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Abstract

Child poverty is a key agenda for the UK Government with ‘The Child Poverty Act’ of 2010
committing to end Child Poverty by 2020. Child Poverty however, continues to grow and is one of
the greatest threats to children’s health, education and day to day lives with an estimated 4
million living in poverty in the UK (Hirsch & Valadez, 2014). Research demonstrates the negative
impact of poverty on children (Field, 2010, Allen, 2011, Blanden & Gregg, 2004, Sylva et al, 2004).
This study examines how two academically successful children within a Pre-School are able to
achieve despite socio-economic disadvantage. The study takes place within a Pre-School in a
Children’s Centre within a large City in the UK. This particular area has one of the highest Child
Poverty rates in Europe. Life history interviews were undertaken with the child’s mother, followed
by observations of the child and interviews with their key workers in Pre-School. The findings were
collected and presented in case studies of the children. The research used a theoretical framework
of an ecological model (Bronfenbrenner, 1974, 1979, 1994) and a model of wellbeing (Roberts,
2010) to examine environmental factors within the child’s life including community, home and
family and individual attributes of the child. The study then identifies both risk and protective
factors in the child’s life. In addition to individual findings in the case studies, common protective
factors were identified that contribute to both children’s success. The study reports ways in which
practitioners and settings can enhance and support these protective factors, encouraging
resilience within the child to support their development.
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Abstract

Child poverty is a key agenda for the UK Government with ‘The Child Poverty Act’ of 2010
committing to end Child Poverty by 2020. Child Poverty however, continues to grow and is
one of the greatest threats to children’s health, education and day to day lives with an
estimated 4 million living in poverty in the UK (Hirsch & Valadez, 2014). Research
demonstrates the negative impact of poverty on children (Field, 2010, Allen, 2011, Blanden &
Gregg, 2004, Sylva et al, 2004). This study examines how two academically successful children
within a Pre-School are able to achieve despite socio-economic disadvantage. The study takes
place within a Pre-School in a Children’s Centre within a large City in the UK. This particular
area has one of the highest Child Poverty rates in Europe. Life history interviews were
undertaken with the child’s mother, followed by observations of the child and interviews with
their key workers in Pre-School. The findings were collected and presented in case studies of
the children. The research used a theoretical framework of an ecological model
(Bronfenbrenner, 1974, 1979, 1994) and a model of wellbeing (Roberts, 2010) to examine
environmental factors within the child’s life including community, home and family and
individual attributes of the child. The study then identifies both risk and protective factors in
the child’s life. In addition to individual findings in the case studies, common protective
factors were identified that contribute to both children’s success. The study reports ways in
which practitioners and settings can enhance and support these protective factors,

encouraging resilience within the child to support their development.
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Introduction

The main focus for this study is to affirmatively explore why children are succeeding in a
Nursery setting despite living in an economically stressful environment. The research was
carried out at a twenty four place Pre-School Nursery class within the Children’s Centre that
| manage. The Children’s Centre is within the inner city community of a large UK City
recognised for high levels of deprivation and child poverty. Despite research suggesting that
children do not achieve living within such circumstances; | became aware of children within
Pre-School that were meeting and exceeding their expected outcomes, despite the odds
being stacked against them. The research project became a way to explore ‘how?’ and

‘why?’ these children were able to achieve academic success within the setting.

More specifically the research questions were as follows:

My overall question was:

“Academically successful children raised in an economically stressful environment at aged 3

and 4: an affirmative exploration of narratives and perceptions.”
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My sub questions were:

9 What perceptions do respondents have about influences in their lives?

What attributes to children have and what influence these in order to achieve?

9 What protective factors do the children have in their lives including their own

wellbeing and resilience?

9 How can the findings influence the way we work with children, to protect them from

risk factors?

Through reviewing the literature | initially explored evidence of how poverty and associated
factors impact on a child’s development and achievement. Academic achievement can be
seen as a cumulative process of mastering new skills and building on existing ones (Pungello
et al, 1996). In my study achievement is defined by children meeting or exceeding their age
appropriate levels within the Early Years Foundation Stage (EYFS). Poverty was explored
both in terms of income and in terms of lack of resources. Associated factors of poverty
were identified as emotional and educative relationships, gender, geographical mobility,
parenting, learning at home, resources at home, drugs and alcohol, domestic abuse and
parents’ qualifications. Studies were explored that looked at children attending a setting,

mothers’ involvement and home learning environments (Hartas, 2011, Sylva et al, 2004,
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Reay, 2000) as potential protective factors for the child. To build on this | examined studies
of what attributes children who achieve possess including resilience. Previous research
regarding outcomes for children has been focused on the investigation of risk factors and
trying to reduce them (Smith, 2004). Observations that not all children succumb to the
effects of risk has led to further investigation into resilience and protective factors. To
examine these resilience and protective factors further | explored the ‘ABC model of
wellbeing’ by Roberts (2010) which | chose as a baseline to observe children. To enable a
holistic approach to the research, environmental factors surrounding the child were taken
into account to gain a full understanding of both the risk and protective factors in their lives.
| therefore examined the literature of the ‘ecological model of development’

(Bronfenbrenner, 1974, 1979, 1994.)

In exploring methodology | looked at the advantages and potential disadvantages of a case
study method, concluding that this method would bring together a variety of data sources.
This would enable a range of methods to be used to fully explore the children, their families,
environment and individual characteristics and resilience. | chose to conduct a case study
methodology with two children who are achieving within the setting. The research chosen
includes a narrative life history interview with the child’s mother, observations of the child
within the setting and interviews with the children’s key workers. The full potential and
implications of these methods were explored. The ethics of working with both parents and
children surrounding such sensitive subjects were also considered. To conclude there is a

reflection on this process and the methods used.
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In analysing the results | initially used themes from the literature review including the
‘ecological model of development’ (Bronfenbrenner, 1979) and the ‘ABC model of
wellbeing’ (Roberts, 2010). These enabled me to categorise information gained from all
methods into both factors surrounding the child and intrinsic qualities within the child. After
analysing the content, an interpretive analysis was conducted linking patterns and themes
and identifying any new findings. This interpretation is linked to the literature review and

related theory.

To conclude, | answer the research questions by fully exploring the life of the child within
the case study and reflect on the process and the aims of the research. | then compare and
contrast the findings of each child, drawing conclusions on the findings. | look at

implications for future practice and how this research contributes to existing knowledge.

Literature review

In reviewing the literature | initially explored where poverty and associated characteristics are
found to impact on children’s attainment. | examined research regarding resilience factors in
children which may help them to succeed despite economic disadvantage. | initially searched
for data published within the UK within the last ten years. When exploring research about
resilience | had to widen the search as some research regarding resilience has been conducted

outside of the UK.
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In May 2010 the Conservative-led Coalition government launched reviews on child poverty
(Field 2010) and early intervention (Allen 2011). Field (2010) confirmed that children from
lower income families were at higher risk of poor outcomes. The consequences of poverty
identified were increased ill health, unemployment and criminal activity, with children who
are more likely to have behavioural problems and engage in risky behaviours. His findings
were that pregnancy and the first five years of life shape children’s life chances, therefore the
foundation years are the best period to make significant improvements in the life chances of
many children. He recognised the evidence that shows that parenting, home learning
environment (HLE) and parent’s qualifications can transform children’s chances. Allen, G
(2011) suggests the ages of 0-3 are crucial years in a child’s life and the importance of early

intervention on the individual, society and the economy.

Studies have shown that children who experience poverty are more likely than more
advantaged peers to experience lower levels of educational attainment (Bradshaw 2002,
Strelitz & Lister 2008). The definition of poverty may vary and may include both episodic and
persistent poverty in which children are living (Kiernan and Mensah 2011). Income itself can
directly influence the educational achievement of children. These can include the home
environment, neighbourhood, social activities and Schools (Blanden and Gregg 2004).
However, it is thought that income alone does not affect children’s life chances but reasons
such as parental education that influences low income (Mayer 1997). The research
ascertained the circumstances in which the child is living in terms of income, environment
and neighbourhood. By exploring the Mother’s life the research gained an insight into her
education and to the level of economic stress within the family. Studies have also found that
parental investment in the form of home learning are instrumental to children’s language and
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literacy skills (Dickinson and Tabors, 2001), which have been noted are important for success
at School (Whitehurst et al, 1999). Through the life history interviews with the child’s Mother
| asked questions in regards to the child’s home learning environment (HLE) and the families
attitudes to learning, play and development to establish if this has contributed to the child’s

success.

Blow et al (2004) remarks there is little evidence to demonstrate how children’s outcomes
would improve as a result of giving additional money to families. It is acknowledged by others
that poverty may be more than just limited income and may have other characteristics
associated with poor child outcomes (Kiernan & Mensah, 2011). Examples of these include
low levels of parental attainment and employment status (Magadi & Middleton, 2007) with a
higher frequency of lone and young parents (Hobcraft & Kiernan, 2001). The effects of socio-
economic disadvantage on a child’s development have been explored further through
parents’ decisions about allocating resources, including time and money (Foster et al, 2005).
With the amount of money spent on resources combined with the amount of time spent

having potential to increase children’s cognitive skills and language (Gershoff et al, 2007).

Regardless of socio-economic disadvantage parents are shown to engage with learning
activities with their children roughly equally (Hartas, 2011). In this case low income and
maternal qualifications had a much stronger effect on children’s language and literacy. In
families with low income where a mother was highly qualified she was often in a better
position to access resources and provide stimulation for her child. Evans (2011) suggests
children who have exposure to supportive reading role models with good quality texts are
best able to cope with learning about literacy and the transition into School. The home

environment in early years in terms of quality parent-child interactions, language and home
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learning accounts for around a quarter of the cognitive gap between rich and poor children
(Melhuish et al, 2008). Siraj-Blatchford (2010) investigated children and their families who
succeeded against the usual odds of disadvantage. Her findings were that the home learning
environment (HLE) was the most significant factor in predicting children’s learning
outcomes. For ethnic groups aged 3 and 4, a strong association was found between poor
cognitive attainment and a less stimulating HLE. Disadvantaged families that were found to
have a strong HLE demonstrated positive attitudes towards education with frequent
references being made to economic independence and employment opportunities. The
desire to be involved with supporting their children’s development was consistently found
to be stronger amongst disadvantaged groups.

Using Bourdieu’s concept of capital (1986), Reay, D (2000) examines and makes sense of a
mothers’ emotional involvement in their children’s education. She found one of the few
constants was mothers’ emotional involvement in their children’s education. Guilt, anxiety
and frustration, as well as empathy and encouragement were the primary motifs of mother’s
involvement. Many of these emotions were found to have both a positive and negative
efficacy where emotions such as anger could be motivating but also cause resistance. Working
class mothers in particular gave children positive feedback for educational performance even
when class teachers had concerns. While emotional involvement was not found to differ
greatly by social class, working class women found it more difficult to supply their children
with resources of emotional capital because they were frequently hampered by poverty, lack

of educational knowledge and lack of confidence.

This study has explored children aged 3 and 4 in a Pre-School setting. Research such as the
Effective Provision of Pre-School Education project (EPPE), (Sylva et al, 2004) has considered
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how attending a Pre-School setting can increase children’s development. The project also
focused on children’s circumstances including socio-economic development. The EPPE
project (Sylva et al, 2004) looked at the effect of Pre-School on children’s development,
identified children from different backgrounds, characteristics of quality Pre-School
education and investigated how Pre-School can combat disadvantage. The study found that
the impact of a child’s background was significant and that multiple disadvantages would
show significant negative associations with all outcomes in year 1. Socio—economic status
showed effects on cognitive attainment, conformity/ cooperation and confidence. A Mother’s
age had a small effect upon the amount of anti-social behaviour and for cognitive
development, a two parent family, higher socio-economic status and mother’s qualifications
were all significantly related to higher outcomes. However, it was found that both Pre-School
and school may reduce the power of background influences in subjects such as reading and
mathematics. If English was not the child’s first language this was associated with lower co-
operation/ conformity and lower cognitive development scores. For cognitive development
two parent variables were significant, socio-economic status and mother’s qualifications had

a powerful impact.

Despite disadvantage, the study found that children who attended Pre-School had better
cognitive and social/behavioural outcomes than children who did not attend. Duration and
attendance of Pre-School is linked to higher outcomes and higher quality settings are also
linked to better development. The duration of time in Pre-School was found to have ‘a
significant and positive impact on attainment over and above important influences such as
family, socio-economic status, income, mother’s qualification level, ethnic and language
background’ (Sammons et al, 2004). In addition to this numerous studies have made
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positive links between Pre-School literacy experiences and language and literacy

development later on (Bus et al, 1995, Scarborough & Dobrich, 1994).

This study explored what attributes children possess that could act as a protective factor
encouraging resilience. Previously research regarding outcomes for children had been
focused on the investigation of risk factors and trying to reduce them. Observations that not
all children succumb to the effects of risk has led to more investigation into resilience and

protective factors. Resilience can be defined as:

“The capability of individuals to cope successfully in the face of significant change, adversity
or risk. This capability changes over time and is enhanced by protective factors in the

individual and the environment.” (Stewart et al, 1997,p.22)

Risk factors are those that make an individual more likely to develop problems (Smith, 2004)
and can include issues such violence, abuse, neglect and family relationships and psycho-
social factors such as poverty, economic crisis, and deprivation. It has been found that mental
health including maternal mental health can have a significant impact on a child’s emotional
development and behaviour (Beck, 1999, Field, 1994). However, Goelman et al (2014) has
found that high quality childcare can buffer the effects of maternal mental health on children.
Protective Factors are those that work to protect an individual from developing problems,
even in the face of risk factors (Smith, 2004). Protective factors include supportive
relationships with adults, access to good educational facilities, a sense of mastery,

participation in outside interests, small family size, personal attributes, material resources
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and religious affiliation. Tizard (2009) stresses the importance of attachment and strong

family links on a child’s development.

It is suggested that due to their lack of social power that children are often the most
severely affected by adverse circumstances (Boydon & Mann, 2005). Research has also
identified fundamentals of the individual, family and society that have a significant effect of
risk factors. Healthy, stronger children are more likely to be resilient emotionally and gender
can have an effect on the way which children respond to adversity with girls coping better
than boys (Werner & Smith, 1998). Recent research in investigating risk and resilience and
development has linked the development of children at risk with their educational provision
(Masten, 2011). Yates et al (2003) suggests Pre-School education serves as a community
level protective resource when they include nurturing and attentive adult—child
relationships. It is also noted that at home the presence of at least one supportive adult can
have an enormous impact on a child’s resilience (Werner & Smith, 1992). Children that also
experience approval, acceptance and ‘opportunities for mastery’ and more likely to be
resilient than those who experience humiliation, rejection or failure. Protective attributes
identified in children include age, temperament, sense of humour, memory, reasoning,
perceptual competencies, sense of purpose, belief in a bright future and spirituality
(Bernard, 1995). These attributes can shape strategies for children to use to manage
stressful situations. Research shows how individual attributes including being an
independent learner (Brown, 1987), leadership (Landau et al, 1991, Fukada et al, 1994),
curiosity (Tamdogon, 2006, Day, 1982, Kashdan et al, 2004) and focus (Conners, 2000, Garon

et al, 2008) can enhance a child’s development.
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Roberts (2010) uses the term ‘Resilient Wellbeing’ and suggests a crucial task in relation to
wellbeing is identifying the key risk factors that are likely to have an adverse effect on
children’s development, together with potential protective factors that can help develop
resilience in children. Roberts (2010) ‘ABC’ model of wellbeing is a holistic model which looks
at the child as a whole, encompassing the emotional, social, cognitive and physical aspects of

a child.

In this wellbeing the model the physical element forms a basis for the rest. Physical
wellbeing falls into two categories, the individual and the environmental. Individual factors
include eating, sleeping, motor control, health routines and managing iliness. Roberts (2010)
suggests that although some families can struggle with issues such as food and sleep, once
these basics are in place other areas of development are given an optimal chance. She
suggests that environmental elements such as family income, housing and the local
environment make a profound impact on a Child’s health. Lindon (2012) notes the
importance of the outdoors environment, in giving children a chance to connect with the

outdoors and the natural world.

There are two components of communication within the next construct. The way in which
children receive communication, around the senses of touch, hearing, sight, smelling and
tasting and express communication by talking, moving, telling stories, music and visual
representation. Evans (2011) notes that children learn through talk, pretend and dramatic
play that link stories through talking . Wolf et al (1994) extend this suggesting that by the
time a child is ready for School, the meaning of their stories in play are more likely to be

expressed in linguistic ways.
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The next construct is belonging with accompanying boundaries. Roberts (2010) suggests this
is state of wellbeing and is where children fit in with others. She suggests a vital component
of wellbeing is not only bonding with the primary carer but attachment to another or others.
Duffy (2006) describes ‘possibility moments’ where learning can take different directions if
supported appropriately by a key person. Belonging, whether in a family, with a friend or a
community brings a sense of expectations, rules and regulations. These boundaries
accompany the sense of belonging. The three elements of belonging are discussed as a sense

of identity, attachment to companions, and a sense of belonging to a place.

The last construct, ‘Agency’ is also a state of wellbeing. A child’s sense of agency relates to
their inner state of self which drives their conscious and unconscious actions. A sense of
agency is about feeling they can make a difference for themselves and others. In this model
there are three components of agency which include; a positive sense of self, learning
dispositions and positive feelings about our ability to influence what happens. Trevarthen
(2005) identifies play as a primary means by which peers identify with each other and note
differences, leading to the developing sense of self. It is also noted (Trevarthen, 2005) that
that through early play, baby and toddlers are constructing the view of themselves. Ball
(1994) reported and highlighted the need for good quality opportunities for very young
children in disadvantaged communities. As previous studies have shown poverty can dimish
agency and self-efficacy among families living in poverty (Jones & Prinz, 2005). Research has
also shown that positive attitudes to learning are linked to both future behaviour and

success (DiPerna & Elliot, 2002).

Although useful to look at separately, Roberts (2010) reminds us how integrated the

constructs are and that two or more will be usually be demonstrated at any time. Roberts also
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discusses the concept of ‘Companionable Learning’ as the other half of the resilience
framework. This is the central process whereby wellbeing develops. This involves ‘sustained
shared thinking’ (Melhuish et al, 2008) involving the child and a companion. Roberts (2010)
outlines five principles of companionable learning which are companionable attention,
agency in companionable play, ‘anchored’ children, companionable apprenticeship and
children’s personal space and time. Companionable attention is a time when a child feels they
are enjoying the full attention of their companion. While at home this would be a parent, in
the setting it could be recognised as a key worker. ‘Agency in companionable play’ is the child
discovering themselves with their companion through play. ‘Anchored children’ includes
shared activities that the child enjoys with guaranteed companion presence. ‘Companionable
apprenticeship’ includes children’s routine involvement in real life tasks. These are the
situations children need to develop their wellbeing. Research has shown (Donaldson, 1992,
Rogoff, 1990) that children do not only learn from play but want and need to learn directly

from adults.

| used the ‘ABC model of wellbeing’ (Roberts, 2010) to observe the children to identify their
characteristics of wellbeing and resilience which may contribute to their success. Within all of

the research | looked for ‘Companionable learning’ taking place.

Risk and Protective Factors
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There is limited research about the effects of different risks on children or ways in which
children deal with different risk factors. In terms of children’s development there is
substantial evidence (Bradshaw 2002, Strelitz & Lister 2008, Kiernan and Mensah 2011,
Hartas, 2011) of how socio-economic conditions and factors associated with poverty
significantly impact on children achieving. There is less research however, about the individual
characteristics and resilience factors in children who are still achieving despite the barriers

they face.

Research regarding children’s outcomes are largely measured on children at 16 achieving or
continuing education (Blanden and Gregg, 2004, Chevalier et al, 2005) and provide evidence
that a consistent and permanent income is an important determinate of educational
achievement at aged 16. To further this, studies have identified a relationship between
parental education and children’s achievement identifying children from low income
backgrounds are less likely to pursue education post 16. Research on resilience factors in
children have focused on School aged children and adolescents (Daniel & Wassell, 2002) but

little with children under 5.

Early views of resilience in research implied that there was something special about resilient
children and they were special or invincible. Further research has shown that the
phenomenon of resilience appears to be an ordinary, common operation of basic human

adaptational systems (Masten, 2001.)

“Resilience does not come from rare and special qualities, but from the everyday magic of
ordinary, normative human resources in the minds, brains and bodies of children.” (Masten,

2001, p.235)
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To link with previous theories about child development, parenting and HLE, effective
parenting is also found to avert numerous risk factors and children with competent parents
are exposed to fewer adverse life events (Masten et al 1999). Results from studies have
demonstrated that parenting qualities, intellectual functioning, socio-economic status and
positive self-perceptions can have broad and persuasive correlations with adaptive behaviour

(Conrad and Hammen, 1993).

Ecological models of human development are concerned with the processes and conditions
that govern the lifelong course of human development in the environments in which they
live. These models are relevant to the research as the conditions, structure and
environment in which the children are living will be examined to see if they attribute to the
success of the child. Bronfenbrenner’s ecological theory was first introduced in the 1970’s
(Bronfenbrenner, 1974). He argues that in order to understand human development, the
entire ecological system in which growth occurs must be considered. The theory identifies
five environmental systems (Bronfenbrenner, 1994). They are the ‘Microsystem’, which
relates to the immediate surroundings of the individual. This can include the child’s family,
friends and peers, School and neighbourhood. It is in this system that most direct
interactions take place. Swick and Williams (2006) suggest that this system is the child’s
most initmate learning setting, offering a reference to the world.

The layer of the ‘Mesosystem’ relates to the connection between the structures of the child’s
microsystem or connections between contexts. For example, connections between School
and family, or place of worship and neighbourhood. The ‘Exosystem’ is concerned with the
larger social system which in which the child not directly function. Structures in this layer can

impact a child’s development by interacting with structures in the microsystem (Berk, 2000)
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and can comprise of of linkages between contexts that are experienced vicariously yet have
a direct impact on us (Swick and Williams 2006). For example, parent work schedules or
community based family resources may not impact on the child directly but they may feel the
positive or negative effects of this. The layer of the ‘Macrosystem’ describes the culture in
which individuals live. This layer is comprised of cultural values, customs and laws (Berk, 2000)
and would also include socioeconic status, poverty and ethnicity. A larger system of cultural
and ‘community happenings’ are said to be a powerful source of energy (Swick and Williams,
2006). Larger principles defined in this layer cascade through the interactions of all layers. For
example, culture may affect how parenting is approached. The final layer of the
‘Chronosystem’ refers to the passage of time as it relates to a child’s environment. Elements
can be external such as divorce or death of a parent or internal such as physiological changes

occuring with the growth of a child. This would also include Socio-historical circumstances.

When conducting the research | looked for evidence of risk and protective factors for the
children being studied, with a focus on the socio-economic stress of the family and associated
problems. Key elements of a child’s life in relation to the ecological model of Bronferbremmer
(1974, 1979, 1994) wer explored alongside attributes of the child in relation to the ‘ABC model

of wellbeing’ (Roberts, 2010).

Methodology and Ethics

This research project will be interpretivist using qualitative methods (Lin, 1998). The
personal and varied life experiences of the families will require greater insight, exploring the
details of their lives, and their perceptions of it. In this instance qualitative data will enable
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me to fully explore the subject’s lives and perceptions. Such a multifaceted view could not
be gathered by traditional positivist methodology. Instead positivists explore a relationship

between two or more variables (Robson, 2002) to gather statistical significance.

Design of the Research Study
The research focuses on two children that attend Pre-School. A Case study design (Yin, 2003)
was used to examine the variables and provide as complete an understanding of the child’s
success as possible. The case study brings together a variety of data sources that were
collected through the research. Using a multiple of data sources is a strategy which can
enhance data credibility (Patton, 1990). This will also ensure that the multiple facets of the
research are explored using a variety of lenses, not just one (Baxter & Jack, 2008). Although
widely used, the case study has previously been categorised as weak method in research (Yin,
2003), although its’ strength is also recognised as being able to deal with a full variety of
evidence. Yin (2003) also suggests a case study design should be used when the focus of the
study is to answer ‘how?’ and ‘why?’ questions. This research examines ‘why?’ and ‘how?’
these children are able to achieve, despite risk factors. The design is made up of collective
case studies of the two children (Yin, 2003). The case study design has enabled me to bring
together data from all research gathered to explore in detail the children, their families,
environment and individual attributes. The case studies are exploratory as the intervention
being evaluated has no clear single set of outcomes (Yin, 2003). The case studies include
research gathered from life history interviews, participant observation of the children and
semi-structured interviews with the children’s key workers. Conducting case studies of two

children has enabled the completion of cross-case analysis. Looking for similarities and

Page | 18



differences in the cases has enabled the findings to be strengthened and provided alternative
theories to the findings. Miles and Huberman (1994) suggest comparing cases can strengthen

validity, precision and stability of the findings.

The focus of the biographical life history research was to explore the life of the Mother and
her family, with a focus on the child. The children were then observed within the setting using
participatory observation; to ascertain what characteristics and attributes the children
possess that may contribute to their resilience and success. Semi-structured interviews were
then held with the children’s key workers from Pre-School using key themes that had emerged
from the life history research and the observations. Children were selected through a
purposeful sample. This is a non-random method of sampling where information-rich cases
are selected for study in depth (Schaeffer et al, 1990). The first step was to identify children
that were meeting or exceeding their EYFS developmental goals. | then looked at individual
circumstances of the children and their families in order to select the most appropriate cases.
The setting is within a deprived area with high levels of child poverty and many transient
families. Combined with many languages spoken in Pre-School, these factors contribute to
low numbers of children achieving the age appropriate levels expected in the EYFS. The choice
of sample was crucial as there was limited choice within the setting as not all children were

achieving. In addition to this | wanted cases rich in information to fully explore my questions.

“Information-rich cases are those from which one can learn a great deal about issues of

central importance to the purpose of the research” (Patton, 2001, p.169.)
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The purposeful sample enabled the selection of children to include those from a low socio-
economic household. There was the possibility of children being exposed to other ‘risk
factors’ | was unaware of, as defined in research around resilience (Smith, 2004). These could
include being migrant, low levels of English, substance abuse, domestic abuse, adult mental
health, parents having low qualifications and young or single parents. The research design
supported the exploration of how the family has arrived at this point which gave an

opportunity to highlight both risk and protective factors.

Research Methods
A review on the life history method suggests four main areas of strength (Lewis, 2008): The
first is the focus on the ‘temporal dimension’ of an individual’s life and work with the wider
context (Elliot, 2005). It is also noted that the method offers deep description, texture and
detail, making a good quality of ethnography (Geertz, 1988). The second strength is the
methods’ potential for helping to move forward in closing the gap between the individual and
the social order (Goodley, 1996). A third strength is that the research process can be
humanised (Elliot, 2005). Finally life method histories are noted as useful because they can
challenge norms and cause researchers to question their assumptions (Goodson, 1992). It is
thought that in general, the longer the relationship between the researcher and the subject,
the greater the reliability. However, it is noted that this may affect the truth value and the
researcher must maintain a consistent attitude of objectivity (Hagemaster, 1992). |
endeavoured to remain objective throughout the research and kept a reflective journal to

help to focus on this. The use of a timeline is one method that can be used to conduct a life

Page | 20



history interview and is the method | chose to conduct my research. The method allows the
interviewee to participate in the reporting of the interview and can raise ownership and
sharing (Adriansen, 2012). The timeline model can provide an opportunity to link stories with
the wider social and political context. Callewaert (2007) emphasises that context should
always be thought of in life histories and therefore | have focused on factors impacting from
poverty and risk and protective factors for children. It is suggested that key social and political
factors can be added to the timeline to include the interviewee understanding their life in
context. The interview can participate in writing and drawing (Adriansen, 2012) and it is
suggested that interviewees often take ownership and can have a share in the analytical
power which in other research can belong to the researcher (Elwood & Martin, 2004).

Possible weaknesses of time line methods include; using chronology may assume linearity,
and using this method with interviewees with language barriers or illiteracy may be difficult.
| overcame these barriers by ensuring that the questions (Appendix-1) were a way of starting
conversation and not ‘fired one after the other’ to avoid a linear process. Although one of the
participants had English as a second language | was mindful to take the interview slowly and
was able to explain anything she was unsure about. Due to nature of the research, families
are likely to be vulnerable and the process enabled the experience to be a positive one which
potentially raised self-esteem. Bar-On (2006, p.26) claims that: “People who tell their own

story thereby repossess it, so that it contributes to their self-esteem”.

The research focus is on the child and their success so | felt that the voice of the child should
be heard in the process. There is an increasing agenda in listening to children and including

them in decision making (Clark, 2007). Research of listening to children has recognised the
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need for methods to ‘play to children’s strengths’ and use other methods such as talking,
walking or drawing (Clark & Moss, 2001). Whilst considering the best method, | had to
consider that the subjects of socio-economic stress, risks, protective factors and resilience
could be tricky to openly question children about. James (2007) argues the importance of
researchers selecting methods to represent children’s voices as well of being aware of the
complexities of the issues. This has been crucial when considering ethics such as their self-
esteem and harm. | decided therefore to observe the children in their setting within Pre-
School where they are both established and secure. My role was an ‘observer as participant’
(Johnson, 2008) where the observer spends only a limited amount of time with the group they
observe. This is appropiate as | am within Pre-School at only scheduled times. The children
however, know me and due to time spent within Pre-School recently are entirely comfortable
with my presence there. Johnson (2008) suggest advantages of this method include finding
it easier to remain objective as not being fully participatory. However, it can be harder to gain
a full understanding as the observer remains an outsider. | am hoping to overcome this by
also gaining the views of the children’s key workers.

| used the framework of the ‘ABC model of wellbeing’ and ‘Companionable learning’ (Roberts,
2010) whilst observing the children to see if they demonstrated any of the factors within these
models (Appendix-2). To maximise the information gained from the children | needed to be
able to interact with the children and understand why and how they acted in a particular way.
The method of a ‘clinical interview’ involving a mixture of observation and interview is a way
of trying to understand young children’s reasoning and thinking. Jarvis (2004) describes how
this method was first used by Piaget (1975) to understand their reasoning. There are no set

guestions because the questions will depend on what the child is doing.
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The third method used with the research project is a semi-structured interview with the key
workers of the children (Appendix-3). Semi-structured interviews contain a mixture of both
open and closed questions and there is greater flexibility to probe into further detail relating
to a particular response (Mukherji, 2010). This method gave me flexibilty to discuss the
children in detail and explore arising information further. By using all methods, life history
interviews, observation and semi structured interviews | used triangulation to increase
validity of the study (Mukherji, 2010). Richardson (2005) uses the metaphor of a crystal with
many facets to describe how we view the research from where we are standing. This research
includes both the mother, child and worker of the child which encompasses these different
views and points of standing. Laws (2003) warn that accounts collected from different
perspectives may not match at all, not meaning the data is flawed but by needing to critically

examine it to make sense. | was aware of this when bringing the findings together.

The data is organised and analysed using ‘a priori’ codes (Johnson, 2008). These will consist
of the two main theoretical frameworks used in the research; the five layers of
Bronfenbrenner’s structure of environment (Bronfenbrenner,1974, 1979, 1994) and the
‘ABC of resilience and wellbeing’ (Roberts, 2010). The ‘Structure of environment’
(Bronfenbrenner, 1994) will mainly be used to organise the data from the life history
research but other data gained from observations and interviews may be added (Appendix-
4). The ‘ABC wellbeing’ codes will help to identify children’s characteristics and factors
contributing to resilience against the observations (Appendix-2). The a-priori codes bought

together all the data so a complete picture can be seen of the child’s environment, family
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and their individual attributes (Appendix-5). The data will be looked at as a whole for each
child and factors explored together rather than in isolation. The information collected was
used to identify both the risk and protective factors for each child.

Using the data, the exploratory case studies will be information rich, with depth and ‘thick
descriptions’ (Geertz, 1988). This is required to fully appreciate the depth of research and
highly personal information gained. Holloway (1997) suggests that thick description helps to
build a clear picture of individuals and groups in the context of their culture and the setting
in which they live. Denzin (1989) suggests that thick description does more than record what
a person is doing. It presents detail, context and emotion where the voices, actions and
meanings are heard. As | am exploring a child’s life and family history, using a ‘thick
description’ has enabled a full exploration and appreciation of voice and emotion into the

case study.

Ethical Considerations.

This research project will be carried out respectfully adhering to BERA Guidelines (2011).

Whilst planning my research | have taken into account ethical considerations (Appendix-6).

Parents will be invited to take part in a life story about their life including their child. As this
will be based on children’s achievement and personal circumstances, not all families can be
invited to take part. Whilst selecting the purposeful sample | had to be aware of ethnicity
and culture within the setting. The setting itself has children from several different countries
and English as an additional language is a barrier with both children and their parents. It is

suggested that within societies that are ethnically diverse any study should attend to culture
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and identity (Boddy, 2014). My purposeful sample therefore took into account children who
were both achieving and from differing ethnic backgrounds and cultures. My final sample
included a White British child whose family had lived in the area for a long time and a child

born in the UK whose family had fled from Iraq during conflict.

The ‘ethical conundrum’ in narrative research is between an intimate relationship with the
participant and a professional role in the scholarly community (Josselson, 2007). She
suggests that interpersonal ethics demand dignity, privacy and wellbeing of the participant
which can clash with scholarly obligations of accuracy, authenticity and interpretation.
Josselson (2007) outlines further key ethicals issues in narrative research that | will consider
including the explicit and implicit contract with the participant. The explicit will be clear in
terms of our roles in the project, how | will record and their freedom to leave at any time. |
am now aware of the relationship that develops between researcher and participant in
which an implicit relationship is formed. Therefore the participant may read, not the what
has been made explicit, but the cues and emotional responsiveness of the interviewer. |
believe this implicit contract is essential to get the quality of data | need and believe | have
the interpersonal skills and relationship with parents to do this. This level of openess will
also involve a deep level of trust in which | have the responsibility to ensure the ethical
considerations are rigorous in all parts. Josselson (2007) also suggests that the researcher
should be transparent about their interests in order to make an alliance with the
participant. | was thoughtful about how | first presented this to the participants as | was
conscious that my original interest in this project came from an interest in Child Poverty. In

every way | presented this research in a positive light. | have changed the use of the word
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‘poverty’ to ‘economically stressful environment’ and have explained the research in terms
of ‘times of struggle’ or ‘hardship’. | discussed the geographical area as a whole and it’s
socio-economic status, without referring to the individual family circumstances. | ensured
that consent was gained from participants ensuring they are aware of the research and the
role they will play. A suggestion (Josselson, 2007) is to complete a second consent form
after the interview to discuss issues covered and confirm what can be used in the research.
Including this allowed me to be open and transparent with the participants about what |
would be including in my report (Appendix-7). By completing this process at the end of the
interview helped to bring together the interview to a close and focus on main areas
discussed. This process will mean the participant will not feel surprised or decieved later on
(Josselson, 2007). | was aware that during the interview that the life history could be
personal, varied and may contain painful or upsetting memories. | felt confident to manage
emotion and ensured that | had the back up of services within the setting if participants
needed them. Another consideration is the relationship left after the interview has taken
place, particularly if the participants are from a vulnerable group. | conducted the life
history interview in one sitting to avoid any inappropriate relationships building over time

and succeeded in resuming a professional relationship with them afterwards.

When beginning to write the report | was aware that there are differences in narrative
researchers in terms of their research goal (Josselson, 2004). These are “giving voice” to
participants or “decoding” texts at some other level of understanding. In this project | have
“given voice” to a group of particpants who may otherwise not be heard. This is rather than
just“decoding” their stories to look for answers. As | have used the narrative text to analyse
unconscious or socially constructed processes, it is suggested (Josselson, 2004) that
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researchers can struggle with interpretive authority with participants not finding their
meanings as they told them. To avoid being at cross purposes | explained that | would be
looking for meaning, focusing on why their child is successful. By being clear and focusing on
the research question | hoped to diminish any disappointments or surprises for the

participant.

In analysing and making sense of people’s lives and beliefs | am also aware that my own life,
views and beliefs can be inevitably implicated (Stanley, 1993). am aware that a life history
interview is made of stories that have been chosen to tell. In re-telling them, ‘mindful
slippage’ (Medford, 2006) may occur which will not be authentic or ethical. | ensured that
respect was given to the participants and process, so no harm was done and that the
research is a legitimate and authentic account (Sikes & Piper, 2010).

Throughout the study | have maintained anonymity for families, children and staff involved
and the City in which the research takes place. Families were made aware that their views

may influence future work within the setting.

After the life history interviews were completed | observed the children in their Pre-School
environment. Using participant observation | was able to engage and talk to all of the
children so there were no self-esteem issues for other Pre-School children. To maintain
ethics the discussion focused on their learning at Pre-School and home but did not discuss
family or areas such as socio-economic environment.

The children’s key workers were interviewed to give their views. All Pre-School staff were

involved in the discussion about children and helped to identify the children who would
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make the purposeful sample. There were no self-esteem issues as all staff have been

included in the research on some level.

Reflections on methodology used.

The three methods used within the research enabled me to gain a deep level of
understanding about the child and their life. The methods worked particularly well in the
order that | completed them with life history interviews first, enabling me to understand the
background and home life of the child before observing them. This led naturally into the
observations and | then had both sets of data to discuss within the semi-structured

interview with staff, which made it easier to compare and validate findings.

| had not completed a life history interview before and was nervous as | had spent time
carefully considering the ethics of this method. | thoroughly enjoyed the experience and
found because | had carefully considered the method and ethics involved it ensured | did
not hold all the ‘analytical power’ (Elwood & Martin, 2004). Instead it became a two way
interactive conversation which both participants enjoyed. | gave the participant the
opportunity to write or draw on the paper but they declined and were instead happy to sit
and tell their stories. The Timeline Model (Adriansen, 2012) worked particularly well and
despite concerns that it could be linear (Atkinson, 1998), | found it became a web of stories
that linked together with the timeline bringing the focus back (Appendix-8). Having a list of
prepared questions helped to direct the interview, taking care not to ‘fire them out’
(Atkinson, 1998). Both participants were animated and | feel the experience impacted
positively on their self- esteem (Bar-On, 2006). Both parents gave permission to discuss all

findings; however the addition of the second consent form gave me confidence that no-one
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was being deceived and the research was completely ethical. Studies had warned that the
experience could be emotional and to check the participant was well after the session. | did
this but had not expected the emotion that | felt after both sessions. Both participant
spontaneously hugged and kissed me after saying goodbye and | felt tearful after the many
personal things they had shared. This reinforced my decision to complete the interview in
one setting to minimise inappropriate relationships being built up (Josselson, 2007). | would
use this method again as | gained such a wide range of rich information, however | would be

mindful of my emotional involvement in the process.

During the observations of the child | found the method of a ‘clinical interview’ a positive
experience as it enabled me to ask the children questions to gain a further understanding on
why they were doing something. When I initially planned the study | was going to use life
history methods only. It has been beneficial to the research to develop this to include the
‘voice of the child’; on reflection without this | would not have been able to gain a full
understanding. | would have liked longer to complete further observations and had several

setbacks including the children being ill and an Ofsted inspection.

The semi -structured interviews with staff rounded up the research giving another
dimension. The method itself worked well as the data gained before helped to shape the

interview to compare and validate (Patton, 1990).

The research gave me a large amount of data and | found at times the breadth of methods
was ambitious within the timeframe and word count. However, | feel confident that using all
of these within the case studies has enabled me to gain a true picture of the child and to

answer the research questions fully.
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Research Findings

The case studies will first explore the environmental factors including family and
reletionships surrounding the child and the impact on their development. They will then
explore how the individual attributes of the child contribute to their development,
concluding with reflections. Protective factors are discussed in terms of encouraging
resilience to counteract risk and allowing the child to develop fully. | have used pseudonyms

for both the children and their Mother to protect their identity.
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Case Study 1

Lexie

Environmental Factors and Relationships

Lexie is a four year old female who has attended the setting since the term after her third
Birthday. She is white British and lives nearby in high rise Local Authority flats. She lives with
her Mum (Lisa) and Dad, with her Maternal Grandmother living just a street away. Lisa has
lived within the area since she was a child, moving with her Mum (Maternal Grandmother to
Lexie), brothers and Grandmother (Maternal great Grandmother) after her parents split up.
Both Lisa and Grandmother are well established within the community and have a strong
social and community network. Both intend to stay living within the area.

For a while housing was a real issue for the family of three as they were struggling for space
within a one bedroom highrise flat close to the Children’s Centre. Economic poverty due to
only one parent working and housing (Blanden and Gregg, 2004) have been identified as
risk factors for Lexie. Lexie’s Dad works, but Lisa is not well enough. Lisa described how in a
one bedroom flat they were struggling for both space in the day and sorting out sleeping
arrangements at night. The flat provided no outdoor space apart from a small balcony.
More recently they have been given a two bedroom flat still close to the Centre. Despite
some economic struggle Lexie has an abundance of resources at home. Activities and
resourses tend to be based around Lexie’s interests and Lisa shared that she had taught her
to cook, sew and knit. At home Lexie likes to dress up, put make-up on, use the computer

and go to the park or soft play. Through the work in Pre-School the key worker was also
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aware of the range of home learning that took place including lots of creative things,
measuring, cooking and baking. The key worker also emphasised the different opportunities
she experienced as her family take her places and do lots of things with her. These include
going to Symphony Hall (initially with the Children’s Centre and then continued to visit), the
cinema and other events in the City. Her positive Home Learning Environment (HLE) is a key
protective Factor in Lexie’s life (Siraj-Blatchford, 2010) to build her resilience to risk.
Through the research | was able to ascertain that Lisa had no qualifications and this became
another potential risk factor for the child (Mayer, 1997) . The EPPE Project (Sylva, 2004)
found that children had higher outcomes, the higher the socio-economic status and mothers
qualifications were. However, it also found that a two parent family and attendance at Pre-
School and school could reduce the power of background influences and Lexie has both of
these factors in her life.

Lisa and Lexie’s Dad have a strong loving relationship and Lexie is loved and at the heart of
everything they do. She is cared for, nutured, encouraged and praised. Tizard (2009)
stresses the importance of attachment and strong family links on a child’s development. Lisa
has suffered mental health and self harmed from an early age. She is open about this, has
received counselling and is now able to look for triggers. For this reason Lexie was put on
the Child Protection Register at birth but was removed at four weeks as she was considered
safe. The research found this was a key risk factor for the child as studies have shown that
maternal mental health can have a significant impact on a child’s emotional development
and behaviour (Beck, 1999, Field, 1994). However, there are several protective factors that
outway this risk. Firstly is Lisa’s supportive relationship with her partner, another is her

Mum (Maternal Grandmother) who she sees everyday and provides emotional support. In
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addition to this Lisa has been properly diagnosed and recieves treatment. She can ask for
help when needed and came into the Centre for help recently when she was finding moving
accomodation stressful. Due to these active protective factors, Lexie is not even aware of
Lisa’s mental health and Lisa is able to receive help quickly if needed. More recent research
(Goelman et al, 2014) has found that high quality childcare can buffer the effects of
maternal mental health children, providing another strong protective factor in this case. Lisa
uses positive behaviour management with Lexie and has never used smacking, she has also
attended parenting sessions at the Children’s Centre. Good parenting will increase Lexie’s
resilience and her life chances (Field, 2010). These aspects of the child’s life fall within the
Microsystem of the ecological model (Bronfenbrenner, 1974, 1994). Swick and Williams
(2006) suggest that this system is the child’s most initmate learning setting, offering a

reference to the world.

Lisa is fully engaged with both the Children’s Centre and Pre-School. She has attended every
parent workshop and every review of Lexie’s progress. This is another key protective factor
the research discovered. Whilst the desire to be involved with their children’s education was
found to be stronger in disadvantaged groups (Siraj-Blatchford, 2010) this could be
hampered by lack of knowledge or confidence in a Mother (Reay 2000). Although Lisa is not
an overly confident person, her attendance of workshops and often continuing with the
activity at home has supported Lexie and enabled Lisa herself to grow in confidence. It is
noted that that the presence of at least one supportive adult can have an enormous impact
on a child’s resilience (Werner & Smith, 1992). Lisa has been attending the setting since

Lexie was a baby and used to attend baby groups and Stay n Play sessions. Ball (1994)
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reported and highlighted the need for good quality opportunities for very young children in
disadvantaged communities. These groups will have enabled the family to build on links in
the community to offer support. Lisa now attends adult education courses herself including
a parenting course and a social enterprise jewellery making course. She has also contributed
to the parent forum and spoken at our Advisory Board meetings. These aspects of the childs
life fall within the Mesosystem (Bronferbrenner, 1974, 1994). These are comprised of
linkages, in this case between the family and Pre-School and Children’s centre.
Bronfenbrenner(1974, 1979, 1994) suggests that the effects on these linkages on

development are greater than those of socio-economic status or race.

Although the community in which Lexie lives is one of high social deprivation, Lisa feels a
strong sense of community here, particularly in her previous accomodation. She has several
close friends she can turn to for support and has access to the Children’s Centre and a
Community Centre where she has built relationships. Lexie’s Dad has changed employment
and is now working much further away, but Lisa has support from her Mum once he goes
to work. The research explored how socio-economic deprivation with associated
charactersitics such as a transient community, high levels of anti social behaviour, and drugs
impacted on the participants. The research has shown how this community supports the
family rather than impacting negatively on them. Apart from an occasional smell of drugs in
the foyer of their flats, all things reported by the research about the community were
positive. These factors fit into the exosystem (Bronfenbrenner, 1974, 1994) which comprises
of of linkages between contexts that are experienced vicariously yet have a direct impact on

us (Swick and Williams 2006). While exosytems can bring about stress in families (Swick and
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Willians, 2006), in this case the community is not a risk factor for the Lexie’s development

but provides support for the family.

Lisa had a strong sense of herself and family. The family have no religion but celebrate
Christmas, St George’s and St Patrick’s day. Lisa talked about her positive home learning
environment as a child and how her Mum was resourceful buying resources from jumble
sales and receiving ‘hand me downs’. The strong HLE experienced by Lexie mirrors the
experience of Lisa. Lisa did not gain any qualifications and worked briefly in a care home
before it closed down. There is a history of maternal unemployment within the family with
Lisa’s Mum (Maternal Grandmother) being a single parent of three children, and Lisa being
unable to work due to her health. However, there is a history of strong supportive women in
the family from Maternal great Grandmother, maternal Grandmother and Lisa all living
within close proximity and supporting each other and Lexie. Lisa has no specific aspirations
for Lexie, she just wants her to be happy. Within this structure of the Macrosystem
(Bronfenbrenner, 1974, 1979, 1994) a larger system of cultural beliefs, societal values and
trends and ‘community happenings’ are said to be a powerful source of energy (Swick and
Williams, 2006). In this case the Surestart Children’s Centre agenda which saw the opening
of the Centre in 2000 has made a big impact on the life on the family from the birth of the
Lexie. This has included the support and confidence Lisa has gained and the early

stimulation and play Lexie will have received from a young age.

In terms of the Final parameter surrounding the child, the Chronosystem explores change

over time including environment. The family have moved accomodation recently which has
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been a traumatic experience for Lisa stuggling with her mental health. Lisa admits she varies
in her ‘abilities’ in every day life with her health , but is supported daily by her Mum. In
terms of the Community they live in, there has a been changing population, including
housing for asylum seekers and new housing developments. As it has been recognised that
their strong links in the community are protective factors, it would be changes with the
family structure that would be more likely to affect the child of which this research found

none.

Attributes of the Child.

The research showed that Lexie met all characteristics of the ‘ABC wellbeing model’
(Roberts, 2010). However, in terms of the ‘Physical’ construct some factors were uncovered
during the research. The first was that Lexie entered the setting of Pre-School with a referral
from her Health Visitor to the hospital as she would not eat anything and had no interest in
food. She began eating and trying fruit in Pre-School and then went on to try new things at
home. She did not need any further intervention from Health workers and now eats
healthily and well. She also came into Pre-School in pull up nappies and the setting worked
with Lisa to get her toilet trained. The key worker noticed that in terms of her development

she had a period of falling over. Lisa took her to the doctors who gave her exercises to do
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and she is now working at a developmentally appropriate level in her physical development.
This could be linked to the risk factor of having no outdoors environment limiting her
chances to connect with the outdoors and the natural world (Lindon, 2012). However, |
think it is important to see that the protective factors in Lexie’s life are working together
here. Firstly the attendance of Pre-School and secondly the good engagement of Mum who

has asked for intervention by other Professionals when needed.

I noticed from the start that Lexie communicated well with those around her. Roberts
(2010) uses the term ‘communciation’ in a wide sense in her model, talking about the
processes of active interaction using all of the senses. Lexie’s play consisted mainly of role
play, she even continued to role play in other situations such as playing with the outdoor

toys and slide.

“She climbs in the tyres with her friend and

there?” | ask. (oBBleg-8®)ct i ves” she said.

Lexie is not one of the loudest children in Pre-School and while not needing to be heard
above the others, she chats constantly throughout her play. Wolf et al (1994) suggests that
by the time a child is ready for School, the meaning of their stories in play are more likely to
be expressed in linguistic ways. This was true of all of the play | observed with Lexie. She
was either commentating or giving instructions to her peers and utilized the space moving
into unused corners and spaces lying down, sitting or standing. She used body language,

often dressing up outfits and stories in her play which were entertaining to watch. Her use
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of imaginative play can be linked to her learning and development as Evans (2011) notes
that children learn through talk, pretend and dramatic play that link stories through talking.
Lexie was also able to receive information well both from staff and her peers. It look longer
in the observations to see her listening as she was so rapid in her movements and chatted

constantly. | had to focus in to see that she was fully engaged with the peers around her.

Roberts (2010) discusses that ‘Belonging and Boundaries’ is a state of wellbeing, having a
rooted sense of self and identity in relation to others. Lexie has a sense of her own identity,
this is usually centred around what she likes at a particular time which reflects into her play
such as disney princesses, fairies and playing doctors. It is noted (Trevarthen, 2005) that that
through early play, baby and toddlers are constructing the view of themselves. Again, the
early use of the Children’s Centre could have contributed to Lexie’s strong sense of self. Her
strong HLE as a protective factor has helped to develop this as Lisa takes on board her
changing interests and will access resources and facilitate activities for her. Lexie is familiar
with the setting after attending for over a year, in addition to attending the setting for Stay
and Play. The relationships that Lisa built up by accessing the Children’s Centre and her
attendance at Pre-School have both helped as protective factors here.

Lexie has the understanding of routines and rules at both Pre-School and at home. She is
attached to companions including her family, key workers and other staff and peers. On
entering Pre-School after her third Birthday she became attached to another child from a
similar background. She can happily play with all children but | observed her particluar
attachment to two close friends. Lexie can at times dominate play and said “No” to her

friend’s suggestions, instead continuing the play with her own plans. She did however show
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real kindness to several children during the observations including involving helping others

with snacks and when a child was poorly.

Lexie demonstrated a strong sense of agency which Roberts (2010) describes as feeling that
we can make a difference to ourselves and others. Previous studies have shown that
poverty can dimish agency and self-efficacy among families living in poverty (Jones & Prinz,
2005). Lexie demonstrated a sense of empowerment in making things happen and | noticed
straight away that she initiated most of the play within her groups of peers. She moved
quickly between activities, often without the activity developing fully. Her peers followed
her quickly, letting her take the lead. She has a good relationship with her key worker and
enjoys one to one attention. | witnessed a new child taking the attention of her key worker
which led Lexie to keep interrupting. The Key worker fed back that she sometimes struggles
to share her attention with other workers and Lisa has said she sometimes struggles to
share her with Dad. | have identified this as a potential risk factor in terms of being able to
develop healthy relationships in future. However, Lexie has responded to feedback from the
key worker and it is becoming less of a re-occurrence. Lexie has positive learning
dispositions and is interested in the setting and things around her. Research has shown
these positive attitudes to learning are linked to both future behaviour and success (DiPerna
& Elliot, 2002). Lexie has a love of books and her key worker fed back this was her first
interest when she started nursery. Lisa shared that they read a lot at home and Lexie would
re-tell the story using pictures. Evans (2011) suggests that children who have exposure to
supportive reading role models with good quality texts are best able to cope with learning

about literacy and the transition into School. In addition to this numerous studies have
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made positive links between Pre-School literacy experiences and language and literacy

development later on (Bus et al, 1995, Scarborough & Dobrich, 1994).

The research also demonstrated that the child was able to experience principles of
‘Companiable learning’ (Roberts, 2010) in her life. Through the life history research and
findings on her HLE | was able to ascertain that the child enjoyed time with a key person
including Lisa, her Dad , Grandmother or Key worker. She had an opportunity to do things
with the key person and also experience being a ‘Companiable apprentice’ (Roberts, 2010)
helping Mum with shopping and cooking. Research has shown (Donaldson, 1992, Rogoff,
1990) that children do not only learn from play but want and need to learn directly from
adults. She allowed herself time and space for reflection and Mum fedback that it was often
at bedtime when she was relaxed that she would share her thoughts on the day. Through
my observations | mostly experienced her sense of agency through play. | saw this through
her communication and through her own development of her agency in play. This was
mostly through her sense of self and how she confidently led play. She also showed a caring

desposition for others while being driven.

“She is dressed as a princess, busy playing
i magination through using pencils for a *'rai
find one comb but she let a new little boy have it. He asked hemntb bdis hair with it. She

did very gently. She | et (OBS1:®92-1d0p it to her, *
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In addition to any factors of the ‘ABC model of wellbeing’ (Roberts, 2010) | looked for any
other intrinisic qualities that would support resilience. The research found that Lexie had
two characteristics which supported her development. | observed the attributes of
leadership and independence and these were also seperately identified by the Key worker
(INT1:36-37). Lexie led most of the play and was observed leading a group of children,
engaging them with her ideas and giving them instruction within the play. Although she
would not always take on board the ideas of others, she did not lead by force or by being
loud or unpleasant. Rather, she was so enthusiatic about her ideas and play, combined with
her good relationships many of the children would have done anything she asked. The key

worker also commented on her ability to lead.

“....she always manages to get the others to do what she wants to do. Even the strong

c har a ¢INTE38-39) ”

It is thought that leadership characteristics can appear at a very early age in a similar form
to those seen in adults (Landau & Weissler, 1991.) Fukada et al(1994) report leadership
behaviour in ‘centrals’, these are children who play a central role in group play rather than
‘peripherals’ who play at the edge. This research has found that Lexie is certainly a ‘central’
child and | identified behaviours that further evidence this, such as initiating play, giving
direction and orders and encouraging others. In additon to this Lexie demonstrated her
independence and accessed all the resources she needed from Pre-School, also choosing
when and how she was going to take her snack. She moved between the spaces, inside and

out, adding or removing her coat or dressing up in outfits.Throughout my observations she
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was able to make sure her needs were met at all times. Research has also shown the
importance of children becoming independent as learners to support both cognitive and

reflective capabilities (Brown, 1987).

Case Study 2

Afia

Environmental Factors and Relationships

Afia is a 4 year old female who has attended the setting since the term after her third
Birthday. She is the youngest of three siblings living with their mother (Fatema) in Local
Authority housing. The family are Iragi Kurds with Fatema leaving Iraq ten years ago due to

the war. The family are in receipt of no income apart from benefits and | have identified
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economic poverty as a risk factor in Afia’s life (Bradshaw, 2002, Strelitz & Lister, 2008).
Fatema aspires to get a job and move out of poverty, but is also grateful to be housed and in
reciept of money. She goes shopping every day and is grateful to have money and a range of
things to buy. The family speak Kurdish and Afia started the setting with no spoken English. |
identified this as a risk factor as research has shown that children with English as an
additonal language (EAL) can take a considerable time after learning the language to
become confident in other academic ability (Cummins, 1981). The research has shown that
Afia’s English improved significantly after a term in Pre- School and she continued to
progress until fluent. A protective factor in this case is the experience and knowledge of
staff within Pre-School having years of experience of working with children with EAL. Hall
(2001) suggests that children presenting with EAL can sometimes be wrongly assessed as
children with special education needs. Staff within the setting are aware of this and have
recently received training around speech and language. Fatema can speak a basic level of
English, which she has learned since moving to the UK but cannot read or write in English.
The research identified that Fatema has experienced no education in her life in any form. In
Iraq as a child she did not attend any School and had to stay at home with her Mother to
learn to cook and clean, neither was it expected for her to go out to work. Her lack of
English and qualifications are a risk factor for the child (Mayer, 1997). Fatema has family
locally as her sister, brother and Mother moved over to England at the same time. Afia is
part of a secure loving family, where Fatema’s focus is on the children. This is a strong
protective factor for Afia who is secure and happy (Smith, 2004). Fatema sees her Mum
often and her brother is at hand if she needs support. Afia’s father is still in Iraq and is

currently unable to take up residence here. Fatema, therefore functions as a single parent
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but will sometimes mention her partner to Pre-School staff, as will Afia. This situation has
been identified by the key worker as being confusing for Afia at times when occasional trips
planned to Iraq are cancelled. While Afia is not aware of all the intricacies, Fatema is sad and
stressed not to be with him. | have identified this as a risk factor for the Afia. However,
Fatema has a strong extended family close by and her relationship with Afia’s father is good.
It is hoped that when Fatema finds work it may be easier for him to come over to live with
them.

Fatema reports that they love to play at home and suggests a strong HLE. Afia loves to play
with dolls, using her imagination and loves painting. Siraj- Blatchford (2006) suggests that in
ethnic groups particluarly there is a strong link between attainment and stimulating HLE.

Fatema reported:

“They play together, I play with them. My ol

her when playing, I|isten to helF2;384py this, s

Within the HLE, Fatema is able to overcome barriers such as being unable to read in English
and facilitates her older children to read to Afia. Fatema is positive about parenting, she is
calm and says they are well behaved so she rarely has to shout. This combined is a
protective factor for Afia (Melhuish et al, 2008, Field, 2010). The two older children also
attended the setting and now go to the School next door. These aspects of the child’s life fall

within the Microsystem of the ecological model (Bronfenbrenner, 1974, 1979, 1994)
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Fatema has good links with both the Pre-School and the Children’s Centre. She has attended
the Centre since Afia was a baby and attended groups and events. Fatema also attends English
classes and more recently Jewellery making. This has been the first experience of learning for
Fatema as she had never experienced any form of education. Fatema also has good links with
the School next door where her older children attend. She is fully engaged with the Pre-School
and attends all parent workshops and reviews with Afia. Fatema’s engagement with the
Centre is another protective feature for Afia the research has discovered. These aspects of
the childs life fall within the Mesosystem (Bronferbrenner, 1974, 1994). It is suggested that
without strong Mesosystems families can fall into chaos (L’Abate, 1990). With transient and
newly arrived families often in chaos, the community links in the Afia’s life helping protect

her and give stability and routine.

Although the Community in which they live in is one of high social deprivation, Fatema is
happy living here. Fatema has only one close friend, also from Iraq who she turns to for
support and together they access both the Children’s Centre and Community Centre. The
research examined how an area of socio-economic deprivation with associated
characteristics such as transient community, high levels of anti social behaviour, and drugs
impacted on the child, but Fatema had only positive experiences of living in the area
including the Children’s Centre and lots of shops to go to. The research has again shown
how this community supports the family rather than impacting negatively on them. Fatema
is being put under pressure by the job Centre to gain employment. While she has very high
aspirations for gaining employment she wants to first go to college to improve her English,

ultimately getting a better job. The likelihood is she may be forced to take a cleaning or
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unskilled job in order to fill requirements for her benefits. This in the long term could
potentially be a risk factor for the child and may decrease their chance of ever becoming
socio-economically better off. These factors fit into the exosystem (Bronfenbrenner, 1974,
1979, 1994) which comprises of of linkages between contexts that are experienced

vicariously yet have a direct impact (Swick and Williams 2006).

Fatema has a strong sense of family and particularly good relationship with her Mother,
brother and sister. The family are Muslim and celebrate Hijra, Ramadam and Eid, though only
at home and do not wear headscarves or attend a Mosque. Fatema talks fondly of Irag and

her heritage but insists she will never go back with the troubles there.

Fatema discussed a male dominated culture and she had an arranged marriage when she
entered the UK which ended in divorce with the Father of her two older children. In their
culture women do not work and she has never known women in her family, including her
mother go to work. Learning was not a priority when she grew up and friends outside in the
street taught her to read and count, whilst her mother taught her how to cook and clean.
Despite her own lacking HLE, Fatema provides resources and experiences for her children.
She has high educational and employment aspirations for herself and children mentioning
how she would like them to become an architect, a doctor and Afia, a teacher. Fatema is
proud that her older children are doing well at School and makes many references to her
children, especially her son being able to buy her a house once he has a profession. This
mirrors the ‘immigrant optimisism’ hypothesis (Kao and Tienda, 1995) where immigrants
and their children are more comitted to the idea of education as a springboard for upward

mobility. Within this structure of the Macrosystem (Bronfenbrenner, 1974, 1979, 1994), the
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development of Surestart Children’s Centres has supported this family. Larger government

policies that include immigration will have also have impacted on this family.

In terms of the Final parameter surrounding the child, the Chronosystem explores changes
over time including environment. The move from Iraq for the family would have significantly
impacted on this family. However, as the children were born in the UK the changes would
be less dramatic for them. The community itself has changed with fewer newly arrived
families living in the area, however the research found no evidence of changes affecting the
family. The ongoing dynamics of Afia’s father being in Iraq may pose a future risk for Afia,
however she is surrounded by a strong loving family. Fatema is strong and after her
experience in Iraq is very positive about life and future changes. This may be due to
experiencing the stress of the effects of war and a move to another Country.
Bronfenbrenner (1979) suggests that in many cases families respond to different stressors

within the societal parameters in which they exist.

Attributes of the Child

The research showed that Afia met all characteristics of the ‘ABC wellbeing model’ (Roberts,
2010). In terms of ‘physical construct’” Afia was healthy and moved freely through the
setting. Her key worker said she is confident physically and | observed her enjoying role play

and moving around the outdoor space leaping, jumping and climbing on equipment. She
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enjoyed fruit as her snack and was using her fine motor skills in her play and writing. Lindon
(2010) states that young children’s physical development underpins their learning as growth

in physical skills is not more of the same.

Although Roberts (2010) uses the term ‘communciation’ in a wide sense, the research
found that the Afia’s first language was not English and she did not speak any English when
joining the setting after her third Birthday. This had to be considered as a major form of
communciation in terms of her development. Her key worker confirmed that when Afia
started Pre-School she spoke only in Kurdish to a friend she had made, (also from Iraq) as
neither of them spoke or could understand English. After a term in Pre-School the key
worker confirmed Afia had made rapid progress in both her spoken English and her
confidence. Lindon (2010) suggests a considerable number of children in the UK learn more
than one language in early childhood, however, their task is to build a generous vocabulary
in both to support the journey towards literacy. For the first term Afia would only play
along if her friend (also from Irag) was there and would not share any news or join in songs
and rhymes at the front of the carpet. Observing Afia now, she is now fluent in English and
communicates with confidence. She engages with staff and other children and although she
still has her close friend, she plays with many more children within the setting. She is also
confident to stand at the front and enjoys sharing her news or ‘show and tell’. Afia did not
constantly chat throughout her play, instead spent time listening, observing and taking in
the situation. Despite this | was able to establish that she is fluent in English and uses a good
range of vocabulary. This is in contrast to the findings of the EPPE project (Sylva et al, 2004)

where children with English as a second language had lower cognitive scores. | also
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observed Afia using role play and stories during her play in which she communiated well

with her peers.

In terms of the construct ‘Belonging and Boundaries’ (Roberts, 2010) Afia has a sense of her
own identity. The research has shown how this has grown from her being very shy and not
engaging, to playing a full role in Pre-School life. She has a strong sense of what she enjoys
doing and happily moves around. Trevarthen (2005) identifies play as a primary means by
which peers identify with each other and note differences, leading to the developing sense
of self. Afia is very familiar with the setting and had previous siblings that accessed both the
Centre and Pre-School. The relationships that Fatema built up by accessing the Children’s
Centre and her attendance at Pre-School have helped as protective factors. Despite the
relationships built, the research has shown how Afia struggled to settle into the setting at
first and cried for a few weeks before settling. She is now attached to companions including
her family, key workers and other staff and peers. As discussed she has a very close friend
who also speaks Kurdish with whom she made her initial attachments. Fatema and the little
girl’s Mum also became friends and offer each other a huge amount of support to each
other as they both fled Irag and are in similar situations. Afia was very familiar with routines

and expectations and moved with confidence throughout the setting.

Afia demonstrated a strong sense of agency and demonstrated a sense of empowerment in
making things happen. She moved through activities, spending a careful amount of time on
them until she was happy to move on. She is independent in intiating activities and will

move to do things she enjoys without waiting for others to lead. She can just as easily enter
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into other children’s play and is included easily. Afia has a caring desposition and shares
with other children. | noticed in particular her learning dispositions and her sense of pride
and achievement. She was particularly drawn to adult led activities and sat for longer than
the other children until she was happy with what she had done or produced. | was
surprised at her focus as the other children sprang quickly between activities. Duffy (2006)
describes ‘possibility moments’ where learning can take differrent directions if supported
appropriately. Afia is more likely to experience these moments through her choice of
activities. However, research has suggested that children demonstrate their agency more
clearly within unstructured learning (Matthews & Rix, 2013). | also observed this by
watching Afia develop her agency in ‘Companionable play’ through both her communication
and through her confidence to develop play. When her agency lead her play, creativity was
fostered (Matthews & Rix, 2013) and | saw her developing imaginative play and her
emerging confidence. | saw a strength in her character playing with others, she was

directing them but did not need to talk for a while.

“..Afia is in deep carentration. Not talking but sharing and passings as her friends need

things. She fills a | arge jar with sand.

she c a(OBS#40-43)t . "

The research also demonstrated that Afia was able to experience the principle of
‘Companiable learning’ (Roberts, 2010) in her life. The life history research identified the
child enjoyed spending time with Fatema and Grandmother. Her HLE enables her to play

with Fatema and her siblings doing everyday things with them, making her an ‘Anchored
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child’ (Roberts, 2010). Lindon (2010) suggests older siblings can often give the younger one
a chance to exercise some direction over the play. Her key worker, who had previously
worked with Afia’s siblings identified them as contributing to her success (INT2:23.) |
observed Afia making time and space for helself within the setting, taking herself to find a
book and relax in the book area which demonstarted the last construct of Roberts (2010)

model.

In addition to factors discussed by Roberts(2010) | looked for other attributes within the
child. | found from my observations that the child had two characteristics which supported
her development and resilience. These were curiosity and being focused. These
characteristics were also separately identified by the Key worker (INT2:25-27). While
observing the child | noticed that she approached things that other children had not noticed.

She had a thoughtful slower pace like she was taking everything in.

“She t ur nstolsene makers anhe wadl (outside) relating to songs and
encourages her friend to help her look at them. These have not been explored by any other

c hi | ¢goBSe:16-18)

Without sharing this with the key worker | asked her to tell me the child’s characteristics.

When she said “curious”l asked her “why?” She replied:

“She was the first one to notice the tomato

the chickens and things that the other childamnot” (INT2:29-30)
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The definition of ‘Epistemic curiosity’ is ‘the desire for knowledge that motivates individuals
to learn new ideas, eliminate information gaps and solve intellectual problems’ (Litman,
2008.) This definition fits well with my observations of Afia and the curiosty she displayed.
Epistemic curiosity is noted to play a crucial role in different areas and stages of life
including cognitive development (Tamdogon, 2006), academic learning (Day, 1982) and
personal growth (Kashdan, Rose & Fincham, 2004). Garon et al (2008) suggests the
devlopment of focus or sustained attention provides the foundation for all development.
This links to further research in older children (Conners, 2000) where focus leads to the
achievement of targets. The research suggests that the charateristic held by Afia have

supported her success and development during her time in Pre-School.

Reflections and Conclusions

When | chose my purposeful sample | did not have a wide range of children to choose from
as although most children have made good progress in our setting, many still are not at the
expected level of attainment for their age. Both children were girls, with research suggesting
that being a girl is a protective factor in itself (Werner & Smith, 1998). However, there were
no boys that fell into the criteria for the sample. For future research | would take a larger
sample containing both sexes. | still wanted to ensure that the sample of children had some
differences so | could compare and contrast the data. The participants were from very
different cultures and backgrounds, had different ethnicities and religions. One child spoke
English as her first language and settled very well into the setting, the other came into the

setting with no English at all and struggled to settle. Both children had several significant risk
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factors that had the potential to affect their development. However, both of them had many
more strong protective factors which encouraged resilience to risk which outweighed the risk
factors leading to happy, successful children. What came as a surprise to me was a majority

of these protective factors and other findings from the research were the same.

The similarities began with both children having accessed the Children’s Centre as a baby and
attended through to accessing Pre-School in the setting. The foundation years are said to be
the best period to shape a child’s life (Field, 2011, Allen, 2011). Both mothers were actively
engaged with the Centre, both attending all learning workshops and reviews of their child’s
progress. Both Mothers demonstrated through the life history interviews that they have an
emotional involvement in their child’s education (Reay 2000). The research did not explore
their motivations or further explore this, although it found in Afia’s case that her Mother had
high aspirations for her children to find employment and buy a house in the UK. Another
similarity was their stimulating HLE based on the child’s interests with both Mothers actively
engaging in their play, including them in everyday tasks and learning new skills. This
combination of money allocated to resources and time spent with the child has potential to
increase their cognitive skills and language (Gershoff et al, 2007.) Both girls had a close loving
relationship with their Mum and the rest of their family. They both received good parenting
and guidance (Field, 2010) with no smacking. Both girls had regular if not daily contact with
their maternal Grandmother who was a strong figure in their life and a strong support for
their Mum. While there is evidence (Smith, 2004) that a relationship with one key person can
support a child’s development | could not find research to support a presence of a maternal
grandmother. | feel that this is an extra level of support for both families and often a strong
link to the culture of the family (Smith, 2004). In both cases their Mother and Maternal
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Grandmother had no qualifications and were unemployed which is a potential risk factor
(Magadi & Middleton, 2007), however the presence of both of them in an encouraging strong
HLE has provided a strong protective factor for these children. Both children initially met and
made a friendship with a child from a virtually identical background. This friendship provided
a safety net for the child who initially would only interact and play with this friend. When their
confidence had grown they then began to branch out to make other friendships. Boulton at
al (1999) found that if children have a reciprocated best friend they are more likely to be
protected from social exclusion or aggression from peers. In the case of Lexie and Afia, the
security of these friendships helped to move onto other friendships. In both cases their
Mothers went on to become friends, seeing them out of the setting and building on the

children’s friendship.

Neither child was the boldest or the loudest in the setting. You would not necessarily notice
them straight away when entering the setting. This demonstrated the theory that the
phenomena of resilience can be a common operation of basic adaptation, coming from the
magic of the ordinary (Masten, 2001). | certainly saw magic in the ordinary of kindness,
imagination, creativity and conversations. The children were both strong, had a sense of their
own identity and were found to both have attributes that contributed to their success. These
included leadership, curiosity and focus. They were both independent and made sure their
own needs were met. Both children were kind and caring towards others and were a pleasure

to observe.

Whilst moving through the research | began to notice factors that were identified as key
protective factors for the children. These began throughout the life history and continued to

build. It was the building of factors that led me to explore how these would build in the life of
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the child. | began to see these protective factors as ‘building blocks’ of resilience with each

block building on the one before. The blocks are in a consecutive order, each building on the

last, increasing the resilience of the child and therefore their success to achieve. See diagram

below:

Building Blocks of Resilience in children.

Protective Factors increasing likelihood of achievement.

L Edwards - 2015

Parents/carers
high academic
aspirations for the
child.

Child’s Individual
positive
Attributes.

Attachment to Key
Person and Peers
in setting.

Attendance at a
Pre- School Setting

With some other
links within the

g Likelihood of Child Succeeding
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A good Home
Learning
Environment -

well resourced. Time
spent learning with
key person

Having a secure,
loving family.

With a key
relationship with at
least one member.

The factors are in this particular order as a

natural chronologically from the birth of the child. In both case studies these factors naturally
developed in this order. If as practitioners we recognise this natural order of protective
factors, we can support families to develop them fully. From developing secure loving
relationships from birth, this led to developing the HLE based on the child’s interests as they
grow, then followed the use of community facilities and the attendance of Pre-School. Good
relationships can be built within Pre-School with the child’s individual characteristics being
developed and finally the high aspirations of the parents to support and drive the child to
succeed. The factors build upwards in order to maximise the chances of the child’s success.
For example, a child may attend Pre-School and have good relationships with staff and peers
but if they do not have a loving environment or good HLE then their chances of success will
not be as high as a child who has all three. This model gave me a clear view of how as

practitioners, particularly within Children’s Centres we can support children and families.
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Starting with the first building block of having a secure loving family, we can identify this
initially through the settling in period with the child. The old model of home visiting children
has ceased as capacity of staff is limited. | think a re-introduction of this could model could
help staff identify families that need support earlier and also give them a chance to look at
the child’s home learning environment. If families are in need of support there are family
support workers who can be allocated to the family. | would look at incorporating an initiative
called ‘Bookstart’ into this induction as the research has shown the importance of early
literacy skills and would provide books for the child at home. In our setting, the regular
provision of learning workshops enable the child to learn alongside their parent, often in a
fun way, supported by staff. The research has shown the positive impact of these sessions
both engaging with the parent and increasing their confidence in the child’s learning. These
help to build that key relationship between a child and carer and will facilitate activities to
take home. To further support the HLE | would like to see staff looking for additional ways to
support the child’s HLE by providing further activities based on what is happening within Pre-

School for them to take home.

Within our area the take up of children for both two and three year old places is low. In a
transient community many families do not know their entitlement or for others it is not a
priority. The research has shown the importance of both good links within the community
and the attendance of Pre-School . It is important that we continue to promote the Pre-School
within the local community. We also promote other settings as we are usually full. We work
together with other local community venues and within groups often walk with families to
local places. | would consider incorporating this into Pre-School to build on families’
community links.
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The research found that within Pre-School it was important for the child to feel attached to
both a key person and their peers. An issue for practitioners within the City is the growing
amount of children with English as an additional language within settings. Being able to
communicate with the child while they are settling is crucial to this attachment, and the
introduction of photo cards or the use of interpreters could help practitioners to build on
these relationships. Regular supervision with staff can also highlight issues for staff or a

chance to discuss individual children and their relationships.

Although children’s positive characteristics are individual to them, as practitioners we need
to both notice and act upon these observations where appropriate. Both key workers |
interviewed knew of the child’s attributes and could give examples of them. Neither had
looked at developing these or finding next steps to further stimulate the child. In the example
of Afia, the research had shown she had natural curiosity. The environment and activities
could have been easily developed to enhance this attribute in the child and could have been
shared with her Mum to develop at home. As practitioners we need to get to know children’s
attributes and develop these through careful planning and a stimulating environment and

activities.

The final protective factor is the high aspirations of a parent. This was placed as the final
building block as the research found that Lisa did not have high academic aspirations for Lexie
but just wanted her to be happy. She did however have all the preceding building blocks and
although had not expressed aspirations such as University, she had been extremely
supportive of her education so far. In Afia’s case, Fatema had very high aspirations which rose
from a troubled time fleeing from another country and the need for security which was

associated with academic success. As practitioners | see us supporting this by encouraging
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parents to have their own aspirations. In the Children’s centre we run a variety of adult
courses and | would like to develop this to a volunteer scheme and further support parents
back to work. By raising their confidence and aspirations and engaging them in their children’s

education we can try to raise and support these aspirations.

Another finding from the research was that the community in which the participants live,
despite being an area of high deprivation actually supported both families rather than being
a risk factor. It had been my assumption for a long time working in deprived areas that the
community itself affected children’s chances of achievement. Both families reported only
positive experiences of living in the area and wished to remain there. However, the research
also demonstrated that the success of both the family and of the child was dependent on the
attendance of both the Children’s Centre and community facilities. These were funded and
placed in the area due to high levels of deprivation to increase the life chances of families

such as the participants.

To conclude, the research undertaken met my aim and | was able to fully explore the lives of
the children in my sample. The life history interviews enabled me to answer the question of
what perceptions do respondents have about influences in their lives. This data enabled me
to complete an eco-model (Bronfenbrenner, 1974, 1979, 1994) surrounding the child looking
at the influences surrounding them. The research has identified clearly attributes the children
possess and how they can serve as a protective factor. The three methods used enabled me
to build a full picture of protective factors for the child including relationships, environmental
factors and individual attributes. | developed this by creating a theory of how these factors
can build upon each other to increase the resilience of the child and protect them from risk

factors.
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| have thoroughly enjoyed this piece of research and getting to know the families involved.
The findings of the research have further highlighted to me the importance of risk and
protective factors within child development. In particular | feel practitioners should be made
more aware of these, particularly in areas of deprivation. | would like to extend the study

using a larger, more varied sample to test and build on my findings.
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Appendix-1
Life History Interview Questions/Prompts

What was going on in your family, community and world at the time of your birth?
Are there any family stories told about you as a baby/ child?

What do you remember most about your grandparents?

Tell me about your parents?

Describe your mothers’ personality and qualities?

What do you think you inherited from them?

What is your earliest memory?

What is the ethnic/ cultural background of your parents?

What Cultural celebrations/traditions/ rituals were important in your life growing up?
Was religion important to your family?

Is religion important to you now?

Did you feel nurtured as a child?

Were you encouraged to try new things as a child?

How was discipline handed in your family?

Did you make friends easily?

What is your first memory of learning?

What did you learn at home? Who taught you to count/ read?
Tell me about your memories of School?

How long did you stay at School?

What were your aspirations at School? What did you want to be?
What were your parents’ aspirations for you?

What type of work did you end up doing?

Tell me about how you met your partner/ husband.
Tell me about your child/children.

What do you enjoy doing with your child?

What activities do you do with them?

What do you teach him/her?
What resources do you have at home for your child?
What are you aspirations for your child?

Tell me about where you live/ your community.
What is different/ unique about your community?
What are your links in the community? Nursery/School/ place of worship/community venues?
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What have been the main challenges in your life in the past?

What are your main challenges now? — money, housing, community?
What has been the greatest achievement in your life?

What are your hopes for the future?

Is there anything we have left out?
What are your feelings about this interview and all we have covered?

Appendix-2 Life History Interviews
Life History Interview — LIF1
Lisa — Mother of Lexie

Line No. Narrative
1 | Mum and Dad split up when | was 1. As Dad was violent. We
2 | know now he has bi polar which explains a lot. Moved to City
3 | Road and then to Ladywood for last year of Primary school.
4 | Lived with Mum, 2 brothers and took in Nan who eventually
5 | was a double amputee and was diabetic and senile. Nan was a
6 | strong character, was very close to her. She was psychic. Used
7 | to see Dad but hated it and him. Just to always get food
8 | poisoning.
9 | Very Close to Mum, my best friend. Was a tom boy, | had to
10 | learn to fight with 2 brothers.
11 | Had a connection with the brother nearest age as me. The
12 | older brother was like Dad. | use to wind him up and grass on
13 | him all the time.
14 | Stories | was told about me as a baby — | used to love sleep so
15 | must | would rattle the gate to go back to sleep. | would pull
16 | worms apart and eat them.
17 | Mum held everything together. We never wanted for anything.
18 | There was no money but Mum was always there. | had friends

=
Ye]

who had all nice new things but never saw there Mum and

N
o

Dad, if anything they used to come to our house. Mum would

feed everyone. Dad never provided only when | was a teenager

N
=

did Mum get a pay out but it was not much.

N
N

N
w

| started smoking at 9. Everyone did. | do not smoke now.

N
D

| inherited my mental health problem from my Dad. | get my

N
(O}

stubbornness, awkwardness from my Mom. | am also loving
like her and would help anyone. As well as laidback.

26 | Dad is Irish and moved to England Aged 3. Mum is white British

27 | (Grandparents of Child 1)

28 | We used to celebrate Christmas, Birthdays, St Patricks Day, St

29 Georges day but when we lived in City Road | had lots of Irish

30
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31

32

34

35

friends and so celebrated Eid with them, | even did the fasting.
We have no religion.

| had lots of nurture as a child, discipline was just being told off.
No hitting.

| made friends easily but this was harder a secondary School
and | went really shy.

36

37

38

39

40

41

42

43

44

45

46

47

48

49

50

51

52

53

54

55

56

57

58

59

60

61

62

63

64

My first memory of learning was at City Road School. | did not
learn much | used to look after a boy who was disabled. With
him | felt separate from the class.

| learned more in Year 6 of ...................... The teacher used to
shout really loud and not let us have rubbers.

At home Mum taught us to knit, sew and cook, even my
brothers. It was Mum who taught us to count and read.

We had lots of toys at home, Mum used to get them from
jumble sales. We would also swap within the community. We
would pass things down and so would others.

Wentto ................ Secondary School, hated it. Was bullied.
Hated it so much | ran away to London with lady in flats. | was
on crimewatch and everything. She was arrested afterwards.

| did not pass any exams at School, stay on for a bit in sixth
form to do a GNVQ in care but left. | tried working in a couple
of hairdressers but did not like it then got a job in a an elderly
nursing home which | loved. That was what | had wanted to do.
They took me on with no qualifications in it. The care home
closed down.

At this time | had moved in with my previous boyfriend (to
another area) and started working at a different nursing home
which | hated, | did not like the way they treated the old
people.

My mums aspirations were to be happy, no pressure, | was just
left to it.

He was my first true love and was much older but he was
violent and | suffered beatings and rape. This went on for 6
years until one day | had enough and left. He was drunk one
night, | wouldn’t let him in and my Uncle came to pick me up in
the morning. At this time (about 18/19 years old) | became ill
with vasculitis and lichen planus and my kidneys.

65

66

67

68

69

70

Met current partner David on the internet, been together for
10 years. We talked for months before we met. He has always
worked. He lived with his Mum and Dad. | was down on the
council housing list since | had been 18 but it kept changing. At
this point it went to points and we were able to get the 1
bedroom flatin ........... house.
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71 || had self harmed from an early age but hid it. | was diagnosed

72 | 14 years ago. It was the courage of having David that let me to

73 | get help. | was diagnosed with borderline personality disorder

74 (BPD) but a quiet version of it, | go into myself. | have had lots

75 | of counselling. That has helped a lot. | know the triggers now,

76 | it’s the release that | want. They teach you techniques and they

77 | work.

78 | | hada miscarriage in 2008, | was 14 weeks. | had Child 1 in
79 | 2010. I had her in the women'’s hospital a week late. | had a

80 | caesarean section as our heart rates were dropping. | was on

81 | sleeping pills and all other pills for my mental health when |

82 | had her, they were worried she would have withdrawals but

83 | she had nothing.

84 | She was on child protection register for 4 weeks because of my

85 | mental health and suicide attempts but | do not know why

86 | when you self-harm you go into yourself not harm others. They

87 | just came and took her off it, no problem.

88

89 | Lexie -

90 | Her first word was Mom but | was out of the room when she

91 | said it. | used to take her out to the Children’s centre, to stay

92 | and play, musical babies. Staff here have known her since a

93 | baby. At 8 months she was crawling around. She was walking

94 | round just after 1, she used to love going round in her walker.

95 | Now she likes dressing up, make up, she watches you tube

96 | tutorials and puts her make up on. | buy her kids make up. She

97 | won’t go out without perfume now. She loves shopping, going

98 | to the park, soft play. She’s spoiled, she’s got everything. She’s

99 | had a tablet since she was 1. She thinks the computer in

100 | Nursery is old.

101 | | have taught her to walk, talk, feed herself, we share books. |

102 | read to her, then she reads it back to me, her version. She has

103 | loads of toys and resources. She not bothered about drawing or

104 | numbers. She likes using her imagination, she is always doing

105 | voices and playing with little things.

106 | She is a good girl most of the time but she is gobby and bossy.

107 | Have you heard her? She’s worse when tired and worse with

108 | her Dad and Nan. She tests the boundaries, trying to see what

109 | she can and can’t get away with. | am the one that does the

110 | telling off. She’s a Mummy’s girl. She independent, that’s the

111 | word. She wants to do everything herself.

112

113
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114 | She settled into nursery straight away. She did not even want

115 | me to stay to the settling in sessions. | ask her what she has

116 | done at Nursery. She says ‘Nothing’ but later on at bedtime she

117 | starts to tell me. She goes to dancing on a Saturday. She loves

118 | it. She does tap, street, gym and ballet.

119 | | want her to be the best she wants to be, not that she can be,

120 | what she wants to be. Just want her to be happy.

121 | | do not know any different than living round here. It’s great

123 | whatever people say. In the old flat everyone knew everyone.

124 | They would bring Easter things round for the baby. A real tight

125 | knit community. It’s not like that in the new flat, there are too

126 | many people. The only thing | do not like around here is the

127 | smell of drugs. It’s everywhere. As soon as you walk into the

128 | flats it’s there, in the lift, you only have to walk down the road.

| have used this Children’s centre and the Community Centre to

take child 1 to things.

129 | The main challenges in my life have been health, physical and

130 | mental. They think it would be too much for me to go back to

131 | work at the moment but | like being her for child 1 anyway.

132

133 | Money, but we are ok now. | think it’s more important to be

134 | together as a family unit than money. It was challenging living it

135 | the 1 bedroom flat in the tower block but we have moved now

136 | and got two bedrooms.

137

138 | Challenges now will be her going to school, she will be fine. It’s

139 | me that won’t be. | won’t know what to do with myself.

140

141 | My greatest achievement in life is her, definitely.
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Life History Interview — LIF2
Fatema — Mother of Afia

Line No. Narrative

| was born in Kirkuk, Iraqg. | have 4 brothers and 1 sister. My Dad

died when | was about 12 in the war. | do not remember much but

Mum told me in was hard. Mum stayed at home and Dad drove a

taxi. We had enough money but not too much.

Mum is strong, | am strong like Mum. She never shouted or hit but

was quiet. | am like that | do not shout.

We are Kurdish, | speak Kurdish. We are Muslim and celebrated

Hijra, Ramadan, Eid. We did not go to the Mosque, just at home.

OO |NOD LD WIN|E

No head scarves or anything like that. | had a happy childhood.

[EEN
o

[y
=

| have no memories of School. There was no School, well my

brothers and sisters went to School and loved it. | did not like it so |

[EN
N

=
w

stayed and helped Mum. | learned Kurdish at home and a bit of

=
E

English. School started at aged 6 for 7 years.

[EEN
Ul

| learned to do the cleaning, washing and cooking from Mum. | was

[EEN
[e)]

a good for Mum. | played outside lots. | had lots of friends. They

[EEN
~N

taught me to count and read, not Mum. We had toys.

=
(o]

| was expected not to go to work. Not like here in England where

girls work. | was expected to do the cleaning, helping Mum. | did

=
Ye]

not go to work in Iraq.

N
o

Schools over here are much better for Children.

N
=

N
N

N
w

| came to England in 2002 because of the fighting and Saddam.

N
IS

Came to Birmingham. | had an arranged marriage in 2004 and had

N
(O}

my first child (10 years) and second child (9 years) He was no good.

N
()]

He drinks and no good. So divorced and on my own with children.

N
~N

My family tell me to leave him they say he is no good. Mum,

N
(0]

brother and sister came at same time and are not far, twenty

minutes away. Child 2’s Dad is in Irag. She has seen him 1 time.

N
o

w
o

w
=
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32

33

34

35

36

37

38

39

40

41

42

43

44

45

46

a7

48

49

50

51

52

53

54

When | get a good job he can come over he. | love him and he said
he will wait for me how ever long it takes. My sister married well.
He is nice and they have nice house and two children. She is a
hairdresser. | do not want to be a hairdresser.

Older children are at School, they love it. They are doing very well.

My eldest says ‘Il will get a good job and buy you a house Mum’.

| play with them at home. Child 2 loves to play with dolls,
imagination. She likes painting. They play together, | play with
them. My older read the books at bedtime; they can read to Child
2. | talk with her when playing; listen to her, say this, this, and this.
We have lots of toys, too many from family. | have to buy clothes
and food. They send all of this, my brother he got an Xbox for
(eldest child)

| do not shout at them, | do not have to they are very good.

| want them to have a good job with good money. | like them to go
to University and get good job. Eldest child (10) — he tells me he
wants to be an architect. He says “Look at that house Mum, | will
buy one like that”. My daughter (9 year old) wants to be a doctor

and | think Child 2 will be a teacher. They love School.

When child 2 is at School in September | am going back to college
to do English, the writing. | can speak ok but not the writing. Then |
am going to get a job with good money. It is from in me that | want
to do this.

55

56

57

58

59

60

61

| use the Children’s Centre and the community Centre. | do not go
to Mosque just at home. | only have one good friend here. Not lots
of friends but my family are not far. | see them a lot. When | need
things they bring me, more food, help me when | am tired.
Children will stay with them. We see a lot of my Mum she loves the
children.

62

63

64

65

66

67

68

69

70

71

The main challenges in my life have been the war in Iraq. My Dad
dying although | do not remember much about that. Leaving Iraq
and starting a new life. Although it was not that bad when we
came here.

The main challenges now are | would like more money, maybe get
a car and a house one day. | can’t go to college until child 2 goes to
School, although that is soon now and Child 2s Dad being in Iraq.
My hopes for the future are to go to college and get a job. For the
children to grow up in England, go to college/ university and get
good jobs. Never ever go back to Iraq.
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Appendix- 3 Observations

Observations of Lexie — OBS1
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14/4/15

Lexie is sitting with 2 friends in dressing up
clothes and dancing to frozen. Key worker
approaches with adult size guitar. Both her
friends run to it and join in. Lexie stays sitting
down and watches.

She approaches when called by key worker.
She moved away again. When key worker
calls her for an individual turn she doesn’t
want a go and runs to another activity.

She plays with play dough briefly ‘I made
‘pancakes earlier’ she shows me.

She confidently joins in with boys crawling
around the floor and sitting by the computer
playing with cars with them.

She initiates going outside with her peers and
takes the lead to the slide with a friend.
‘Jayne, I’'m brave, woo hoo’ she says after
manoeuvring over wooden crates to climb
onto the slide.

She challenges other child for moving her
flower ‘I put that in a safe place’ but let her
have it afterwards.

A smaller child is at nursery with a child
settling. He waits patiently for him to go
before her on the slide.

She defends her friend when another child
tries to take her bracelet ‘That’s hers’.

C- visual
expression,
music and
moving

A —sense of
pride and
achievement

A — confidence,
sense of self

A- sense of
empowerment,
making things
happen.

B — awareness
of expectations

A- caring
deposition for
others

A- caring
deposition for
others

2. Agency in
Companionable
Play

2. Agencyin
Companionable
Play

2. Agencyin
Companionable
Play
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She starts creative activity with a member of
staff and accepts help cutting and being
shown how to tie a knot. She quickly loses
interest as the children are running around
screaming ‘Monster’ and she leaves it
unfinished to run around.

She leads her friends and others around her in
most activities. She encourages her friends
and then others around into the house. ‘Come
in, come in’ and she shuts the door quickly.

She came in, took her coat off but when
realised that they were then allowed outside
without coats that she wants to go back. She
ran out cheering with two friends.

She interacts well with two close friends,
focusing more one as the session progresses.

‘Name, you are my best friend’

Her friend is a confident little girl. However
Lexie chooses and dominates most of the
play. She says no to her friend’s suggestion of
a game and suggests instead hide and seek, in
which they go on to play.

Her key worker is outside but not leading an
activity. She enjoys any interaction they have
including the key worker helping her out of
tyres. She calls her when she needs additional
help. Her key worker sits by the sand and
engages in a one to one with a new little girl.

Lexie stops what she is doing on the slide.
Goes over to the key worker and says ‘Do you
like my new necklace’ — (she asked this
guestion several times to all staff when
entering nursery).

She leads her friends to snack time, helps
herself to fruit and takes it outside. She
returns inside for more and is blocking
another child sitting down. He moans ‘my
chair’. She moves aside and asks him ‘Do you

want kiwi?’ while serving her own. He
continued to moan about the cups and she
attempted to listen and solve his problem
before running back outside.

She sits with her friend eating snack ‘I like
kiwi, | might buy some at home’. She goes
back for more fruit but there is none left. She

B — Attached to
companions
(staff)

A - Internal
decision
making. Sense
of
empowerment

Leadership

B — Attached to
companions
(friends)

B — Attached to
companions
(key worker)

A - Caring
disposition
Internal
decision making

Independence

2. Agency in
Companionable
Play

1.Companionable
attention

2. Agencyin
Companionable
Play

2. Agencyin
Companionable
Play

2. Agencyin
Companionable
Play
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106

107
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114

115

116

117

118
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120

121

stand looking disappointed but soon recovers
and runs outside again to play.

She climbs in the tyres with her friend and is
in there for a while. ‘What are you playing in
there?’ | ask ‘Detectives’ she said. ‘What’s a
detective?’ | ask ‘Like a best friend’ she says.
Lexie moved around with confidence within
the setting with a close group of peers. She
led and determined most activities they

undertook but was kind to her friends and
considerate to others feelings.

She chatted throughout her play. Giving the
others instructions or commentating. She
moved through activities quickly with no focus
on time spent on a particular thing.

27/4/15

Lexie dresses up in princess clothes straight
away, She is busy playing with two close
friends and a stuffed dog. She uses her
imagination using pencils for a ‘rainbow
comb’ they need in their story. They did find

one comb and she let a new little boy have it.
He asked her to comb his hair with it. She did
so very gently, smiling at him. She let him do it
to her. “It tickles” she said.

She led her friends to snacks
“Shall we have fruit”. She gave out the bowl|

to the other children. She rearranged chairs.
Another child tried to take a chair from her,
she stayed calm and did not retaliate.

A little girl was lying on the bag looking
sleepy. She went over and stroked her hair
“Are you ok?” she asked

“Can you look after her?” she asks her friend
and takes off her crown and gives it to the girl
lying down.

She chooses a book and sits down in the book
area. She reads a book all the way through by
reading the pictures.

| ask her questions about things in the book —
she becomes a bit shy. | ask what her
favourite book is.

“The tiger who came to tea” she says.

She starts another activity looking at shells

Demonstrated
C - listening,
looking, touch,
body language
and talking.
(more talking
than listening in

play)

C — Visual
representation,
stories, body
language,
moving.

A —Caring
disposition
B — self

regulation
Leadership

A - Caring
disposition

C- stories

2. Agencyin
Companionable
Play

5. Children’s
personal time
and space

2. Agencyin
Companionable
Play
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139

140

141

142

143

but quickly moves on back to role play
encouraging her friend to dress up as

Cinderella.

“I am Belle, her is arrested” she says holding
her friend aside with a pan. They continue to
play the game of ‘prisons’. She remains gentle
even though some of the others need
reminding not to be rough.

Her friend tries to change their game to
fairies, “No” she says.

They sit down for a few minutes looking at
their shoes. It is the only brief respite | have
seen her have before she jumps up and says,
“We need a new game”. They role play into
princesses again. On the carpet for circle time
she sat fully engaged listening to staff and
joined in with the songs and activities.

29/4/15

Leading imaginative play again with two
others. Lying on floor and pretending to be ill,
the other helping and rescuing.

Allowing other children to flow into her play,
was inclusive. Firstly on the slide and then
while building a train track.

A - Internal
decision
making. Sense
of
empowerment.
Positive
learning
dispositions.

B —awareness
of expectations,
familiarity of
routines

A - Internal
decision
making. Sense
of
empowerment.
Positive
learning
dispositions.

Page | 81



Observations of Afia — OBS2
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27/4/15

Afia is drawing strawberries on a piece of paper at a
focused activity table with her key worker. She is very
focused and spent time making sure she is happy with
them, changing colours to add the green stems on.
She hands them to her key worker.

She helps herself to snack and sits alone quite happily
enjoying it.

She joins her friend outside in the sand and plays
collaboratively with her.

They move into the play house and spend time
chatting in there. They begin to sell ice creams to the
other children.

She explores the outside environment but not with
the toys provided. She turns her attention to some
markers on the wall relating to songs and encourages
her friend to help her look at them. These have not
been explored by any other children.

She continues to play with her closest friend and gets
a pushchair and baby to join her in the garden. She
moves carefully around other children and is
considerate of their games.

She is independent in initiating activities and takes
her coat off and dresses up on her own. She moves
away to engage with other children and then takes
herself off into the book corner to lie down across the
chairs.

After a while she asks her key worker if she can go on
the computer and engages her closest friend to join
her.

She is totally focused and spends quite a time at this
activity. Working together with her friend to do it, she
takes turns, sings aloud and repeats the computer.
She questions her friend when she tries to leave the
activity, her friend returns and they play for longer.
She asks for help from key worker when computer
needs resetting.

When she finishes this activity she easily joins into
another child’s play and helps them to build a train
track.

6//5/15

A — sense of pride
and achievement
A — confidence,
sense of self

B — Attached to
companions (key
worker)

B — Attached to
companions
(friends)

Curiosity

A- caring deposition
for others

A -sense of
empowerment,
making things
happen.

A - Internal decision
making. Sense of
empowerment.
Positive learning
dispositions.

Focused
B — awareness of
expectations

A- caring deposition
for others

A- caring deposition
for others

1. Companionable
attention.

2. Agency in
Companionable
Play

2. Agency in
Companionable
Play

2. Agency in
Companionable
Play

2. Agency in
Companionable
Play

2. Agency in
Companionable
Play
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She is playing with four others (one of whom is her
best friend) in the sand pit. They are all concentrating;
not talking, Afia is in deep concentration.

Not talking but sharing and passing as friends need
things. She fills a large jar with sand. She tried to put
lid on. She can’t but perseveres until she can do it.
Some sand falls out, she refills patiently.

A girl joins them “I’'ve missed you” she says. She offers
her the jar she is filling. Her friend raises the sieve up
high. She scoops up sand and pours it in.

They get lively and brush sand off.

She chats about what she is doing but not constantly.
Her friend fetches chair and she copies.

A conversation starts around the sand pit. Her friend
says “I've got Barbie dvds”

“wow” Afia says. “ I've got Barbie shoes and glasses”

“Do you know the mermaid Barbie, | like that one.
That’s my favourite”

She accidently brushed sand in her friends face. Her
friend ran to the toilet area in panic. Afia ran quickly
after her to check she was OK.

She initiates further play in the sand by getting
objects from a box underneath. She chooses a frog
and takes it to show her friend.

She initiates play dressing up and says to a staff
member “I did it myself”. She gives the worker a high
5 and is very pleased.

She sits at computer (with closest friend) watching
intently as her friend works through the games. She
gets excited at the game and encourages her friend.
She recognises the word ‘yes’ on the screen and
directs her friend to press it. She starts singing with
the game.

| ask her “What do you like doing in Pre school” ...
“Snacks and computers” she says.

She easily includes another child into their work on
the computer.

Her friend says “My house is big”, Afia laughs. “What
are you laughing for?” her friend asks.

“Can | come to your house she says”.

They begin to talk about Birthdays.

| ask her

“When is your Birthday”

“1 do not know, after I finish here | think” she says.
She gets up and brings a caterpillar toy into their play
“I like this one. She plays with the egg timer, still

Sustained
attention/focus

A - Internal decision
making. Sense of
empowerment.
Positive learning
dispositions.

P — Motor control

B — Attached to
companions

A- caring deposition
for others

B — Sense of
Identity

A - caring
deposition for
others

A -sense of
empowerment,
making things
happen.

Sustained
attention/focus

B —awareness of
expectations, self
regulation

B — Sense of
identity

2. Agency in
Companionable
Play

2. Agency in
Companionable
Play

2. Agency in
Companionable
Play
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sitting patiently while her friend plays on the
computer.

She leaves her friends there, takes off her dressing up
outfit and returns it to it place and goes back to her
friends.

13/5/15

Observed Afia on the carpet with other children. She
was sitting at the front with her legs crossed fully
engaged. She joined in happily with the singing and
took her turn when she went to the front being a frog
jumping into the beanbag. She listened to staff when

they quietened down the group and followed
instructions when parents came to collect.

B — belonging to
place

B — awareness of
expectations, self-
regulation

B — Sense of
identity
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Appendix-4 Semi-Structured Interviews with Key Workers

INT1

Semi-Structured Interview.

Line No. Narrative

Tell me about Child. When did she start at Nursery? How did she
settle?

She started in January 14. Previously we had seen her at drop in (stay

n play) but for short spurts (think this was because of Mum’s

confidence, they would come in, do an activity and then go). She was

always confident, straight in never cried. Even now if she is upset she

will withdraw but not cry. She might come and sit on my lap- but it

takes her time to get over something. At the start the health visitor

made a referral because she wouldn’t eat anything. She had no

interest in food or wouldn’t try things she liked again. At preschool

OO (N[O NP WIN|F-

she started eating fruit, we did a food diary for Mum. Now Mum says

she never stops eating. She came into nursery in pull ups, we

[ERy
o

encouraged Mum to swap her to pants and she became quickly toilet
trained. She became friends with Child as soon as she started

[any
[EEY

[EEN
N

nursery. Their Mums then became friends and they started seeing

[EEN
w

each other out of preschool.

[y
o

Tell me about her development over this time?

15 | Her development has always been on track — except for Physical. She

16 | had an episode of falling over. Mum took her to the doctors and she

17 | had exercises to do — it was short lived and she was soon back on

18 | track.

19 | PSED — She makes friends easily. But prefers to have one friend

20 | particularly in role play. She tolerates this well and can keep this

21 | 8oing for a long time. She can struggle in bigger groups. She can

27 | upset others in these situations (I addressed this and it has got

23 better).

24

55 Literacy — She’s got a real love of books. It was her fist interest when

26 she started. She was always getting a book. She brings in books a lot

>7 for show and tell. She will often be re-reading a book we have read.

o8 She is good with numbers. She can count to 20, recognise numbers.

59 She is always counting things, steps when out and about etc. She was

20 struggling with her name. We told Mum and she bought an easel
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31

32

33

34

35

thing and now she can do the ‘T’. She’s not really interested in mark
making but can draw amazing pictures. She is really imaginative, she
loves dressing up and role play. She can join in with others play.

She likes to take the ‘lead’ and does so even with strong children.
She asks for things if she needs things them. She helps herself to fruit
and makes sure her needs are met.

36

37

38

39

What characteristics does she have that you think contribute to her
success?

She’s competitive, confident (outspoken), likes to lead, strong
minded, she gets her own needs met (independent).

She’s not always the loudest is she?

No she’s not, but she always manages to get the others to do what
she wants to do. Even the really strong characters.

40

41

42

43

44

45

46

47

48

49

50

51

52

53

Tell me about her family and her home environment.

There is mum, dad, her. They have close relationship with Nan, see
her every day —they are always there. | think dad drops them there
before work and they come from there. They are a close knit family.
Family is really important to them. She is always bringing in photos if
things they have done as a family. They see Dad’s parents as well.
She stays over there. They have lots of pets, a dog, 3 cats and a
rabbit. Child 1 wanted a snake but they got her a rabbit. She’s very
close to the dog Lucy. If mum says anything about it she gets upset.
They have lots of experiences and do lots of things with her. Have
taken her to other things at symphony hall after she came to ‘the
tiger who came to tea’ with us. Been to other theatre and other
things in town, they go to the cinema a lot.

They previously lived in a 1 bedroom flat and have recently moved to
a high rise flat.

54

55

56

57

58

59

60

61

Do parents engage with setting? What do you know about her home
learning environment?

Mum has been to every workshop we have ever had. Every review.
She has attended parent forum, started incredible years (parenting)
is now doing jewellery making.

They have lots of resources at home. She needs lots of one to one
attention. Mum says she’s demanding at home for this. They send a
lot of photos in of things they do at home. They do lots of baking and
cooking at home — measuring. Lots of creative stuff, they made a bag
and she took it to the cinema.
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63

64

65

66

67

68

69

70

71

72

What risks do you think the child is exposed to? What resilience/
protective factors do they have/ are in their lives?

Risks

Mum’s Mental Health

Being an only child (she has struggled to share Mum with Dad and
Mum has fed back she can be nasty to him over mum)
Environment (housing — high rise flats), community.

Protective factors

Family/ Nan supports Mum

Pre-school

Being exposed to lots of experiences

Mum is in a strong loving relationship with dad.

Child herself as a strong character and it takes a lot to upset her.

73

74

75

76

77

78

79

80

81

Is there anything else you would like to add?

They are in poverty but child still has lots of material things. She has
a lot of stuff. Every week at show and tell she brings new things.
Mum does try to give her everything though (not just material).

It takes a lot to upset her. The once | had to put her in time out, it
really affected her.

She is really loving. She is always hugging her friends.

She likes one to one with me (key worker). If giving attention to
another child she likes to be acknowledged. She has got better
though.
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INT2

Semi-Structured interview with Key
Worker of Afia.

Line No. Narrative

Tell me about Child 2. When did she start at Nursery? How did she settle?

She started after Easter last year. She was very quiet. She had little

English (spoken). Before she used to come to drop in (stay n play) so she

knew the Centre. At first she cried for a few weeks. Another child had

started in the January, also from Irag. They both had no/ little English. At

first they talked in Kurdish. They have been best friends throughout. Their

mums are

friends. After a tem, she came back in September and had started talking

English in sentences. She now talks a lot. Her English has really come on.

O[NNI N|DRIWIN|(F-

She said the other day “Definitely not me!”

10 | Tell me about her development over this time?

11 | For the first 2/3 months she would only play along if friend was there.

12 | Now she initiates play. She has come out of herself now, she was very

13 | shy. In group work such as sharing news or show and tell she would just

14 | stand there. Now she will share her news.

15 | she likes reading books. Her favourite is the hungry caterpillar. She likes

16 | retelling stories and predicting the end. She can write her name and

17 | writes numbers 1-9. She can count and knows heavy and light, big and

18 | small. She knows prepositions under and over. She is very confident

19 | physically.

20 | She knows her family, she talks about holidays.

She knows how to move around a computer. She enjoys all role play.

21 | What characteristics does she have that you think contribute to her
success?

22 | | think coming to the centre before to stay n play and attending big

23 | celebrations at the centre have helped. | also think having older siblings.

24 | She is kind and caring.

25 | she is focused, she will sit down and really concentrate at something and

26 | knows exactly how she wants it.

27 | She is curious.

28 | Tell me why you think she is curious? | noticed this in my observations.
Can you give me an example?

29
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30 | She was the first to notice that the tomato plants had grown fruit over
31 | the holidays. She notices the chickens and things that the other children
32 do not.
She can be assertive if she needs to be and can say no and give a reason.
She is bright, confident, and interactive, she is well behaved.
Tell me about her family? Her home environment
34 | | got to know Mum through the drop in (stay n play). She is from Irag. Her
35 | two older children also attended the setting. Mum always talks about
36 | family. Dad is in Iraq and has family here.
37 | Sheis a single parent — brother helps a lot, so does family. She says she
38 | watches telly and plays with her big sister.
Do parents engage with setting? What do you know about her home
learning environment?
39 | Mum has been engaged with the Centre since child 2 was a baby. She
40 | comes to reviews, all parent workshops and attends ESOL and adult
41 | education at the Centre.
What risks do you think the child is exposed to? What resilience/
protective factors do they have/ are in their lives?
Risks
42 | Stability — mentions of visits to Dad in Iraqg, do not always happen.
43 | Poverty —income, possibly poor diet
44 | Mum is single parent — no father figure.
Protective
45 | Strong family, Mum and Nan.
46 | Child is secure and loved.
47 | Mum is interested in child’s learning.
Is there anything else you would like to add?
48 | Mum has said she is struggling and needs to get a job. She is getting
49 | pressure from the job centre and may have to take a cleaning job but
50 | really want to improve English.
51 | Mum gives verbal feedback instead of writing within reviews because of
52 | language barrier.
53 | Mum says Child 2 cries for material things at home. Mum has to go out
54 | and buy whatever it is. — We do not see that side of her in Nursery. We
55 | tell Mum not to give in to her.
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Appendix-5

Data Analysis into ‘a priori’ codes of the five layers of Bronfenbrenner’s structure of environment
(Bronfenbrenner,1974, 1979, 1994)

Lexie

Microsystem
Lives with Mum, Dad and Nan. Within flats in neighbourhood. Established here for ma
years. Good Home learning environment. Has routine, love, nurture, disciple (no sma
and structure. Mum hamental health issues that can affect her day to day living.
Mesosystem
Mum has good | i nks wSchodl an€Gominuhity €enties She is n
proactive parent. Accessed groups when Lexie was a baby. Attends parent workshop
adult coursest the centre. Mum will ask for help if needed.

Mum is not well enough to work. She is supported by a few close friends and support

the community. Dadodés workplace is now
Strong sense of commuyifor the family.

Macrosystem
Family are White British, |l ive in Loca

mental health and history of abuse, lack of education and history of maternal unemplq

However a history of strong supportive wemin the family, Great Nan, Nan and Mum.
Chronosystem.

Recent change in place of residender i gger f or Mumbés ment &

everyday life varies, based on health. Changes in comniufatyily have sued Sure start

and community centre.
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Data Analysis into ‘a priori’ codes of the five layers of Bronfenbrenner’s structure of environment
(Bronfenbrenner,1974, 1979, 1994)

Afia

Microsystem
Afia lives at home with Mum and two older siblings. Nan, Aunty and Uncle live close f
andhave regular contact with them. Home Learning Environment is good with resourg
Mum has high aspirations for her children.

Mesosystem
Mum has good | i nks wSchodl an€lbcal Prihtarg Schosl. Shee n
attends parent workshops and Erfglisc | asses and ot her adu
Centre. She has one close friend from Irag.

Mum needs more support in terms of learning English to progress into work. She wan
go to coll ege in Sept evhidh eauses upsktifoatibedamitya d

Macrosystem
Family are from Irag and are Kurdish Muslims. They are in receipt of benefits with no
wor king. Mum has never experienced edu

only learned how to keep aime. Mum would like a house, car and more money as timg
are challenging.

Chronosystem.
The family fled from the war in Iraq (children born in UK). Mum had an arranged marr
on arriving in the UK, which ended in divorce due to domestic violence.akherfof Afia
remains in Iraq and they want him to be able to move to the UK. The family have accg
the Childrends centre and Community ce
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Appendix-6

Lexie — Potential risk and Protective Factors

Key

1979,1994)

Environmental Factors (Bronfenbrenner, 1974

Characteristics of resilience (Roberts, 2010)

Risk Factors (to development)

Economic Poverty

Housing/ environment — high rise flat, no garden space.
Mothers’ mental health

History of (brief) Child protection at birth.

Mum has no qualifications

Family make up and circumstances — only child, struggles to share Mum

Protective Factors — Found from individual research methods

Life History Narrative

Participants Observations

Interviews with key worker

Stable, loving family. She is at the heart of
everything they do.

Home Learning environment — books, lots of
opportunities based around child’s interests.

Maternal Nan lives a few roads away. Strong
presence in life. Sees her daily. Supports Mum
with any mental health.

Close knit supportive community. Mum has lived
here a long time and has established links.

Child 1 met all characteristics of ‘ABC model’
(Roberts, 2010) (See Appendix 3 for breakdown
and examples)

Including:

1 Physical — eating and motor control
I Agency

1 Belonging and Boundaries

Mum is in a strong loving relationship with Dad.

She has ‘a range and good variety of experiences’
including doing lots at home with Mum and
being taken places. Eg theatre, cinema.

A close extended family/ Nan.

Child herself has strong character.
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Good relationship with Pre-school. Mum actively
participates in child’s learning and attends
session herself at the Children’s Centre.

She engaged with the Children’s Centre when
child was a baby.

Mum asks for help and support if she needs it.

Demonstrated Companionable Learning (
Roberts, 2010)
I Anchored Children — everyday things
with key person.

I Companionable Apprentice — doing
things together with Mum.

9 Children’s personal time and space.

Communication — receiving and
expressing

Demonstrated Companionable Learning (
Roberts, 2010)

Companionable Attention and

T Agency in Companionable Play — both
communication and development of
agency.

9 Children’s personal time and space.

Extra findings included:

The child had natural leadership skills. She led
other children in a range of activities during the
majority of the observations.

The child was very independent and although she
enjoyed the companionship of staff she was in
control of her own learning and getting her own
needs met.

Despite poverty she has a lot of resources,
particularly books.

Demonstrated Companionable Learning (
Roberts, 2010)
9 Anchored Children — everyday things
with key person.

9 Companionable Apprentice — doing
things together with Mum.
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Afia — Potential risk and Protective Factors

Key

Environmental Factors (Bronfenbrenner, 1974,1979,
1994)

Characteristics of resilience (Roberts, 2010)

Risk Factors (to development)

Economic Poverty — no work, some benefits
No spoken English for child on entry to Pre-School

Mum has never been in any education (in Irag) and has no qualifications.
Mum has some spoken English, but can’t read or write in English.

Immigrant family — fled from war. Isolated except for few family
members

Stability -Mum is single parent as child’s Father is still in Iraq, trying to
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Protective Factors — Found from individual research methods

Life History Narrative

Participants Observations

Interviews with key worker

Child 2 is from a Stable, loving family. She Has
two siblings she is close to. Mum’s priority is the
children.

Home Learning environment — although Mum
cannot read to her. She facilitates an older sibling
to do so. There are plenty of toys and resources.

Maternal Nan lives close by and child sees her
often. Mum also has a sister and a brother who
help and support her with the children.

Mum has one close friend she has made who is
also from Iraqg. They help and support each other
with the children.

Good relationship with Pre-school. Mum actively
participates in child’s learning and attends
sessions herself at the Children’s Centre.

Child 2 met all characteristics of ‘ABC’ model
(Roberts, 2010) (See Appendix for breakdown

and examples)

Including:
I Physical — eating and motor control
T Agency
 Belonging and Boundaries
Communication — receiving and

expressing

Demonstrated Companionable Learning
(Roberts, 2010)

T

Companionable Attention and

Child 2 is from a strong family, particularly with
Mum and Nan.

Child is secure and loved.
A close extended family/ Nan.

Mum is interested in the child’s learning and is
engaged with the centre.

She has a lot of toys/ resources and talks about
play with her siblings.

Demonstrated Companionable Learning
(Roberts, 2010)
9 Anchored Children — everyday things
with key person.
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She engaged with the Children’s Centre when
child was a baby.

Mum is creative with barriers. E.g. Her older
children will read stories with child 2.

Mum has very high educational aspirations for
her children which she openly discusses with
them.

Demonstrated Companionable Learning
(Roberts, 2010)
I Anchored Children — everyday things
with key person.

I Companionable Apprentice — doing
things together with Mum.

9 Agency in Companionable Play — both
communication and development of
agency.

9 Children’s personal time and space.

Additional findings included:

Both observation and staff feedback indicated
the child was very curious about the learning
environment. She noticed things that others did
not and was often found exploring things that
other children had not noticed.

She is also very focused in whatever she is doing
and took care with things.

She was also independent and made sure all of
her needs were met.
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Appendix-7

Request for Ethical Approval

Full name

Laura Edwards

Module number and
title

(student researchers
only)

MA in Education: Dissertation Module

Research Proposal title

The overall title is:

AAcademically successful
economically stressful environment at aged 3 and 4:
an affirmative exploration of narratives and
perceptions. 0

Sub- questions might include perceptions do
respondents have about influences such as:
emotional and educative relationships, gender,
geographical mobility, parenting, learning at home,
resources at home, drugs/ alcohol, domestic abuse,
parentsdé qualifications.
arise from my initial literature review and the
underpinning concepts and theories | will read.

Funding body applying
to if applicable

N/A

Brief outline of

proposal (including
research questions
where appropriate)

You are also asked to
submit with your
application copies of
any questionnaires,
letters, recruitment

The research will explore children who are achieving
or exceeding their EYFS milestones for their age
despite living in poverty. | will focus on two children
wi thin my
3/4) and will use staff to identify their personal
circumstances, focusing o]
stressful environments. d
using a life story, method, interview staff and gain

the views and voices of the children themselves
through their key worker. My focus is to affirmatively
explore what resilience factors enable these children

Chi | dahairsditing (ayedn t r
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material you intend to to achieve success despite the predictive factors
use if these are being against them.
availa ble at the time of

. I will hold a focus group with early years
requesting approval

professionals with my findings to validate.

Level of research, e.g. Master ds
staff, undergraduate,
postgraduat e,
(award related), MPhil,

PhD

Please outline the | will be using an interpretivist paradigm as the qualitative
methodology that research would take place within a complex social
would be implemented setting. Part of the research would be biographical, in the
in the course of this form of life histories with parents and the two children
research. would be case studies. (Goodson, | & Sikes, P

Hagemaster, JN )
Please indicate the Relationships

ethical issues that

) | will be aware of my own relationships with
have been considered y P

_ parents, staff and children. Some staff involved |
and how these will be will line manage. | will be mindful not to
addressed. influence discussions.

Consent of participants

Written consent to be gained for study from all
participants involved. All letters of consent to
have ethics statement referring to informed
consent, confidentiality and the responsibilities of
the researcher.

Harm
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Parents will be invited to take part in a life story

about their child. As this will be based on
children achieving despite living in poverty not all
families can be invited to take patrt.

All staff within preschool will be invited to
contribute to a focus group.

All children can take part in a discuss ion with
their key workers about their own learning so no
reduced self -esteem issues should follow.
Researcher to be aware of all contributions and
value all input.

To be aware of consequences arising from life
history interviews. Parents may have upsettin g
and powerful stories to tell and this may be

upsetting for the parent or may open up
consequences that may need support or

intervention.

Value

Families will be made aware that their views may
influence future work within the setting.

Staff will be made a  ware that their views and
findings may be passed on to management
regarding future implementations to support

childrenbés |l earning.
Writing

I n analysing and making
and beliefs | am aware that my own life, views

and beliefs can be inevitably implicated (Stanley,
L). I will be clear what my focus is when offering

my version of a childés
with the parent about my positionality and role in

this process. | will also be aware that a life story
interview is made of  stories that have been
chosen to tell. If then | choose to tell parts of
these, 6émindful slippage
which will not be authentic or ethical. When

retelling a life story | will make sure that respect

is given to all, so no harm is done and that itis a
legitimate and authentic account (Sikes & Piper).

0
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Please indicate any
issues that may arise
relating to diversity
and equality whilst
undertaking this
research and how you
will manage these.

The two chosen children/ parents could be fr om
a range of cultural backgrounds. | will ensure

that if English is not their first language that they

fully understand what they are taking part in. |

will be mindful of cultural differences, especially

as these may be apparent in life histories. | will

treat differences with respect, valuing all input.

Please indicate how
participants will be de
briefed about their
involvement in the
research process and
or provided with
opportunities for
reflection and
evaluation

| will feedback my findings to the parents of
children | am doing a case study of individually
and in a positive way celebrating the
achievement of their children.

| will feedback findings to early years
practitioners in a focus group providing a chance
to reflect and validate findings.

Please answer the following questions by circling or highlighting the appropriate

response:

1. Will your research project involve young people under the age of 18?

YES NO

If yes, do you have an Enhanced Disclosure Certificate from the Criminal

Records Bureau?

YES NO

2. Will your research project involve vulnerable adults?
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YES NO

3. For which category of proposal are you applying for ethical approval?

Category l

B

Confirmation of ethical approval

Section 2 T to be completed as indicated, by module leader, supervisor and/or
chair of ethics sub -committee

For Category A proposals:

| confirm that the proposal for research being made by the above
student/member of staff is a category A proposal and that s/he may now
continue with the proposed research activity:

proposal T name of chair of
FAEC (or nominee) giving
approval

For a studentibs p| TonyBertram
Name of module leader or

supervisor giving approval

For a member of s

Signed

L Edwards

Date

1/12/14
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Appendix -8
Informed Consent Form

By signing this consent form | am giving permission to participate in a Life History research
under the direction of Laura Edwards, Children’s Centre Manager at Ladywood Children’s
Centre.

Purpose of the Interview

The purpose of the interview is to share your oral history which Laura Edwards will use in
her Masters dissertation looking at the success and resilience of children in an economically
stressful environment.

My participation is completely voluntary. | may withdraw from the process at any time. Any
information collected in this study will be used only for dissertation research. No one will
access to the information collected by Laura Edwards and all names will be anonymised in
the writing up of the report. | agree to the life history being recorded.

If | have questions or concerns | may call Laura Edwards On 0121 675 6788 between Monday
and Wednesdays.

| have been informed of the nature of the procedures in this research project. | will be given
a copy of this form.

My signature below means that | give informed and voluntary consent to participate in the
study.

| also give consent for my child to be observed in the Pre School setting at Ladywood
Children’s centre and observations to be used as research alongside the life history
Research.

| give permission for my child........ccccoceveeviiieiie e to be observed as stated above.
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Permission for data usage

| have discussed the following factors during my Life history interview with Laura Edwards

| understand that any information collected in this study will be used only for dissertation
research. No one will access to the information collected by Laura Edwards and all names
will be anonymised in the writing up of the report.

| give permission for the information summarised above to be used in the written report.
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Appendix-9
Photographic examples of recording of Life History Interview
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Appendix-10
Tutor Contact Log

Dates at Crec
09/10/2014
06/11/2014
04/12/2015
15/01/2015
05/02/2015
Tutor Contact
Emails to Tony Betram | Emails from Tony Betram
15/10/2014 13/10/2014
20/10/2014 15/10/2014
18/11/2014 07/11/2014
26/11/2014 18/11/2014
30/11/2014 26/11/2014
05/12/2014 18/11/2014
08/12/2014 29/11/2014
13/02/2015 02/12/2014
14/01/2015 08/12/2014
Emails to Nicola Smith Emails from Nicola Smith
21/01/2015 20/01/2015
27/02/2015 25/01/2015
30/01/2015 28/01/2015
24/02/2015 29/01/2015
04/03/2015 24/02/2015
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09/03/2015 03/10/2015
10/03/2015 13/03/2015
30/03/2015 30/03/2015
26/04/2015 12/04/2015
18/05/2015 01/05/2015
19/05/2015 19/05/2015
15/06/2015 21/05/2015
28/06/2015 26/06/2015
29/06/2015 29/06/2015

02/05/2015
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