of feals like 'm half ina conversatian but not

Ok, now “different’, we touched on that a bit when we started. Can you tell me a bit more about

“different'?

| just Feel e it makes me different a5 o person and like, | heel e my peroonality is kind of revoleed
arcund my hearing aids, trying 1o make like situations funny, so R if anvone did say anygthing about
g hearing aids | weuld just laugh abeuat it and kaugh it off.

And when you say laugh it off, this might scurd like a stupid question, But are you really finding it
funny?

Err, no | just find it & tthe kind of frustrating and Fke a little bit hurtful because like that persan
doesn't really know what it's like to have hearing loss or hearing aids and they're just kind of like,
hishi ehak's o funny.

Hiow doess that maks pou fesl?

Erm, D don’t know it kind of, when people do say that and | laugh it off it kind of makes me feel like,
that like they've got & ane up on me cause they've got perfect hearing.

dind then along with that we have “individual, is that similar or is that different?
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Yeah, it's similar cause #t makes me & very individual persen and |, | just ke, Ddon™ really ke to
Talloe the crowed | like to do things my awn way. Like my hearing aids, | tried to make it like mare
e, bry like adding more colours and stuff ke that.

Yeah, tell me @ bit more abawt that becsuse | can see you have a marbled effect ane in today. 50 do

wau change them up quite a lat?

Urn, | think it's, gaume | usually have 3 hearing aid appaintment now when | change my hearing aids,
like once a year, so like | prabably change them ance a wear and | try to get a hit of a pattern.

And what elee have we got [looking at sheet]. We've gat “Separate’?

| kind of think that like, when | say separats | mean fks it puts me in @ different categary, so liks, |
dan’t know causes, | kind of think it puts me in a different category to ather people. Like | laok at my
friends and | think like that they're all guits similar but different in their asn way and then I'm quite

separats, in @ different categary of mey awn.

Ok, 50wy talk aut these catepories, tell me a bit more about what yau mesn when you say
catepory, because you say everyone is different but pou say vou are in a differant cstepory?

Like peeple, people have like perfect hearing amd I'm like in the categary of like people with hearing
aids and then | Kind of somatimes get jealows because like if 'mat 3 sleepoer | have bo take out
miine ared like, Stuff ks that, whersas sverpane else can just slesp and waks up and thay can

avtamatically hear.
And haw does that make you feel?

Lonly Feel a little but like, um, e um jealows because | just wapng do that | even when we go
swirnming, fike | have to take out my hearing aids and stoff like that and if | can™ find them then
{shrugs shouldersh.

‘What happens if you can’t find them?

Dunpna, |just walk arownd, guges | can™t realdly hear them and like cometimes they're actually
shauting my name and | just don't hear them.

Ok, 50 if wau can’t find your hearing aids you can't really hear?

Mo, not vary well ampway.

Ok, da you lase tham very aften?

Wy hearing aids...na. | used to but then Dwould get in lot of trouble.
o yaw try and take poed care of them now?

Yeuh.

How does it feel when you lose you're hearing aids? Can youw tell me a bit mare what that experience

& like?

Urn, | don’t know how to describe that experiences, duoneit kind of just makes me jealous of seeing
ather peaple, which is like...

Ok, 5o muore g0 when you kase them?

Yeah
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Ok, “difficult’ hawe we had “difficult’, | dan™t think we have. Sa, “difficult’?

Urn, it"s kind af similar to troublesome. Yeah, cause like it's difficult wihen | hiave to ke carry arowund
& pack of batteries and kind of like difficult when | have to like get them out and it's a little bit like,
like | don't like being the centre of attention and when | do it people often look at me and stare.

Right, ak, so it might sound ke a stupid guestion but do you Feel like when you take ot thase

batteries you are the centre of attention because people are looking at you?

Yeah, | try bo doit secretly sometimes, just like not drveing a lot of attention to myself.
How de you do that, wat strategy have you found?

| dupag, um, | haven't really found one yet, it's just like keeping it on the low.

How do peaple react when they do see yau daing it?

Theeey jusk like, they just ask like a load of questions, and | don®t mind that gagse | knaw that they're
curious and if | were in their shoes | would probably do the same thing. So, 1'm a little bit like, Pl
AnSwer your queéstiaon,

‘What else have we got, ‘Frustration’? It seems that this has come up just a5 we have been talking.

Do you want to say any mone about Trustration” as a thing on its own?
‘Well it's just kind af like covering the whode, like all of it to be honest.
‘What do wou Feel like it's a frustration at?

Just hawing ko like ook after them and, changing the battery, making sure nathing really happens ta
them, so yeah.

Let's ga for ‘my ocwn” [laaking at the sheat]?

Gayse like, cause like | sop peaple with their hearing aids and | just Feed Tike | don't want to ga similar

to them. | want to da it my own, my own way.
Do you feel like you're managing to do that? Do you feel like you're managing to make it yaur own?
Yeah, definitely.

W hanve said a little bit about ‘battery”, did you want to say any mare abaut that ane ar do you feel
ke wie'vir covered it?

Umn, we've covered that one.
Yeah? What else hawve we got, | think, let's go with curious?

Urn, it"s kind of like a general thing cause like | Enow ather people are curious and | knaw like 'm

curious as to whiy | hawe these,

Ok, 5o when you say others are curiaus, what da you think they are curious about?

Like, why | have them. How | got them and stuff like that. |, | have the same questions ta be honest.
And da you feel like you have the answers?

Um, na. Mo not all the time, | don't knoe why | have them and D would like B knaw. Stuff like that
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‘Wihat do you say when they are curious?
Uk, | duppa | try to make a joke of it and like, stuff like that.
And haw daes it make gau Feel when they are asking you those questions?

Urmn, it doesn’t really make me feel that moch because like | know that they're just cudaus and
they're just asking me gause they want to know and like | said | would probably do the same thing if |
wias in their shaes,

|Looking at the sheet] We've got ‘funmy’, we touched an this at the start?

G 1'm quite & funny person, a lot of people know me as being quite a humorous person, just
jaking about serious situastions a lot, | just kind of joke about them a lot and it's just like | make jokes
absaut it ared stuff like that.

‘Why do wou think you make those jokes about it?

Urn, | dan’t really know. Like | say I'm just quite a humorous person, | just like to make jokes and it's
kind of like an inside joke to myself, so yesh.

S0 these [ast two, we have ‘unigue” and “special’, so are they meaning the same or are they slightly
different these twa?

They're kind of meaning the same.

So doyou want to talk about these anes, you can talk about them tagether iF wou find they're kind of

similar?

Urn, well | feel unique because 've got these hearing aids and my personality is probably based

around them a little bit Lo yeah.

It's interasting becauss you have said that a few times, what, when you say your persanality is based

around them, what elements of your personality da you feel like are based around them?®

Urn, well I'm beginning ta become guite a confident person now and like when | was younger, when
| First gat them | didn't really like them and | would abways want to cover them up with ke my hair
ar trying bo get skin coloured anes and it would always like put me a litthe bit on edge and maks me
shryer But now ['we like got to s=candary school 1'mi kind of like coming aut my shell a itthe bit more
and I'm kind of like, well | just want to make these more special and unique towards me and like,
cause like it's helped me with my confidence because then it's made me mare confident and not

really care what other people think about them.

Do you think if you didn’t have hearing aids, da you think that would be the same in termes of
canfidence?

I'm not really sure, 1we never really thought of not hawing hearing aids gugse Pve abways kind of hiad

them.

o the next question is please can you describe a typical day at school [sheet and pens given to
participant and supporting work sheet explained). The first bit is about what time you get inta
schanl.

Whell | coome imogquite Babe. Pmonot very goad at time. Half, half sight. 1 think that's right, 'm not sure.

‘Wihat time does schoal start?
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Twenty ta nine. That's when the first bell goes amyway.

The first thing | da when | get to schaal is.. 7 50 when you get to school and half past sight what is
the first thing you do when you get to schaol?

Urm, just find my Friends and talk to them. | like to make a lot of friends so | just ses them an the way

in.

Ok, 5o you Find your friends. Soda you all walk into schaol fram the same direction or do you mest
up bafarehand, hew do you meet?

Well, gase were all kind of like spresd out around the areas, oh, we'll walk By ourselves. Like |walk
by ryself Capse | pet to school later and 5o | just find my friends outside and then walk inta the
cantesn like and meet ather friends and go to kessen,

Za yau find your Friends... | meen what's your graup of Friiends? How many do oo have in your greup
af friends?

Gooh s complicated becsuse | have like my si. | mean | came here with two of my closest friends
fram primary school so Pve bean like friends with them for like years now and like, they're in my
group and then like wess also made Friends with like other new people, so like in my clesest group |
hawe like my friends that | might here and that are now like my best friends and then, now like we're
friend with other groups and other people and like we're coming tagether with other groups. Kind of
just be like really close mates and everything.

Is thers amy reason in particular that theyre the friends that you haea?

Because like me they're quite Funny but like they'se pot different sspects of funny, so, for me ic's just
like making situations quite funry and lke some mane awkward ard then my other friend they're
funny because they just makes poed jokes and puns ard stuff like that, yeah, Like the kind of thing |

laak for in a friend is just to be like funny and just be ke a bit immature.

Ok, 5o what da you then do? 5o you get ta schoal, yau find your friends, and then after this it's time
far..?

The ball usually goes and we po to leisons,
Sawhen you have your lkessons do your friends go to your lessons with gou or are they in separate
clasges?

Urn, #t's kind af complicated cause four of my friends, like four of the six are in the apposite dide of
the year socee don't really see them wery much but we'ne really clase with them and then Fee gat
like my best friend wha's ke in mry class and we always joke around and stoff like that, 'We're quite

lirmirmature,
And im terms of lessons, | mean we'll talk sbowt lessons later bt haw do yeu find lessans ganarally?

Urn, I find them a little bit boring csuse like, it's just school but since Pe gat like one my best Friends
iin there | Find it little bit more fun csuss like, cause like | kind of like my class now that I've grosn
with it and got more confident with it In year seven |was quite shy and didn®t like it but now 'min

waar nine 'm sad to ses it go.

Ok Let's have a think abowt break then, 5o, at bresk.?
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Ljust like, | gunng,. | just like sit with my friend and just talk about stuff_we find our ather friends as

well.

And what do yau da when you find them?

Kind af just chat, that's the general thing.

I it Fairly =asy chatting with your friends?

Yeah.

Sa hers you said about having two kessons. How do you Find maving betwesn lessons, is that ak?
Yeah.

S after youl'we found your friends and had a chat, then i#'s time a3

e lesspn, lesson.

How doyaw find lessons, although you said baring, do vou find them fairly sasy, or hard?

It kind of depends Liks, um, e chasen my aptions far next year and e chasen ones that | like

messt emjoy and mase like, Feel like 'momainly achieving.

Ok and which anes are they?

Urn, health and social, that's maw, and um history, art and business, buk bsea of them are new,
And you chese them becauss 7

Urmn, gaygs | feel like it's paing to be towards something | want o do after, and | guite fke art and |
find history fairky easy.

Sa what are you thinking you want to da after?
Urn, something ta dowith my hearing aids actually.
Really, what are you thinking?

Urn, | don't krow wheat it's called but like semeone whie just kind of helps with hearing aids and talks
to peaple with like hearing loss.

Hawe you gat someane in mind who made you think of that? Someane you've met that does that?

Urn, yeah. | think it's like my audialogist. 7 1&'s kind of just like a generalising yet, I'm not quite surs
what | wank to go in but like it's cne of the things that | guite like.

Sure, that's interesting, Do yeu alse gt like 3 specialist tescher that comes and sees you someatimes?
Yeah, She always comes in, She greas like check-ups sometimes.

Aind heovw is that?

Urmn, #t"s net bad, like people ask me where I'm gaing and | just tell them.

And what do pau say when peeple ask you where you're geing?

Just ta the hearing lady.

And b do they react ta that?
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Urn, they kind of just like, ah, ok.
Hionw do you Feel telling them?

Urn, | dan’t really like telling peaple many things cauts | kind of feel like that sometimes they don't
nesed ba know buk | tell them anywiy.

Mind what do you da during that time together?

Basically just check ug an my hearing aids, she usually like brings thi big machine that just like scans
g hearing aids o wee if thay'ne all like working.

Mind what are you thinking, feeling when youre doing that?
Don®t really know, Just kind of curiows myself,

Yeah because | suppase like yau said it's something you may want to go into. Why da you think that
& an area you might want to go inta?

Urn, hecause e pot hearing aids mgself and | thaught like that if like if other people are not very
canfident with theirs Loould like make them more confident, make them mogesuee of their hearing
aids.

Blme, |lagking at shest]. 5o lunch times, what do you do at lunchtimes?

Urn, I usually et my lunch firstand then, and then, cause like we've got ffty minutes, something like
thist, wee usually just like joke around with everyone, see the boys and talk o them.

Sa, when you see ather people and the boys and stuff do yau find it fairly easy chatting to them and
stuff as well?

Yeuh, cause they know, | know guite a lot of them @ I'm quite good friends with them as well.
Urn, after lunch?

Urn, WT.

‘What's that?

Basically, it's like an extra short lessan with Tee all the years, So basically you get 25 minutes and you
Just go ta your WT. 1s before your kst lesson and you da like, kind of socalise with other years, like
the years above and the years below,

Honw is that, like how da you find that?

Urm, | dan’t mind cause like it was transition day yesterday, | kind of like wander whether the new
waar Sikes that will ke the naw year sevens are curicus why | have my hearing aids,

Sa even then you're thinking abaut it, what ather new people might be thinking. How do yau find it
in that graup when it's mixed ? Are you friends with the peoapls in your VT group or & it a bit more
separate because you're in different years?

It's Eind of like a little bit separate betwesn the boys and the girls nat really the years, Usually all the
girls talk ta each ather and then all the bays usually talk to each ather.

And bivad da you Find Ehak, & that ok?

Haah. I'm, | feel comfortable with ehat.
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Mnd ak the end of the school day?

Urn, afver lesson | usually just liks walk home with my friends or | go out and go to ke the park and

socialise with everyane.

Mind hevw do you find when gou’re aut in the community, when pou’re walking homes or going aut.

‘Wihat is that experience for you?

Urn, just that | always have to be quite prepared.

Ok, what do you mean by that?

Like taking batteries just in case.

Ok, 50 you just need to make sure you'vee gat your batteries, is there anything else?
Mo, not that | know af.

OF, 5o if woe monee on this & thinking ahout the main differences between a good day and a bad day
at schaal [presents sheet]. So, if we have a think about & good day and what would happen in that
goad day for you.

Urn, just like getting ta school an time.., Um, deing like an assessment like a week before and getting

a goad grade.

Do you generally pet goad grades?

Urn, | think sa but | think | kind of like need to focus more,

‘Wihy dowau say that?

Because, like 'm just like quite a friendly perdan, like | make friends with everyane then | kind of like

get a bit immature and mess around with them.
‘Wihat else would make a good day, & day that youwould enjoy?
Urn, just like having mice subjects and teachers,

So what subjects would be good far you?

Uirn, like art Because we're very practicsl init | have twa different science teachers and | only Fie
ang of them, Lo yeah, um. don’t reslly knaw.

Saowauld scignce be | thers or would you just have a whale day of art?

I think cause, yeah, | quite enjoy science, | think Pm kind of good at i, so yeah.

Saowhy doyau like science?

Gaze | find it quite eavy, that is like the biology and chemistry but when it comes to physics it's kind

af like, hrmm.
Befare you said art because s practical, da you prefer practical subjects.
Yeah.

Is there any reason you prefer practical subjects?
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Urn, na | don't think so, | think #t%s just like a general thing, Like some peeple like writing quite lot
but 1'm mare like practical in fke subjects and | ke to do things more up and about.

Ok, [recaps on what would make a good day] so what ele would make it a goad day?
Urn, 1 dppng just like being friendly to everyone and evaryone being Friendly.

Does, that happen when you say being friendly to everyone and athers being friendly does that
happen a lot or do you ever find it's not like that?

ke being friendly with everyone?

‘Well, and them being friemdly with you?

Of, yeah, everyone’s always friendly to me becauss, 1, | like to da the same thing to them.
Ok anything else that would make it a really good day?

Urmn, i it"s coming to the end of the day | usoally get to have a good lesson and  it's nice outside mg
and my friends usually go to like the park and just like chill.

Anything else you want ta add to your goed day?
U, na.
O now |zts think about a bad day. What wauld a bad day look like?

Urn, Tike if | wiske up lste.. um, getting into schoal like late. My general bad days are like Mondays
and Tuesdays.

Ok, why are they so bad?

Ganges, like, | kind of think like no one likes Mondags cause like it ends the weebend and then um,
Tuesdays, it's just kind of like thers, it makes the week longer. 5o, yeah.

Is thers anything eke that could make a day really bad? Any particular teachers or subjects.
Urn, weah. Like usually an the last Friday | ussally have my ather saence teacher who | don't like.
‘Why don't you like them?

Camsge like, she doswn't actually teach us and like she always tells me off for not doing anything and |
dan’t really understand why and it really annogs me.

o she tells you off for not doing anything. Do you fes| like you're not doing anything?

Like= | gy sedrmitt ik I'rm being chatty sometimes but like sometimes 'm like talking about the wark
and like when the whole class is talking and then she said Tee “you need to go out” cause you're
talking abaut the work to someane.

Anything else?

IF Nk, .| ko bk could makes it a good day actually...
0k, go an.

IF like: |"m baaking forward ta the weekend, like this weekend.

Hawre you got something kappening this weekend?
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Yeah, 'm going ta & festival with all my Friemds..ike then the same thing, net doing anything at the
weekend.

Anything else that could make a bad day?
Mo, mot that | know af.
S if we wrre totry and make this bad day betbar?

Umn, dan’t realty know. Kind of just like glanning something at the weekend so it makes me ook
farward ta samething.

Do you Feel like you can do that?

Veah.

Do you often do things at the weeskends?

Yeah, | don't realky like to, | like to stay busy.

10k, 50 what kinds of things do yau like to da at the weekend?

Urn, just hang aut with my friends, often have sespovers and things like that
Sa, how do yau tend ta spend your weekends?

Urn, just like meeting everyone, socialising with them.

How do you know those pepgle that you socialise with?

Urn, miy clasest friends they ahways come with me and everything and then | hawve like another
group, we're beginning to become ke really close friends with them and always hanging around
with them.

Sa are these people you see inside of schoal ar are they differant?

Urn, they're in the school, yeah, And then we kind of like mest all the boys 25 well. Some of them
hawe got bayfriends and like my Friends are kind of friends with all of them so Pm kind of friends with
all of them.

Sa, it sounds like yau've got quite a few Friends. Can you tell me a bit more about them, yau say you
like them because they're funny and that twe of them came up with you from primary schoeal, so
how did you become Friends with them, why them?

‘Wall it's kind of like a complicated story because like ane of my Friends we wera kind of like mutual
friends in repeption but like we were never really good friends and then ke we came to pear ang
and the like | mek ke my really clase Friends who 'm really clese with, like and then we all ke came
tagether and now that we're in secondary schoal we've kind of alwiys got our backs and stuff.

‘When you say that, have there been any situations where you've needed your Friends to have your
back?

Urn, Pue newer had anything. | know | can kingds take care of mysalf and | know that my friends can
bt like if like they did need anything. Like, yeah, one of my friends had e this argument with this
girl amd like | just said something becawse | knew | couldn’ just et my friend get inan argument and
just nat like say anything, so like yeah.
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S havwe you bad to stick up far yaursel?

Just fike, | don't like petting into like arguments and stuff like that. That's parthy why Fm quite a
friendly persen cause like I'm, 've also been known ta go with the flow a lot and just ke not really
ware that much. 5o, if | have ever gat inbe an argument 've just boen like “can we sort this cut? and

just try and gat past it

Have you ewver had a time where youve had to stick up far yourself becsuse someane has been

getting at you?
Yeah.
‘What kind of thing?

| don’t really know. fust Kind of like anything, | dyopg, Fee just been Tike “can we cort this out, can

e Balk abaut it?

Sa, wewe spoken a bit about a good day and a bad day. Are thers any major differences betwsaen a
good day and & bad day?

Urn, just nat being told off, doing goad in dasses.

Do you get tald off a Fair bit, or nat really?

Urn, | think kind of like fifte-fifty, mainly | gt told off for like being too chatty or chatting oo much.
Wy do you chat koo much, what is it that makes pou wangs chat?

Just fike, it's just like when gou're in clags, yau get a little bit bared, you turn araund you dan’t listen
o the person.

‘What gets vou bored in class?
Prabably the tapic.
And like with lessens do you fesl you're daing guite well in your lessans?

Yeuh | feel I'm doing quite well in my lessan, yesh, | kind of like to push myself. Because if | loak at
g sisters | think they're really smart, and then like. I'm not really e a competitive person but like
s kind of like a little bit of sibling rivalry, w0 you Kind of feel like you have to da samething, like

make waurself look...

Are your sisters alder than you?

Yeah I'm the youngest.

How old are yaur sisters?

Um, ane of them is seventeen and the aldest ane is like thirty, thirty-one?
Ok, 5o did they do quite well in schaal?

Yeah, my mum had my oldest sister whan she was quite young Lo then | think my sicter just felt
abliged to da it

Ok, 50 | think we'll stop there [informs participant what they will be discussing the next day and

raminds har of timings]
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Sa this is looking at your lessons, so really what F'moreally asking i for youw to deseribe your lescons

and anyone you wark with in thase lessans [explains supporting sheet]?
[Pugpil lists subjects)

Ok 50 we're gaing to think abaut if you wark with anyone in the keson and if you need towork with
amyane | the lesson, soin French is there ampone that yow work with or you find help you, ar are you
fine an your own?

‘Wl | tend to just work with the person next ta me, um, | kind of work with the person next to ime

and if I'rn ke really stuck | ack miss ar Burn around.
Usually do you get stuck because of the content of the lesson?

Yaah.

Mind then wesse gat art?

Yeah it's very practical o we're like, we're always up and about getting like paints and stuff like that.

Sa, were like abways to aursehees bat you can St where yow want.
Yeah | think you said yesterday you liked art. 5o what abaut English?

English, ppm. nat really, kind of, not really sure, Cawse like, grm, kinda just like, like | don™t really
work with anyone cause | just find it sasier warking by mysel.

Maths?

| just wark with the person next to me, yeah just ask miss for help.
U, RE?

I find RE like really sasy so | dan’t really ask for help,

Ok, science?

Urmn, just work with people on my table.

Gamas?

Urn, well this & a practical lesson so we're like always in groups and we always wark together as 3
team. Dance is Kind of the same. Um, geography, like Kind of like a whole class effort, all my friends
are like kind of spread out a litthe bit so we abwys like we shoays talk to sach ather.

And history?
Histary, weah | find that quite sasy and plus | sit next to one of my best friends,

The impression | get when 'm talking toyou is that you don’t need any extra support in lessans. Do
wau Feed like you can access the lessans ak or da you have amy difficulties when peapls give
instructions or talking you through the lessan or anything?

Urn, I find it ok. | haven't really Found any difficulties with it

S yesterd vy we looked at what makes a good day and & bad day. Now this is going to look ot a good
lesson and a bad kesson. 5o what makes a good lessan far you?
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Urn, getting a good grade in an assessment..um, like working in @ team.
Can yau tell me why you like warking with ather people?

Umn, hecsuse | ke to like sacialise and | feel ke that's something | wianna do with like my, when |
pick a job. And | just kind of like sacialising and talking to other people abaut things.

|lgkipg at the sheet] Good teacher? Wat makes a good teacher?

| dunpg thers’s just like some teachers that are a bit like, mmm, |ignore them. Like my soence
teacher today | don’t really want her.

Sa what makes a tescher good?
| dan’t kmaw, | think s just like. | think it's like based an the lesson a5 well. Um, | think thats it

0k, and what would make a bad lesson ¥ [Jpokiog at the sheet] getting told off, what do yau get tald
aff far?

Chatting.

|Loaking at the sheet] what makes a bad teacher?

Kind af the same as the good tescher, like mainly based on the subject of a lesson and stuff e that.
‘What subjects, if you were thinking off the top of your head would be bad for you?

Um, geography.

‘What is it you don't like about geagraphy?

| dan’t kmera, | kind of like, Pm not really keen on the teacher and ['ve not really been into geography
e | just can't do it and | find it quite boring. Um, when you're friiends aren't in.

|lakipg at the sheet] Oh yesh watching a geprogramme? So what would make a bad lesson better?
Hmm, friends being in.
‘What is it about having your friends in your lessen that you like sa much?

Urn, well | don’t really like to like, after lesson, gauge we have lesson, lesson then break, causs like
ane af my best friends is in my dass | don’t really like to walk by myself but now that 'm in year nine
P kind of like made friends with all the ather peaple in my class,

Sa now that you've made friends what does that make easier?
Urm, just kind of like talking to everyone, it sometimes makes me more confident, stuff ke that.

Sais it about having your friends in the lessan or is it about having your friends there for when yau
leave the lesson?

A bit af bath.
Sa what's good about having your Friends in the lesson with you?

Urm, just like abaays haing Someone bo talk to, 5o like, if you're having like 2 bad day in lesson then

wau can aheays like talk to them abowt it_um, having a goad subject.

‘What makes a subject goad?
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Urn, what you doin it watching @ mavie ar & 3y, programme, or just a good teacher, Like | don’t
mind history but we do a lat of writing in i, it's, | don’t mind it Um, same with science an Thursday
and Moaday.

Is there anything that you really don't like about lessans generally? | mean do yow mind kind of
writing and stuff?

Urmn, | dan’t mind, but it kind of like depends on the day as well sa like French, | really don't like
French but " alwo on a Monday and Tuesday, so..0 think that's it

Ok, 50 what are the main differences between a good lessen and & bad lesson?
How ina bad lesson you dan’t get to wark witth other people.

Dk, 50 that's quite important i you?

Yeah, and a good teacher,

Ok Right sp. the next one we have already touched on a ittle bit. The peapds you spend time with in

schaol [explains supparting warkshest].

U, wau've pretty much got everyone | work with on here. | don't wark with any of these peaple
though [pointing to TALSA]. | werk with the lady that comes in.

Ok, and tell mie a litthe about that because | dan’t knaw what she does aor what you da together soit
would be good to hear @ bit about that?

Basically she just comes in once a term and just checks up an my hearing aids and sees if theyre sll

working goad.

Do you have anyone who comes from autside wha helps with kearning ar anything like that?
Ma.

Is she the only person From outside that comes to see you?

Yeah, althaugh | was like, when | first started | wias meant to wear @ radio aid but | just didn’t Feel
camfortable wearing that.

Ok Wy didn't you feel comfartable with the radio aid?

Urmn, | dunpg, cause it's just like, F'm in secondany schaol naw and | don’t really wapn be looked at
by many peaple and stared at, | just was just a like a litthe bit more like nerve-wracking.

Sais the radio aid & bit mare abyious?

Yeah__you have to like waar it aver the top of the hearing sid ta bear.
Sa what have you gane for instead of that?

Um, nathing, just like not wearing it and like sitting closer ta the front.

Of, ak. o irstead af having the radia sid you dedded | don't want that. Does that make it harder far
wau if yau don't have it?

Umn, kind of & little bit cause like the teacher isn't, | dan't hear the teacher and just hear teacher bt |
didn’t realy like that in the first place.
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Go on kell me abit more.

Cause | just thought that people would like stare at it and just like wonder what it & and | just
thought |'wawnt very confident with that, so then | just didn’t really bather with it

Ok, so we got rid of the radio 2id but instead sitting laser to the frant of the classroom, is that right?
Yeih.

Ok, and doss thak help?

Urn, sometimes,

And what about the ather times?

Urn, sometimes they just write it an the baard sa it's kind of ke you can just read it aff the board.

Ok, 5o is thers ever g time where they don™t write it an the board and pou're strugpling, or general
are you ak?

Generally 'moak but ke if it's ke the odd time that | miss it Doan just ask the peaple sraund me.
Mh, ok soyou've gat peaple that you can ask?
Yauh.

Za, when did you decide that? Was it when you came ta secondary school or did you just find that
wau dide’t want the radio aid anymore?

‘Wheen | came to secondary school.

Ok, so the only praple that you really see s this bearing aid lady onee a term, and she kind of like
checks your hearing aids, 5o, haw lang does that take?

Urn, nat leng, ks kalf an howr.

Ok and da you pick different lessons when che comes in becsuse | imagine you must miss stuff when

shee ormes in.

Ma, che kind of just paps in.

And haw do you fesl about having to do that?

Urn, I dan’t mind doing that. | knaw that it's kind of like necessary to do it and stoff like that

Is thers amyone alse other than peers, teachers, friends that you spend time with? | know you don't
hawe that one |pointing to TAs and L5&s] so you can crass that aut if you want to, Heaee you ever had
support fram Ths ar La&s ar anything?

Urmnm, in primary school | did. Casuse | needed ta have, like to develop my speech and yeah.
And then when you got to secondary..?

Mo,

Yeu've never had any support there?

Ma.
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Hiw di you feel shout that?

Urn, Pm kind af like relieved ahowt it cause then | feel liks there would be more pressure ta be
hetter,

Ok, 5o what da you think you would feel pressure at being better at?

Jugt ke better at focusing my hearing and listening to people and like, my spesech and stuff ke that,
S yau think they would put pressure on wou ta be better than youw are at the moment?

Yaah, mmm.

S doyau Feel ke s worse without them?

Ho, | just feel like with them, that | would need to like be better and competently be abways kind of
an paint.

Ok, 5o tell me a bit more about hios you feel not kaving them.

Like | waid, relieved and just Fke kind of glad | den't have them. To me | ind of fesl like | don’t nsed
them e | hiad them all the way through primary schoal. They taught me like the basics and naw,
ity like | can just learm by mysalf.

Zaowhat we're poing to talk about now & bow you would change this school if yow could. 5o how
we're paing to do this is firsthy, in an ideal world what would your perfect school be [further explaine
task]. Sa we'll be deing this by me asking you some guestiang, . The first one i the schaol. Think
abaut the kind of school you would ke to gota. 117 not & real schaal, make a guick drawing af the
schaolin the middle of the paper.

Urn, Ithink | weald like it ta ke this soheal just a little bit differant |starts drawing].

Sa there's your schoal, lovely. Solwant you to tell me three things abowt this schaal. What kind of

schaol is this?
Urn, & secandary schaal, Um, the classes are less divided than this schoel
When you sy less divided what do yau mean?

Lo like, we haes opposite side af years and they sre mare organised but like whean pau're friend,
when mest of your friends are an the cpposite side of the year you kind of wank to be more
tagether.

O, | see 50 is yaur year group divided?

Yewh. We have like a Y side and an X side and | think Fm on the ¥ sde.
Sa yowwould rather it wag just all together?

Yeah.

Aind why wauld yow rather it was all together.

Because you can just socialise more and | feel ke it's going to be easier for you to make friends
when pau come hare sothat you kind of just get to kraw averpane, know them better,

Tell e something else shout this schaol.
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Urn, mare creative classes. Solike inart doing something other than dravwing portraits and stuff like
that and da mare creative things ke phategraphy and sculpting and stuff like that.

Ok, 50 Jgty hawe a think about the dlassroom. Have a think about the sort of classroonm you wauld like
ta be in, make 3 quick drawing of this classroom in the school, so you can draw it toone sids if pou
want.

Urn, [starts drawing].all working on tables.

Ok, so vou wark on thase tables. Soowhat hase you gat in that classreom?
Posters.

Ok and what kinds of things are on the posters?

Urn, kind of depending an the ubject like things that help you with it Um, lke 2 projector Far the
whitebaard.

You've got three tables there |locking at drawing|.
Yeah there would be mare but there like in tables of fawr.

Ok 50 yau hawve four peaple at @ach table, ok ard why have yau chasen ta have four pecale at each
table.

Barsuse | feol like it would make it sagier to work in groups and just like share ideas an lessons and

the kind of tapic that we're working on.

Ok 50 in this ideal schaal, think abawt same of the children that you wauld like to have there. Make a
quick drawing of spme of these children, what are they doing?

| dam’t really know, | think it wauld be a lot like this but with just small changes, like pau'd have your
wears and like for lumch you'd sit, where you sit in your spaces, so | don't really know.

S0 what would the actual children be like?
Urn, individual ar different, like no soheal unifarm [stants drawing].
Why wauld you get rid of schaol uniform?

Gangs | thimk it makes a person more creative and mees independent snd aleo kind of like preparing
them for when they get job, so they won't ks, they'll proba by hase a uniform but like they'll, thers
will be like a dréss code instead of & proper uniform.

o what would these children be deing?

Urn, creative things. |woauld like all people to have at least one instrument.

Ok, so everyone will play one instrument.

Yeah, they actually used to do that

Really, what did vou used to do?

Urn, they changed it before | gat bere, my sster used ta play the trambone, she wasa’t very goad.

Ok, 50 all the kids, they would be wearing thair owm stull, they would have to play an instrument can
wau tell me samething else about what they would be deing?
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Urn, I think they would be like more practical and autdde for games, something like that.
Can yauw ball me a bit shout the personalities of these childran?

Urn, ereative, urn, kind of down-to-earth, Bmm, just ke | den't knowy, their awn persen o they
dan’t hawe to copy ampone or like fallow the crowd and just do it their e way.

Lo now | want you te think abaut the adubts at this schoel Soomake 2 quick drawing of some of these

adults. Again you can do stick pecple and we can talk around it if wouw want to.

Urn, I think you would have like, | waould have like peaple here at my schoal and they would probably
e like waaring their own chathes but kind of like what they were now so they're uniformed but their
awen clothes, & dress cade.

What wauld these adults be daing?

Urn, just helping people understand their subject mere and if & student is having trouble with that
subject that student can like go up to that tescher and that tescher can like tutor them in that
subject.

O 50 in your ideal school you would have teachers seailable to da s bit of tutoring in subjects. Can
wau tell me a few things about thase adults, about them?

Urn, | think they would just be like, um, D don't reslly know how to explain it but | think they would

just ke like mare helping and more kind of welcoming to new students.
Sa what would being wekaming |ook like?

Urn, rreaybe like assigning & new student bo lke ancther student that's been bere for guite a while
and letting that student sort of mentar them and show them they're way around schaal.

Did pou have that when yow came here ar not?
Ha.

Za noe we need to think abeut you and putting you in this ideal schaol, 5o if gou want to do o listle

drzwing that represents yau in this school?

Urn, | don’t really know. | think | would just be like a normal student, kind of be ke everyone else in
the schanl but like different.

‘What do yau mean when you say that?
Kind af leak for my Friend and just try and enjoy schaal,

Ok, [looking at drawing] so theres you in your perfect schaol. Tell me thres things about the way
wau Faed in your ideal icheal.

A little mare 3t sase because 'm in my own chathes, wm, mone weloaming B new students not like
hambarding them with koads of guestions, and kind of nat under tao much pressure o if | need the
help | can just sk somepne to tubor me,

Ok, so when you say not under toa much pressure?
Like prassure to do well in ypaur GLSES,

S you el like it would help you to have a tutor te help you thraugh that?
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Yeah but | know that | can like, kind of, wm, kind of ke da it on my ownoand if | do need any help |
ahways just ask someane.

Ok, so what kind of things do you usually ask for help with?

Urn, just like if | have homework that | don’t understand | can ask the teacher help For that, um, |

dan’t really know.

Sa, we have a naught at one end and a ten at one end of this scale and we have you perfect school
at @ ten, where wauld we put this schaal at the mament?

Urn, | think it wauld be les in the middle.

Yeah? Do wou wanm pop a line down? 5o this & your school now, it's about a fres, | we wiens going
to have it 8t a i so itwas a bit claser toyaur ideal schoel what would we need to change?

Just making it more together and easier to socialise with like the years, not the years but like, when
wau have like separate sides to just make it more like together,

Ok, 50 that would take it to & six?

Yeuh.

‘What wauld take it to o seven?

Urn, prabably just like, sither having no unifaorm or being more crestive within lessons,

Ok What & it about this non-schoal uniform and being an individual that you like o much?

Urn, cisuse | kind of think it makes you more creative and thinking about what you wear, but there
nesds to be a dress code in case like it's ke irappropriate. | find 'm mare comfortable in my cwn
clathes and that they can Kind of like prepare us for when we get a job and we have a dress code,

unifarm there,
Ok, 5o it loaks [ike to get closer to your ideal school we waould get rid of the divide through the

schaol to make it more socable so you could have & bit more of that, get fid of schaol uniform and
get a bit more creative, That seams like what you want. 1= there anything else you wauld change

abaut this scheal, this actual school that would make t easier for you?

Probabdy ke going hame at lunch bt like coming back, so like if you“se like forgot your boak and
wau have like hamework due in you can just like tell the tsacher that you can e it like kst period
ar lessen and yau can just go home and get it

o when we first met you showed me the drawing of the ear and that had some things that wers
quite difficult far youw in it Is there anything this schopd could do ta make these things easier?

| dan’t really know ta be honest.

Berause ot the beginning you mentianed background noise and things, where does that happen the

st ?

Like in the cantesn, at break and sometimes at lunch. But | just like try to focus and listen to the
person.

‘Would there be anything that could make that easier, & there anything the schoal could da?
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Urn, | dan’t think they shauld, and | don’t think | would want them to csuse like, well we need to be
prepared far when we actually lewee, we'll have to like learn how to deal with it

Is there any other reasons you wouldn't want them to changs thase things?

Urn, | dan’t knaw, | don't really know,

Amything else you would change abaut this schoal if you could to make life a little bit easier?
More trips.

‘What kind of trips wauld you gooon?

Urn, | dan’t krevw just kind af Tke trips that take pou out for a day.

Bnything else you would to tell me about your experiences aof being a pupil with a moderate hearing
lass, ar anything elese you wauld ke to tell me about what's it like in the life of you?

don’t really knaw to be honest. 1t kind of like being the same as everyane else and just like having
o ga to schaal with hearing aids.

Ok well | think we hawe covered everything. Thank yau far wour time and talking with me.
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Exploratory comments

Original Transcription H N

Considers the hearing loss as setting her apart from
others. Making joke out of own hearing loss — form of
protecting self? Easier to do this than take it
seriously? Again it sets her apart — sees thisas a
positive thing?

Hearing aids make her different. Feel personality is
linked with hearing aids. A description of growth over
time. She seems more positive about them now but is

that because she is confident with them or because
she's learnt to deal with it by taking some control in
how they look — she is in charge of them rather them

in charge of her.

Has an understanding of why others might be curious
as she too is looking for answers. Seems to want
answers about her diagnosis and although she has a
an answer this does not see enough — still gets
curious. What is it like living with this answered

guestion?

Can't hear certain sounds

Impact of background noise on hearing others.

I: Please tell me what a hearing loss means to you.

R: A hearing loss can mean, ft makes me different from everyone else| That's why | like to kind of do doing -
different things to my hearing aids and likg|, | like, I try tcu[ sometimes | try to make a joke out of it cause I_I_ci_n_d" -
of, my friends know me as like, being quite a funny person and just not like taking everything seriously. ﬁc [

think that like, it makes me more individual as a person|.

I: So you said something about making your hearing aids different and being different, what did you mean by
those comments?

R: Yeah, | don't really know, | think it's a bit of hoth. They make me somewhat different but | also think that

confident with them I'm kind of like, in what way can | make this more me.|

I: 5o tell me a bit more about how you do that.

______________________________________________________________________________

said it could be something to do with like traumatic birth or something like that.|

I: So |ets have a lock at this, so you've got sounding. Tell me a bit mare why you put that one there.

R: I don't really know cause, it's just like one thing to do with hearing, s0...

I: Ok, so when you wrote down sounding what were you thinking when you wrote that down?

R: Um, that fometimes | can't actually hear the sound verywell],

I: Ok so tell me a bit more about that.

R: Yeah, so like a lot of background noise) like, | have to like ask people to repeat,
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Does she really find it funny or is humour acting as a
defence mechanism — a more comfortable way to
describe it. Describes friends as getting annoyed. She
seems to use humour as a defence mechanism and a
way of resolving any issues (annoyed friends)

Changing wording from annoyed to frustrating.
Recognises frustration of others and self — what
impact do these situations have on her.

Friends who are understanding seem to make things
easier

Describing what sound is like with hearing loss.

Word frustrating again. Uses word ‘catch’ — it is like a
challenge, to hear what people are saying just at the
right time, otherwise she has missed it.

The word “‘naturally’ - like they are alive and have
their own agenda

I: S0 can you tell me a bit more, | know it seems like a silly question?

I: Ok, so what else have we got here. We have ‘muffling’. Tell me what you were thinking when you wrote
that one.

_______________________________________________

someone mumble and stuff like that. |

I: Ok and what's that like?

I: What else have we got, is this one squealing?
R: Yeah

I: S0 what's that in relation to?

I: Go on tell me a bit more about that then.
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‘Squeal’ — seems like o word for something living
Seems to blame self for the hearing aid noise as she
identifies that it is when she leaves them on by
accident. Her responsibility in turning them off

Relies on others without hearing aids — what's it like
going from hearing to not hearing, independent to

dependent?

Struggling to find words to explain it — difficulty
explaining it as not thought about it or difficult
emotion to express?

Confusion over saying words and needing to repeat
self. Extra work/effort of having to correct self — what
impact does this have

Difficulty of knowing what she wants to say but it not
coming out how she wants — does she feel she has a
lack of control over how words come out?

Has to correct herself. Aware of getting it wrong and
needing to change it

Annoyed at needing to correct self and doesn’t want

to have to. She seems to be comparing herself to her
friends and is aware she has more or a difficulty than
them. Seems to be an occasion when her hearing loss

R: Basically sometimes they kind of squeal whenever | take them out. | sometimes leave them on by accident
when | take them out and they just kind of like squeal and squeak|

I: So how does that make you feel...or what are you thinking when they do that?

R: [ just think it's like, cause | can’t hear it, o | never really notice it. And then peopletellme.
I: Ok, s0 who tells you?

R: Like my mum, my sister, people who can hear it.

I: And how do you feel when they tell you?

R: | feel like, | don't know, um, | don’t know.

I: Ok, [referring back to sheet] =o correcting, what's that one?

I: Ok, so when you say you get confused what do you mean by that?

R: Like, when | think of the word but when it just comes out it comes out like differently.
I: Ok, | see. So you think of a word but it comes out differently when you say it?

R: Yeah, so | have to like correct myself|

I: And how does that feel when you have to do that?

Suzanne Edmondson
Hearing without hearing aids

Suzanne Edmondson
Difficulty saying words and correcting self
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R Annaoying
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Comparing self to others
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is evident and she requires help from others —she
doesn’t want to have to do this.

Embarrassment of needing help from others

Lots of talk around the need for repetition — how
much does this impact on her everyday life?

Aware of the different areas that she is more likely to
have difficulties in

Impact on joining in with group discussions. Indication
that she can’t hear everyone all at once and may be
missing information. Seems to really need to focus in
on what saying — how tiring is this? In group situation
there seems to be one chance to hear what they are
saying or you ‘miss’ it —no mention of repetition here.

Aware of emotion but struggles to explain where the
route of that frustration is — does she recognise it is
related to hearing loss and not want to admit it or has
she not made the link?

Impedes on social occasions as well. Seems frustrated
at the nead to rely on hearing aids and just wants to
listen to her friends rather than have the barrier of
her batteries running out.

I: And how does that feel?

I: And then we have repeating, is that one linked or is that one different to correcting? What did you mean by
repeating?

R: Erm, have to ask people to repeat themselves and then | probably have tq repeat myself when | say the
word wrong)|

I: Ok, so how often do you need to ask people to repeat themselves?

I: Ok so there are a couple of time you have mentioned that, like with the background noise and the canteen.
5o can you tell me a bit more about that, what is that like?

does make me frustrated. |

I: Ok, so we have “troublesome’ here [referring to sheet]

I: Ok, so tell me about more about what happens when you run out of battery.
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Responsibility of changing the batteries. When doesn’t
have the batteries then hearing loss is more evident
and impacts on her

Again impeding on social occasions when batteries
have been forgotten. Disability is then more
noticeable and having more of an impact on her.

Indication that does not feel fully included without
functioning hearing aids

Identifying as different to others. Indication that her
personality and identity is linked to her hearing aids.
Again mentions laughing off hearing loss —is this a
defence mechanism?

Truth of what she feels under the laughing — she does
find it hurtful. Protective barrier suddenly seems to
drop as she explains that people don't understand her
hearing loss. Indication that people don't know how
hard it is — which indicates she does experience
difficulties as someone with hearing loss. Was this
hard for her to say as initially she seemed keen to
show that she was confident with her hearing loss.

Defence of laughing off again. Comparing herself to
others and seeing herself as lower than them because
of hearing status.

R: [Erm, if I run out of battery and | have batteries | change them, um, but it I dont] Tlike have a one-down ear -

so | can't hear very well|

I: Ok, what's that like?

R: Erm, yeah, jit is very frustrating and pnnoying| because Jike if you're out with your friends and you haven't *
got any then you kind of like, well | can't hear you very well.|

I: I mean how does that feel?
R: Jt kind of feels like Fm halfina conversation butnot| T T

I: Ok, now ‘different’, we touched on that a bit when we started. Can you tell me a bit more about ‘different’'?

would just laugh about it and laugh it off)

I: &nd when you say laugh it off, this might sound like a stupid question, but are you really finding it funny?

really know what it's like to have hearing loss or hearing aids and they're just kind of like, haha that's so
funny,|

I: How does that make you feel?

R: Erm, | don’t know it kinr_:l_qf_,}.yhen people do say that and | laugh it off it kind of makes me feel like, tthiajc_li_k_e_

Fhéy“ue-g-éf a one up on me cause they've got perfact hearing|

I: &nd then along with that we have ‘individual’, is that similar or is that different?
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Has accepted that she is different and although this
has some negativity to it, using it to be seen as an
individual seems to be more positive. She seems to
consider individuality as a positive thing and is
showing this through her hearing aids.

Tried to make hearing aids more me indicates that she
hasn't see them as very her in the past

Does having the opportunity to change the design
make the hearing aid appointment more enjoyable?
One of the things she can have control over with her

hearing loss.

Not just different but in a different category — takes
difference to a greater level — almost separates her off
even more. Comparing herself to her friends again and
recoghising a larger difference between herself and
them — impact on sense of belonging?

Identifies as someone with hearing aids and in her
mind this separates he from her friends. Seems very
aware of her differences and the things she is missing
out on by not being able to hear fully. Has guite strong
emotions around jealousy of her friends hearing —
therefore may have accepted hearing loss but still
aware of impact on her

Again, aware of the differences and impact of hearing
loss and emotions associated with it. Seemsto be a
hassle to need hearing aids all the time

Impact of not having hearing aids and not hearing
others — suddenly reduces ahility to interact with
others

R: Yea h[ it's similar cause it makes me a very individual person and I, I just like, | don't really like to follow the |

crowd | like to do things my own way] [Like my hearing aids, | tried to make it like more me, by like adding
more colours and stuff like that.|

I: Yeah, tell me a bit more about that because | can see you have a marbled effect one in today. 5o do you
change them up quite a lot?

think like that they're all quite similar but different in their own way and then I'm quite separate, in a
different category of my own.|

I: Ok, 50 you talk out these categories, tell me a bit more about what you mean when you say category,
because you say everyone is different but you say you are in a different category?

stuff like that, whereas everyone else can just sleep and wake up and they can automatically hear.|

I: And how does that make you feel?
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name and I just don't hear them. |
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Repercussions of getting in trouble for losing hearing
aids seems more of a motivator not to lose them than
impact of not hearing — although maybe difficulty
hearing got her in trouble?

Struggles to get the words to describe lasing hearing
aids, has mentioned jealousy which is a strong
emotion to feel - are these experiences too hard to
verbalise

Losing her hearing aids seems to make her more
aware of her difference to others, resulting in jealousy

The maintenance element of hearing aids also seems
to highlight difference. Feels uncomfortable when
people are staring at her because of hearing aids — this
seems slightly different to her willingness to answer
people’s questions about her hearing loss as
mentioned at the start of the interview

This seems to contradict her confidence around her
hearing loss that she mentioned previously
‘Secretly’ — something to be embarrassed about?

I: Ok, so if you can't find your hearing aids you can't really hear?

R: Mo, not very well anyway.

I: Ok, do you lose them very often?

R: My hearing aids...no. 1 used to but then | would get in lot of trouble.
I: 50 you try and take good care of them now?

R: Yeah.

I: How does it feel when you lose you're hearing aids? Can you tell me a bit more what that experience is like?

people, which is like...
I: Ok, s0 more so when you lose them?
R: Yeah

I: Ok, ‘difficult’ have we had ‘difficult’, | don't think we have. So, ‘difficult’?

of batteries and kind of like difficult when I have to like get them out and it's a little bit like, 'ike | don't like

being the centre of attention and when 1 do it people often look at me and stare,|

I: Right, ok, so it might sound like a stupid question but do you feel like when you take out those batteries you
are the centre of attention because people are looking at you?

------------------------------------------------------------------------------------------ =z

I: How do you do that, what strategy have you found?
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Suzanne Edmondson
batteries

Just doesn't want the attention R: I dunno, um, | haven't really found one ',.ret,ﬁ_t‘s just like keeping it on the Iouuﬂ

Again — seems ok with answering questions so whatis | I: How do people react when they do see you doing it? Suzanne Edmondson

Be IR JRe

it about changing the batteries? Is this slightly more bR

intimate and personal? Seems that she can relate R: They just like, fhey just ask like a load of questions, and I don't mind that cause I know that they're curious | ™"~ 1 Suzanne Edmondson
more to wanting to know answers. Also, she is in and if | were in their shoes | would probably do the same thing. So, I'm a little bit like, I'll answer your gthers curiosity
control of who she answers to or not but not in guestion,|

control of who stares at her when she changes the

hearing aid batteries. "Il answer your question’ —she | I: What else have we got, ‘Frustration’? It seems that this has come up just as we have been talking. Do you

is deciding and in control want to say any more about ‘frustration’ as a thing on its own?

R H Suzanne Edmondson
Frustration as a feeling that encompasses hearing loss | R: IWEII it's just kind of like covering the whole, like all of it to be honest] Trusiration

I: What do you feel like it's a frustration at?
_____________________________________________________________________________________________________________ i H Suzanne Edmondson
Describing the responsibility of looking after R: |lust having to like look after them and, changing the battery, making sure nothing really happens to them, respansibility of hearing aids
something that she chose to have in the first place. soyeah. |
Seems like a hit of a hassle.

I: Let's go for ‘my own’ [looking at the sheet]?

_____________________________________________________________________________________________________________ i H Suzanne Edmondson
Previously identified as someone with hearing lass but | R: Fa use like, cause like | see people with their hearing aids and I just feel like | don't want to go similar to indiyidual/ uniqus
keen to be set apart from them. Uses her hearing aid | them. | want to do it my own, my own way]
design to do this. Fully accepted hearing loss? Where
does she fit if she doss not consider herself as hearing | I: Do you feel like you're managing to do that? Do you feel like you're managing to make it your own?
but as having hearing loss but at the same time does

not want to be similar to them? ‘Them’ — indicates R: Yeah, definitely.
that she is in a separate group and sets herself apart
from those she is describing. I: We have said a little bit about “battery’, did you want to say any more about that one or do you feel like

we've covered it?

R: Um, we've coverad that one.
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Seems do need answers as to why she has hearing
loss. Lots of questions around it from others and
herself

Main guestions seem to be about origin of hearing
loss —what would having the answers mean?

Difficulty answering others and self. Wants to know
why she has them.

MMakes a joke of it. Defence mechanism because
doesn't have the answers?

Understanding of questions as has similar questicns

Being funny seems to be a gquality she likes in herself,
She seems to consider it a strength that she can see
the funny side rather than be serious. This seems to
have helped her deal with her hearing loss and can be

used as a defense mechanism. Does building up an
identity of being funny make her more identifiable in
this way than being deaf?

‘Inside joke’ — does this indicate only she really knows
what the joke is about?

I: Yeah? What else have we got, | think, let's go with curious?

to why | have these)|

I: Ok, so when you say others are curious, what do you think they are curious about?

I: What do you say when they are curious?
R:[Uh, Idunno, Itry to make a joke of it and like, stuff like that|
I: &nd how does it make you feel when they are asking you those guestions?

R: Um, it doesn’t really make me feel that much because like | know that they're just curious and they're just
asking me cause they want to know and like | said | would probably do the same thing if | was in their shoes,|

I: [Looking at the sheet] We've got ‘funny’, we touched on this at the start?

R: [Cause Fm quite a funny person, a lot of people know me as being quite a humorous person, just joking
about serious situations a lot, I just kind of joke about them a lot and it's just like | make jokes about it and
stuff like that.

I: Why do you think you make those jokes about it?

R: Um, | don't really know. Like | say I'm just quite a humorous person, | just like to make jokes and it's kind of
like an inside joke to myself, so yeah)
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Link between hearing aids and personality. If the
hearing aids have impacted her personality to the
extent that she feels part of it is based around it then
there is an indication that they are a large part of her
life.

Recognises a time when her hearing aids had a greater
impact on her and her confidence. Almost a
description of growth and acceptance to the point of
taking control of the design of her hearing aids.
Speaks about them making her confident but is it
more that they have made her resilient as she
describes not caring what people think. Why did that

change happen?

Hasn't thought about not having hearing aids.
previously mentioned the impact or them and
comparing herself to others — this indicates and
understanding of what it would be like not to have
hearing aids — maybe too hard to think about,

protecting self

Being on time doesn’t seem to be a priority.

I: S0 these last two, we have ‘unique’ and ‘special’, so are they meaning the same or are they slightly different
these two?

R: They're kind of meaning the same.

I: 50 do you want to talk about those ones, you can talk about them together if you find they're kind of
similar?

R: Um, well | feel pnigue because I've got these hearing aids nd my personality is probably based around

them a little bit so yeah,|

I: It's interesting because you have said that a few times, what, when you say your personality is based
around them, what elements of your personality do you feel like are based around them?

R: Um, Fvell I'm beginning to become gquite a confident personhow and like when | was younger, when I first

got them | didn't really like them End I would always want to cover them up with like my hairbr}r\ring to get 1

skin coloured ones and Ft would always like put me a little bit on edge and make me shyer put FIOW I'velike -

got to secondary school I'm kind of like coming out my shell a little bit more and I'm kind of like, Eﬁ?&ll ljust [

want to make these more special and unique towards me and like| cause |ike it's helped me with my ’

confidence because then it's made me more confident and not really care what other people think about
them.,|

I: Do you think if you didn't have hearing aids, do you think that would be the same in terms of confidence?
R: I'm not really sure, I've never really thought of not having hearing aids cause I've always kind of had them.

I: 50 the next question is please can you describe a typical day at school [sheet and pens given to participant
and supporting work sheet explained]. The first bit is about what time you get into school.

R: Well | come in quite late. I'm not very good at time. Half, half eight. | think that's right, I'm not sure.

I: What time does school start?

¥
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Friendship and having lots of friends seems to be
important to her

Meet friends rather than go straight to lesson

Use af words such as ‘my six’ and ‘my group’ indicate
that she feels include within the group

Hierarchy of friendships and friendship groups

Seems to be an importance around funniness and
joking around rather than taking things seriously
Often uses the word funny — does she use this one
word to describe lots of different things

R: Twenty to nine. That's when the first bell goes anyway.

I: The first thing | do when | get to school is..? 50 when you get to school and half past eight what is the first
thing you do when you get to schoal?

I: Ok, so you find your friends. So do you all walk into school from the same direction or do you meet up
beforehand, how do you meet?

R: Well, cause we're all kind of like spread out around the areas, uh, we'll walk by ourselves. Like | walk by

meet other friends and go to lesson|

I: S0 you find your friends...| mean what's your group of friends? How many do you have in your group of
friends?

primary school so I've been like friends with them for like years now and like, they’re in my group and then
like we've also made friends with like other new people, so like in my closest group | have like my friends that
I met here and that are now like my best friends and then, now like we're friend with other groups and other
people and like we're coming together with other groups. Kind of just be like really close mates and

everything|

I: Is there any reason in particular that they're the friends that you have?

making situations quite funny and like some more awkward and then my other friend they're funny becausa
they just make good jokes and puns and stuff like that, yeah. Like the kind of thing | look for in a friend is just
to be like funny and just be like a bit immature. |

I: Ok, so what do you then do? So you get to school, you find your friends, and then after this it's time for..?

.
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Hierarchy of friends. Mentions joking around again
and being immature, Indication that better to be
immature than serious.

Lessons are boring. Having a friend in class makes it
better and more fun.

Underlying theme of growth over the years and year 9
being a point of leaving that behind and moving onto
the next stage —year 9 as a transition point?

Talking seems to be the main things that this group do
so considering what the participant was saying
previously about some of the difficulties she has do
problems arise more often than if talking wasn't the

main activity?

R: The bell usually goes and we go to lessons.
I: So when you have your lessons do your friends go to your lessons with you or are they in separate classes?

R:lUm, it's kind of complicated cause four of my friends, like four of the six are in the opposite side of the year
50 we don't really see them very much but we're really close with them and then I've got like my best friend
wha's like in my class and we always joke around and stuff like that. We're quite immature. |

I: And in terms of lessons, | mean we'll talk about lessons later but how do you find lessons generally?

R: Um| I find them a little bit boring cause like] it's just school but since I've got likejone my best friendsin

go. |

I: Ok. Let’s have a think about break then. So, at break..?

I: And what do you do when you find them?

R: Kind of just chat, that's the general thing.

I: 15 it fairly easy chatting with your friends?

R: Yeah.

I: So here you said about having two lessons. How do you find moving between lessons, is that ok?
R: Yeah.

I: 50 after you've found your friends and had a chat, then it's time for...?
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Aware of lessons she enjoys and does wellin

Has made decisions based on future and enjoyment

Using the word ‘octually’ — does she consider it
surprising that she want to go into something to do
with hearing loss or is she recognising the coincidence
between the interview topic and her chosen future
direction? Importance placed on the involvement with

hearing aids rather than a precise job

Indication that she knows the joh exists but has not
gone any further to look into it. Indication that she
considers this to be a valuable contribution if it is
something she wants to goin fo.

Exposure to different professionals seems to have
opened her eyes to different opportunities.

Likes the idea of working in hearing loss area. Is this
something she feels a special affiliation with? Is also
someone who is knowledgeable in this area and has
answers rather than just guestions,

R: It's lesson, lessan.

I: How do you find lessans, although you said boring, do you find them fairly easy, or hard?

enjoy and most like, feel like I'm mainly achieving,|
I: Ok and which ones are thew,f?|
R: Um, health and social, that's new, and um history, art and business, but two of them are new,
I: And you chose them because..?

R: F,Jm, cause | feel like it's going to be towards something | want to do after, and | guite like art and | find
history fairly easy. |

I: So what are you thinking you want to do after?

R: Um, something to do with my hearing aids actually.
I: Really, what are you thinking?

R: Um, I don't know what it's called but like someone who just kind of helps with hearing aids and talks to
people with like hearing loss)

I: Have you got someone in mind who made you think of that? Someone you've met that does that?

R: [Jm, yeah. I think it's like my audiologist..? It's kind of just like a generalising yet, 'm not quite sure what | |

want to go in but like it's one of the things that | quite like|

I: Sure, that's interesting. Do you also get like a specialist teacher that comes and sees you sometimes?

R: feah. She always comes in. She gives like check-ups sometimes] """
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Siill lots of questions being asked of her.

Honest and open with others about the professionals
she needs to see — no sense of embarrassment herg

Indication that she is tired of having to answer to
people and that sometimes they are too noisy.

Seems to be more about the hearing aids than about
the participant. Ancther responsibility — having check-
ups

Curious but no indication that she gets any answers. Is
it her curiosity here that makes her want to go into
this ling of work?

Seems to want to help others overcome some of what
she has overcome. Again mentions confidence and
helping others with this. Perception that hearing loss
can have biggest impact on confidence?

I: &nd how is that?

R:Um, it's not bad, like pecple ask me where I'm going and I just tell them,|

I: &4nd what do you say when people ask you where you're going?

I: And how do they react to that?
R: Um, they kind of just like, oh, ok.

I: How do you feel telling them?

R:Um, | don't really like telling people many things cause | kind of feel like that sometimes they don't need to
know but 1 tell them anywayl

I: &nd what do you do during that time together?

hearing aids to see if they're all like working,|
I: &nd what are you thinking, feeling when you're doing that?
R:pon’t really know. Just kind of curious myseff]

I: Yeah because | suppose like you said it's something you may want to go into. Why do you think that is an
area you might want to go into?

with theirs | could like make them more confident, make them more sure of their hearing aid5.|
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Again focus around joking and talking but previously
described difficulties with groups and if batteries run
out.

Seems to know a lot of people and make a lot of
friends —is there protection in having maore friends?

Lesson seems to be about socialising rather than
learning — supposed to be this?

Already thinking about the next year group coming up

and the guestions they might have. Is this a yearly
concern and a cycle? Does she have to go through the
process of explaining every year? By wondering this
she identifies herself as standing out

I: Mimm. [looking at sheet]. 5o lunch times, what do you do at lunchtimes?

R: Um, I usually eat my lunch first and then, and then, cause like we've got fifty minutes, something like that,
we usually just like joke around with everyone, see the boys and talk to them,|

I: 50, when you see other people and the boys and stuff do you find it fairly easy chatting to them and stuff as
well?

I: U, after lunch?
R: Um, VT.

I: What's that?

go to your VT. It's before your last lesson and you do like, kind of socialise with other years, like the years
above and the years below,|

I: How is that, like how do you find that?

R: Um| I don't mind cause like it was transition day yesterday, | kind of like wonder whether the new year
sixes that will be the new year sevens are curious why | have my hearing aids.|

I: S0 even then you're thinking about it, what other new people might be thinking. How do you find it in that
group when it's mixed? Are you friends with the people in your VT group or is it a bit more separate because
you're in different years?

talk to each other and then all the boys usually talk to each other. |

I: And how do you find that, is that ok?
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Importance of socialising

It seems extra thought needs to be given when going
out.

Need to think about taking batteries.

Indication that doing well academically is important to
her

Aware that there is room for improvement in grades
and that she gets distracted.

R: Yeah. I'm, | feel comfortable with that.

I: And at the end of the school day?

socialise with everyone. |

I: &nd how do you find when you're out in the community, when you're walking home or going out. What is
that experience for you?

R:Um, just that | always have to be quite prepared.
I: Ok, what do you mean by that?

R: Like taking batteries just in case,|

I: Ok, 50 you just need to make sure you've got your batteries, is there anything else?

R: Mo, not that | know of.

I: OK, 50 if we move on this is thinking about the main differences between a good day and a bad day at

school [presents sheet]. So, if we have a think about a gocd day and what would happen in that good day for

you.

R: Um, just like getting to school on time... Um, doing like an assessment like a3 week before and getting a
good grade,

I: Do you generally get good grades?
R:Um, I think Fo but 1 think I kind of like need to focusmoref

I: Why do you say that?
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Friendship and messing around seems to take priority

owver lessons. Considering she regularly identifies
herself as a funny person does her identity as
someone whao is funny contradict the need to be
sensible and focus in class?

Combinaticn of the two seems important.

Considers herself better at practical lessons?

Seems to associate enjoying subjects with being good
in themn

‘hmm’" does she have the words to describe physics?
Or is she not sure why she doesn’t like it?

Aware of her need for more practical activities that
don't require sitting and writing

I: What else would make a good day, a day that you would enjoy?
R: Um, just like having nice subjects and teachers.
I: So what subjects would be good for you?

R: Um, Jike art because we're very practica) in it. | have two different science teachers and T only like one of
them, so yeah, um... don't really know.

I: 50 would science be | there or would you just have a whole day of art?
R: | think cause, yeah, | quite enjoy science, | think I'm kind of good at it, so yeah.
I: So why do you like science?

R: Cause | find it quite easy, that is like the biclogy and chemistry but when it comes to physics it's kind of like,
hmm.

I: Before you said art because it's practical, do you prefer practical subjects.
I: Is there any reason you prefer practical subjects?

R: Urn, no | don't think so, | think it's just like a general thing. Like some people like writing quite lot but I'm
more like practical in like subjects and | like to do things more up and about|

I: Ok, [recaps on what would make a good day] so what else would make it a good day?
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Again friendliness is important to her

Importance of being friendly to others so they are
friendly to you

Importance of a good start to the day and being on
time

5o is this her answer or a general answer she feels she
is supposed to give? Reason for Monday is to do with

other and no answer for Tuesday. Weekend seems to

be important to her

Bad day linked with bad teacher

R: Um, I dunno just like being friendly to everyone and everyone being friendly.

I: Does, that happen when you say being friendly to everyone and others being friendly does that happen a lot
or do you ever find it's not like that?

R: Me being friendly with everyone?

I: Well, and them being friendly with you?

R:|Um, if it's coming to the end of the day | usually get to have a good lesson and if it's nice outside me and
my friends usually go to like the park and just like chill

I: Anything else you want to add to your good day?
R: Um, no.
I: Ok now lets think about a bad day. What would a bad day look like?

R: Um, like if | wake up late...um, getting into scheol like late. My general bad days are like Mondays and
Tuesdays.

I: Ok, why are they so bad?

R: Cause, like, | kind of think like no one likes Mondays cause like it ends the weekend and then um, Tuesdays,
it's just kind of like there, it makes the week longer. So, yeah.

I Is there anything else that could make a day really bad? Any particular teachers or subjects.

R: Um, yeah. Like usually on the last Friday | usually have my other science teacher who | don't like.
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Seems to be quite defensive against teaching. Is she
having a dig at the teacher because of run-ins with
them in the past? Doesn't like being told off — does
she really not understand why? Has already admitted

she messes around in class

Some recognition of why she might be told off but
seems to be a resistance to accept any blame —
unclear whether justified or not

Importance of weekend and how that can have an
impact on the week

Impact of social occasions on enjoyment at school

Aware of some strategies to make things better

I: Why don’t you like them?

really understand why and it really annoys me. |

I: So she tells you off for not doing anything. Do you feel like you're not doing anything?

when the whole class is talking and then she said like “you need to go out” cause you're talking about the
work to someone,

I: Anything else?

R: If like...I know what could make it a good day actually...

I: Ok, go on.

R: If like I'm looking forward to the weekend, like this weekend.

I: Have you got something happening this weekend?

weekend,|

I: Anything else that could make a bad day?

R: Mo, not that | know of,

I: So if we were to try and make this bad day better?

R: Umn, don't really know. Kind of just like planning something at the weekend so it makes me look forward to
something.
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Stops herself here — what does she not like to do?

Opposite af staying busy?

Importance of hanging out with friends

Socialising

Hierarchy of friends. Seems to be string friendships
that always have certain friends with her.

Friends through association — really friends or more
associates?

The complexity of making friends

I: Do you feel like you can do that?

R: Yeah.

I: Do you often do things at the weekends?

R: Yeah, | don't really like to, | like to stay busy.

I: Ok, s0 what kinds of things do you like to do at the weekend?

R: lUm, just hang out with my friends, often have sleepovers and things like that)|
I: So, how do you tend to spend your weekends?
R: Um, just like meeting everycne, socialising with them,

I: How do you know those people that you socialise with?

R: Um, my closest friends they always come with me and everything and then I have like another group, we're
beginning to become like really close friends with them and always hanging around with them,|

I: So are these people you see inside of school or are they different?

R:Um, they’'re in the school, yeah. And then we kind of like meet all the boys as well. Some of them have got
boyfriends and like my friends are kind of friends with all of them so I'm kind of friends with all of them. |

I: So, it sounds like you've got guite a few friends. Can you tell me a bit more about them, you say you like
them because they're funny and that two of them came up with you from primary school, so how did you
become friends with them, why them?

R: Well it's kind of like a complicated story because like one of my friends we were kind of like mutual friends
in reception but like we were never really good friends and then like we came to year one and the like | met
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‘always got our backs’ — indication that there are
threats and protection from friends is needed

Doesn't seem to want to need anybody. However, will
step in to protect friend

‘knew I couldn’t just let my friend..." indication of
unwritten rules of friendship

Friendly to avoid confrontation —usesitas a
protection. Her identity of being someone who will ‘ro

with the flow" allows her to avoid confrontation.
Although has called herself immature her approach to
confrontation is quite mature. Does she feel
vulnerable in confrontations — mentioned early people

have one-up on her.

Difficult finding the words to explain or not worth
explaining?

Indication that being told off is a regular thing?

like my really close friends who I'm really close with, like and then we all like came together and now that
we're in secondary school we've kind of always got our backs and stuff.

I: When you say that, have there been any situations where you've needed your friends to have your back?

R: Um, I've never had anything. | know | can kinda take care of myself and | know that my friends can but like
if like they did need anything. Like, yeah, ane of my friends had like this argument with this girl and like | just
said something because | knew | couldn't just let my friend get in an argument and just not like say anything,
so like yeah|

I: S0 have you had to stick up for yourself?

person cause like I'm, I've also been known to go with the flow a lot and just like not really care that much.
5o, if | have ever got into an argument I've just been like “can we sort this out?” and just try and get past it. |

I: Have you ever had a time where you've had to stick up for yourself because someone has been getting at
you?

R: Yeah.

I: What kind of thing?

about it?]

I: So, we've spoken a bit about a good day and a bad day. Are there any major differences betwesn a good
day and a bad day?

R: Um, just not being told off, doing good in classes.

I: Do you get told off a fair bit, or not really?
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Again socialising as a priority over work., Why is this?

Aware of reasons for petting told off. Socialising more
interesting than work.

Comparing self to sisters with regards to academic
work and wants to do as well a5 them — describes it as

sibling rivalry but is it more than this?

R: FJm, I think kind of like fifty-fifty, mainly | get told off for like being too chatty or chatting too much|

I: Why do you chat too much, what is it that makes you wanna chat?

person,|
I: What gets you bored in class?
R: Probably the topic.

I: And like with lessons do you feel you're doing quite well in your lessons?

sisters | think they're really smart, and then like. I'm not really like a competitive person but like it's kind of
like a little bit of sibling rivalry, so you kind of feel like you have to do something, like make yourself look..,

I: Are your sisters older than you?

R: Yeah I'm the youngest.

I: How old are your sisters?

R: Um, one of them is seventeen and the oldest ane is like thirty, thirty-one?
I: Ok, so did they do quite well in school?

R: Yeah, my mum had my oldest sister when she was guite young so then | think my sister just felt obliged to
doit.

I: Ok, 5o | think we'll stop there [informs participant what they will be discussing the next day and reminds her
of timings]
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Able to work with others and is aware of what to do
when stuck. Willing to ask for help.

Work independently in art and can sit where want-
already identified as a favourite subject. Something to
do with this?

Waorks independently in lessons

Asks for help when needs it

I: 50 this is looking at your lessons, so really what I'm really asking is for you to describe your lessons and
anyone you work with in those lessons [explains supporting sheet]?

[Pupil lists subjects]

I: Ok so we're going to think about if you work with anyone in the lesson and if you need to work with anyone
I the lesson, so in French is there anyone that you work with or you find help you, or are you fine on your
own?

I'm like really stuck | ask miss or turn around,|
I: Usually do you get stuck because of the content of the lesson?

R: Yeah.
I: And then we've got art?

we're like always to ourselves but you can sit where you want,|

I: ¥eah I think you said yesterday you liked art. So what about English?

anyone cause | just find it easier working by myself)

I: Maths?

I: Um, RE?

R:| find RE like really easy so I don't really ask forhelpt
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Seemingly able to work in group on table

Works in groups. Talking with friends in class

Indication that lesson better if sit with friends

Seems to prefer to work in a team

When looking for a job she would like to work with
people, talking throush things — doesn’t seem to like

being on own

I: Ok, science?
R: |Um, just work with people on mytable] ~ T T

I: Games?

I: The impression | get when I'm talking to you is that you don't need any extra support in lessons. Do you feel
like you can access the lessons ok or do you have any difficulties when people give instructions or talking you
through the lesson or anything?

R:[0m, I find it ok. T haven't really found any difficofties withit] T

I: So yesterday we looked at what makes a good day and a bad day. Now this is going to look at a good lesson
and a bad lesson. S0 what makes a good lesson for you?

R: Um, because F like to like socialise 5nd | feel like that's something | wanna do with like my, when | pick a

job} And 1 just kind of like socialising and talking to other people about things]

I: [locking at the sheet] Good teacher? What makes a good teacher?
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Struggles to find words to describe teacher — is this
because she is not sure what she can say or because it
goes against her identity of being friendly.

Struggles to identify what makes a good teacher

Mot able to identify what makes a good or bad
teacher, instead links the teacher with the subject.

Mot liking a teacher can be linked to not liking a
subject. Also subjects considered boring and difficult
and when friends aren't in.

Lessons made better by friends rather than teachers
or content —is this because she considers socialising a

priority?

R: F dunno there’s just like some teachers that are a bit like, mmn‘{ lignore them. Like my science teacher -]~

today | don't really want her. |

I: So what makes a teacher good?

R: 1 don’t know, | think it's just like. | think jt's like based on the lesson as well. Um, | think that's it.

I: Ok, and what would make a bad lesson? [looking at the sheet] getting told off, what do you get told off for?
R: Chatting.

I: [Looking at the sheet] what makes a bad teacher?

I: What subjects, if you were thinking off the top of your head would be bad for you?

R: Um, geography.

I: What is it you don't like about gecgraphy?

R:1don't know, | kind of IH(EF I'm not really keen on the teacher and I've not really been into geography cause | S

I just can’t do it and | find it quite boring] Um[. when you're friends aren't in]
[looking at the sheet] Oh yeah watching a tv programme.

I: So what would make a bad lesson better?

I: What is it about having your friends in your lesson that you like so much?
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Because made friends doesn’t have to walk on own —
what is it about walking on own that she doesn't like?

Confidence is boosted by having friends and people to
talk to

Importance of having pecple to talk to

Mot keen on writing lots

Recognises association between dislike of day of the
week and dislike of subject

Likes to work with other people

R: Um, well | don't really like to like, after lesson, cause we have lesson, lesson then break, b:ause like one of =~

my best friends is in my class|| don't really like to walk by myself put now that I'm in year nine I've kind of like
made friends with all the other people in my class.

I: 50 now that you've made friends what does that make easier?

I: So is it about having your friends in the lesson or is it about having your friends there for when you leave
the lesson?

R: A bit of both.

I: 50 what's good about having your friends in the lesson with you?

R: F.Jm, just like always having someone to talk to, so like, if you're having like a bad day in lesson then you can
always like talk to them about|it...um, having a good subject.

I: What makes a subject good?

R: Um, what you do in it..watching a movie or a tv programme, or just a good teacher, Like | don’t mind
history but we do a lot of writing in it| it's, | don’t mind it. Um, same with science on Thursday and Monday.

I: Is there anything that you really don’t like about lessons generally? | mean do you mind kind of writing and
stuff?

R: Um, | don't mind, but it kind of like depends on the day as well so like French, | really don't like French but
it's also on a Monday and Tuesday, so0...1 think that's it.

I: Ok, so what are the main differences between a good lesson and a bad lesson?

R:[Howin a bad lesson you don't get to work with otherpecple]
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‘just comes in’ —in relation to frequency or job of just
checking hearing aids rather than anything else

Mot keen on the radio aid — not comfortable with it

‘I"'m in secondary school now’ — indication that this is
different to primary and it's fresh start?

Not keen on new equipment that draws too much
attention. Quite strong feelings attached to it - ‘nerve
wracking’.

I: Ok, so0 that's quite important to you?
R: Yeah, and a good teacher.

I: Ok. Right so, the next one we have already touched on a little bit. The people you spend time with in school
[explains supporting worksheet].

R: Um, you've pretty much got everyone | work with on here. | don’t work with any of these people though |

[pointing to TA/LSAL. | work with the lady that comes in.

I: Ok, and tell me a little about that because | don't know what she does or what you do together so it would
be good to hear a bit about that?

R: Basically she just comes in once a term and just checks up on my hearing aids and sees if they're all werking
good,|

I: Do you have anyone who comes from outside who helps with learning or anything like that?
R: No.

I: Is she the only person from outside that comes to see you?

comfortable wearing that,|

I: Ok. Why didn’t you feel comfortable with the radio aid?

R: Um, ng‘ﬂ’l?f cause it's just like, I'm in secondary school now andf don't really wanna be locked at by ma_n':y"_: -

people and stared at, | just was just a like a little bit more like nen.re—wral:king.l

I: S0 is the radio aid a bit more obvious?

R:[feah..you have tolike wear it over the fop of the hearingaidtohear]
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Would rather not wear it and not have the additional
support it offers. Has a limit to what she is willing to
do.

Internal conflict over stopping the use of the radio aid.

Aware there is less support there but defends decision

There seems to be a general problem around the aids
drawing unwanted attention. Would rather go
without than draw attention — indicates extent of
discomfort with obvious ‘supportive’ eguipment

Indication that sitting towards the front of the class
isn't always enough to help hearing and that concrete
— visual aids can be supportive

Seeks support from others when hasn't hear
something. Indication that there are times when she
misses information

I: S0 what have you gone for instead of that?
R:[Um, nothing, just like not wearing it and like sitting closer tothefronl.

I: Oh, ok. So instead of having the radio aid you decided | don’t want that. Does that make it harder for you if
you don't have it?

R: Um, kind of a little bit cause like the teacher isn’t, Fc-ibh"'t'ﬁééf 'thé-t'ééf:ﬁé'r}a'ﬁﬂ'j_l.fs_l:_ﬁé_a_r_l:_e_a_n:_ﬁéFHﬁf i didn't
really like that in the first place|

I: Go on tell me a bit more.

R: F:ause] just thought that people would like stare at it Fmd just like wonder what it is and | just thought |
wasn't very confident with that, lso then | just didn't really bother with it. |

I: Ok, so we got rid of the radio aid but instead sitting loser to the front of the classroom, is that right?
R: Yeah.

I: Ok, and does that help?

R: Um, sometimes.

I: &nd what about the other times?

I: Ok, so is there ever a time where they don't write it on the board and you're struggling, or general are you
ok?
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Something about secondary school changed her
acceptance and willingness to use the radio aid

Support associated to primary school and speech

Again change when came to secondary — support
stopped

I: Ah, ok so you've got people that you can ask?
R:Yeah.

I: S0, when did you decide that? Was it when you came to secondary school or did you just find that you
didn't want the radic aid anymore?

R: When | came to secondary school.

I: Ok, so the only people that you really see is this hearing aid lady once a term, and she kind of like checks
your hearing aids. 50, how long does that take?

I: Ok and do you pick different lessons when she comes in because | imagine you must miss stuff when she
comes in.

R: No, she kind of just pops in.

I: And how do you feel about having to do that?

I: Is there anyone else other than peers, teachers, friends that you spend time with? I know you don't have
that one [pointing to TAs and LSAs] so you can cross that out if you want to. Have you ever had support from
ThAs or LSAs or anything?

I And then when you got to secondary..?

R: Mo,
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Pleased not to have the support in secondary.
Indication that with support comes pressure — is this
because she does not want to have the pressure of
someone else’s expectations.

15 she tired of living up to hearing people’s
expectations and having to work hard at what comes
naturally to everyone else? Would she rather just be
left to be her so she can make mistakes without

judgement?

Doesn’t want the pressure of always having to get it
right and live up to their standards — does she
consider this unrealistic?

Feels like she had enough support at primary school
and now she wants to be independent and progress
on her own. Again there is a distinction here between

primary and secondary — receiving support in primary
is fine but not secondary?

Indicates that she is generally quite happy at the
school

I: You've never had any support there?

R: No.

I: How do you feel about that?

I: Ok, so what do you think you would feel pressure at being better at?

R: Just like better at focusing my hearing and listening to people and like, my speech and stuff like that,|
I: So do you think they would put pressure on you to be better than you are at the moment?

R: Yeah, mmm.

I: So do you feel like it's worse without them?

point. |

I: Ok, so tell me a bit more about how you feel not having them.

cause | had them all the way through primary school. They taught me like the basics and now, it's like | can
just learn by myself. |

I: So what we're going to talk about now is how you would change this school if you could. So how we're

going to do this is firstly, in an ideal world what would your perfect school be [further explains task]. So we'll
be doing this by me asking you some guestions, so. The first one is the schoaol. Think about the kind of school
you would like to go to. It's not a real schocl, make a quick drawing of the school in the middle of the paper.

R: Um, | think | would like it to be this school just a little bit different [starts drawing].
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Underlying tone of wanting everyone to be together.
Supports previous ideas around lots of friendships

Would like to take away the barriers in school that
separate her from some of her friends — importance of
friends over lessons

Again socialising and friendships are the priorities —
better to know everyone — something protective
about this?

Likes practical activities

I: So there's your school, lovely. So | want you to tell me three things about this school. What kind of school is
this?

R: Um, a secondary school. Um, the classes are less divided than this schaol.

I: When you say less divided what do you mean?

most of your friends are on the opposite side of the year you kind of want to be more together.|
I: Oh, | see so is your year group divided?

R: Yeah. We have like a Y side and an X side and | think I'm on the X side.

I: S0 you would rather it was just all together?

R: Yeah.

I And why would you rather it was all together.

come here so that you kind of just get to know everyone, know them better. |

I: Tell me something else about this schoaol.

and do more creative things like photography and sculpting and stuff like that.|

I: Ok, so lets have a think about the classroom. Have a think about the sort of classroom you would like to be
in, make a quick drawing of this classroom in the schoaol, so0 you can draw it to one side if you want.

R: Um, [starts drawing]...all working an tables.
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Preference for working in groups — again about being
together rather than on own

Would like all children to be different and individual —
does she feel that if everyone was different and
individual this would make her stand out less? She
mentions no school uniform, if everyone were dressed

differently would this make her hearing aids less
obvious as currently it is the one thing that makes her
look different to everyone else?

Considers non-uniform more realistic for going
forward in the future. Indication that she feels
uniform creates uniformity and dependency

I: Ok, s0 you work on those tables. So what have you got in that classroom?
R: Posters.
I: Ok and what kinds of things are on the posters?

R: Um, kind of depending on the subject like things that help you with it. Um, like a projector for the
whiteboard.

I: You've got three tables there [looking at drawing].
R: Yeah there would be more but there like in tables of four.

I: Ok so you have four people at each table, ok and why have you chosen to have four people at each table.

of topic that we're working on.|

I: Ok so in this ideal school, think about some of the children that you would like to got there. Make a quick
drawing of some of these children, what are they doing?

R: 1 don't really know, | think it would be a lot like this but with just small changes, like you'd have your years
and like for lunch you'd sit, where you sit in your spaces, so | don't really know.

I: S0 what would the actual children be like?
R:[Um, individual or different, like no school uniform [starts drawingl]
I: Why would you get rid of school uniform?

for when they get job, so they won't like, they’'ll probably have a uniform but like they'll, there will be like a
dress code instead of a proper uniform))
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Considers creativity to be important

Using previous ideas to inform her ideas

Considers practical activities to be important

Indication that individuality is important without
social constraints. Also an indication that this
currently isn't the case and that there is a pressure to

conform — what is this like when you have identified
yourself as different form the norm?

Understand importance of being smart for work but
feels individuality should take priority

I: 5o what would these children be doing?

R: Um, reative things. | would like all people to have at least one instrument.|
I: Ok, 50 everyone will play one instrument.

R: Yeah, they actually used to do that.

I: Really, what did you used to do?

R: Um, they changed it before | got here, my sister used to play the trombone, she wasn’t very good.

I: Ok, 50 all the kids, they would be wearing their own stuff, they would have to play an instrument can you
tell me something else about what they would be doing?

R:|Um, | think they would be like more practical and outside for games, semething like that,|

I: Can you tell me a bit about the personalities of those children?

R: Um| creativel um, kind of down-to-earth. Mmm, just like 1 don’t know] their own person so they don't have” :

to copy anyone or like follow the crowd and just do it their own way,|

I: S0 now | want you to think about the adults at this school. So make a quick drawing of some of these adults.
Again you can do stick people and we can talk around it if you want to.

like wearing their own clothes but kind of like what they were now so they're uniformed but their own
clothes, a dress code. |

I: What would these adults be doing?
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Although she has previously indicated that she does
not want or need additional support she seems to
want opportunities to work one-to-one with a teacher
when stuck

Indication that not all staff are approachable and
welcoming, ‘don‘t really know how to explain it' —
indicates she has picked up on o problem but doesn’t
have the words to explain it adequately

Seems to place importance on building relationships
and helping others — away of vulnerable others.

Mavyhe something she would have liked?

Even in this school she feels she would be different

Her perception of a ‘normal student’

R Um,|ju5t helping people understand their subject more and if a student is having trouble with that subject |~

that student can like go up to that teacher and that teacher can like tutor them in that subject. |

I: Ok 50 in your ideal school you would have teachers available to do a bit of tutoring in subjects. Can you tell
me a few things about those adults, about them?

like more helping and more kind of welcoming to new students|

I: 50 what would being welcoming look like?

letting that student sort of mentor them and show them they’re way around school. |
I: Did you have that when you came here or not?
R: Mo,

I: S0 now we need to think about you and putting you in this ideal school. 5o if you want to do a little drawing
that represents you in this school?

school but like different,|
I: What do you mean when you say that?
R:Kind of look for my friend and just try and enjoy school.]

I: Ok, [looking at drawing] so there's you in your perfect school. Tell me three things about the way you feel in
your ideal school.
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Indication that people don't like to be bombarded
with guestions,- does she sympathise with this as
previously she seemed to describe such occasions.
Indication that she is worried about pressure but
would like people available for support rather than it

thrust upon her
Pressure around GCSEs

Likes to remain independent if possible

Importance of brining everyone together

I: 5o you feel like it would help you to have a tutor to help you through that?

R: ffeah but I know that | can like, kind of, um, kind of like do it on my own pnd jf | do need any help | always |

just ask someone,|

I: Ok, so what kind of things do you usually ask for help with?

really know.|

I: 5o, we have a nought at one end and a ten at cne end of this scale and we have you perfect school at a ten,
where would we put this school at the moment?

R: Um, | think it would be like in the middle.

have like separate sides to just make it more like together. |
I: Ok, 50 that would take it to a six?

R: Yeah.

200

I3 I3 33331

Suzanne Edmondson

Suzanne Edmondson
curigsity from others?

Suzanne Edmondson
Pressure to do well

Suzanne Edmondson
Help from others

Suzanne Edmondson
EFEESL.I(E

Suzanne Edmondson
ng meed for additional support

Suzanne Edmondson
help from others

Suzanne Edmondson
help from others

Suzanne Edmondson
bringing everyone together

Suzanne Edmondson
socizlising



Wants more control over what wear but aware of the
need for a dress code and rules in society

15 this something that she has done? Again indication
that she sometimes gets into trouble

Seem to be some difficulties around noise during key
socialising points.

Try and focus’ indicates that this may be difficult for
her in these settings

Recognises that there is a difficulty but recognises that
there will be similar difficulties in the future. She
would rather learn how to deal with them now than
be protected and then struggles in the future

I: What would take it to a seven?

I: Ok. What is it about this non-school uniform and being an individual that you like so much?

R: Um, cause | kind of think it makes you more freative and thinking about what you wear, but there needs to

be a dress code in case like it's like inappropriate. F find I'm more comfortable in my own clothes and that
they can kind of like prepare us for when we get a job and we have a dress code, uniform there, |

I: Ok, so it looks like to get closer to your ideal school we would get rid of the divide through the school to
make it more sociable so you could have a bit more of that, get rid of school uniform and get a bit more
creative. That seems like what you want. Is there anything else you would change about this school, this
actual school that would make it easier for you?

like homework due in you can just like tell the teacher that you can have it like last period or lesson and you
can just go home and get it.

I: 50 when we first met you showed me the drawing of the ear and that had some things that were quite
difficult for you in it. 1s there anything this school could do to make those things easier?

R: 1 don't really know to be honest.

I: Because at the beginning you mentioned background noise and things, where does that happen the most?

R:Um, | don't think they should, and | don't think | would want them to cause like, well we need to be
prepared for when we actually leave, we'll have to like learn how to deal with it. |
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Seems keen to do anything practical and enjoy more
creative ways of learning

Desire to be out of school?

Considers herelf the same as everyone else other than

the hearing aids — the one thing that sets her apart —1
wonder how that makes her feel towards them?

I: Is there any other reasons you wouldn't want them to change those things?

R: Um, | don't know, | don't really know.

I: Anything else you would change about this school if you could to make life a little bit easier?
R: More trips.

I: What kind of trips would you go on?

R:Um, I don’t know just kind of like trips that take you out for a day,|

I: Anything else you would to tell me about your experiences of being a pupil with a moderate hearing loss, or
anything else you would like to tell me about what's it's like in the life of you?

R: 1 don't really know to be honest] it’s kind of like being the same as everyone else and just fike havingto go |-

to school with hearing aid5.|

I: Ok well | think we have covered everything. Thank you for your time and talking with me.
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APPENDIX 9

Photo from the analysis process showing the emergent themes and initial groupings of related themes for each participant
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The left column contains all of the initial themes that were noted during step 4. They are grouped in the first column according to
similarities that may be represented by a subordinate/superordinate theme. The second column details potential subordinate themes for
the first column and the third column suggests tentative superordinate themes.

As a result of the process above the initial themes in the first column in the picture above were reduced to the following emergent themes,
which were noted in the second column in the picture above.
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Emergent themes pl

Emergent themes p2

Emergent themes p3

Emergent themes p4

Emergent themes 5

Support from others

Friends and socialising

Lesson preferences
Difficulties in lessons

Supportive friends and family
Importance of friends and
family

Supportive strategies
Coping strategies
Organisation

Impact of additional support

Peer Group
Peer group issues
Diversity and individuality

Approach to learning
Exams

Lessons preference
Difficulties in lessons
Exams

Approach to learning

Friends and socialising

Difficulties with others
Social functioning

School work and Exams

School ethos

School policies

Safety in school
Frustration towards school

Relationship with hearing aids
over time
Acceptance of hearing loss

Emotions related to hearing
loss

Self-perception
Identity/ self-concept

Keeping to school rules
School routine

Listening and speaking
Insecurity over hearing loss
Social embarrassment
Expressing self

Difficulties hearing in school
environment
Peer noise

Peer
understanding/challenges
Dealing with unwanted
attention

Issues with peers

Hiding hearing loss

Auxiliary aids
Issues with hearing aids
Radio aid

Dependence and
independence
Autonomy with work

Teachers understanding and
ability
Importance of good teachers

Relationships with peers

Issues/challenges with peers

Relationship and
understanding with hearing
loss

Identity as a deaf student

Remaining discreet
Social embarrassment

Additional support and
understanding
Support

Difficulties hearing in certain
environments/situations
Auditory factors

Social confidence

Difficulties hearing

Level of environmental noise

Approach to learning

Identity/ self-concept

Auxiliary aids and equipment
Issues with hearing aids
Radio aid

Emotional consequences of
hearing loss

Additional support
External professionals

Adaptations to
accommodate hearing loss
Academic accommodation

Relationship with hearing loss
Implications of hearing loss
Acceptance

Supportive strategies
Coping strategies

Safety and happiness in
school
Fitting into school

Lesson preferences
Academic difficulties
Approach to learning
Exams
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Development of relationship
with hearing loss
Acceptance of hearing loss

Good lessons and bad lessons
Learning in lessons

Difficulties in school linked
with peer population

Peer group
difficulties/challenges

Relationship with hearing aids
Hearing aid maintenance

Empathetic teachers
Teacher support

Friends and socialising

Teachers
Teacher style

Relationship with hearing loss
over time

Identity as a young person
with hearing loss

Isolating self

Relationships with teachers
Difficulties with teachers

School population

School environment

Teachers
Issues with teachers

Impact of school environment

Support from others

Support from others

Hearing aid maintenance
Implications of hearing aids
not working

Radio aid

Lessons
Exams

Emotions experienced
Emotional control/regulation

Involvement of external
professionals

Supportive strategies
Coping strategies

Safety in school
Support from others

Impact of hearing loss
Auditory challenges
Communication with others
Auditory environment

Auxiliary aids
Issues with hearing aids
Radio aids

Feelings and emotions
experienced
Emotional challenges

Environmental preferences
School environment

Helping others

Having a plan and structure to
the day

Proactive planning

Personal organisation
Strengths in school

Positive feedback

Outside professionals

Coping strategies
Supportive strategies

Friends and socialising
Family support
Isolating self

Emotions around hearing
loss

Impact of hearing loss
Auditory factors

Difficulties verbalising
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APPENDIX 10

Patterns/ connections between and across interviews
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Emergent theme

Sub theme

Theme

(P1) Support from others

(P1) Impact of additional
support

(P2) Additional support and
understanding

(P2) Supportive strategies

(P3) Supportive strategies

(P3) Support from others

(P4) Supportive friends and
family

(P4) Importance of friends and
family

(P5) Having a plan and structure
to the day

(P5) Proactive planning

(P5) Positive feedback

(P1) Adaptations to
accommodate hearing loss
(P1) Academic accommodation
(P2) Coping strategies

(P3) Coping strategies

(P4) Supportive strategies

(P4) Coping skills

(P5) Supportive strategies

(P5) Coping strategies

(P5) Helping others

(P1) Outside professionals
(P2) Support

(P3) Involvement of external
professionals

(P4) Support from others
(P5) Additional support

Level of support and its
impact

Coping strategies

Outside professionals

Coping and Support

(P1) Difficulties with others
(P2) Peer group issues

(P3) Difficulties in school linked
with peer population

(P3) Isolating self

(P4) Peer group challenges
(P5) Peer views on hearing loss
(P5) Peer group challenges
(P5) Issues with peers

Social issues

Social Acceptance
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(P1) Social functioning

(P1) Remaining discreet
(P3) Peer group
difficulties/challenges

(P4) Relationship with peers
(P5) Dealing with unwanted
attention

(P5) Hiding hearing aids
(P1) Friends and socialising
(P2) Friends and socialising
(P2) Peer group

(P3) Friends and socialising
(P3) Family support

(P5) Friends and socialising

Social embarrassment

Interpersonal relationships

(P1) Self-perception

(P1) Identity

(P1) Communication with
others

(P1) Difficulties with verbalising
(P2) Self-concept/identity

(P2) Additional issues

(P2) Implications of hearing loss
(P3) Listening and speaking

(P3) Insecurity over hearing loss
(P3) Issues with expressing self
(P4) Social confidence

(P5) Deaf identity

(P1) Development of
relationship with hearing loss
(P1) Acceptance of hearing loss
(P2) Relationship with hearing
loss

(P3) Relationship with hearing
loss

(P3) Identity as a young person
with hearing loss

(P4) Relationship with hearing
loss over time

(P4) Acceptance of hearing loss
(P5) Relationship and
understanding about hearing
loss

Self-concept

Acceptance of hearing loss

Emotional challenges

Self-concept and
confidence
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(P1) Emotions around hearing
loss

(P2) Emotions experienced
(P2) Emotional
control/regulation

(P3) Feelings and emotions
experienced

(P3) Emotional challenges
(P4) Emotions and feelings
linked with hearing loss
(P5) Emotions related to
hearing loss

(P1) Issues with hearing aids
(P1) Impact of hearing loss
(P3) Issues with hearing aids
(P4) Relationship with hearing
aids

(P4) Hearing aid issues

(P4) Hearing aid maintenance
(P5) Hearing aid maintenance
(P5) Hearing aid issues

(P1) Auxiliary aids
(P2) Auxiliary aids
(P3) Auxiliary aids and
equipment

(P5) Auxiliary aids

(P1) Auditory challenges
(P2) Impact of school
environment

(P2) Issues with hearing aids
(P2) Impact of hearing loss
(P2) Auditory
environment/factors

(P3) Difficulties hearing in
certain
environments/situations
(P3) Auditory factors

(P4) Difficulties hearing in
school environment

(P4) Peer noise

(P4) Environmental preferences
(P4) School environment
(P5) Difficulties hearing

Use of hearing aids

Radio aids

Auditory environment

Auditory Factors
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(P5) Auditory environment
(P5) Environmental factors

(P1) Approach to learning
(P2) Dependence and
independence

(P2) Autonomy with work
(P3) Approach to learning
(P5) Approach to learning

(P1) Lessons

(P2) School work

(P2) Good lessons and bad
lessons

(P2) Learning in lessons
(P3) Lesson preferences
(P3) Difficulties in lessons
(P4) Lesson preference
(P5) Lesson preferences
(P5) Academic difficulties

(P1) Exams

(P2) Exams

(P4) Exams/choices
(P5) Exams

(P5) Academic pressure

(P1) Teachers

(P1) Issues with teachers
(P2) Teachers

(P2) Teacher style

(P3) Teacher understanding and

ability
(P3) Importance of good
teachers

(P4) Relationships with teachers

(P4) Difficulty with teachers
(P5) Empathetic teachers
(P5) Teacher support

Approach to learning

Lessons and school work

Exams

Importance of good
teachers

Teachers and Learning
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