CARDIFF

UNIVERSITY

PRIFYSGOL

(A'RDYD

Well-being and the early years
curriculum: a case study of the
Foundation Phase in Wales

Alyson Lewis

September 2016

School of Social Science Cardiff University
This thesis is submitted in fulfilment of the degree

Doctor of Philosophy



$FNQRZOHGJPHQWYV

There are many people | would like to acknowledge who have helped to make

this study possible:

Firstly, | would like to thank my Mum, Dad and Steve for providing continuous

support and encouragement throughout my academic journey.

Thanks also to Dr Rhiannon Packer and Dr Ghazala Bhatti for reading my work
and providing DGYLFH DQG VXSSRUW , GLGQYW DVN WKHP V
offered.

Thanks also to Lucia and my sister Sara, for thoroughly proof reading my work
and providing useful feedback and suggestions. They were so helpful in the

final stages of submitting the thesis.

| would also like to thank the practitioners of two Primary schools that took part
in this study. They allowed me into their classrooms to observe practice and
gave up their time to talk with me. Thanks also to the children who allowed me
into their space.

Thanks to my friends Suzanne Samuel and Amanda Thomas for always

listening, and for truly understanding what it is like to be undertaking a PhD.

Thanks to the Economic and Social Research Council (ESRC) for funding the
PhD.

Lastly, | am particularly grateful to my supervisors at Cardiff University,
Professor Chris Taylor and Professor Sally Power for their continued guidance,
support and advice. Thank you to Professor David James who was my
progress reviewer and provided very helpful guidance and positive words about
my progress as a researcher. Thanks also to Dr Sam Waldron and Dr Mirain

Rhys for their earlier input to this study.



6 XPPDU\

This thesis explores how the concept of well-being is understood and
operationalised in the early years through examining the implementation of the
Foundation Phase in Wales. In 2008, the Welsh Government presented well-
being as one of seven Areas of Learning in the Foundation Phase, which is the
statutory curriculum for 3-to-7 year olds. Despite the appealing interest of well-
being within policy, very limited research focuses on understanding the nature
of well-being in schools and the curriculum. Well-being is generally
acknowledged as a complex concept and there are many different explanations.
In addition, and despite the fast-growing interest in education there is little
consensus about child well-being.

Therefore, this study explores primary school SUDFWLWLRQHUVY NQRZOH
understanding of well-being and examines day-to-day classroom practices.

This qualitative case study included eight focus groups, 21 practitioner

interviews, as well as 342 hours of observations in two primary schools.

Several Bernsteinian concepts are drawn upon in the analysis. Key findings
suggest that practitioners are uncertain about the nature of well-being as well as
operationalising and capturing well-being. The study reveals four different
dimensions associated with the concept of well-being, and one unwarranted
assumption shared by some practitioners about D F K lwel=®ivig and their
socio-economic background. In addition, five different types of well-being
practices are identified; four of these practices are integrated in nature and one
of them is discretely delivered by adults. The study shows that criterion-
referenced assessment is implemented in different ways, but practitioners
encounter various difficulties when capturing ch L O G U H ep§iNg. ZR1a0ti@oners
also report that well-being assessment tools are missing helpful follow-up
strategies.

The thesis concludes by discussing ZD\V Rl GHYHORSLQJ SUDFWLWLF
understanding of complex concepts such as well-being and pedagogy, and the

longer term policy implications regarding the curriculum and assessment.
Future directions about child well-being research are considered.

Word length of thesis: 74627
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 QWURGXFWLRQ

1.1 Rationale of the study

The central aim of this thesis is to explore how the concept of well-being is
understood and operationalised” in the early years curriculum through
examining the implementation of the Foundation Phase in Wales. This study is
important for four reasons. Firstly, there are many different explanations and
interpretations of well-being which are rooted in traditional discourses of
philosophy, psychology and economics, and this often causes confusion about
the nature of well-being (Coleman, 2009). In addition, there is limited
consensus around child well-being, particularly children under the age of eight
years (Statham and Chase, 2010; Raghavan and Alexandrova, 2015).
Therefore there is a need to understand how traditional discourses relate to
young children in an education context. Secondly, despite different
explanations of well-being there is very limited research that analyses and
reports well-being from the perspective of the primary school practitioner
(Morrow and Mayall, 2009). Thirdly, there is a paucity of research into
understanding and operationalising well-being in the curriculum, despite a fast-
growing interest in policy (Pollard and Lee, 2003; Fraillon, 2004; Awartani et al.
2008; McLaughlin, 2008; Coleman, 2009; Davis et al. 2010; Roberts, 2010;
Statham and Chase, 2010; Hicks, 2011; Mashford-Scott et al. 2012; Soutter et
al. 2012; Walker, 2012; Amerijckx and Humblet, 2014; Raghavan and
Alexandrova, 2015). Fourthly WKH ZD\ FK L Ghéinghs@3s¥ssedi@a
not kept pace with the importance of supporting and promoting well-being, and
the development of well-being measures for adults (Fraillon, 2004; Wigelsworth
et al. 2010; Humphrey et al. 2011).

1.2 Well-being, society and the State

This section provides a brief synopsis of the role of the State and how its

relationship with well-being has developed over time. Well-being is generally

'"YJRU WKH SXUSRVH RI WKLV VWXG\ PRSHUDWLRQDOLVHGY UHIHUV
VXSSRUWLQJ SURPRWLQJ DQG RU DVVHVVLQJ DQG PHDVXULQJ $\
assessment and measuring and this is signposted where necessary.



viewed as a fundamental human right (Soutter et al. 2012) and the importance

Rl SURPRWLQJ DQG VXSS RheWwlLiQudéhKackn @i epedavdZ H O O

accepted (Fraillon, 2004). However, the role of the State LQ PULPSURYLQJY DQ

M P HDV XU Lkeih hasisbifed over the years (Bailey, 2009). For example,

WKH VXFFHVV RI D FRXQWU\ ZzDV DQG VWLOO LV WUDGL

macro-HFRQRPLF VWDWLVWLFV™ 2UJD-Qpentiofanhd®R Q IRU (FRC

Development, (OECD), 2011, p.14) such as Gross Domestic Product (GDP)
21T"RQQHOO HW DO 0D Q\ DJU HlbjedtivK thdastirSofLV D X\

economic growth but it only captures part of a picture (McLellan and Steward,

2015). GDP was criticised forfDLOLQJ 3SWR JLYH D WUXH DFFRXQW
DQG IXWXUH OLYLQJ FRQGLWLRQV™ 2(&' S

In 1974, the economist Richard Easterlin embarked on exploring the

relationship between economic growth and happiness and recognised that

psychology would be able to help understand this relationship. Therefore, his

ZRUN OHG WRUMHRBRH WWHIEFIDQG pOLIH VDWLVIDFWLRQT
which set out to capture societal well-being (UNICEF, 2013). Around this time,

McLellan and Steward (2015) report that happiness started to be used

synonymously for well-being which creates some debate as to whether they are

related concepts, or whether they share the same meaning.

7KLV VKLIW WRpoDdd @&ll- EVAHQUY DQG pTXDOLW\N RI OLIH V
mainly because GDP was considered an inadequate measure of societal

satisfaction (Gasper, 20 29"RQQHOO HW DO DGG WKDW ¢
not well suited to modern, service-based economies with larger Government
VHFWRUV™ S , Q HFRQRPLVWY VWDWHG WKDW \

on GDP which is used as a standard economic indicator for measuring quality

of life (Stiglitz et al. 2009). They suggest more emphasis should be placed on
PHDVXULQJ Subjecive mEIWVEHLQJ WKLV GLPHQVLRQ IRFXVH
life satisfaction, positive and negative feelings and how someone feels about

the purpose and meaning of life (OECD, 2011). However, not everyone agrees

WKDW WKH 6WDWH VKRXOG FDSWngHTSompsBroaHdTY VXE M F
ODUNYV H[SODLQ WKDW OLEHUDO WKLQNHUV EHOLF

is not the business of the State and, hence, the Government should not be



concerned with measuringwel-EHLQJ" S refore7tkdtie are political,

moral and ethical dilemmas associated with well-being and the State.

Lord Richard Layard (2011), a leading economist, suggests that concentrating

on the well-being of the nation rather than focusing on economic wealth and

using GDP as an indicator of well-being is a revolutionary idea. Layard (2011)
DVVHUWYV WKDW WKH 3*RYHUQPHQWYV UROM VKRXOG EI
UHGXFH PLVHU\" S Layard RQEIIHVRUHH VWYV WKDW 3SROLF\
PXVW UHFDVW WR UHIOHFW RXWFRPHV LQ WHUPV RI FK
highlights the political, contentious nature of well-being and raises questions

about who should take responsibility for well-being and how should it be

measured.

Policy interest about quality of life and well-being was supported by the then
Prime Minister Tony Blair in 1999 (Bailey, 2009). Almost a decade ago, David
Cameron (the then Prime Minister) stated;

it's time we admitted that there's more to life than money, and it's time we

focused not just on GDP, but on GWB - General Wel- % HLQJ«,PSURYLQJ
our society's sense of well-being is, | believe, the central political challenge

of our times (BBC News, 2006).

/ID\DUG LV LQ IDYRXU RI PRYLQJ DZD\ IURP *'3 DQC
fundamental cultural change is underw D\ LQ % U L W Bdc@dingSo

29"RQQHOO HW D aited Kingdom KLK) & well on its way to moving

away from GDP WR p*HQHYODHL QH®O 7KLV VKLIW LV D JURZLQ.
FRXQWULHV IRU HIDPSOH WKH %KXWDQ *RYHUQPHQW
IDWLRQDO +DSSLQHVVY

Well-being is currently an appealing concept, particularly for the State
(Amerijckx and Humblet, 2014) and Bailey (2009) claims that the shift is moving
at an extremely fast-pace in UK policy, and it could be argued that the following
initiatives across the UK support this claim:
X 6FRWWLVK *R YGetti@ R RighWdf Every Child {GIRFEC)
national approach to improving outcomes and supporting well-being
(Scottish Government, 2008).



X Welsh GovernmentV p% XLOGLQJ D %Y ULJKWHU )XWXUHY
andwelFEHLQJY DV RQH RI LWV ILYH RXWFRPHV :HO
2013a).

X (QJOD @efy\Chid Matters (&0 SROLF\ IUDPHZRUN ZLWK
economicwellFEHLQJY DV RQH RI LWV ILYH RXWFRPHYV
Education and Skills (DfES), 2004).

X NothHUQ ,UHODQGTV p2XU &KLOGUHQ DQG <RXQJ 3
with one of its six outcomesaV H[SHULHQFLQJ pHFRQRPLF DQ
environmentalwelFEHLQJY 1RUWKHUQ ,UHODQG $VVHPEC

In addition to the initiatives identified above, Wales has recently introduced two
well-being Acts, namely the Bocial Services and Well-being (Wales) Act 2014 §
and the Well-being of Future Generations (Wales) Act 2015 § Both Acts focus
on people having a say about what matters to them, and they focus on the
present and future lives of all citizens (Welsh Government, 2015a). The Acts
signify a positive direction towards focusing on well-being and it could be
argued that well-being has a greater opportunity of going under the spotlight.
Furthermore, the legislation encourages people to discuss and debate the
nature of well-being, as well as consider how well-being is operationalised in
practice. Therefore, it could be argued that Wales is leading the way in
developinga QD W L R Gbgg.ZHO O

The UK is now regarded by Berry (2014) as a global leader in measuring the
well-being of its nation. In 2010, the Office for National Statistics (ONS)
DFFHSWHG DQ LQYLWDWLRQ IURP WKH 8. *RYHUQPHQW
nationalwel-FEHLQJ SURJUDPPHY + Rfa¢chy Hdinly W Kedor®irigo

the well-being of children who are eight years old and above (ONS, 2013).
Therefore, the well-being of younger children under the age of eight years is
generally overlooked. There are four possible reasons which explain this, firstly
there could be a limited understanding amongst adults about ayoung FKLO GV
ability to report information about their subjective well-being, secondly, existing

tools are not suitable for use with younger children, thirdly, it could be more
time-consuming to capture the well-being of young children compared to those

over the age of eight years and lastly, there is a view that parents/carers are

able to provide more reliable information about the subjective well-being of



young children. Statham and Chase (2010) suggest there is a need for the
subjective well-being of young children to be recognised. They claim that
younger children are frequently under-represented in data.

Learning and knowing about young children V Zb¢i@gdrom the perspective of

the child could enlighten and inform adults about how to improve services and

target initiatives and policies that suit the needs of all children. Therefore,

arguing from an early childhood rights perspective, there could be more efforts

placed upon recognising the subjective well-being of young children. Research

findings consistenty UHSRUW WKDW FKLOGUHQYV YLHZV DUH QI
they are not encouraged to become actively involved in making decisions,

particularly in education (Venninen et al. 2014). According to Ben-Arieh and

Frones (2011) childrHQ DUH JHQHUDOO\ SHUFHLYHG DV SDVVLY
DFWHG RQ E\ WKH VWUXFWXUHYV RI WKH DGXOW ZRUOG

Despite this general view about young children, there is a slow shift emerging in
terms of capturing the well-being of young children under the age of eight years.
JRU HI[DPSOH LQ :DOHV SURGXFHG LWV ILUMVMW FKL(
being monitor but this did not capture the subjective voices of children (Welsh
Assembly Government, 2008g). However, in 2011, when the second well-being
monitor was published it captured the voices of children and young people
(Welsh Government, 2011a). In 2015, a third well-being monitor was published
and included self-reported data about health but this was from children eight
years old and above (Welsh Government, 2015d). Generally, however, the
development of tools to capture child well-being has not kept pace compared
with the way adult well-being is measured (Pollard and Lee, 2003; National
Institute for Clinical Excellence (NICE), 2008; Mayr and Ulich, 2009;
Wigelsworth et al. 2010; Humphrey et al. 2011; Watson et al. 2012).

In 2011, the Welsh Government acknowledged two new challenges relating to
well-being. Firstly, measuring well-being and secondly, the way in which well-
being evidence is used to inform, develop and/or shape policy (Welsh
Government, 2011a). ,Q W Kparty pa@ig@nentary group on well-being
HFRQRPLFVY UHSRUWHG



well-being evidence can not only help target public spending more
HITHFWLYHO\ DW LPSURY LiQiaig/ldd3&0as fheé potentitd V' EXW
to deliver significant long-term savings by reducing demand on public

services (cited in Berry, 2014, p.2).

It seems that the present focus is on policy-makers to effectively utilise data
produced by the ONS, UNICEF and various indices to inform and develop
policy. However, McLaughlin (2008) argues that UNICEF data, for example,
should be read with caution and can be interpreted in many different ways.
Morrow and Mayall (2009) further suggest that not enough critiques of UNICEF
data have taken place and the findings are over used. Statham and Chase
(2010) add that data was not disaggregated for the 2007 UNICEF report which
rated the UK as being one of the lowest richest countrieson FKLOGUHQ TV
subjective well-being. It only focused on children over the age of 11-years and
many assumptions were made about well-being. Furthermore, Hicks et al.
(2011) state that the UK, in the 2007 UNICEF report, only refers to England.
Therefore, it could be argued that this is not representative of the UK. These
comments raise concerns about well-being data being misinterpreted and

manipulated to shape and inform policies in the near future.

It is expected that the demand for more gubjective fvell-being measures, in

JHQHUDO ZLOO LQFUHDVH LQ WKH QHDU IXWXUH 27'R
is some uncertainty about whether subjective well-being measures are robust

enough to inform policy (Statham & Chase, 2010; Forgeard et al. 2011). For

subjective well-being data to be useful it should be contextualised, and the New
(FRQRPLFV )RXQGDWLRQ 1() S DUJXH WKDW 3U
underpinning subjective responses rather than taking them at face value is an
important part of WKH DQDO\VLYVY SURFHVV™ EXW WHdcy¥yetSURFH\
al. (2013) claim that unless objective and subjective well-being data are

JDWKHUHG DQG XVHG DORQJVLGH HDFK RWKHU 3UDWL
(p.118) will be difficult to obtain. Moreover, there seems to be very little

research evidence about the benefits of utilising both types of data and this

seems to be a new development.

ZAttimeV WKURXJKRXW WEHMKHVILYSHIZHOW QLWKRXW WKH K\SKHQ DV
Placa et al. (2013).



This section has briefly discussed the historical and contemporary role of the

State and its relationship with well-being. The discussion draws attention to the
differences betweenthe yREMHFWLYHY DQG pVXEMHEMGLIMHY GLP
addition, it highlights that the objective dimension is more often associated with

younger children than the subjective dimension. The next section discusses the

concept of well-being in more detail and introduces other key issues.

1.3 The conceptual nature of well- being

This section briefly discusses the key issues relating to the concept of child-
well-being in order to highlight some of the complexities. Well-being discourses
are traditionally rooted in philosophy, psychology and economics. However,
there is a weak theoretical underpinning associated with child well-being
(Pollard and Lee, 2003; Fraillon, 2004; McLaughlin, 2008; Awartani et al. 2008;
Statham and Chase, 2010; Wigelsworth et al. 2010; Humphrey et al. 2011;
Hicks et al. 2011; Mashford-Scott et al. 2012; Walker, 2012; Raghavan and
Alexandrova, 2015). It could be argued that Mashford-Scott et al. (2012),
Amerijckx and Humblet (2014) and Raghavan and Alexandrova (2015) have
FRQWULEXWHG WR XQGHUVWDQGLQJ DQG EHHYKH)ARSLQJ
But there is generally a lack of research into understanding the conceptual
nature of well-being, particularly in the context of education for children under

the age of eight years.

It is important to note that traditional discourses of well-being were constructed

at a time in history when childhood was not viewed as a distinct life phase, and

limited understanding existed about the concept of childhood. It was not until

the end of the fifteenth century that a modern understanding of childhood

started to emerge (Brockliss and Montgomery, 2013). Therefore, Raghavan

DQG $OH[DQGURYD VWDWH WKDW LW LV XQIOLNHO)
well-being will straightforwardly extend to children because they were not

written with them in mind. This is a relevant point and their claim is explored

further in the thesis.

Well-being is often described as a vague, complex, pF D-WBPIO { F®RigekhS W
and Hart, 2007; Ryan and Deci, 2001; Mashford-Scott et al. 2012), for example



LW FRXOG PHDQ pKDSSLQHVVY uTXDOLW\ RI OLIHY uPt
DQG KHDOWK\ IXWXUHY DQG RU uSURWHFWLRQYT LQ WH
Mayall (2009) suggest that well-being LV Weéafepm which is being used by

politicians and educationalists instead of FKLO G UH Q T Vn pdditi@n] D U H

Morrow and Mayall (2009) hypothesise that the term pZHEHL QJY VKDUHV WKI
VDPH PHDQLQJ DV pZHOIDUHY DFURVYV FRXQWULHYV 6W
that in general there is still limited agreement on what the constituent

components of child wellbeing are, or how they should be weighted in terms of
impoUWDQFH RU SULRULW\" S 6LPLODUO\ 5DJKDYDQ
VXJIJHVW SWKHUH LV QHLWKHU FRQVHOQV OstitQt¢sU P XFK ¢
chidwelFEHLQJ" )SOne explanation for a lack of consensus and different
interpretations of well-being is put forward by Gasper (2010), who argues that

well-being is intertwined with personal values and this makes it an interesting

philosophical concept to research.

VariouswelFEHLQJ GRPDLQV DOVR NQRZQ DV uW\SHVY DUH
being which help to provide some clarity about its meaning. For example,

adjectives are often used to describewelFEHLQJ VXFK DV pHBERYYLRQDC
HVRFLDBNRLZHIO @SK\VEADQY ZHFBQRRLOY ZHGIQHUDOY Z
being to name but a few. However, there is little consensus about which

domains relate to children. According to Statham and Chase (2010) there are

three well-being domains that relate to children, but Fauth and Thompson

(2009) claim there are four domains and this indicates a lack of consensus.

7KHUH DUH YHU\ IHZ HPSLULFDO LQYHVWLJIJDWLRQV ZKl
perspectives of well-being domains and whether some are privileged more than

others. In addition, studies that investigate well-being domains in curriculum

policy are also limited. Therefore, this thesis explores well-being domains from

D SUDFWLWLRQHUYYVY SHUVSHFWLYH DQG ZLWKLQ SROLEF

In addition to a lack of consensus about the meaning of well-being, there is a

need to acknowledge thatwelFEHLQJ LV DVVRFLDWHG ZLWK YDULR
MIDFWRUVY WKDW FRQWULEXWH SRV Wallb¥ikgOByRU QHJIDYV
recognising this, it could help to alleviate the ambiguous nature of the concept

(Ryan and Deci, 2001; Coleman, 2009). The following explanation of well-being



can be interpreted in many different ways and it beginswith D P GHILQLWLRQY Z
is followed by the factors fhat contribute to well-being;

well-being is a positive, social and mental state; it is not just the absence
of pain, discomfort and incapacity. It requires that basic needs are met,
that individuals have a sense of purpose, that they feel able to achieve
important personal goals and participate in society. Itis enhanced by
conditions that include supportive personal relationships, strong and
inclusive communities, good health, financial and personal security,
rewarding employment and a healthy and attractive environment (Welsh
Government, 2011a, p.46).
When Ereaut and Whiting (2008) investigated the usage and function of well-
being in public policy for the then Department for Children, Schools and
Families (DCSF), they recommend that policy-makers need to acknowledge
and recognise thatwelFEHLQJ LV IXQGDPHQWDOO\ DERXW S3DPE]I
>DQG@ *RSHUDWLRQDO PHDVXUHPHQW" (UHDXW DQG
two different interpretations of well-being which are evident in the 2011 Welsh
Government quote above. According to Coleman WKHUH DUH 3WRR P
views of how to definewelFEHLQJ ™ S DQG KH VWDWHY WKLV |

OHDG WR FRQIXVLRQ DQG XQFHUWDLQW\" S

According to Desjardins (2008) knowledge about well-being in general is often

EDVHG RQ SHRS @GoHs] WdbedweiX Ma&r and Ulich (1999) suggest,

SWKHUH LV D WDFLW DVYV XP ShaingRvl) heiizkv déeviélopOrdoU HQ TV
happy DQG VXFFHVVIXO DGXOWV”™ S W FRXOG EH DU
alone are not enough to ensure that young children develop into happy and

successful adults.

The majority of research about well-being relates to theoretical discussions and

policy discourses and very little research focuses on understanding well-being

from the perspective of professionals who work with children, such as teachers,

teaching assistants, health visitors, social workers to name but a few (Morrow

and Mayall, 2009). Education researchers such as Mashford-Scott et al. (2012)

write specifically about the young child under the age of eight years within a

school context, and suggest that practitioners working in the early years sector

adopt two different discourses of welFEHLQJ ZKLFK LV WKH PREMHFWI
MVXEMHFEWLYHY 7KH\ IXUWKHU FODLP WKDW WKH OHDH
SEHFDXVH LW VHUYHV WR TXDQWLI\ ZHOOEHLQJ PDNLC



(Mashford-Scott et al. 2012, p.239). This tension between objective versus

subjective is revisited throughout the thesis.

To summarise, limited consensus exists about the specific nature of child well-
being and knowledge about well-being is often associated with assumptions,
despite a fast-growing policy interest in education. Therefore, the next section
briefly considers why there has been a rise in well-being and schools.

1.4 Well-being and schools

This section explores some of the reasons for a rise in well-being in schools and
considers the benefits associated with well-being and education policy. In the
last decade or so there has been a fast-growing interestin FKL O G U Hi®ifigfy ZHOO
particularly in education (Bailey, 2009; Coleman, 2009), and there are various
reasons put forward by different commentators to explain the growing interest.
Some of the reasons are psychological, sociological, economic and/or political
in nature but there is not one single reason to explain the growing interest.
Bailey (2009) suggests there has been a shift in policy from a focus on the
physical fheeds of a person to their gmotional and mental health fheeds. He
suggests this has occurred because;
discussions take it for granted that well-being equates to mental health
and that consequently social policy needs to take a therapeutic turn in
order to address the evident problems generated by such issues as
inequalities of wealth and opportunities (p.795).
Therefore, Bailey (2009) claims that a flherapeutic turn fin policy places an
unrealistic expectation on schools to play an important role in alleviating
mental health issues through implementing targeted intervention programmes
(Bailey, 2009). The argument often suggested in policy is the high cost of not
PHHWLQJ VRPH FKLOGUHQYV HP Reads RiGjch GhukKiteBdAoNV K D Q G
problems later in adulthood, such as educational failure and reliance upon
financial support fromthe SWDWH 2 TeRQZDHP Therefore, schools are
often perceived and utilised DV D Z DpreReinting fhis occurring later in life
and this creates debate (Craig, 2007; Clack, 2012).
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Berry (2014) proposes that one way of saving public money in the health and

education sector is to provide compulsory mindfulness? training to teachers,

nurses and doctors. Weare (2014) suggests that policy-makers are drawn to

mindfulness training and its long term benefits because it is a relatively low cost

strategy and has quick results. However, Berry (2014) acknowledges that the

evidence on mindfulness in schools fZKLFK LV XVHG WR LPSURYH FKL
health is relatively new and gaining momentum. Therefore, it could be argued

that policy-makers need to consider the research evidence carefully before

deciding how schoolscan VXSSRUW DQG SURR&IWMgFKLOGUHQTTV

An example of where evidence was not fully taken into consideration by the
State is argued by Craig (2007) and Watson et al, (2012) in relation to the
Social and Emotional Aspects of Learning (SEAL) programme. This
programme emerged in 2005 as a national approach designed to promote and
GHYHORS FKLOGUHQYV VRIakibutal skiBR gHallaR QIDD). DQG EH
However, Craig (2007) and Watson et al, (2012) argue that a substantial
amount of money that cost around 40 million pounds, between 2007 and 2011,
was inappropriately spent on an intervention based on very little supporting
evidence in terms of improving academic outcomes for children in schools.
Banerjee et al. (2014) recent study showed there is a lot of variety in the way
schools implement the SEAL programme, and the most positive impact seems
to occur when there is consistent and systematic delivery and a whole-school
ethos.

The SEAL programme which emerged around the same time as the Every Child

Matters initiative (DfES, 2004) LV GHVLJQHG WreaderdalsCelawv@td/ H
EHKDYLRXU UHODWLRQVKL S\ Babe@eg eDaH POUAD . 720).DW V FKI
There is a general view WKDW FKLOGUHQ ZLWK EHWWHU pHPRWL
E H L Q J&chielvéOl®tter in school and go on to lead happy, healthy, fulfilled,

purposeful lives (DfE, 2015; Rose et al. 2016). Therefore, many claims are

included in policy about the benefits of well-being and its important relationship

with, for example, O H D U €phten#4tion, effective learning, parental

engagement and the school environment. However, critics, such as Mayr and

*0LQGIXOQHVV LV RIWHQ XQGHUVWRRG DV DQ LQWHUYHQWLRQ WF
resources +tGHDOLQJ ZLWK PHQWDO KHDOWK LV V X-beinglEe@y, QX UWXULQJ
2014).

11



Ulich, (1999); Desjardins (2008); Ecclestone and Hayes, (2009a); Humphrey et

al. (2010); and Gillies, (2011) indicate that there is a lack of robust, empirical

evidence to support such claims about what well-being can achieve, as well as

what schools can do to support and promote well-being. The majority of

research evidence about well-being and schools relates to targeted intervention
programmes which show how WKH\ FDQ LPSURYH FKLOGUHQYV DFI
achievements (Durlak and Weissberg, 2913). But the findings are mixed, and

there are concerns about whether intervention programmes promote images of

children as needy, weak and fragile (Ecclestone and Hayes, 2009a). Pollard

and Lee (2008) suggest that in order to help children thrive and flourish more

IRFXV VKRXOG EH SODFHG XSRQ FKLOGUHQdpposed WUH Q.
WR WKHLU pGHILFLHQFLHVY DQG UGLIILFXOWLHVY

This section has briefly considered some of the reasons for a fast-growing

interest in well-being and the role of school. However, there is evidence to

suggest that well-being has always been an important aspect of education,

despite it being argued as a fast-growing interest in education policy. For

example, references were made to well-being in the Plowden report written in

1967 30RZGHQ DQG LQ D UHSRUW HQWLWOHG pl
(Department for Education and Science, 1980). Therefore, the next section

takes a closer look at well-being in curriculum policy.

1.5 Well-being and the curriculum

This section briefly examines how well-being is presented in the context of the

curriculum. In 1988, a National Curriculum was introduced for 5-to-16 year olds

ZLWK pGLVFUHWHY VXEMHFW DUHDV ZKLF#&I VHW RXW D

children. However, a concern started to emerge WKDW puVXEMHFWVY ZHUH
SODFHG DW WKH KHDUW RI WKH FXUULFXOXP DV RSSR\
report emphasised in 1967 (Maynard and Chicken, 2010). Whitty et al. (1994)

explain that in order to ensure that children and young people were provided

ZLWK WKH QHFHVVDU\ VNLOOV IRU S(dlsb&bowasd LRQ IRU
softer skills), such as living a happy, healthy, successful life, t KH PnLQWHJUDWHG
delivery model was introduced in the late twentieth century. This occurred as a

response to the perceived parrow fsubject-based discrete areas of the National

12



Curriculum. Well-being was not included as a discrete subject when the
IDWLRQDO &XUULFXOXP ZDV LQWURGXFHG KRZHYHU p

(PSE) was a statutory part of the basic curriculum.

In terms of understanding the nature of well-being in schools regarding the
curriculum, pedagogy and assessment there is very limited research in this area
(Davis et al. 2010; Stephen, 2010; Soutter et al. 2012) which makes this study
significant. In 2012, Soutter et al. (2012) made an important contribution to
understanding well-being in the New Zealand furriculum, but there are very
few reported studies as yet that focus on understanding well-being in the early
years curriculum within a UK context. Contemporary research about the well-
being of young children under the age of eight years in the early years is
relatively new and rising (McLellan and Steward, 2015). For example, recent
studies by Seland et al. (2015) focus on very young children under the age of
three years and explore how they experience subjective well-being. Edwards et
al. (2015) study report WKDW OLVWHQLQJ W R h&Kda@yGehsQ TV LQWEH
classroom can often be more beneficial in promoting and supporting well-being

than implementing targeted intervention programmes.

In 2008, when the Foundation Phase was introduced in Wales as the new

statutory curriculum for all 3-to-7 year olds it placed more emphasis on listening

WR FKLOGUHQYYVY LQWHUHVWY DQG VRFLDO LQWHUDFW.L
new curriculum replaced Key Stage 1 of the National Curriculum for 5-to-7 year

olds and the Desirable Outcomes for 3-to-5 year olds. The Foundation Phase is

briefly described as;

marking a radical departure from the more formal, competency-based
approach associated with the previous Key Stage 1 National Curriculum, it
was designed to provide a developmental, experiential, play-based
approach to teaching and learning (Taylor et al. 2015, p.1).

According to Aasen and Waters (2006) the new curriculum for young children in

Wales is a positive shift towards adopting a socio-cultural understanding of the

child. This places more emphasis on social interaction, child-centred practice,
FKLOGUH Q Y VWrdérst&nding dbildrén as meaning-makers. & KLOSGUHQ
well-being is emphasised in the policy as being at the centre of the curriculum

(Taylor et al. 2015) and the Welsh Government state, S3HUVRQDO DQG 6RFLI

13



Development, Well-Being and Cultural Diversity is at the heart of the

Foundation Phase and should be developed across the curriculum ~ Welsh

Assembly Government (WAG), 2008a, p.14). However, for this to be enacted in
classrooms, Aasen DQG :DWHUYV VXJIJHVW WKDW 3ZKDW LV
interpretation of well-being through the socio-cultural theoretical framework

UDWKHU WKDQ WKDW RI WKH GHYHORSPHQWDO FKLOG"®

The Foundation Phase consists of seven Areas of Learning fand well-being is

presented explicitly in the Area called: Rersonal and Social Development, Well-

being and Cultural Diversity {PSDWBCD)”. The Welsh Government state that

3|RU HDFK $UHD R ledttBtiorlL @apravhiknel sets out what children

should be taught and the outcomes set out the expected standards of
FKLOGUHQYV SHUIRUP®gX2y HPSDWBCD includes 41 different

skills, ten of which are identified as well-being skills (see Appendix 1, p.264). At

the end of the Foundation Phase when a child is seven years old teachers are

required to make a judgement aboutthis AUHD DQG VFRUH D FKLOGTV 2
between one and six (see Appendix 3, p.268). Teachers are also required to

assess and make a judgement DERXW FKLOGUHQ §Vivwo btkdtHYHP HQ W\
Areas of Learning, namely h/ODWKHPDWLFDO '"HYHORSPHQWY DQG
ILWHUDF\ DQG &RPP X QArdgubbl,IsiRa@ 26081welich¥ifg is

presented differently in the curriculum for young children in Wales. One

possible explanation for this change is the role of the State in measuring and

improving well-being. In general, Aasen and Waters (2006) suggest that in

RUGHU WR LPSOHPHQW WKH )R X @ d¥thiRkng3dCtiny H LW L C
and being within the early years classroom that is substantially different from

the requirements of previous statutory curricula ” p.128).

Prior to the Foundation Phase, well-being was presented in the Desirable

Outcomes, for 3-to-5 year olds, as a principle of good quality educational

practice fnot as an explicit Area of Learning § The policy direction for well-

being in the Desirable Outcomes stated; SDGXOWYV FRQFHU@QMEG ZLWK X
have a particular responsibility for their care, safety, protection and welFEHLQ J”
(ACCAC, 2000, p.3). Even though well-being was not explicitly presented as an

Area of Learning in the Desirable Outcomes, there was an Area of Learning

* From here on the acronym PSDWBCD will be used throughout the study.
14



and Experience ftalled Rersonal and Social Development 3 6.'In terms of
Key Stage 1, for 5-to-7 year olds, Personal and Social Education (PSE) was a
statutory part of the basic curriculum. Therefore, it could be argued that PSD
and PSE are similar in nature to PSDWBCD, but nonetheless Table 1 attempts
to show that over the last decade the way in which well-being is presented in

curriculum policy for young children has changed in Wales.

Table 1: Policy changes to well-being in the early years curriculum

(Wales)
Pre-2008 Post-2008
Desirable Outcomes for 3-to-5 year Foundation Phase for 3-to-7 year olds:
olds: x 7KHUH AxaDiQeprning
x 7TKHUH ZDRAxaDQeprning FDOOHG p3HUVRQDQ(
and Experience ftalled Development, Well-being and
M3HUVRQDO DQG 6RI &XOWXUDO 'LYHUVL
Development. X Well-being is presented as a
x Well-being was presented as a skill and an Outcome to be
principle of good quality assessed
educational practice. X The policy direction is to

integrated well-being across the

curriculum.
National Curriculum Key Stage 1 for 5-
to-7 year olds:
x Personal and Social Education
(PSE) was a statutory part of
WKH WEDVLFY FXUUL

To summarise, limited research focuses on understanding the specific nature of

child well-being in the context of the early years curriculum. As a consequence

this limits the understanding of application to practice. This is significant

particularly when Wales presentswelFEHLQJ DV DQ p$UHD RI /HDUQLQ
Foundation Phase.
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1.6 Aim of the study

The central aim of this thesis is to explore how the concept of well-being is
understood and operationalised in the early years through examining the
implementation of the Foundation Phase in Wales. This aim will be achieved by
considering the following questions:
1. What do primary school practitioners (such as teachers and teaching
assistants) NQRZ DQG XQGHUVWDQG DERXBSNGRXQJ FKL
2. How is well-being operationalised in practice?
3. What tools do primary school practitioners use to capture well-being in

the classroom and to what extent are they fit for purpose?

The following sections explain the origin of the thesis and the background
context to the PhD, and the chapter concludes with an explanation of the

structure of the thesis.

1.7 Origin of the thesis

A case study design of the Foundation Phase in Wales was adopted to explore

how well-being is understood and operationalised. Schools that took part in this

study had previously been selected for a three-year Welsh Government funded

evaluation of the Foundation Phase, led by Professor Chris Taylor at Cardiff

University. The evaluation aimed to generate a number of important outputs

and one of these included an Economic and Social Research Council (ESRC)

funded doctoral research studentship (Taylor et al. 2015). In March 2012, | was
DZDUGHG ZKDW KDV EHHQ GHVFULEHG DV 33praglarJKO\ S U
et al. 2013, p.25) and for three years | was based at the all-Wales ESRC

Doctoral Training Centre (DTC).

The annual report of the first year of the Foundation Phase evaluation states;

SWKH VWXGHQWVKLS LV GHVLIQHG WR FRPSOHPHQW D((
evaluation “(Taylor et al. 2013, p.25). With this in mind the research proposal

for this PhD emerged from discussions with the evaluation team and a summary

of the proposal was published in the Update and Technical Report 2012/2013

(Taylor et al. 2014) (see Appendix 2, p.266). In addition, a presentation was

given to the Welsh Government evaluation team. On reflection of the proposal,
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| realise that it was slightly ambitious in the time-scale (three years) particularly
in terms of piloting well-being tools with a participatory element. Nonetheless,
the proposal was welcomed by the team and there was a general feeling that
examining how well-being is understood and practiced would be a useful
contribution to policy and practice. | clearly recall that a member of staff from
Estyn, which is the Inspectorate for Education and Training provision in Wales,
was particularly interested in the focus on measuring well-being rather than how
practitioners understand well-being. The reason for this interest by Estyn is
more than likely related to the new inspection framework introduced in
September 2010, with a focus on three key questions where well-being is used
as an indicator for one of these questions.

The two primary schools that agreed to participate in this study were located in
different Local Authorities and different socio-economic contexts in South
Wales. This study is exploratory and interpretive in nature and adopts multiple
methods for data capture, such as focus groups, interviews, observations and
documentary evidence. Teachers and teaching assistants® are referred to as
practitioners fhroughout the study. The qualitative multiple methods design
suited me as a researcher because having worked as an early years teacher for
eight years with 3-to-5 year olds | was aware of being able to capture data from
other sources (such as weekly planning and timetables) rather than focusing
solely on the perspectives of practitioners. | was aware of their commitments
and how taking part in research might be time-consuming. | was able to
understand what it was like for practitioners to have another adult observing in
their classroom and being asked questions about their practice. So | made sure
| put them at ease and was approachable and non-threatening. The idea |
aimed to get across to the two schools which were being used as research sites
was: 3, DP KHUH WR ILQG RXW DERXW VRPHWKLQJ DQG ,¢
helping with education U H V H D THe khitial focus for this study was on
gmotional fand gocial Yvell-being fwhich stems, in part, from my experience of

writing school reports for children in my class. My favourite section in the

® Additional Practitioners (APs) is the preferred term used by the Welsh Government for
practitioners who assist teachers. But when the participants were asked to clarify their title, they
had a preference for teaching assistants not APs.
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school reportwas ZULWLQJ DERXW D FKLOGTV SHUVGRQDO DQG
This was an opportunity for me to write about W KsHift fputcomes of
DFKLHYHPHQW DV RSSRVHG WR PRUHwWliehB&WPLF pKDUG
members of staff were always interested in. | recall another colleague saying to

me around the time of writing school reports; 3, FDQYW EHOLHYH \RX OLN|
about that, I think LWV WKH PRVW GLIILFXOW’

1.8 Structure of the thesis
This thesisdraws XSRQ SULPDU\ VFKRRO SUDFWLWLRQHUVY N

understanding of well-being and examines their classroom practices in order to
understand how well-being is understood and operationalised through Wales
flagship policy, the Foundation Phase. This thesis is structured in seven

chapters as follows:

Chapter 2 introduces the reader to a range of key issues relating to well-being
within education policy and practice and is structured in three main sections.
Section one explores the reasons why there is a fast-growing rise in well-being
and education and considers the importance of well-being at policy level.
Various claims about the relationship between well-being and education are
discussed as well as a critical exploration of the empirical research evidence
that supports these claims. It argues that not enough robust empirical data is
available to support grand claims about well-being in policy, and there are
mixed findings about the benefit of targeted programmes that aim to improve
well-being. Section two discusses the various ways in which well-being is
captured in policy and classroom practice, and critically considers the reasons
for limited tools in relation to children under the age of eight years. Section
three focuses in detail on the role of well-being in the curriculum and examines
the policy direction for delivering well-being in the Foundation Phase. It shows
that the pntegrated fturriculum code is strongly advocated. This section also

argues that various interpretations of well-being exist in various curricula.

® At the time, Rersonal and Social Development fvas an Area of Learning and Experience fin
the Desirable Outcomes IRU &KLO G UH Q@faumdéhD UQLQJ
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Chapter 3 critically examines the nature of well-being within dominant
discourses and explores the following question: what exactly is well-being? The
chapter is structured in two main sections; section one critically discusses the
objective and subjective dimensions of well-being and argues that their
similarities are not always acknowledged. Well-being domains are explained
and further examined in policy documents which relate to young children. The
chapter argues that some well-being domains are privileged in policy and they
are not always presented consistently. Section one also discusses the various
perspectives of well-being from dominant discourses, such as philosophy,
psychology and economics. It concludes with a diagram that aims to show the
distinct features of well-being. Section two examines the nature of child well-
being in more detail and discusses current research by Mashford-Scott et al.
(2012) and Amerijckx and Humblet (2014). Moreover, a recent claim made by
Raghavan and Alexandrova (2015) is critically evaluated. A second diagram is
presented in this chapter which attempts to show the distinct features of well-
being in a school context, and it is used as a tool to explore the essence of well-

being in various policy documents relating to the Foundation Phase.

Chapter 4 explains the methodology and is structured in five main sections.
Section one provides a detailed discussion about the interpretivist approach and
justifies a case study design, section two explains the sampling techniques and
provides information about the two participating primary schools that were used
as research sites. Section three discusses and evaluates the research methods
adopted for this study which include focus groups, interviews, observations and
documentary evidence. Section four explains the ethical processes that took
place prior to the study, during the study and after the study. Lastly, section five
explains the approaches taken to data analysis. Various tables are presented

throughout this chapter so information can be easily located.

Chapter 5 is the first empirical chapter which GLVFXVVHV S Ukbdwedge/ LR Q H L
and understanding of well-being and identifies the dominant discourses and

domains, some of which were discussed in Chapter 3. It also reveals that

practitioners are hesitant and uncertain about articulating well-being. On

interrogation of the data, this chapter reveals four different dimensions

associated with well-being and these are discussed in detail. The chapter also
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discusses an unwarranted assumption that practitioners share about well-being
DQG D FKL Gesdhvimi BaelkgRound. Therefore, this chapter raises
guestions about how do practitioners go about operationalising the various

dimensions of well-being in practice.

Chapter 6 is the second empirical chapter which explains how practitioners go

about operationalising’ the various beliefs they have about well-being in

practice. The data and findings reveal that the integrated curriculum code

which is strongly perceived by practitioners and strongly advocated in policy is

not being implemented for the seven Areas of Learning in the Foundation

Phase, in at least two different schools®. This chapter draws upon various

Bernsteinian (1977; 1982; 1990) concepts such as flassification §and

framing ¥ in order to understand how well-being is operationalised in relation to

other Areas of Learning in the curriculum. InBeUQVWHLQTYV - WHUPV
being is more often than not weakly classified and weakly framed =zparticularly

in comparison with other Areas of Learning, VXFK DV pODWKHPDWLFDO
'"HYHORSPHQWY DQG u/DQJXDJH /LWHUDHMoME@EGE &RPP XC
gttimes 1 Z{Hen@is strongly classified and strongly framed. Data and

analysis show that five different types of practices are currently in use to

operationalise well-being in the curriculum. Four of these practices are

integrated in nature and enacted by children and adults and one of them is

discretely delivered by adults. Practitioners also experience various challenges

in putting well-being into practice which raises questions about whether they

experience any other challenges such as, capturing well-being.

Chapter 7 is the final empirical chapter which explores whether practitioners
experience any further challenges in terms of capturing well-being. Data and
analysis reveal that practitioners encounter four difficulties in capturing well-
being in the curriculum. One of the difficulties they face is interpreting
Foundation Phase Outcome criteria. However, in the main, this chapter

investigates how practitioners assess, measure, document and/or evidence

"H2SHUDWLRQDOLVLQJY LQ &K BaShwity UeliveFinyRobo@@ihg@mtiidd UV WR W
supporting well-being, not assessment.

® Ten Foundation Phase classrooms were observed in two different schools for the purpose of

this study.

o {lassification fefers to the relationship between Areas of Learning in a curriculum.

10 praming fefers to the pedagogical relationship between adult and child.
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well-being. The tools practitioners use to capture well-being are discussed in
detail but the majority of tools typify criterion-referenced assessment. This
chapter suggests that digital tools may empower children slightly more than
paper-based tools. Various well-being assessment tools were selected and
explored with practitioners in two workshop-based focus groups, and
practitioners generally feel that tools are missing many features. Therefore, it
could be argued that pW R RO G HnNéeedQdR\®IK &4 closely with

practitioners.

Chapter 8 is the conclusion chapter which revisits the three research questions

and summarises the key findings, before discussing how this thesis contributes

to the following three areas: understanding the implementation of Foundation

Phase policy in Wales, understanding the nature of well-being in the early years

and lastly, a more general understanding of well-being in the curriculum. Short

term policy and practice implications are discussed in terms of developing
SUDFWLWLRQHUVT NQR Z O Hobaspleds QeatingQoGheipvadtiteQ G L Q J
and helping practitioners overcome challenges they face. Longer term policy
implications are also discussed in terms of assessment and curriculum

development. The chapter concludes with a consideration of future directions

for child well-being research.
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SQGHUVWDQGLQJ WREHURDALRIKL Q
HGXFDWLRQ SROLF\ DQG SUDFWLFH

2.1 Introduction

The State is increasingly interested in improving and measuring the quality of
SHRSOHYV OLY H Vbdn@ @uirktielddt deldedeor so there has been
a fast-growing interest in the well-being of children and young people,
particularly in education (Coleman, 2009; Welsh Government, 2011a; Amerijckx
and Humblet, 2014). However, there are concerns that many claims, in
general, are made about education and well-being without being supported with
robust empirical evidence (Desjardins, 2008). Moreover, there is a paucity of
research into understanding and operationalising well-being in the school
curriculum (Davis et al. 2010; Soutter et al. 2012).

Therefore, this chapter aims to firstly, understand the rise of well-being in policy
before examining current research about the relationship between well-being
and education. Secondly, it aims to explore how well-being is measured and
understand why child U H @&IMoeing has not kept pace with the way in which
adult well-being is measured (Wigelsworth et al. 2010; Humphrey et al. 2011).
Thirdly, it aims to discuss the role of well-being in schools and examine well-
being as a subject area in curriculum policy, with a particular focus on the
Foundation Phase. This chapter is structured in three main sections from here

on.

2.2 Well-being and education policy

This section explores the reasons for a rise in well-being and education policy
before understanding why well-being is an appealing concept at policy level.
Then it critically examines current research about the relationship between well-

being and education.

2.2.1 The rise of well-being in education policy

As previously outlined in the introduction, the shift at policy level from physical

needs to emotional and mental health needs may have contributed firstly, to the
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expectation of schools to deliver well-being and happiness lessons, and
secondly to the introduction of therapeutic intervention programmes, such as
the Social and Emotional Aspects of Learning (SEAL) programme (Bailey,
2009). Adams (2012) suggests there is a moral panic about the quality and
status of childhood and this is why there has been a rise, whereas Clack (2012)
WKLQNYV 3Wikg-hgZrd®d0ught to address the problem of unhappiness in
DIIOXHQW VRFLHWLHYV Coeman (2009)Rigitihks there are many
different types of reasons as to why there has been a rapid increase in

F KL O G U Hugifigvartiedu€ation policy in the last decade or so, and

suggests various reasons.

The work of Daniel Goleman®! on the links between thinking and emotional

intelligence and emotional health are seen as influential, and provides one

reason as to why well-being has emerged in education (Coleman, 2009). In

addition, the concerns about the rise, or perceived rise, R FKLOGUHQTV UHSR
mental health problems, ill health and poor educational outcomes are seen as

being significant which places an expectation on schools to improve well-being.

29'R Q @t+haD(@014) argue that not enough is being done to support mental

ill-health in comparison with the support for physical iliness. They report that

many children require therapy in dealing with psychological problems. Another

reason for the rise in well-being within education could relate to the UNICEF

reports on the poor well-being of children in affluent countries, as well as
SROLWLFLDQVY FRQFHUQVY DERXW XQKDSS\ FKLOGKRRC
Adams (2012), Myers (2012) and Ecclestone and Hayes (2009a; 2009b)

suggest that claims about unhappy childhoods and mental health problems are

RIWHQ RYHUVWDWHG DQG GLVWRUWHG JXUWKHUPRUH
LQ FULVLVY GHEDWH

In addition to the reasons highlighted above, Coleman (2009) proposes
important developments in policy that have contributed to the rise of well-being
in education, such as the National Healthy Schools Programme in 1999 and the
Education and Inspection Act (2006). Also, the Every Child Matters (ECM)

policy initiative in England is claimed to have increased awareness of young

Y An American psychologist and science journalist.
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FKLOGUHBRMVQ@HDIONK RQH RI LWV ILYH NH\ RXWFRPHV \
ML HF R QR P ibEifig.ZHhi® @nphasis is on enhancing human capital theory,

withthe H{SHFWDWLRQ WKDW 3L Qpfavisia wil) doritriputd ®U O\ \HD U
VRFLHW\TV IXWXUH HFRQRPLF EHQHILWV« DQG PRUH Jt
for school and preventing later academicfaLOXUH"~ 6WHSKHQ S
7TKRPSVRQ DQG ODUNYV VXJIJHVW WKDW 3WKH (&0 IU
need to place the well-being of children at the heart of the service delivery,

focusing on the needsofeachc KLOG DV D ZKROH I8 esbevideQhis S

ECM quote is very similar in nature to what was being emphasised in the

Plowden report written in 1967. It states, *DW WKH KHDUW RI WKH HGXF
SURFHVYVY OLHV WKH FKLOG® 30RZGHAQ S ) X UWK
specifically acknowledges well-being and claims that;

day nurseries have made, and are making, a contribution towards the
intellectual and emotional, as well as the physical, well-being of children
from the age of six months until they enter school (Plowden, 1967, p.122).

In 1980, the then Department for Education and Science published a report

FDOOHG p$ YLHZ RI WKH &XUUL EXWOX\P W B QEH LHW | M AV MYH-
curriculum must allow for differences. It must contribute to children's present
welFEHLQJ ™ 'HSDUW P atignvend Bdience, A¥80, p.2). Therefore, it

could be argued that even though there seems to be a fast-growing interest in

well-being, it has always been an important aspect of education.

2.2.2 The importance of well-being in education policy

From a policy perspective it seems there are broadly two reasons as to why

well-being matters. Firstly, well-being is understood as a pre-requisite and often

focuses on the here and now, such as being an effective learner, improving

concentration and engagement, improving behaviour and school attendance

(WAG, 2008b; WAG, 2008c; WAG, 2010). The following quote which was

published by the Department for Education (DfE) on Personal, Social, Health

and Economic (PSHE) Education is an example of well-being as a pre-requisite.

7KH UHSRUW VWDWHYV 3SXSLO V-bgihy\&n &chigvetetter KHD O W k
DFDGHPLFDOO\«" "I( S

Secondly, well-being matters in policy because it is believed to be associated

with the quality of life as an adult and tends to focus more on the future, and
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factors that contribute towards greater success. In other words, well-being is

considered a by-product/outcome and White (2009) argues that policy mainly
referstowel-EHLQJ DRXWRRPH WR EH V RMNsIW§erstagling is
HYLGHQW LQ WKH Z&dN2®RH4)2MeRQe eladrCCKDW DQ DGXOWT!
wel-EHLQJ P Hiliie@adti€fakction fis closely associated with the emotional

health of a child. Also, the Australian early years learning framework for 0-to-5

year olds'? includes evidence of well-being as a by-product/outcome. It states:

sound wellbeing results from the satisfaction of basic needs - the need for
tenderness and affection; security and clarity; social recognition; to feel
competent; physical needs and for meaning in life (adapted from Laevers
1994) (Australian Government, 2009, p.48).

In other words, well-being is the by-product/outcome RI PHHWLQJ FKLOGUHQ
needs. The Welsh Government also highlight that in relation to the Foundation

Phase, well-beingisaby-SURGXFW RXWFRPH RI PHHWLQJ FKLOG
feeling safe and secure, having food and shelter, and experiencing warmth and

affection from others (WAG, 2008c).

,Q DGGLWLRQ WR PHHWLQJ FK-b&ingid th&)yV EDVLF QHHGYV
SURGXFW RXWFRPH RI SDUHQWDO LQYRIeWBHQW LQ D
Government (2013b, p.1) claim that Yreater parental involvement in schools

KDV D VLIQLILFDQW L P $érgWhrRiQsubse§uealy ifnpatisoo

WKHLU OHDUQLQJ DQG OLIH FKDQFHV"™ W LV DOVR UH
between home and school KDV D VLJQLILFDQW LPSPEMLR®I OHDUC
(Estyn, 2012, p.34). The OECD (2011) suggests that the home environment of

a child contributes positively or negative O\ WR F K L O-Geihgl, QUi ey 150 O
KLIKOLJKW WKDW 3WKH | mallféing avekebngple thtérielateds U H Q
and difficut WR XQWDQJOH" 2(&'Furtherm®re, it is reported that

when schools provide more activities that are creative and exciting in nature this

results in positive child well-being (Estyn, 2013). Finally, Estyn (2014) state that

3SRRU EXLOGLQJ PDLQWHQDQFH DQG VIRERXSXBNANDNY H L
ZHOOEHLQJ S , Q Roeing s @ by-Rrod@coutdhi@ 6f a

FKLOGYV VFKRRO HQYLURQPHQW

'2 One of the five key learning outcomes of the curriculum is a strong sense of well-being.
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To summarise, F KL O GuglHRifigyis considered important in policy because
(a) it is perceived as a pre-requisite to developing a range of skills and
competencies, and/or (b) well-being is the by-product/outcome of other factors,
such as parental engagement and the school environment. Both interpretations
of understanding well-being link to life chances and future success. Therefore,
this raises the following question: what evidence is there to support claims
which are made about the relationship between well-being and education?

2.2.3 Research evidence about well-being and education

Research that explores the relationship between well-being and education
mainly focuses on well-being as a by-product/outcome, for example parental
engagement or socio-economic background. There is some evidence to
suggest that schools are appropriate contexts for developing and promoting

F KL O G U Hugifiy biathher® are very few studies in the UK that have
explored well-being in primary schools (Morrison Gutman and Feinstein, 2008).
Also, there are factors associated with high or low well-being but the causal
links are unclear and difficult to prove between education and well-being. This
provides one explanation as to why there is limited research in this area
(Morrison Gutman et al. 2010). Generally, well-being and education is
discussed in relation to academic achievement and success (Soutter et al.
2012; Mashford-Scott et al. 2012). However, there seems to be a lack of robust
empirical evidence available that confirms educational achievement and well-
being (Mayr and Ulich, 1999; Ecclestone and Hayes, 2009a; Humphrey et al.
2010; Gillies, 2011).

Desjardins (2008) argues that the links between education and well-being are

YHU\ FRPSOH][ D QuppéaeR by aZigatoOs knowledge base, nor well
unGHUVWRRG ™ S ,Q DGGLWLRQ NQRZQHGBaM DQG X(
well-being is not usually researched within educational contexts, and is largely

EDVHG RQ SHRSOHYV DVYVXP S Wdchbed\asziikemiér-grahtédR | W H Q
truths {Desjardins, 2008). Mayr and Ulich (1999) suggest that early years
SUDFWLWLRQHUV JHQHUD O O-bding Eadt8bMesidckedhapp) FKLOG T

and successful future.
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Despite the argument suggested about the lack of robust empirical evidence

and many assumptions associated with the concept, there is some evidence

that shows certain well-being domains®® are related to educational outcomes.

For example, in November 2012, the childhood well-being research centre

produced a report on the impact of pupil behaviour and pupil well-being on

education RXWFRPHYV 7TKH\ FRQFOXGHG WKDW FKLOGUHQ -
being made more progress in primary school. Also, they found that children

with higher levels in all four domains, such as gmotional  bepavioural  gchool

and social Yvell-being tend to have higher education outcomes.

Morrison Gutman and Feinstein (2008) used data from a previous study to
discuss the effects of primary school RQ F KL O G Lhdiqghetweeh@-@-10
year olds. It is quite common to report on child well-being in this way which
uses secondary data and does not directly consult with children themselves.
Their report found that most children experience positive fvell-being at school
and therefore schools can help make a difference to well-being. Their study
also investigated school effects, such as the type of school, its ethos and
relationships with parents and percentage of disadvantaged learners. They
found minimal effects on well-being linked to the type of school and
relationships with parents, but found significant effects on well-being linked with
the percentage of disadvantaged learners. In a different study, Morrison
Gutman et al. (2010) found a relationship between vulnerable and poorer
children who enjoyed school and positive changes in pehavioural fand gocial
well-being. They argue that children who have unstable, stressful, poorer
backgrounds benefit from schools that provide positive learning environments.
Despite these findings, Morrison Gutman and Vorhaus (2012) and Sabates and
Hammond (2008) suggest that, far more evidence is needed to investigate well-
being and education outcomes especially between diverse groups of children.
Despite the limited research amongst diverse groups of children Axford (2009)
examined the relationship between needs, rights, poverty, quality of life and
social exclusion,and IRXQG 3WKH\ DUH UHODWHG EXW QRW DV
DVVXPHG"  $xford (2009) also found from a large sample of young
people that;

'3 Various well-being domains are discussed in the next chapter.
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47% of children were in poverty but enjoying a decent quality of life, while

8% of children were not in poverty but nevertheless had a poor quality of

OLIH« .HY ky@arbld boy, came from a non-poor family but exhibited
poorself-HVWHHP DQG VXLFLGDO WKRXJKWYVY DSSDUHQYV
lack of affection towards him (p.378).

It seems that positive feelings about quality of life and well-being are associated

with diverse socio-economic contexts, and assumptions should be avoided

about linking socio-economic circumstances with well-being. McLellan and

Steward (2015 VXJJHVW WKDW 3LW LV LPSRUWDQW WR EH F
wellbeing and not just the wellbeing of those who might be perceived to be

vulnerable insome ZD\" OF/HOODQ DQG ppBeRY Orheg further

suggest that in education it is the well-being of vulnerable children that

practitioners are mainly concerned about, rather than the well-being of all

children. However, there is limited empirical evidence to support this claim.

This thesis aims to improve the evidence base by explorinJ SUDFWLWLRQHUV Y
NQRZOHGJH DQG XQGHUVWD®EngQJ RI FKLOGUHQTV ZHC

To summarise, there appears to be a gap between research evidence and what
FRXOG EH WHU P El@m®aboutingDb@idyfand education policy.
Furthermore, Berry (2014) suggests that the State need to focus their attention

on measuring well-being to confim that S FKLOG ZHOOEHLQJ LV ERWK Y
academic attainment and an important outcome of the education system in its

0ZQ ULJKW” ™ 9%HUU\ S tatBrdantpresent®aH U U\TV V
challenge, because the way well-being is assessed has not kept pace with the
importance of supporting and promoting well-being and the way in which well-

being is measured for adults (Wigelsworth et al. 2010; Humphrey et al. 2011).

This indicates that new measures of well-being for children, particularly in

education may need developing. Therefore, the next section aims to examine

how the well-being of children is measured.

2.3 Measuring child well- being

This section briefly explains how the State measures well-being and discusses
various well-being measures for children under the age of eight years. It

concludes with a discussion about the challenges associated with capturing
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F KL O G U Hugifig/wHith @xplains why measures have not kept pace with

adult well-being measures.

2.3.1 General measures of well-being in policy

In the main, there are three broad types of well-being measures in policy,

namely (1) indices, (2) objective indicators and (3) subjective measures which

are usually underpinned by discourses of psychology (Gasper, 2004; Fattore et

al. 2009; Walker, 2012). White and Abeyasekera (2014) explain that

psychologists might use various statistical tests to measure subjective well-

being, whereas economists mightusH KRXVHKROG VXUYH\V WR FDSW
happiness. Regardless of the discourse, measures tend to focus on how happy

someone is rather than focus on what makes them happy. Essentially, White

and Abeyasekera (2014) highlight WKDW 3GLIIHUHQW NLQGV Rl PHDV
GLIITHUHQW NLQGV RI UHVXOWYV DQG VR GLIITHUHQW NL

The three broad types are now briefly discussed.

1) Indices: At a more global (macro) level, countries that are interested in

monitoring and capturing the well-being of children might use an |ndex of well-

being fsuch as the work of Jonathan Bradshaw and the hild and Well-being

Index for the European Union { Indices usually consist of indicators which have

been developed to monitor well-being across countries and over time (Statham

and Chase, 2010), and according to Moore et al. (2012) they are useful in three

ZD\V )LUVWO\ WKH\ KHOS WR FDSWXUH DQG DVVHVV
well-being on a large scale; secondly they enable comparisons to be made

between different groups of children and across cultures; and thirdly they track

how well-being changes over time (Fauth and Thompson, 2009).

However, there are criticisms about this type of measure. For example, findings

from a range of indices are often used to discuss well-being, but the index may

not have been specifically designed to capture well-being which questions its

validity (Hicks et al. 2011). Also, some indicators within an index may be

missing DQG GR QRW DOZD\V UHODWH -bedyV EWthe@mo, R FKL O

6WDWKDP DQG &KDVH UHSRUW WKDW 3SFKLOGUHQ I
different aspects of wellbeing to those included in some of the traditional
PHDVXUHV™ S ekdraWid diRAD ksingMdata from some indices is
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that information might not be representative of what is important to children, and
information is misused to inform and shape policies. Awartani et al. (2008)
argue that indicators show a narrow understanding of well-being and usually

relate to hedonic well-being** (McLellan and Steward, 2015).

2) Objective indicators: These types of measures use statistics about income,
employment, poverty, and attainment to name but a few to report on well-being,
and they are often considered easier to quantify (NEF, 2009). In 2013, UNICEF
reported the well-being of 11-to-15 year olds in rich countries and ranked the
UK 16™ out of 29 countries on all five well-being domains. They used poverty
rates, infant mortality rates, low birth weight, immunisation rates, PISA® results
and the number of children enrolled in pre-school to report on well-being
(UNICEF, 2013). These measures are known as proxy indicators fand are
used when you cannot measure exactly what you want or need. Proxy
indicators generally dominate the measurement of well-being and happiness
(NEF, 2009). Another example of a proxy indicator of well-being is highlighted
in an Annual Report by Estyn where it states;
in a minority of schools, there are important shortcomings in aspects of
ZHOOEHLQJ 7KHVH LQFOXGH SRRU DWWHQGDQFH R
levels of absenteeism or poor behaviour of a few pupils (Estyn, 2014,
p.73).
The drawback of relying on objective measures is that assumptions can be
PDGH DERXW wdlibeing WhtQtfidy have not been directly consulted
themselves. Privileging objective information was evident in the first 2008
FKLOGUHQ DQG \R Klkbding méhBoDfbr YWales which did not capture
the voices of children and young people. So in this instance it can be seen that
the State favoured objective measures rather than subjective evidence.
However, the lack of child voice was recognised by the Welsh Government in
2011 and as a result the second well-being monitor included views from
children and young people (Welsh Government, 2011a)*°.

 Hedonic well-being is a specific discourse of well-being and is explained in the next chapter.
1 Programme for International Student Assessment (PISA) of 15-year olds which takes place
every three years.

'® One-to-one and group interviews took place with participants aged between 6-months-to-25
years. Parents spoke on behalf of those aged four years old and under.
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3) Subjective measures 7KLV PHWKRG FDSWXUHYV VRPHRQHTV I}
aspirations, likes, dislikes and views about their purpose in life. Aspects such

as these are considered not so easy to measure (NEF, 2009). In psychology,

cognitive measures of evaluating life satisfaction are sometimes used

individually or they might be combined with negative and positive emotions

about recent events to provide a more comprehensive picture (White, 2014).

One example where measures were combined can be found in the work of the
&KLOGUHQYV 6RFLHW\ ZKHUH WKH\ FRPELQH¢iBgWKUHH C
measures to create a single composite measure®’ (Rees et al. 2010).

Combining scores recognises that different measures capture different aspects

of well-being. Hicks et al. (2011) regard subjective well-being very highly and

claim that the views of children and young people are important. Children have

a right to contribute what they think and feel rather than be viewed as passive

recipients which is the case in objective measures.

6RPH DWWHQWLRQ ZDV JLYHQ W PelmiinQaiathd fthé VXEMHF
81,&() UHSRUW ZK Hadlger &Hf© ¥Htisfacddnvvas used to find

out what mattered to children, and what they had to say about their lives.

However, the report overall appears to favour objective data but UNICEF (2013)

acknowledges that;

LI WKH DLP LV WR P H D Wo¢ibgthénkhet Gdo Henhg vhoreH O O
direct or reliable method than asking children themselves to say what they
think about their own lives (UNICEF, 2013, p.42).

Despite this acknowledgement, Lansdown (2001) asserts that;

the welfare model of childcare has perpetuated the view that children lack
the capacity to contribute to their own well-being or do not have a valid
and valuable contribution to make (p.93).

There is the view that elements of subjective measures, such as life satisfaction

and personal feelings are abstract ideas that children might find difficult to

understand (NEF, 2009; Wigelsworth et al. 2010). Therefore, the reliability of
FKLOGUHQYYVY UHVSRQVHV FRXOG EH TXHVWLRQHG EXW
applied to adults. Another criticism of subjective measures is the fact that it

may be more time-consuming compared with objective measures. According to

Y Cantril |V O D Ghappidess (scale 0-to-10), happiness with life as a whole scale (items 0-to-
DQG +XHEQHUYV /LIH 6DWLVIDFWLRQ 6FDOH VWUwM®Ued DJUHH
with 10-to-15 year olds.
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Mashford-Scott et al. (2012) subjective well-being evidence is often viewed by

some as less credible. One example of this is reported by Statham and Chase

(2010) who state that in order to influence policy, specific domains of well-being

ZHUH WDUJHWHG LQ D 2(&" UHSRUW DHi6g WasL O G U H C
removed and never reported on. It could be argued that this is disrespectful to
acknowledgiQJ FKLOGUHQYV YLHZV

To summarise, indices, objective indicators and subjective measures are
utilised by the State to report on well-being for children generally over the age of
eight years. As previously stated, it is recognised that solely relying on
objective data as an indicator of well-being is not enough to inform policy and
that subjective data is beneficial in providing a more comprehensive, clearer,
reliable picture (NEF, 2009; McLellan and Steward, 2015). However, very few
measures exist which are aimed at young children and this raises the following
guestions: what types of measures have been developed for young children and

why are they limited?

2.3.2 Capturing the well-being of young children

A few subjective well-being measures exist for children under the age of eight

years and they usually adopt a psychological stance, for example the Pictorial
Self-Concept Scale (Fauth and Thompson, 2009). This tool is aimed at early

primary school-aged children and involves 50 picture cards where children are

DVNHG WR UDWH WKHPVHOYHYV XVLQJ WKH IROORZLQJ
OLNH PHY pQRW OLNH PHY $V ZLWK DOO WRROV WKH!I
and children may initially require a significant amount of time in order to

understand the picture cards.

Another subjective tool aimed at 5-to-7 year olds has been developed by

researchers at the School of Psychology, University of Sussex (Banerjee,

2015). This involves a free online socio-emotional questionnaire that captures
FKLOGUHQYV IHHOLQJV D ER X Wt littleKsrkfo@n BIQ@BhoWK HLU SH |
the information can be used to inform classroom practice. An adult may need to

assist a child in completing the questionnaire which can be time-consuming and

WKH\ FRXOG SRWHQWLDOO\ LQIOXHQFH WKH FKLOGUHOC

age of eight years also completed questionnaires in the Millennium Cohort
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Study (Joshi et al. 2011) and in the recent evaluation of the Foundation Phase
in Wales (Taylor et al. 2015). Therefore, it seems that questionnaires are a
FRPPRQ PHWKRG IRU FDSWXULQJ -bdiigOGUHQYV VXEMHF

Generally, the majority of subjective well-being tools are aimed at eight year

olds and above so there is a tendency to adapt tools for use with younger

children. An example of this is evident in the Growing Up in Scotland (GUS)

study (Parkes et al. 7KH UHSRUW VWDWHYV 3OLWWOH LV Nt
importance of relationships, material and other influences on subjective well-

being in children younger thanten \HD UV R O G ‘et &.20QLHN, I7.¥).

Therefore, for the purpose of the GUS study Parkes et al. (2014) adapted

+ X HE Q HU founénZianaVllife Satisfaction Scale for seven year olds.

However, because this is a new development there could be a weakness with

regards to validity and reliability.

A different kind of measure called The Development and Well-being
Assessment (DAWBA) tool is an example of a composite measure. The
DAWBA is aimed at 5-t0-17 year olds and consists of parental interviews,
teacher questionnaires and the use of rating scales. This tool is used primarily
for diagnosing psychiatric child and adolescent mental health (DAWBA, 2012),
but it shows that different measures can be used alongside each other to

provide one score; thus presenting a more comprehensive picture.

In relation to the early years classroom, evidence suggests that more objective

type measures have been developed. For example, in 1976 the Leuven

Involvement Scale (LIS) was developed in Belgium to indicate the quality of the

learning process. The tool consists of a rating scale of 1-to-5 and is considered

TXLFN DQG HDV\ WR XVH DQG SURYLGHV LPPHGLDWH |
being and involvement (Laevers, 2003). However, Forgeard et al. (2011)

questions;

why do we want one number to summarise the wellbeing of an
LQGLYLGXDO«" 3HUKDSV LW LV EHFDXVH D VLQJOH
for simple findings or conclusions, in spite of the complexity of the
phenomena being studied (p.97).

Perhaps the complexity of well-being is overlooked with the LIS or it could be

argued that the complexity is virtually impossible to capture. Another objective
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tool which has recently been developed also adopts a rating scale component.
In 2009, German researchers developed the PERIK'® tool which is theoretically
underpinned by concepts of _fPHQWDO KHDOWKY MHUHVLOLHQFHY D
It consists of six dimensions of well-being also known as socio-emotional
competencies (Mayr and Ulich, 2009). The purpose was to develop a practical,
not too complex, reliable tool to record well-being in a systematic way for pre-
school teachers working with 3-to-6 year olds. Mayr and Ulich (2009) suggest
that the tool can be used to gather quantitative and qualitative data and this is
RQH RI1 W KstlenythsR Enfifdll effectiveness, they suggest it should be
used alongside other tools in the classroom. However, there is very little
evidence about its application in practice and it would be useful to know

whether this tool provides helpful information that informs classroom practice.

In 2010, Roberts (2010) attempted to develop a well-being observational tool for
practitioners working with young children. The tool consists of thirty-two well-

being codes and various assessment sheets. Roberts (2010) suggests that the
DVVHVVPHQW VKHHWY 2GR QRW TXDQWLI\ SURJUHVV Q
VNLOOV DQG XQGHUVWDQGLQJ LQ DQ REMHFWLYH RU F
IXUWKHU FODLPV WKDW WKH WRRO LV D ZD\ RI FDSWXL
companions DQG WKHLU H[SHULHQFHV«DQG SURYLGHV D UL
(p.142). Although this tool sounds useful, it may be time-consuming to use and

the information it provides may not be that helpful to practitioners in helping

children progress. However, there is very little evidence available about its

practical use and this is a similar finding with other tools. Conversely, White et

al. (2013) conducted a study with Scottish practitioners to ascertain their views

about using the Strengths and Difficulties Questionnaire (SDQ)™ to assess

F KL O G U kalafiendd®dnal well-being on-entry to primary school. Views

ZHUH SRVLWLYH EXW SUDFWLWLRQHUV 3IHOW WKDW Wi
GLG QRW DOUHDG\ NQRZ RER20IB,P8HKLOG" :KLWH

It seems that objective indicator tools are more commonly associated with
younger children under the age of eight years. This is where children are
conceptualised as pbjects frather than gubjects who are willing and capable of

reflecting upon their experiences (Seland et al. 2015). To summarise, there are

® PERIK is a German acronym for positive development and resilience in kindergarten.
¥ The SDQ tool is briefly described in Table 2.
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YHU\ IHZ WRROV DYDLODEOH IRU FD S Weind espeidiik LOGUH
in the context of the classroom. The tools that have been developed vary in

nature and design and have different aims and purposes. This is shown in

Table 2 which summarises some of the tools that currently exist for capturing

\RXQJ FKLOG-he@TV ZHOO
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Table 2: Well-being tools for use with young children

Involvement Scale
(LIS)

Professor Ferre Leavers in
Belgium.

*From 1991 in the UK.

the quality of the learning
process/educational setting.

Aims to give practitioners immediate
feedback about their work.

Name of Background information Aims/purpose of the tool/measure Tool component(s) and type
tool/measure
The Leuven First developed in 1976* by | Provides information about the indicators of | Rating scale 1-to-5.

Strengths and
Difficulties
Questionnaire (SDQ)

First developed in 1997 by
Robert Goodman (School of
Psychiatry) in the UK.

To diagnose children who potentially might
need mental health support.

Behavioural screening questionnaire
tool (several versions available for

researchers, clinicians and
educationalists) with 25 items.

PERIK

First developed in 1999 by
two researchers - Mayr and
Ulich in Germany.

To develop a practical, not too complex,
reliable instrument for pre-school teachers
enabling them to observe and record well-
being systematically.

Six dimensions with six items, rating

scale 1-to-6.

Observational tool

First developed in 2010 by
Rosemary Roberts in the
UK.

7R UHFRUG LQIRUPDWLRQ-TI
being that informs practitioners about
FKLOGUHQTY LQWHUHVWYV
experiences in a structured way.

To help practitioners plan more
appropriately for individual children.

Three types of coded observation

sheets.
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2.3.3 Reasons for limited tools

The following discussion considers why there might be limited tools for

capturing children 1V Zb¢i@gat a policy and classroom level. One of the main

WHQVLRQV DVVRFLDWHG ZL W Kb B WeXdgha@ befuéenO GUH Q |

positive development which focuses on gtrengths and capabilities fiversus

negative development which focuses on difficulties and deficiencies §

Psychological measures of well-being tend to focus on negative indicators of

well-being and this has been the case since the Second World War. For

example, the consideration that the focus towards society and children has

been negative and is still evident today has been argued by Haworth and Hart

(2007), who state that there should be an adoption of a more positive approach

IRFXVVLQJ RQ FKLOGUHQYY VWUHQJWKY FDSDELOLWLI
FODLP WKDW 3RQO\ E\ Hditeryth® &nQ abikikd vallGve H Q TV

discover the core elements of wellbeing that enable children to flourish and

WKULYH" S $QRWKHU EHQHILW WR IRFXVLQJ RQ FK

Roberts (2010) who claims that when a positive approach is adopted, strong

links with families are strengthened.

The criticism evident in research is that too many tools focus on negative

development outcomes and are diagnostic in nature, such as the DAWBA tool

which focuses on psychiatric diagnoses as a way of providing better services

(Goodman et al. 2000). The SDQ is another tool which is used for mainly
WDUJHWLQJ FKLOGUHQYY GHYHORSPHQWDO SUREOHPYV
pre-school practitioners in Scotland felt that the SDQ labelled children too soon

and too young, when they used it as a transition toolto DVVHVV FKLOGUHQTV
being on-entry to primary school (White et al. 2013).

Another example of a tool that focuses on negative development indicators is

the Canadian Early Development Instrument (EDI). This tool is a population

based measure which aims to capture five aspects of school readiness. One of

the aspects specifically UHODWHY WR puSK\VLFAHL GHD DMK O GG VZ
been interpreted to measure the gross and fine motor skills of 4-to-5 year olds.

Average scores are generated for the five aspects and children are labelled one

of three categories: top, middle or vulnerable. The aim of the tool is to identify
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the needs of children and provide the most appropriate services (Early

Development Instrument, 2015). However, it appears that many tools focus on

what children cannot do and aim to find out what is wrong in order to fix it or put

LW ULJKW WKXV VXSSRUWLQJ +DZRUWK DQG +DUWTV
(2009) believe that the PERIK tool they developed provides an alternative to the

negative development perspective.

Mayr and Ulich (2009) suggest that in the last few years the shift from the

negative also known as the deficit perspective to a focus on positive

development, which is traditionally neglected in research, has started to

emerge. Similarly, Ben-Arieh (2005) argues that the majority of tools commonly

used for early childhood development always focus on developmental delay and
deficiencieV DQG WKH QRWLRQ RI WKH FKLOG pPEHHERPLQJY
states that a change is needed from a focus on negative to positive

development outcomes but regardless of their focus, the literature consistently
VXJIJHVWYV WKDW SWKHUH LV QR VW-EGGQRU G P FWKARGUWN |
(Pollard and Lee, 2003, p.68). Furthermore, measures that exist are more likely

to focus on the objective dimension of well-being rather than the subjective

dimension. It seems that the development of well-being measures for young

children particularly in an education context is needed.

2.3.4 The challengesof FDSWXULQJ FK-bemGUHQYV ZHOO

Limited tools may exist because of specific challenges associated with young

children and there appear to be three main challenges which are now discussed

in turn. The first challenge is associaWHG ZLWK \RXQJIEgKALOGUHQTV D
comprehend abstract ideas, such as life evaluation, feelings and meaning in life

which they might find difficult to understand (NEF, 2009; Wigelsworth et al.

2010). The NEF (2009) suggest there is concern about whether young children

are able to report honestly and reliably on their inner-feelings and this often

creates debate. But equally this argument could apply to adults; they may

understand abstract concepts but choose not to report honestly. In other words,

they may say what they think the listener wants to hear.
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)DXWK DQG 7KRPSVRQ VWDWH WKDW 3VRPH UHVHD
young children have the cognitive capacity to understand abstract questions

reekeWHG WR pZKR D UHHbReXdEr,' Und&rstanding the feelings of others

can start to develop in children as young as nine months of age where they

begin to develop a sense of self-awareness. Also, at around the age of 15-

months young children start to recognise themselves in the mirror (Smidt,

2013). Therefore, it could be argued that children from a young age are

FDSDEOH RI UHVSRQGLQJ WR pZKR DUH \RX"T TXHVWLR

The view that children are far too young and cognitively unable to contribute

may be associated with different social constructions of childhood, such as the

notion of peing fand pecoming ¥ Uprichard (2008) explains that the peing ¥hild

is considered to be an active citizen, a gubject f their experience, an agent of

change with positive contributions to make, whereas the pecoming fhild is

viewed as an pbject fand is something to be geen %and not heard § Mashford-

Scott et al. VXJIJHVW WKDW WRROV WR FDSWhiOH FKLOG
are limited because young children are often viewed and constructed as

immature, needy, incompetent and lacking insight which is associated with the

pecoming fhotion. Mashford-Scott et al. (2012) explain that in order to focus

PRUH DWWHQWLRQ RQ FKLEBUGR Y GXHMUHRQYWYWHZIH @G C
DERXW NQRZOHGJH WR WUDGLWLRQDO UHVHDUFK DSSL

this involves a paradigm shift which presents a significant challenge.

The second challenge associated with capturing well-being is the complexity of

the nature of the concept, such as a lack of consensus about the meaning of

well-being and its multi-dimensional nature®. For example, it can mean
MKDSSLQHVVY uTXDOLW\ RI OLIHY pOLIH VDWALBhIDFWLF
and Frones, 2011). The challenge arises when one domain of well-being or one

discourse is focused upon and overlooks the multi-dimensional nature

(Forgeard et al. 2011; Hervas DQG 9D]TXH] B3ROODUG DQG /H
systematic review of well-being found that measures of well-being were not

multi-dimensional, and general claims were being made about well-being

%% Different perspectives of well-being are discussed in more detail in the next chapter.
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having only focused on one domain. To some extent this is flawed and
disregards the complexity of the concept. That is why Forgeard et al. (2011)
and Braverman (2012) argue that a multi-dimensional tool improves reliability.
However, Zill (2006; cited in Erbstein et al. 2012) suggests that assessing the

validity of multi-dimensional tools is difficult.

If well-being assessments are going to be effective they need to capture

multiple domains and contextual information (Fernandes et al. 2012). The

importance of capturing contextual information was highlighted by participants

in a study conducted by White et al. (2013) when they used the SDQ as a way

of assessing well-being. For example, practitioners felt restricted by selecting

MQRW WUXHY puVRPHZKDW WUXHT DQG puFHUWDLQO\ WU
UHFRUGLQJ FRQWH[WXDO LQIRUPDWLRQ 2QH SDUWLFI
FRXOG EH RXWVLGH IDFWRUV WKDW LPSDFMhitR& D FKLC
al. 2013, p.94). Prilleltensky et al. (2001, cited in Fattore et al. 2009) argue that

what is hidden and concealed from measures of well-being are the important
EURDGHU FRQWH[WXDO GLPHQVLRQV VXFK DV 3SDUHQ'
socialwelFEHLQJ ™ S ZKLFK WKH SDU®&AR2083D QW IURP :K
recognise. Furthermore, Fraillon (2004) and Fauth and Thompson (2009)

suggest that aspects such as belonging, participation and values should be
FRQVLGHUHG ZLWKLQ WKH EURDGHU VFKRRO FRQWHI[W
well-being. Therefore, an understanding of well-being as an inter-connected

concept makes it challenging to capture.

7KH WKLUG FKDOOHQJH RI| F-DBewiXibdu@idg pefspe®esHQ IV ZH
from different people which aim to present a comprehensive picture. Humphrey

et al. (2011) found that only three out of a possible twelve measures included

perspectives from parent, child and practitioner. They suggest that priority is

not placed on multiple perspectives which could provide unique information

(Wigelsworth et al. 2010; Humphrey et al. 2011). Wigelsworth et al. (2010)

argue that information from one respondent or one measure alone is not the

most effective in gathering reliable information. Therefore, the way forward

might be to include multiple perspectives and measures that capture different

well-being domains. However, the development of such a tool might be a long

process which involves piloting, testing and evaluating.
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To summarise, there are some measures that have been developed to capture
FKLOGUHQYV VXEMHFW Lbéidg.DERtGheR@&oM te oo b bbjettiv® O

DQG GLDJQRVWLF LQ QDWXUH DQG IRFXV RQ FDSWXULC
and deficiencies. Furthermore, various challenges are associated with

capturing the well-being of children and this might explain why limited tools

exist, particularly for young children under the age of eight years. In addition to

limited tools, limited evidence also exists about operationalising well-being in

schools. Therefore, the following section examines well-being in the context of

the curriculum to understand the role of school and child well-being.

2.4 Well-being and the role of school

This section considers the role of school in supporting and promoting well-being
and reviews current research evidence. Then it begins to understand the
nature of well-being as a subject area of a curriculum and examines the policy

direction about delivering well-being in the Foundation Phase.

241SXSSRUWLQJ DQG GHYHO P& J FKLOGUHQYV ZHOO

In 2012, Soutter et al. (2012) reported that well-being is poorly understood in
educational contexts and this is further supported by Davis et al. (2010) who
suggests that limited research focuses on the delivery of well-being in
classrooms. Despite this, some research exists on strategies that enhance
FKLO G U HWRifigysutH a3 e work of Huppert (2007; cited in McLaughlin,
2008) who claim there are certain strategies that practitioners can implement in
RUGHU WR HQKDQ F Hhelrg LFOr@xaudple] shildrenQl@uld be
encouraged to take regular exercise and develop positive ways of thinking, such

as engaging in mindfulness.

According to the OECD (2006) two pedagogical approaches are beneficial for
FKLOGUHWRIfiy TheyGiate,

D IRFXV RQ WKH DJHQF\ RI WKH FKLOG LQFOXGLQJ
learning strategies; and the extensive use of listening, project work and
documentation in work with young children (p.16).
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7KH 2(&" LV QRW VSHFLILF D E Raxnig Bireftagy i® Bequio@ D W XU D C
DERYH EXW LW FRXOG LPSO\ uSob\Y RI VRPH VRUW §

play is the medium most able to provide opportunities for becoming more
self-aware, empathetic and motivated as well as becoming more able to
manage feelings and develop and deploy social skills (p.28).

However, Gleave and Cole-Hamilton (2012) highlight that it is difficult to provide
a causal link between play and well-being which is often the case between well-
being and education. Mashford-Scott et al. (2012) assert that;

LQ RUGHU WR XQGHUVWDQG KRZ W-BeitghhMtiw¢ VXSS RUYV
early childhood setting. We need to understand how young children

subjectively experience wellbeing, including the factors that they perceive

as impacting on it, from their first-hand perspective (p.237).

8QGHUV WD Q G L GQubjéckvie ex@driénhce§ M supported by Barblett and
ODORQH\ ZKR VWDWH 3:PHDQLQJ EHORQJV WR WKH
person assessingthe inGLYLGXDO TV E H K DPY¥dpBr¥éntsvwho &dopt

WKLV YLHZ YDOXH FKLOGUHQYYVY SHUFHSWLRQV RI WKHI
have valid contributions to make and should be listened to and respected. This

reinforces the importance of subjective well-being and a previous argument

about acknowledging and utilising both subjective and objective dimensions of
welFEHLQJ +RZHYHU UHVHDUFK DERXW \RX€nIRKLOGULF
educational contexts is limited and evidence about what it may offer children

regarding their provision, the curriculum and pedagogy and practitioners and/or

parents is also limited.

Research evidence mainly relates to specific targeted intervention programmes,
such as the Student Assist Programme (SAP) and the Social and Emotional
Aspects of Learning (SEAL) programme to name but a few. In other words,
these are programmes which aim to fix or put something right, but the evidence
about what they can achieve is mixed, and there is dispute over what can be
achieved in the longer term. Carol Craig (2007) current chief executive for the
centre for confidence and well-being disagrees with the universal explicit
teaching of well-being. She criticises SEAL for getting children to socially
comply with a set of outcomes that outlines the type of person they should
become (Craig, 2007).
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5HFHQW UHSRUWYV Rtgl hedlth &&viéwWeq §3/0vR1-p@ssimistic and

this has led to an increase in intervention programmes argues Ecclestone and

Hayes (2009a; 2009b). Furthermore, they argue that the debate about

therapeutic interventions has largely been uncritical and it promotes images of

children as vulnerable, needy, weak and fragile (Ecclestone and Hayes, 2009b).
Therefore, those who quickly turn to implementing intervention programmes

may be more inclined to think that children are unable to cope and need some

sort of help and support and as a result adopt a negative, deficit view of

children. On the other hand Bartholomew (2007, p.27) argues that
SLQWHUYHQWLRQV VKRXOG QRW EH GHQLHG WR FKLOG
ZR UDM¢ccordingto "XUODN DQG :HLVVEH UuJndreds of Sontrolléd

research studies conducted during the past few decades indicate that social

DQG HPRWLRQDO OHDUQLQJ SURJUDPPHYV FDQ LPSURY
SHUIRUPDQFH" , Q D G étlam2@® 1) wrdveryQpstiv@lpabout the

benefits of intervention programmes in schools.

Additional evidence about positive impacts on children is also reported by
Humphrey et al. (2010) who conducted a study about the SEAL programme.
However, the gains started to decline after a few weeks and it was
recommended that the SEAL programme should be more intensive and
delivered over a longer period of time. Bywater and Sharples (2012) claim that;

choosing a programme that works is not enough to guarantee success;
implementing the programme with fidelity takes time and resources, but is
necessary to achieve the desired, proven outcome (p. 404).

Similarly, Rones and Hoagward (2000; cited in Hallam, 2009) agree that SEAL

on its own is not effective. Factors such as consistent implementation of the

programme, input from parents/carers, practitioners and peers alongside the

integration of SEAL into the daily curriculum will help to make it more effective.

When Coleman (2009) explored the role of well-being in schools his discussion

focused mainly on the limited empirical evidence of the effectiveness of

intervention programmes. Many of the programmes have drawn criticism from
experts who claim WKHUH LV DQ 3LQVXIILFLHQW DQG LQFRQVL
(Humphrey et al. 2010, p.513; Mayr and Ulich, 1999; Ecclestone and Hayes,

2009a; Gillies, 2011) between well-being and improved academic performance.
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This is an important criticism and raises questions as to whether schools and/or

the State are aware of insufficient supporting evidence.

$ IXUWKHU FRQFHUQ LV UDLVHG E\ &0ODFN WKDW V
EDFNGRRU IRU DGGUHVVLQJ D ZKROH KRyuestighs VRFLHW
the realistic expectation for schools in supporting and improving well-being.
&UDLJ VWURQJO\ IHHOV WKDW 3SURBeNg&Y ZLWK \F
WKH UHVXOW RI DQ HQRUPRXV QXPEHU RI VRFLDO DQG
(2007) in citing the work of Bradshaw claims that Governments should be
targeting and responding to family breakdown, rather than focusing on providing
individual lessons on social and emotional skills in schools. Downey and Kelly

FODLP WKDW 3WR SXW H[WUD UHVRXUFHYVY RQO\ L
children is to attempt to deal with the symptoms without getting at the root
FDXVHV RI WKHLU GLIILFXOWLHV" S &UDLJITV
little point in teaching universal emotional and social skills to children who do

not need it; they could be utilising their time more effectively.

2.4.2 Approaches to operationalising well-being in the classroom

Very little research has been conducted into the teaching of well-being and
there is a view that;

teachingwelFEHLQJ LV QRW TXLWH OLNH RWKHU DFDGHP
teaching of well-being must have experience as its primary aim: we should

be teaching the students how to be well, how to do well-being. In order for

this stuff to work, we have to get the students to experience it (Morris,

2009, p.4).

By referring to well-being in the curriculum as something that should be

experienced, Morris (2009) favours a constructivist pedagogical approach. He

suggests it is not like teaching other subjectsande PSKDVLVHV WKDW 3WKH
is directly about the students and about being human, rather than being about

LGHDV E\ DQG O DU JHbeing iSconceptudlis€d in this description as

something abstract with an unfixed meaning; it is about exploring what it means

to exist and bears a resemblance to a eudaimonic discourse of well-being. This

discourse and many others are explained in the next chapter.

Similarly, Downey and Kelly (1986) agree with Morris (2009) but they also
emphasise the importance of moral education which closely relate to well-being
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LQ WKH FXUULFXOXP 7KH\ VWDWH 3LW LV DQ DUHD WHF
FDQ EH DVVLIQHG« LW H[WHQGV OLNH ODQJXDJH OHD!
children have, both inside sSctKRRO DQG R XWYVLGFH doveexte this

description represents an integrated view of delivering well-being. Another

description by Morris (2009) also implies an integrated approach to delivering
welFEHLQJ +H VWD W HNngwKw2NAbeiny icldteg/ditdatly to life as it

is lived and life does not divide neatly into categories and sub-divisions: it is a

web of connections and inte-r UHODWHG H[SHULHQFHV”™ S

What is noteworthy is that whilst there is little research evidence available about
welFEHLQJ DQG WKH FXUULFXOXP FRQWHPSRUDU\ UHVH
well-being and education is gaining momentum (McLellan and Steward, 2015).

An example of a current phenomenological study conducted by Seland et al.

(2015) set out to explore in what contexts do 1-to-3 year olds experience

subjective well-being. They found that;

«VWDII|l PHPEHUVY FUHDWLQJ DQ LQWHUVXEMHFWLYH
VHQVLWLYLW\ DQG UHVSRQVLYLW\ LV DOVR DQ LPSH
wellbeing. Wellbeing is expressed in situations where the child is seen,
understood and recognized as a subject with their own intentions, needs
DQG SUHIHUHQ F ktak 2065 DR G
The findings from Seland et al. (2015) study show that children experience
subjective well-being when adults firstly, view children as subjects of their
experience and focus on the here and now as in the peing fhotion, rather than
focusing on the future as in the precoming fhotion. Secondly, children are more
likely to experience subjective well-being when practitioners enact a rights-
based pedagogy but this is an under-researched area. Another recent study
FRQGXFWHG DERXW \R Xl@idg ket adidn HoQriivhat; H O O

well-being education generated by educators according to young
FKLOGUHQTY LQWHUHVWY LV SRWHQWLDOO\ PRUH F
interventon DSSURDFKHYVY GHVLJQHG WR FKDQJH FKLOGU
(Edwards et al. 2015, p.4).

When educators persistently focus on developing positive feelings through
targeted intervention programmes such as SEAL, there is the argument that this
may be disadvantaging children from experiencing a range of emotions more
naturally, such as negative emotions which are needed for healthy well-rounded

development (Craig et al. 2007; cited in Watson et al. 2012). Allowing and
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encouraging children to experience both positive and negative emotions is
further supported by Dowling (2010) who states that for children to be able to
understand their emotions they need to experience a range of them. Some
DUJXH WKDW 3FK Lxp&iehee(eqativied @ndtidrs lnd low self-esteem
in order to be challenged and motivated to succeed and to develop persistence
DQG UHVLOLH QFdil 2012 pMY REig (2009) draws upon the work of
positive psychologist Professor Martin Seligman to explain the importance of
children experiencing a range of emotions, and asserts;

anxiety, depression, and anger, exist for a purpose: they galvanize

you into action to change yourself or your world, and by doing so to

terminate the negative emotion. Inevitably, such feelings carry pain

bXW WKH\ DUH DQ HIIHFWLYH «<DODUP V\VWHP&E ZKLF
loss, and trespass. So artificially trying to protect children from bad

feelings will undermine their development, not aid it (Craig, 2009,

p.11).

Likewise, Ecclestone and Hayes (2009b) adopt a similar view to Craig (2009)

and disagree with targeted interventions as an approach to operationalising

welFEHLQJ 7KH\ VWURQJO\ IHHO WKDW 3SHPRWLRQDO LQ
and emotional well-beingare QRW HGXFDWLRQDO DFWLYLWLHV™ (I
2009b, p.147). However, if schools and educators shared this view it would be
TXHVWLRQDEOH DV WR ZKR ZRXOG EH UHVSRI@WJ EOH IF
or any other type of well-being. Layard (2007) suggests that many would argue

that teaching well-being and/or happiness is the role of parents, and as a

leading economist he argues;

«LW LV VR LPSRUWDQW WR WKH ZHOIDUH RI RXU FK
are like. So we obviously have an interest as a society in what happens to
RWKHU SHRSOHVY FKLOGUHQ DQ Gverw&miQgN WKDW L\
argument for the State taking a major responsibility for the character
development of the children of each family (Layard, 2007, p.6).
/ID\DUGTV SRLQW DOVR UDLVHV WKH LPSRUWDQFH
SDUHQWY LQ FRQWULE X-Win@hutWiR isfFalsd ah@heéHQdeM ZH O O

researched area.

2.4.3 Well-being as an Area of Learning in the curriculum

In the last 20 years or so well-being has started to appear as a subject area of

the statutory curriculum in various countries. As outlined in Chapter 1, in 1996
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Wales (and England) introduced its first statutory early years curriculum for 3-to-

5 year olds called W KOésipable Outcomes fand presented well-being as a

principle of good quality educational practice§ , W VWDWHY 3DGXOWYV FRQ
under-fives have a particular responsibility for their care, safety, protection and
wellFEHLQJ  $&&%$& S 7KLV LPSOLHVY D VRPHZKDW
UHVSRQVLELOLW\ IRU FKLOGUHQYV ZHOIDUHDQG KDSS
(Spratt, 2016). Then in 2008, the Welsh Government introduced its new

curriculum called the Roundation Phase for 3-to-7 year olds, and located well-

being within one of seven Areas of Learning called: Personal and Social

Development, Well-being and Cultural Diversity (PSDWBCD). Well-being is

now presented as a gkill fand there is an expectation and requirement to

assess it and give an utcome %r score between one and six. Teachers are

also expected to do the same in other Areas of Learning, such as Mathematical

Development and Language, Literacy and Communication Skills.

Similarly, in a UK context Scotland introduced a new curriculum in 2010 called

Curriculum for Excellence (CfE) for 3-to-18 year olds. The CfE includes eight
subjectareasand o QH RI1 W KlddithlaMl wel-EHLQJY (DFK FXUULFXO
Is associated with experiences and outcomes and well-being is presented in

three different ways. Firstly, as an gttribute flsecondly as a papability fand

thirdly, as an putcome {Scottish Government, 2015) which is similar to the

Welsh curriculum.

Looking further afield, New Zealand introduced its first national early years

curriculum in 1996 for 0-to-5 year olds which consists of four principles and five
strandswLWK VHYHUDO JRDOV 2 Q H- RH LVQKIdh iX phebeDt€GV LV |
to practitioners in three different ways, firstly as knowledge to be gained {

secondly as a gkill fand thirdly, as an gttitude {Ministry of Education, 1996). 13

years later, in 2009, Australia introduced its first national early years curriculum

for 0-to-5 year olds which consists of five outcomes. Outcome three states
SFKLOGUHQ KDYH D VWURQJ VHQVH RI ZHQ@ME H.BQJ" $X!
It states that an outcome is a gkill  knowledge %r disposition Yvhich

practitioners should promote in partnership with children and their families. So

in the Australian context it is presented as any one of three concepts. However,
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the conceptual understanding is unclear and it could be argued that well-being
has many different meanings in the context of the curriculum which is the same
in New Zealand, Scotland and Wales curricula.

The four curricula discussed show that well-being is presented to practitioners
in eight different ways?! which could present challenges in the way it is
operationalised. This might explain why Bailey (2009), who writes from a
philosophical perspective, suggests that placing well-being in the curriculum
should be considered with caution; it is often misunderstood, taken-for-granted
and thus problematic. Therefore, the following discussion examines the policy
direction for well-being within the Foundation Phase.

2.4.4 The policy direction for delivering well-being

The Foundation Phase curriculum aimed at 3-to-7 year olds is explored in more
detail because in comparison with the other three curricula, previously
discussed, there is evidence to suggest that well-being is presented differently
LQ :DOHVY H D UrodluhtHfiotd the p&ridd between 1996 to 2008. The
shift from well-being presented as a principle of good quality educational
practice fin 1996 to being presented as a gkill fand an p@tcome fin 2008 makes
the Foundation Phase an interesting and useful case study.

The Foundation Phase consists of seven Areas of Learning and well-being is
ORFDWHG LQ WKH $UHD RI /HDUQLQJ FDOOHG pu3HUVRQ
beingand & XOWXUDO 'LYHUVLW\Y 36':%&"' ,Q U®DWLRQ
Welsh Government state;

they must complement each other and work together to provide a cross-

curricular approach to form a practical relevant curriculum. They should

not be approached in isolation (WAG, 2008a, p.14).
Zross-curricular implies an integrated approach to the delivery and this is
described by Kelly (1999) DV SOHDUQLQJ WKURXJK VXEMHFWYV UD
ofsubMHFWYV "™ Bernstein (1982), a British sociologist, suggests the
integrated fode is characterised by Areas of Learning or subjects of a

2 (1) a principle of practice, (2) a skill, (3) knowledge, (4) an attitude, (5) a disposition, (6) an
attribute, (7) a capability, (8) an outcome.
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curriculum that are open in relation to one another. They are not standalone but
inter-connected. Whereas the pollection ftode is characterised as standalone
Areas of Learning or subjects that are clearly distinct from one another. They
are compartmentalised and discrete. Bernstein (1977) states that both
curriculum codes exist on a spectrum from strong to weak which means there
can be numerous variations. Whitty et al. (1994) explain that the integrated
code was introduced in the late twentieth century as a response to the narrow
subject-based collection code. The integrated code was viewed as one way of
ensuring that children and young people were provided with the necessary skills

for preparation for life after school.

The Welsh Government further advocate the integrated code and state that,
SHPSKDVLV LV SODFHG RQ GHI¥ bcto&s3e@rdaB 8fILOGUHQTV V
/HDUQLQJ WR SURYLGH D VXLWDEOH DQG LQWHJUDWH
OHDUQLQJ" :$* 14). IiDaddtion, it states, S33HUVRQDO DQG 6RFLD!
Development, Well-Being and Cultural Diversity is at the heart of the

FoundatioQ 3KDVH DQG VKRXOG EH GHYHORSHG DFURVV W
2008a, p.14). This demonstrates a clear direction in policy to deliver well-being

across the curriculum in an integrated, cross-curricular way. Figure 1 provides

a visual representation of the integrated code and places PSDWBCD at the

centre of the curriculum. The dotted lines highlight that the Areas of Learning

are open in relation to one another.
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Figure 1: Visual interpretation of the integrated code in the Foundation
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In contrast, there is different guidance provided in documents produced by the

Welsh Government to support the implementation of the Foundation Phase.

7KH p/HDUQLQJ DQG 7HDFKLQ JsAdgests thRt pkdctiGoRdrsX P H Q W
can choose two approaches )LUVWO\ 3D SUDFWLWLRQHUTTV SOD
taking a thematic approach acrosV DOO $UHDV RI /HDUQLQJ  :$*

as in Figure 1, and is associated with the integrated code. Secondly,

S SUDFWLWLRQHUV PLJKW ZDQW WR XQGHUWDNH GLVFU
/HDUQLQJ S ZKLFK LV DVVRFLDWHG &M WKH FRO
relation to PSDWBCD, it specifically states;
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Personal and Social Development, Well-being and Cultural Diversity
should be an integral part of planning across all Areas of Learning
UHIJDUGOHVV RI ZKHWKHU D SUDFWLWetePQHUYYV SOD
involves a combination of approaches (p.15).
Therefore, the Area of Learning where well-being is located is presented
differently to that of the other six Areas and this makes it different and unique.
In one respect the Welsh Government state that the seven Areas of Learning
should not be delivered in isolation then it states that practitioners may choose;
there are mixed messages in policy about whether the curriculum should be
delivered in an integrated, cross-curricular way across all Areas of Learning
and/or to teach it discretely. What is clear is that PSDWBCD should be
delivered in an integrated way. It is the combination of W Kirklegrated fode
versus pollection fode that is problematised throughout this thesis. Other
associated Bernsteinian concepts (1977; 1982; 1990) V X F K classification
and framing fare drawn upon to further understand how well-being is

conceptualised and operationalised.

2.4.5 A philosophical understanding of well-being in the curriculum

There is the suggestion that a more philosophical understanding of well-being is

needed in education, which means shifting from well-being to the well-lived life
(&ODFN 7KLV LV DQ DOWHUQDWLYH YLHZ FRPSDU
HIDPSOH ZKHUH &ODFN Eb¥ingHsWihdesstdoy as\W férml ZH O O
of practice that enables the resources for the well-lived life, it can never be
reducedtoskillstraLQLQJ" S 7KLV YLHZ \bidgldHauM/notW K D W
be reduced to a skill or an outcome as it is presented in some early years

curricula.

In the broadest sense, education is associated with developing skills that are
deemed necessary for living a success and thriving future. However, this
becomes problematic when well-being is included in the curriculum alongside
other Areas of Learning such as, Mathematical Development or Language,
Literacy and Communication Skills. It raises questions such as, how does one
decide on the well-lived life for children? What does it mean to live a well-lived

life? What does a well-lived life look like? How does one decide upon the
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nature of child well-being in the context of the curriculum? What does child
well-being look like? Clack (2012) continues to argue from a philosophical
perspective and states;

the well-lived life is intimately connected to the development of character:

something that takes time and which cannot be gained through short cuts

or TXLFN IL[HV« WKHUH QHHGY WR EH D ULFK FXUULTF
opportunities for all to find subjects and disciplines that, through their

exploration and practice, cultivate their sense of well-being. But it also

means ensuring that there are spaces in the curriculum that allow for

reflection on the nature of life and the meaning of life. This need not mean

adding anything radically new to the already packed school day (p.508).

It appears that Clack (2012) rejects the way in which well-being is currently

presented in the four early years curricula previously discussed. Instead Clack

(2012) raises the importance of Religious Education (RE) in the curriculum as

the place where well-being and the well-lived life can be explored. What is

noticeable is that in Foundation Phase SROLF\ LW VWDWHY 3WKH VNLC
the RE framework largely match those in the Personal and Social Development,
WelFEHLQJ DQG &XOWXUDO 'LYHUVLW\ $UHD RI /HDUQLQ.
Therefore, this raises questions about the rationale for including well-being DV

a discrete Area of Learning in the Foundation Phase.

2.5 Conclusion

This chapter explored the reasons why well-being is a fast-growing and
appealing concept in education policy. Firstly, the State think it may reduce the
demand on various public services and thus save public money in the longer
term, secondly the State ZDQW WR LPSURY HtiHthRIBGtdtgbreOL Y HV
responding to the childhood crisis debate about the rise or perceived rise in
mental health issues, and/or lastly, the State think it could help children learn
more effectively which increases academic outcomes and future success.
Evidence from the 1967 Plowden report highlights that well-being has always
been an important aspect of education, particularly with young children.
Moreover, this chapter demonstrated that despite the rise in well-being and
education policy the links between well-being and education are complex, and
there is a general lack of robust empirical data that associates school success

and achievement with well-being. There are mixed findings and views about
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ZKHWKHU WDUJHWHG LQWHUYHQWLRQ SURJUDPPHV PD
success and life chances. Therefore, it seems there is a tension between

claims about well-being and what it can offer versus research evidence.

In addition, this chapter discovered that various well-being measures exist and
the State is more inclined to use indices to report on childre Q TV -bH¢inQ.O
However, there is some concern that well-being data is over used, misused and
misinterpreted to shape policy. Objective indicators tend to be the most
dominant measure but they only show part of a picture. There is a developing
trend in capturing the subjective well-being of children aged eight years and
above but OLPLWHG WRROV DUH DYDLODEOH SDUWLFXODU(C(
subjective well-being in education. Three challenges are associated with this
which relate to adults thinking children are too young and unable to cognitively
contribute, secondly, the recognition of well-being as a complex concept and a
lack of consensus about the meaning of well-being; thirdly, developing a
composite tool that captures a comprehensive picture from a range of
perspectives is also challenging. Therefore, it concluded that developing,
piloting, testing and evaluating the most appropriate tool could be a long
process.

This chapter also revealed that well-being is presented in eight®* different ways
across four?® different early years curricula :DOHV Y ) 80PQa8D W L
curriculum was examined further because in the last decade or so well-being
has undergone an interesting policy shift from a principle of good quality
educational practice to a gkill fand an p@tcome § It concludes that the policy
direction for delivering well-being in the curriculum is somewhat unclear in
Wales. For example, mixed messages are in use about the pntegrated{ R U
M F R O OHF W LHs@efses B&fbllowing questions which are explored in the

next chapter: what exactly is well-being and what are the dominant discourses?

22 (1) a principle of practice, (2) a skill, (3) knowledge, (4) an attitude, (5) a disposition, (6) an
attribute, (7) a capability, (8) an outcome.
 Wales, Scotland, New Zealand and Australia.
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(IDPLQLQJ WKH QDVEXUBJIRI ZHOO

3.1 Introduction

Chapter 2 focused on understanding the role of well-being in education policy
and practice and explored why well-being is a fast-growing interest and an
appealing concept in policy. However, evidence was presented from as far
back as the 1960s to highlight that well-being has always been an important
focus in education, particularly with young children. Chapter 2 also discussed
the policy benefits of focusing on well-being and suggested there are two broad
reasons as to why F K L O Ga¢H@ifidymatters; firstly, well-being is understood
as a pre-requisite to developing a broad range of skills and competencies, such
as becoming an effective learner. Secondly, well-being is understood as a by-
product/outcome of, IRU H[DPSOH P HH WbagichdedsloOo8ibgH Q TV
literate. Chapter 2 also reported that well-being is measured in different ways
and the objective dimension of well-being is usually privileged in policy. This
highlights two points, firstly that well-being is defined and conceptualised

differently and secondly, dominant discourses of well-being exist.

Furthermore, Chapter 2 demonstrated that well-being is presented in several
different ways across different early years curricula®. This raises the following
guestions: what exactly is well-being? What are the dominant discourses of
well-being? How is it understood within the context of an early years
curriculum? Fraillon (2004) and Coleman (2009) claim that questions such as
these are difficult to answer and require further research. Therefore, this
chapter attempts to address these questions and is structured in two main

sections.

3.2 Dimensions, domains and discourses of well- being

This section is important because much confusion and uncertainty exists about
what well-being is (Coleman, 2009; Roberts, 2010) as well as a lack of

consensus amongst cultures, languages and disciplines (Statham and Chase,

2 Wales, Scotland, New Zealand and Australia.
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2010; Soutter et al. 2012). Furthermore, well-being is reported as a vague,
complex, patch-all ffoncept that is often misunderstood (Haworth and Hart,
2007; Ryan and Deci, 2001; Mashford-Scott et al. 2012). Therefore, it broadly
sets out to critically explain what well-being is by drawing upon dimensions,
domains and dominant discourses. It concludes with a conceptual framework of

well-being which aims to provide clarity about what it is.

This section firstly explains the two overarching dimensions of well-being which
are commonly associated with the concept, namely objective and subjective
well-being and establishes their similarities and differences. Secondly, it
discusses different well-being domains and explores which domains relate to
young children and the early years curriculum. Thirdly, it discusses various

discourses of well-being such as philosophy, psychology and economics.

3.2.1 Subjective and objective dimensions of well-being

This chapter demonstrates that different explanations, definitions and
interpretations of well-being exist. The objective dimension is usually
conceptualised as a poncrete noun fhat can be quantified, and tends to have a
fixed meaning; whereas the subjective dimension conceptualises well-being as
an gbstract noun fwhich is socially and culturally constructed, and tends to have
an unfixed meaning and more difficult to quantify (Ereaut and Whiting, 2008).

The subjective dimension of well-being is usually understood as a concept that

is complex in nature and fluctuates. This dimension is captured in the following

quote: 3 Z HW@iGY is subjective and varies by person, gender, age,
UHODWLRQVKLSY VWDWXYV (SlabDbets, 2614 THEKiIWV\WMhi2QG PRU
and Abeyasekera, 2014, p.xi). This dimension is also closely associated with
SHRSOHTV Y e ®eyHeilead Krid donsider what is important to them

(Gasper, 2010) and this creates debate. Gasper (2010) suggests that nouns

are typically reified and argues thatwelFEHLQJ LV QRW D SGHILQLWH VL1
justtwo things +t py£WXEMHFVEIIMH) ZHO QG pR-EMIHBRWRYWH ZHOO
QXPEHU RI WKLQJV™ S +H IXUWKHU DUV WKDW
UHVWY RQ D FRQFHSWLRQ RI EHLQJ DQG RU RI KXPDQ
and Whiting (2008) claim that;

55



the meaning of wellbeing is not fixed - it cannot be. It is a primary cultural
judgement; just like pZKBWNHYV D JR RS th@ stuf bffffundamental
philosophical debate (p.7).

These views highlight that some proponents are averse to defining well-being
and consider the task a problematic and impossible one (Coleman, 2009;
Statham and Chase, 2010). Therefore, if this view applies to practitioners
working with young children in schools, operationalising well-being in the

curriculum could prove to be challenging and controversial.

In contrast, the objective dimension of well-being is adopted by Dodge et al.

(2012) who appear to take a different perspective about the meaning of well-

being to that of Chambers (2014, cited in White and Abeyasekera, 2014),

Gasper (2010) and Ereaut and Whiting (2008). Theydraw XSRQ 5HEHUfV
definition which is taken from a psychology dictionary claiming that well-being is

a state of being stable. They suggest that;

stable wellbeing is when individuals have the psychological, social and
physical resources they need to meet a particular psychological, social
and/or physical challenge. When individuals have more challenges than
resources, the see-saw dips, along with their well-being and vice-versa
(Dodge et al. 2012, p.230).

The quote above highlights that some proponents believe that it is possible to
define well-being and it can have a fixed meaning. However, Dodge et al.
DOVR UHFRJQLVH WKDW 3WKH FRQFHSW RI ZHOOEI
(p.229) and proponents of the subjective dimension also take this view. Dodge
et al 1§2012) interpretation of well-being relates to a number of aspects, namely
psychological, social and physical resources and challenges and they also
describe well-being as a concept that fluctuates. To help reach this definition
Dodge et al. (2012) reviewed three complex theoretical models of well-being
drawing upon the work of Heady and Wearing (1989), Cummins (2010) and
Csikszentmihalhyi (2002) to develop a new model. Dodge et al {1 {2012) new,
simplified model focuses on equilibrium which they describe is a continuous
state/set point of well-being without having to face life challenges or events.
They explain the new model by using the image of a see-saw to help explain
their definition of well-being. They imply that well-being is the balance point

(equilibrium) between how an individual uses their resources such as their skills
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to face life challenges. The ideology is that the see-saw dips either side

acknowledging that well-being is a state of continual flux. However, it seems

that they have simplified a complex concept and Gasper (2010) suggests there

is a danger of the concept being over simplified. The see-saw model would

benelLW I[URP VKRZLQJ H[DPSOHV RI KRZ VRPHRQHTV pUl
HHTXLOLEULXPY LQWHbhbutxbshnul®diR Giffiodlrdahdwr@a model

and might complicate it even further. Dodge et al. (2012) highlight the strengths

of the model yet they avoid discussing or acknowledging any weaknesses. For
HIDPSOH WKH\ DVVHUW WKDW RQH RI WKH VWUHQJWK
DSSOLHG WR DOO LQGLYLGXDOV UHJDUGO&¢VAM. RI DJH |
2012, p.231) and this is a relevant point which indicates that they perceive the

components of well-being to be the same for children and adults. However,

they only include three broad domains on both sides of the see-saw, hamely
psychological, social and physical, but a broad range of other domains exist

which are discussed later on in this section.

Other academics who have tried to define the objective dimension of well-being,

such as La Placa et al. (2013) conclude from their evaluation RI OF1DXJKW {V
IUDPHZRUN WKDW 3SWKH VWUXFWXUH RI WKH IUDPHZRU|
components are lived entities, and the relationships within and between these
HQWLWLHYV DUH LQ FRQWLQXDO IOX[" S OD\U DQG
view to La Placa et al. (2013) and claimthatwel-FEHLQJ LV 3D FRPSOH[ SK\
DQG SV\FKRORJLFDO VWDWH DQG GLVSRVLWLRQ ™ s
thatwelFEHLQJ HPHUJHYV LQ UHODWLRQ WR 3D G\QDPLF LQ
(p.7). Furthermore,Ben-AULHK DQG J)URQHYV S VWDWH W]
movement through the life course implies that their well-being (and capabilities)

LV FRQWLQXRXVO\ FKDQJL Ghéixug mightbd tiffiduR td keacd H O O

and capture as a subject of the early years curriculum if this particular view was

held by practitioners working with young children in schools.

Despite the view that the subjective and objective dimension of well-being is
complex and fluctuates, Pollard and Lee (2003), Fraillon (2004) and Dodge et
al. (2012) argue that a unified definition is needed. Establishing a unified

definition might enable better consistency of support for well-being and more
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efficient implementation of policies (Fraillon, 2004), but there is very little

empirical evidence to support this. Fraillon (2004) suggests that the education

sector in particular need to establish a common definition of well-being, but La

Placa et al. (2013) state that due to its inherent complexity a simple definition

will be difficult to attain and may not be that helpful. According to Statham and

Chase (2010) well-being is often difficult to narrow down to just one simple

definition because there are subjective and objective ways of understanding the
concept. Furthermore, Mayr and Ulich (1999) suggest that well-being is difficult

to define because there are numerous domains that inter-relate. Gasper (2010)

agrees and describpeswelFEHLQJ DV D YHFWRU FRQFHSW ZLWK PI
FRQWLQJHQW ™ S FRP SRQ H®@ily 8 ofténRIesEriRedldda ZH O O
nebulous concept. However, it could be argued that proponents who adopt a

more concrete understanding of well-being such as Dodge et al. (2012) have

made a particular effort to help identify the fuzzy fand pontingent ffomponents.

Another reason as to why well-being is considered difficult to define could be

related to the argument that well-being is usually conflated with other concepts,

such as happiness { |ife satisfaction { guality of life § gmotional literacy

gmotional intelligence fand positive mental health §o name but a few (Pollard

and Lee, 2003; Fraillon, 2004; McLaughlin, 2008; Awartani et al. 2008; Statham

and Chase, 2010; Wigelsworth et al. 2010; Humphrey et al. 2011; Hicks et al.

2011; Mashford-Scott et al. 2012; Walker, 2012). However, Coleman (2009)

asserts LW KDV WR EHOLGIWKDQARWHDAWH WKH VDPH LC
(283). According to Morrow and Mayall (2009) conflating concepts makes
definingwelFEHLQJ 3 FRQFHSWXDOO\ PXGG\" S

The argument that well-being is conflated with other concepts and used
VIQRQ\PRXVO\ VXSSRUWYV (UHDXW DQG :KieWwWgLi®QJTV
socially and culturally constructed and does not have a fixed meaning. Also,

this argument highlights that the concept is vague and ambiguous and can have
many different meanings. Watson et al. (2012) highlight that research about
well-being, in general, is usually limited because there is much variation about

the meaning of well-being and there is a lack of consistency in how it is

understood, defined and implemented. In addition, Coleman (2009) suggests
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that when there are differences between how well-being is understood it is very

difficult to measure and operationalise, therefore it is problematic for schools to

show that well-being has improved or changed. He further argues that there

DUH S\WRR PDQ\ YLHZV RI-EREQNR GHILQH+REZBOHU LW I
argued that a clear definition of well-being is required within curriculum policy, if

practitioners are expected to operationalise it.

The discussion thus far has explained some of the main characteristics
associated with the two overarching dimensions - objective and subjective well-
being. Table 3 attempts to summarise the key points of the discussion so far
and highlight the differences and similarities between the dimensions.

Table 3: The similarities and differences between the two most commonly

reported dimensions of well-being

Differences

between subjective and objective well-being

Subjective dimension Objective dimension
Difficult/impossible to define Can be defined
Unfixed definition Fixed definition
Abstract noun Concrete noun

Difficult to quantify/ not measurable | Can be quantified/ is measurable

Interpretivist stance Positivist stance

Similarities

between subjective and objective well-being

Complex

Fluctuates and changes

%DVHG RQ SHRSOHYV YDOXHYV

Conflated with other concepts

Due to there being different meanings and interpretations of well-being it could
be argued that when well-being is discussed there should be some clarification
or indication about its meaning. This would make it easier to comprehend, and
in relation to the curriculum it could make it easier to operationalise. For
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example, different meanings of well-being are evident in the following two

descriptions, where researchers are explicit yet brief about what they mean by

child well-being. In the first description, Edwards et al. VWDWH 3LQ WKL
SDSHU ZH FRQE¥HGRHUTuPZBIMHUPY RI RYHUZHLJKW DQG
(p.3), whereas in the second description Taylor et al. (2015) state;

throughout the report we refer to pupil wellbeing. This was measured
using the Leuven scale of wellbeing. This is largely a measure of physical
wellbeing that can be used in the observation of individual children (Taylor
et al. 2015, p.iii).

The two descriptions show that well-being has two different meanings in the
context of the research. Also, Taylor et al. (2015) refer to different domains,
QDPHO\ pSXBEHDFJIZBQG u S Kieihg wbich fhdickt€s Ehat well-
being is recognised as a concept that encompasses different domains. This
raises the following question: how many different domains are there and which

domains are associated with young children and curriculum policy?

3.2.2 Various well-being domains

Evidence shows that many different domains of well-being exist. For example,

over a decade ago Pollard and Lee (2003) conducted a systematic review of

well-being which does not specifically relate to children and identified five

distinct domains, namely (1) physical, (2) psychological, (3) cognitive, (4) social

and (5) economic well-being. More recently, in 2011 McNaught (2011; cited in

La Placa et al. 2013) developed a framework for defining well-being which also

does not specifically relate to children and identified four broad domains,

namely (1) societal, (2) community, (3) family and (4) individual. The framework

shows that well-being is defined as a dynamic inter-play of the four domains.

La Placa et al. VXJIJHVW WKDW OF1DXJK#ifingwellDPHZRUN
being acknowledges the multiple components associated with the concept. It

VKRZV KRZ 3LW EULQJVY WRIJHWKHU KRZ SHRSOH IHHO D
assessment of how their objective circumstances affect them as individuals,

familiesand VRFLHWLHYV “et AD2@LO, p.EAD). Furthermore, the

framework highlights the two overarching dimensions of well-being, the

objective and subjective.
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6RPH UHVHDUFK DERXW WKH GRPD L-ReihgRihdeRtXe@de FKL O G |
of eight years took place in 2009 by Fauth and Thompson (2009) who

FRQGXFWHG D UHYLHZ IRU WKH 1DWLRQDOf&KLOGUHQY
domains, namely (1) physical well-being, (2) mental health, emotional and

social well-being, (3) cognitive and language development and school

performance, and (4) beliefs. However, in 2010, Statham and Chase (2010)

reported that child well-being usually relates to three domains, namely (1)

emotional, (2) physical and (3) social well-being. So the domains identified by

Fauth and Thompson (2009) and Statham and Chase (2010) are different to
B3ROODUG DQG /HHYV UHYLHZ DQG OF1DXtHWIV
2013) framework, which may indicate that different well-being domains relate to

different age groups. However, the Office for National Statistics (ONS) devised

a framework for measuring well-being which includes ten domains applicable to

all age groups (ONS, 2015) but it states that the ways in which the domains are

measured vary for the age groups (ONS, 2014). It seems there is little

consensus about the domains of well-being and there are mixed views about

whether these domains apply to both children and adults.

Even though some research has focused on identifying well-being domains,
there is very limited research about well-being domains within education policy.
Therefore, Table 4 and the following discussion briefly explores the domains
relating to young children and the Foundation Phase. It addresses the following
questions by applying content analysis: which domains are present in policy
documents relating to young children and the early years curriculum in Wales?

Are there domains that appear more frequently?
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Table 4: The range of domains and their frequency identified in

various policy documents relating to young children

Name of policy document:

Different well-being domains and their
frequency identified in policy documents
relating to young children:

Well-being/
emotional

Physical well-being

Health & well-being

Health & emotional
Child health & mental
well-being

development
Emotional well-
being
Well-being &
involvement
well-being

Personal child health

& well-being

Observing children (WAG,
2008d).

X

Personal and Social
Development, Well-being
and Cultural Diversity (WAG,
2008c).

Physical Development
(WAG, 2008e).

Learning and Teaching
Pedagogy (WAG, 2008b).

Foundation Phase Child
Development Profile
Guidance (WAG, 2009).

Further Steps Outdoors
(Welsh Government, 2014b).

Personal and Social
Education (PSE) Framework
for 7-to-19 year olds in
Wales (WAG, 2008f).
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Building a Brighter Future: X X X X
Early Years and Childcare
3 O D QdIsh Government,
2013a).

Foundation Phase X X
framework (revised) (Welsh
Government, 2015c).

Total number of domains communicated

Table 4 raises three points: firstly that various policy documents make explicit
reference to eight different well-being domains which could mean the same
thing. Secondly, gmotional well-being § physical well-being %and health and
well-being fappear slightly more frequently than others. Thirdly, that social well-
being is omitted from various policy documents. This is noteworthy because the
nature of social well-being incorporates a range of social skills, but specifically
pro-social behaviour (Fauth and Thompson, 2009). According to Eisenberg
(2003) pro-social behaviour is an important aspect of positive development.
Therefore, if social well-being is not explicitly communicated in policy
documents compared with other domains, WKLV VXSSRUWYVY +DZRUWK D
(2007) argument, put forward in Chapter 2; that a widespread negative view

towards young children may still exist.

A strong health and well-being fand physical well-being focus in education

related policy might be related to another argument suggested by Clack (2012)

in Chapter 2, that schools are being targeted to tackle health inequalities and

various other societal ills. The following reasons put forward by Whitebread

(2012) and Cratft et al. (2008) also explain why the emotional domain appears

more frequently in Welsh policy. For example, Whitebread (2012) suggests

WKHUH DUH 3SRZHUIXO OLQNV LQ WKH KXPDQ PLQG EH'
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(p.28). Moreover, Craft et al. FODLP Wit®émhotiGnal states are

necessary for most transferable learning, playfulness, discoveryand i QYHQWLR Q"
(p.127). If certain domains are more dominant than others in policy this raises

the following question: which discourses are usually associated with well-being

and why?

3.2.3 Leading discourses of well-being

Well-being discourses are traditionally rooted in philosophy, psychology and
economics. One of the main differences between the discourses is the belief
that well-being can or cannot be measured. Firstly, philosophical perspectives
of well-being have existed for centuries and are associated with the work of
Greek philosophers Aristippus of Cyrene, Plato and Aristotle (Ryan and Deci,
2001; Raghavan and Alexandrova, 2015). Generally, there are four different
ways of understanding well-being within philosophy fwhich highlights there is no
consensus. The four discourses are generally known as:

1. hedonism/mental states discourse

2. eudaimonism/flourishing discourse
3. needs-based/objectivist discourse
4

. desire-based/preference satisfaction discourse.

The first two discourses relate to feelings and functioning whereas the last two
relate to contributing and determining factors of well-being. Clack (2012)
suggests that to some extent the four discourses are all underpinned by
happiness, but the way in which happiness is conceptualised varies. Brief
explanations of the four discourses follow;

(1) Hedonic/mental states discourse is characterised by feelings of happiness or
pleasure (Thompson and Marks, 2006; Ryan and Deci, 2001; Raghavan and
Alexandrova, 2015) and Aristippus of Cyrene believed that the ultimate good life
consisted of pleasure (McLellan and Steward, 2015). Jeremy Bentham, a
British philosopher, argued that a good society is built on maximising pleasure

for the greatest number of people (Ryan and Deci, 2001).

(2) The eudaimonic/flourishing discourse was central to ancient Greek ethics
and identified by Aristotle (Walker, 2012) but it differs to the hedonic
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perspective. For example, the eudaimonic discourse encompasses ideas of
human functioning and development, autonomy, self-realisation and fulfilment,
having a sense of purpose and meaning to life, living an authentic life, being
WUXH WR RQHVHOI DQG IXOILOOLQJ RQHYV SRWHQWLD
and Deci, 2001; Dodge et al. 2012; Hervas and Vazquez, 2013). Gasper (2004)
suggests those who share an Aristotelian viewpoint believe that;
human beings have more faculties than just feeling happiness, pleasure or
pain; notably they are creatures of reasoning and meaning-making, of
imagination, and of intra and inter-societal links and identities (p.1).
Also, Huppert (2014) supports this view that well-being is not solely about
feelings at a single point in time or how materialistic one feels, but it
encompasses how human beings interact and communicate with others. Ryan
and Deci (2001) cite the work of Waterman (1993) and claim;

eudaimonia occurs when peopOHYV OLIH DFWLYLWLHY DUH PRV
meshing with deeply held values and are holistically or fully engaged.

Under such circumstances people would feel intensely alive and authentic,

existing as who they really are (p.146).

To sum up, the hedonic and eudaimonic discourses of well-being can be
GHVFULEHG DV pIHHOLQJ KDSS\ DQG JRRGY DQG pIXQF\
goal in life (Huppert, 2014).

(3) Needs-based/objectivist discourse is characterised by a priori knowledge

and proponents believe there are numerous underlying conditions, or

SQHFHVVDU\ SUHUHTXLVLWHYV" 7KRPSVRGdNQ®G ODUNV
HPHUJH SUHUHTXLVLWHY VXFK DV :KHDOWK LQFRPH
(Thompson and Marks, 2006, p.9) are considered to be contributors to well-

EHLQJ )XUWKHUPRUH B cpéhlbvrRegpfetatiorQ dhed cdMd]

relate to happiness, fulfilment in life and/or positive relationships (Raghavan and
$OH[DQGURYD 7KLY UHLQIRUFHYV *DdadcEptspV I
welFEHLQJ DUH HQWDQJOHG ZLWK YDOXHYVY DQG WKH puQF
linked to what people think are important, which is controversial. The needs-

based perspective is reflected in the work of the OECD (2011) who suggests

that well-being is about meeting a range of human needs.

(4) Desire-based/preference satisfaction discourse is often characterised by

people satisfying their wants and desires. It means the more people do this, the
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more their well-being will increase (Thompson and Marks, 2006). Raghavan
and Alexandrova (2015) explain that this approach is more than just being
interested in how someone feels about their fulfilment; it is rooted in the actual

fulfilment of the desire value or preference.

Despite there being four main discourses within philosophy which is complex in

itself, the discussion of measuring well-being is not a strong focus in philosophy

as it is within psychology. McLellan and Steward (2015) highlight that traditional
eudaimonic discourses of welFEHLQJ DQG WKH YLHZ RI GHYHORSLC
is not a new idea, particularly for humanistic psychologists such as Carl Rogers

and Abraham Maslow, as well as leaders of the positive psychology movement

such as, Mihaly Csikszentmihalhyi and Martin Seligman.

The second, more contemporary discourse associated with well-being is
positive psychology fand Martin Seligman (2011; cited in Dodge et al. 2012)
has contributed significantly to developing this movement. Seligman (2011;
cited in Dodge et al. 2012) suggests that well-being constitutes five constructs
which he calls PERMA - Positive emotion, Engagement, Relationships,
Meaning and Accomplishment. He proposes that well-being is a combination of

hedonic and eudaimonic discourses (McLellan and Steward, 2015).

In the 1960s, psychologists were very interested in measuring well-being and
began investigating correlates of happiness in adults. They started using
subjective well-being and happiness interchangeably (McLellan and Steward,
2015). Many psychologists believe that subjective well-being encompasses two
discourses. Firstly, the affect discourse which is about positive and negative
emotions and is also considered to be a hedonic/mental states discourse (Ryan
and Deci, 2001; McLellan and Steward, 2015). Secondly, psychologists adopt
the life satisfaction discourse where someone makes a cognitive evaluation of
aspects of their life. This second discourse of subjective well-being is also
considered to be an evaluation based discourse (Thompson and Marks, 2006).

The two main discourses within psychology were further developed by Sen
(1999; cited in Ben-Arieh and Frones, 2011), a Nobel Prize-winning economist
who was interested in more than just feelings and functioning, and proposed the

capabilities approach for understanding well-being. The capabilities approach
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relates to individual contexts, interactions and relationships and closely

resembles the work of developmental psychologist Urie Bronfenbrenner and

ecological systems theory. BronfenborHQQHUfV WKHRU\ VKRZV WKDW |
sub-systems interact (Ben-Arieh and Frones, 2011). These sub-systems
HPSKDVLVH WK HedrakeleOvBdhvehtR$the micro-system, right

through to the macro-system which emphasises political and cultural values.

Ben-Arieh and Frones (2011) argue that;

the relationships between the family and the community, and between the
community and the wider society and its institutions, facilitates or obstructs
the transactions that produce the level of well-being (p.467).

Thirdly, in the last decade or so, gconomics fs the discourse which is
FRQVLGHUHG WR KDYH EHHQ WKH 3PRVW YRFLIHIURXV L
wellFEHLQJ«E\ LGH Q Wdirg asakey khdc@tor of the state of the

natLRQ”~ OF/HOODQ DQG 6W WM Z2Dwkeer, as previously

discussed in Chapter 1, GDP was being overused as a standard measure for

S HR S O H-fiaingZ eOs@tisfaction and quality of life. Therefore, economists

such as Sen and Stiglitz recognised that another discourse such as psychology

FRXOG KHOS WR FRQFHSWXDOLVH DQG JDLQ D EHWWH

subjective well-being.

McLellan and Steward (2015) suggest that economists turned to the discourse

RI SV\FKRORJ\ DV RSSRVHG WR SKLORVRSK\ EHFDXVH
scientific studyol KXPDQ PLQG DQG E HXandis RokdassoSiated

ZLWK pPHDYVXUL Q Chck R@L2) Bubgedtsnthet this move towards

science, rather than the humanities, arts or philosophy, highlights the cultural

assumption that science is more effective, valuable and true. Overlooking
SKLORVRSK\ PD\ LIQRUH 3WKH FRPSOH[ DQG RIWHQ PH
(Clack, 2012, p.507). Clack (2012) continues to argue that science seduces

people to believe that it is a panacea to a range of problems.
Despite there being an inter-disciplinary shift between psychology and

economics in understanding well-being, McLellan and Steward (2015) argue

that positive psychologists focus too narrowly on feelings and functioning and
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highlight the importance of sociology as a discourse in understanding well-
being. They claim that;

VRFLRORJ\ LQ SDUWLFXODU KDV D VSHFLILF FRQWU
networks that an individual possesses are valuable not only to that
individual but also to the community and wider society (p.5).

Therefore, it could be argued that a new development seems to be emerging
which encompasses a multi-disciplinary understanding of well-being, but there
is limited evidence available which draws upon multi-disciplinary
understandings of well-being. Axford (2009) suggests that adopting more than

one discourse of well-being is beneficial in gaining a clearer picture.

This section is summed up by the following conceptual framework (in Figure 2)
which highlights the key points of the discussion so far. It can be followed from
top to bottom and represents the order in which they have been discussed in

this section.
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Figure 2: Well-being conceptual framework

Dimensions of well-being
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3.3 Discourses of child well- being and the early years

curriculum

This section is important because child well-being in particular is reported
to have a weak theoretical underpinning (Pollard and Lee, 2003; Fraillon,
2004; McLaughlin, 2008; Awartani et al. 2008; Statham and Chase, 2010;
Wigelsworth et al. 2010; Humphrey et al. 2011; Hicks et al. 2011,
Mashford-Scott et al. 2012; Walker, 2012). Furthermore, limited research
exists about the meaning of well-being in a school curriculum context
(Davis et al. 2010; Soutter et al. 2012). Therefore, it explores current
research about child well-being discourses and draws upon the
discourses discussed in section one to examine a claim made by
Raghavan and Alexandrova (2015). They claim that a theory of child
well-being does not currently exist and it is unlikely that philosophical
perspectives for example, will straightforwardly be extended to children
because they were not originally written with them in mind. Finally, this
VHFWLRQ SUHVHQWY D VWUXFWXU-baihglibbd® HZRUN RI FK
early years curriculum and applies it to the Foundation Phase in Wales, in
order to seek a better understanding of the distinct features associated

with well-being.

This section firstly explains five dominant child well-being discourses that
currently exist in a research context, and secondly, it describes more
specifically the two broad discourses of child well-being associated with
education. Thirdly, it discusses the validity of a claim made by Raghavan
and Alexandrova (2015) by drawing upon discourses discussed in section
one, fourthly it develops and presents a framework based on evidence
reported in Chapter 2 and finally, it applies the framework to various

Foundation Phase policy documents.

3.3.1 General discourses of child well-being

Theoretical discussions about child well-being are limited (Pollard and
Lee, 2003; Fraillon, 2004; McLaughlin, 2008; Awartani et al. 2008;
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Statham and Chase, 2010; Wigelsworth et al. 2010; Humphrey et al.

2011; Hicks et al. 2011; Mashford-Scott et al. 2012; Walker, 2012) and

the reasons for this are unclear, but Raghavan and Alexandrova (2015)

suggest that the most likely reason is that, LW VWHPV IURP WKH GRPLQI
and longstanding view of children as merely future adults, who, as a

result, donotrequLUH D WKHRU\ RI WKHLUcdRthQe'to S 7KH\
VWDWH WKDW 3WKH GHILFLHQF\ PRGHO RI FKLOGKRRG
defined as an incomplete or immature adult, is a natural companion to

WKLV YLHZ S

Despite the lack of reported child well-being theory there is a general

FRQVHQVXV WK D W-bEiKg i eGrulk-QriiansidihDHolistic

FRQFHSW WKDW HQFRPSDVVHV PDQ\ GLITHUHQW DVSHF
2009; NEF, 2009; Statham and Chase, 2010; Moore et al. 2012;

Amerijckx and Humblet, 2014). In other words it is viewed as an

jreducible holistic totality {Ereaut and Whiting, 2008). However, a

tension arises between this view and with the peducible to components

Y LHZ E H Rieke\sHstil limited agreement on what the constituent

components of child wellbeing are, or how they should be weighted in

WHUPV RI LPSRUW D®RdthtdmrRabd SHateRA010\W\6).

Similarly, Raghavan and Alexandrova (2015) are in agreement and

VXJIJHVW 3SWKHUH LV QHLMughHlidcUsstap vrH@at XV QR U
constitutes child welFEHLQJ” SAmerijckx and Humblet (2014)

agree with Raghavan and Alexandrova (2015) and report that even

though well-being is an appealing concept particularly at policy level,

there is virtually no consensus about a definition and literature which
VSHFLILFDOO\ IRFXVHV XSR GheimXsQrnittkdKk LOGUHQYV ZHOO

In 2014, Amerijckx and Humblet (2014) decided that some sort of

FRQVHQVXV ZDV QHHGHG DERXWeingatQthereOleO GUHQ TV Zt
carried out the following study. Their study involved searching five

databases from biomedicine and the human and social sciences and the

outcome involved reviewing 209 papers on child well-being. They found

that;
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x 3% of papers focused on theoretical discussions of well-being
and were dominated by measures or indicators of well-being,

X 15% focused on methodological issues,

X 82% focused on empirical papers which mainly consisted of

determinants of well-being.

The extremely low percentage of papers which focuses on theoretical
discussions is concerning (Amerijckx and Humblet, 2014), particularly
when child well-being is a fast-growing topic and frequently appears in
policy. The low percentage of papers that focuses on conceptualising
well-being may explain why Desjardins (2008) argues that too many
taken-for-granted truths are associated with well-being. In other words,
presumptions about well-being are made because there is a paucity of

empirical evidence to draw upon.

An important contribution is made by Amerijckx and Humblet (2014) in
understanding the concept of child well-being. On reviewing the scientific
literature they identified five dominant discourses which they call
structural theoretical axes that contain two binary positions. The five
discourses identified by Amerijckx and Humblet (2014) include the
following:

1. Positive (strengths) versus negative (deficiencies)

2. Subjective versus objective

3. State (meaning a hedonic, present position) versus process

(meaning a eudaimonic, future position)
4. Material versus spiritual

5. Individual versus community
The five discourses are shown in Figure 3. Their study also revealed that

the positions on the right-hand side tend to be privileged and are more

dominant.
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Figure 3: Five dominant discourses of child well-being

Child well-being discourses
Under-represented positions Privileged positions
(1) Positive <« » Negative
(2) Subjective » Objective
(3) State = » Process
(4) Material » Spiritual
(5) Individual —p Community
Adapted from Amerijckx and Humblet (2014)

What is noteworthy is that there is evidence in other explanations of well-

being that strengthen two arguments, firstly that dominant discourses of

child well-being exist (Amerijckx and Humblet, 2014), and secondly, that

a theory of child well-being may not be needed. For example, Statham

DQG &KDVHTV H[SODQDWLRQV DERXW D FKLOGUHC
ZKLFK IRFXVHV XSRQ FKLOGUHQYY DWWULEXWHY DQG \
nature, versus a developmental perspective which focuses on difficulties

and deficiencies and is negative in nature, bears a resemblance with the

pasitive versus negative fliscourse.

Another example of a dominant discourse is the fwo sources theory

which is proposed by Raghavan and Alexandrova (2015). In 2015, they

set out to explore three existing philosophical theories and claim they

have constructed a theory of child wel-FEH L QJ Z K L wadtthihNe D
HQGHDYRXU IRU FKLOG WKHRULVWV”™ Stwo +RZHYHU
sources theory flosely resembles the (3) gtate versus process fiscourse

identified by Amerijckx and Humblet in 2014.

Another explanation, by sociologists Morrow and Mayall (2009)

UHVHPEOHYVY WKH pVWDWH YHUVXV SURFHVVY GLVFRXU\
notion of being and becoming. They suggest that the government

privileges a child becoming something in the future which resembles the

process position, and pays less focus on the being which resembles the
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state position. They conclude that if more emphasis was placed upon the
being position this would help to move away from a focus on outcomes
and the expectation of children becoming something in the future. Ben-
Arieh and Frones (2011) further explain that the process position is
associated with well-becoming which is often understood as the unfolding

of development and a focus on life chances in becoming future citizens.

Also, the process position is definedas 3D IXWXUH RULHQWHG IRFXV«L
SUHSDULQJ FKLOGUHQ WR D SURGXFWLehH DQG KDSS\ LC
2005, p.8). Uprichard (2008) and Ben-Arieh (2005) state that adopting a

being and becoming discourse helps to increase child agency and claim

that both positions complement each other. Uprichard (2008)

UHFRPPHQGY WKDW 3VRPHWLPHV LW ZLOO EH EHWWHU
orientated than future orieQWDWHG DQG YLFH YHUVD ™ S , W
progress is needed to ensure that both dimensions within the dominant

discourses identified in Figure 3 are acknowledged and recognised more

equally.

Even though SPHULMFN[ DQG +XPEOHWTV UHVHDUFK DE
being discourses is an important contribution in understanding what child

well-being means, their study does not relate specifically to chiGUHQ §V

well-being and education. Therefore, the following discussion draws

upon the work of early childhood researchers such as Mashford-Scott et

al. (2012) to ascertain whether any of the five discourses suggested by

Amerijckx and Humblet (2014) in Figure 3 are dominant in relation to an

early years curriculum context.

3.3.2 Discourses of well-being and the early years curriculum

Early childhood researchers such as Mashford-Scott et al. (2012) suggest

there are broadly two discourses of understanding child well-being in

education, namely the gdevelopmental-oriented viewfDQG WKH FKLOGY{V
gubjective experience view § They define the developmental-oriented

YLHZ DV D 3FKLOGYV DFKLHYHPHQW RU GHPRQVWUDWL|
DELOLWLHYVY DQG EHKDYLRXUV™ S 7KH\ IXUWKHU H
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upon indicators or descriptors of well-being and acts as a proxy measure.
What is noticeable is that other explanations of well-being resemble the
developmental-oriented view, for example the following definition by
Fauth and Thompson (2009) state;

well-being encompasses the developmentally appropriate tasks,
PLOHVWRQHY DQG FRQWH[WV WKURXJKRXW D FKLO
known to influence their current quality of life and happiness and

pave the way for their future health and success (p.1).

Other education researchers such as Soutter et al. (2012) further support
the views of Mashford-Scott et al. (2012), and agree that the
developmental-oriented view is the leading discourse of well-being in
education. These views resemble the dominant objective dimension
highlighted by Amerijckx and Humblet (2014) in Figure 3.

7KH VHFRQG GLVFR XUV Hbdty iR KdutaGob as@dfiiedtty O O
Mashford-Scott et al. (2012)iV 3SWKH FKLOGYV VXEMHFWLYH H[SHU!
This view is often described as being more child-centred and focuses on

D F K LsenGdfo¥ well-being which involves intrinsic feelings (Mashford-

Scott et al. 2012). Features of this second view are evident in Waters

(2009) discussion of the holistic perspective of well-being which relates to
FKLOGUHQYYV OLYHG H[SHULHQFHY DQG D QRWLRQ RI IH
JRQWDQDTYV G H V baing SiewL Ev@n hbughKlifferent

terminology is in use, for example by Mashford-Scott et al. (2012), Waters

(2009) and Fontana (1995) it is the subjective position in Figure 3 which

is being communicated.

7KH FKLOGTV VXEMHFWLY HehrspDHI-beé@d-is1 YLHZ RU D
considered to be the less dominant discourse by Mashford-Scott et al.

(2012). This supports $SPHULMFN[ DQG +XPEOHWYV ILQGLQ.
discourses such as the subjective dimension are under-represented.

Mashford-Scott et al. (2012) suggest this occurs because of different

epistemological beliefs. They assert that the subjective view is

underpinned by a constructivist epistemology, and the developmental-

oriented view is underpinned by a positivist epistemology. They further
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argue that the dominance of a developmental-oriented view of well-being

SOLPLWYV RXU DELOLW\ WR XQGHUVWDQG -PHDVXUH DQ
being in ways that are meaningful to children and their day-to-day OLYH V"~

(p.239).

To some extent the five child well-being discourses identified by

Amerijckx and Humblet (2014) in Figure 3 indicate a possible contrast

between epistemological beliefs. It seems that the objective versus

VXEMHFWLYH GLVFRXUVH LV PRVWO\ DV VRRhgDWHG ZLW
and the early years curriculum, but the objective dimension is the most

dominant. However, as previously stated there is limited empirical

evidence from practitioners who work with children to support this claim.

The tension between the objective and the subjective discourse is
particularly problematic regarding young children and Ereaut and Whiting
UDLVH WKH IROORZLQJ TXHVWLRQ 3ZKR KDV DXWtk
ZHOOEHLQJ PHDQV IRU WK HiioR tolths@&hsiorSchild ,Q DGG
well-being lacks theoretical underpinning (Pollard and Lee, 2003; Fraillon,
2004; McLaughlin, 2008; Awartani et al. 2008; Statham and Chase, 2010;
Wigelsworth et al. 2010; Humphrey et al. 2011; Hicks et al. 2011,
Mashford-Scott et al. 2012; Walker, 2012). Therefore, the following
discussion establishes whether discourses (explored in 3.2.3) which were

not originally written with children in mind relate to them.

3.3.3 Exploring the validity of a claim

The following discussion draws upon a claim made by Raghavan and
Alexandrova in 2015. They suggest that a theory of child well-being does
not currently exist, and it is unlikely that philosophical theories for
example, will straightforwardly be extended to children because they
were not originally written with them in mind. Therefore, the following
discussion critically draws upon some of the leading well-being
discourses previously discussed in section one of this chapter to address

the following question: to what extent can leading discourses of well-
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being within philosophy and psychology relate to young children when

they were not originally written with children in mind?

In relation to philosophy and a hedonic/mental states discourse, very

young children as young as two months show emotions including

happiness and pleasure by smiling (Neaum, 2010). Moreover, from

around the age of 12-months children VWDUW WR 3UHFRJQLVH RWKHU
HPRWLRQV DQG PRRGYV DQG H[SUHVV WKHLU RZQ“~ 1HD
"KLWHEUHDG UHPLQGV XV WKDWettimadésDUFK 3SSURE
WKH OHYHO RI XQGHUVWDQGLQJ RI \RXQJ FKLOGUHQ D
VWDWHY DQG FKDUD RAWvatdlhd th&\algé of fourSyears

children usually reflect upon and talk about their feelings or they might

show happiness and pleasure through non-verbal cues such as gestures

and facial expressions (Neaum, 2010). Also, children may associate

feelings of happiness and pleasure in different contexts, such as the

classroom or home environment. Therefore, it could be argued that even

though hedonic perspectives were not originally written with children in

mind they relate to children in some way. In addition, hedonic

perspectives and relating them to young children may involve adults

interpreting whether children are showing feelings of happiness and

pleasure if they find it difficult or are unable to articulate their feelings.

Some proponents might not associate a eudaimonic/flourishing discourse

with young children because some of the broader components such as,

purpose in life, being true to yourself and living authentically are abstract

ideas which younger children might find difficult to comprehend (NEF,

2009; Wigelsworth et al. 2010). However, according to Neaum (2010)

young children at around the age of fve \HDUV 3KDYH D JRRG VHQVH RI
SDVW SUHVHQW DQG IXWXUH" S sel@@alSKLOGUHQ DJ
start to think in the abstract (Neaum, 2010). Dodge et al. (2012) cite the

work of Ryff (1989) and suggest that eudaimonic well-being constitutes

autonomy, environmental mastery, positive relationships with others,

purpose in life, realisation of potential and self-acceptance. Therefore, it

could be argued that going to school in general contributes to fulfilling a
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FKLOGTV SRWH&W.(IDT) highRghdrhdt & tcaditional schooling
model involves preparing young people for work and transmitting
knowledge, but he describes a more contemporary model and states;

today, education is seen as a key factor in developing capacities not
only for work and civic engagement, but also for experiencing a
flourishing life, making wellbeing a topic of widespread interest, and
modern importance (p.112).

Waterman (1993; cited in Ryan and Deci, 2001) suggests that

eudaimonic well-being involves a person feeling intensely alive and

existing as whom they really are. However, it is questionable whether

schools provide the opportunities for this to happen, particularly when

curriculum frameworks and assessment processes are closely tied to pre-

determined criteria (Basford and Bath, 2014). Basford and Bath (2014)

suggest that practitioners are working within a highly regulated

framework, ZKLFK WR VRPH H[WHQW IRUFHV WKHP 3WR XQG
UDWKHU WKDQ DXWKHQWLF PDQRHXYUHV LQ RUGHU WHF
(p.120). Perhaps eudaimonic well-being does not comfortably fit current

curriculum frameworks.

(XGDLPRQLD LV GHILQHG DV 3H[FHOOHQW IXQFWLRQLQ.
RUJDQLVPYV QDWXUH " 5DJKDYDQ DQG $OH[DQGURYD
relation to young children this could be interpreted as their ability to

playfully engage and actively explore. In other words, if a eudaimonic

discourse of well-being was enacted in the classroom, children might be

given more opportunities to play. Eudaimonic well-being is generally

associated with the way someone functions and the Leuven Involvement

Scale (LIS) discussed in the previous chapter could be a useful tool for

DVVHVVLQJ FKLOGUHQYY HQJDJHPHQW DQG DVVHVVLQ.
purposefulness of what they do. However, the LIS does not capture

FKLOGUHQYV V&g H&t\Wduth dnd Fh@rPson (2009) state

WKDW 3SDFFXUDWHO\ DVVHVVLQJ FKLOGUHQTV LQWHUQI
It is clear that hedonic discourses of well-being which focus on feeling

happy and good fand eudaimonic discourses which focus on functioning

well ficonstruct well-being differently. But this raises the question whether
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LIHHOLQJ KDSS\T DQG pIXQFWLRQLQJ ZHO®& FDQ EH HJ

the curriculum.

The needs-based/objectivist discourse, according to Raghavan and

Alexandrova (2015), are the closestinnaturH WR FKLO GheitgQYV ZHOO
because pre-requisites or underlying conditions provide opportunities for

children to be able to thrive and make progress. The importance of

forming attachments and positive relationships and nurturing children are

essential for healthy learning and development which is widely accepted

(Page et al. 2013). The longitudinal study of Effective Provision of Pre-

school Education (EPPE) found, WKDW 3ZKHUH VWDIlI VKRZHG ZDUP\
were responsive to the individual needs of children, children made more

SURJUHV Vet ab 20Q0%,[p.3).

Desire-based/preference satisfaction discourses also relate to children in
some way. For example, this perspective is often characterised by
people satisfying their wants and desires in order to increase well-being.
But an adult may need to intervene if they feel that a child was for
example, increasing their well-being by biting other children. Another
example might be to intervene if a child was increasing their well-being by

eating excessive amounts of unhealthy foods.

Lastly, the two discourses within psychology which encompass positive

and negative emotions and a cognitive evaluation may also relate to

children in some way. For example, at around the age of four years

children are very capable of showing a wide range of positive and

negative emotions about school and about their home, despite having a

vocabulary that is developing and increasing. According to Neaum

(2010) the vocabulary of a three year old child is rapidly developing and

by the age of five years 3FKLOGUHQ KDYH D ZLGH UDQJH RI YRFD
FDQ XVH LW DSSURSULDWHO\" S luation®@bihelt el D FRIQLW
might be more challenging for younger children because they would have

limited experiences to draw upon and limited memory capacity to recall

and make a judgement. Nonetheless, young children at around the age

of three years are capable of using language to report on what is
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happening (Neaum, 2010). As previously mentioned, by five years of age
children have the ability to understand and report on the past, present
and future so it is possible for children to make cognitive evaluations of
aspects that matter to them and their life.

This discussion shows that many of the leading discourses of well-being

within philosophy and psychology relate to young children in some way

which raises a different point. If existing knowledge and understanding

DERXW FKLOGUHQYTV OHDUQLQJ DistiBg GideaUHESRSPHQW UH
then a theory of child well-being may not be helpful or beneficial. This

raises an important question about what would be beneficial and useful in

termsof resear FK DERXW \RXQJ FKding @G eddcafo. ZHO O

According to Soutter et al. (2012) the current challenge for well-being

VFKRODUVY DQG HGXFDWLRQDOLVWYV LV WR SHVWDEOLYV
UHOHYDQW WR DQG UHVRQDWHV . AARWTRhWNKH VFKRROLQJ
important particularly when well-being in the last 20 years or so has

started to appear as an area of the early years curriculum (see Chapter

2). Therefore, the following discussion begins to explore the distinct

features of well-being in the context of the curriculum by developing a

structural framework that is relevant to the early years sector.

3.3.4 Developing a well-being framework

Frameworks which help to establish a well-being discourse in education
are generally limited. However, Soutter et al. (2012) developed one in
relation to the New Zealand curriculum and claim that;

it provides a possible language with which to discuss a complex
phenomenon generally considered as a constellation of ideas rather
than a distinct entity (p.117).

7KH\ IXUWKHU DUJXH WKDW WKH IUDPHZRUN LV 3DQ DQ
GLVFXVVLRQ S .RQX DQG 5LPSHOD GHYHORS
of framework forwelFEHLQJ LQ VFKRROV ZKLFK ZDV EDVHG RQ
(1989) sociological model of welfare. It consists of three basic needs: (1)

having - material and non-material needs, school environment, (2) loving
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- relationships and interactions, and (3) being - personal growth, self-

IXOILOPHQW W SUHVHQWV WK Hspddtbvd? EFERUN IURP D Fk
though both frameworks are different and were developed for different

purposes they both communicate the importance of basic human needs

and attempt to discuss a complex concept such as well-being in

education.

In attempting to establish a well-being discourse that is relevant to the
early years sector, it is useful to draw upon findings reported in Chapter 2
which revealed that well-being is presented to practitioners in eight
different ways across four different curricula. The eight different

interpretations are as follows:

An attribute (Scotland)

A disposition (Australia)

An attitude (New Zealand)

A capability (Scotland)

A skill (New Zealand, Australia and Wales from 2008)

Knowledge (New Zealand and Australia)

© N o o b~ WD

An assessed outcome (Scotland and Wales from 2008)

The eight different interpretations have been categorised by four different
colours to show that well-being encompasses four different meanings that

are inter-related. They are as follows:

2. Well-beingasa FKLOGTV S Hbar&cR@GI® F
3. Well-being as knowledge and a skill
4. Well-being as an assessed outcome
This finding attempts to shows that in relation to the early years
curriculum, well-being is not just about two broad discourses, such as the
developmenta-F RULHQWHG YLHZ DQG WKH FKLOGYV VXEMHFW
as previously suggested by Mashford-Scott et al. (2012). The meaning of
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well-being in relation to the early years curriculum encompasses much

more.

The following framework (see Figure 4) attempts to show what constitutes
a well-being discourse that is relevant to those working in the early years
sector. It suggests that the four meanings are inter-related and that

various domains exist within the meanings.
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Figure 4: Proposed framework for understanding child well-being in the early years curriculum
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3.3.5 Applying the framework to the Foundation Phase

The following discussion uses the proposed framework (see Figure 4) and
applies it to various Foundation Phase curriculum policy documents in order to
address the following question: what does the proposed framework tell us about
the concept of well-being in the Foundation Phase?

In relation to understanding the current

Foundation Phase curriculum states that out of the seven Areas of Learning:
S3HUVRQDO DQ G opirent, Val-beéing ldr@ Cultural Diversity is at the

KHDUW RI WKH J)RXQGDWLRQ 3KDVH« indicktesto D S 7
practitioners that this Area of Learning is more significant than the others.

However,the PHDQLQJ RI uDW WKH KHDUW RI WKH )RXQGDW
and open to interpretation. This is where different domains might exist amongst
practitioners. For example, some practitioners might focus more attention on a

F K L Gadtignal Yvell-being or some might focus more attention on physical

well-being.

Currently, well-being is located within one of seven Areas of Learning which

consists of four parts: (1) Personal development, (2) Social development, (3)
Wel-EHLQJ DQG &XOWXUDO -ENHYML Si®A&HKRI p:HOO
Learning is presented as ten skills as shown in Figure 5 (WAG, 2008a).
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Figure 5: Well-being skills as they are presented in the Foundation Phase

curriculum

Well-being:
Children should be given opportunities to:

1) value and contribute to their own well-being and to the
well-being of others

2) be aware of their own feelings and develop the ability to
express them in an appropriate way

3) understand the relationship between feelings and actions
and that other people have feelings

4) demonstrate care, respect and affection for other children,
adults and their environment

5) develop a growing interest in the world around them and
understand what their environment has to offer when
playing alone and with others

6) understand and recognise the changes that happen to their
bodies as they exercise and describe the changes to their
breathing, heart rate, appearance and feelings

7) develop an understanding that exercise and hygiene and
the right types of food and drink are important for healthy
bodies

8) ask for assistance when needed

9) develop an understanding about dangers in the home and
outside environment

10)understand that medicines are taken to make them feel
betterand WKDW VRPH GUXJV DUH GD@QJHURXV"™ :$*
p.17).

In relation to understanding well-beingasa FKLOG{V SHUVRQDO FKDUDF
these are sometimes explicitly stated in curriculum policy. For example, one
guidance document asserts;

in order to feel happy about who they are and how they fit into groups,

children need to develop self-awareness as individuals and as part of

wider society. This will include self-esteem, self-knowledge, confidence,

IHHOLQJ YDOXHG DQG DFFHSWHG E\ RWKHUV«”™ :$*
Statements one to five and statement eight in Figure 5, broadly relate to a
FKLOGTYVY SHUVRQDO FKDUDFWHULVWLFV +RZHYHU WE
WKH $UHD RI /HDUQLQJ VHHPV WR EH PRUH VSHFLILF D

FKDUDFWHULVWLFVY EHFDXVH LW PHQWLRQV upVKRZV F.
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lengthenin SHULRGVY MWDNHV ULVNVY HMFRQILGHQW H[SO
2008a). This indicates that from a policy perspective it may not be

straightforward in describing a concept such as well-being. Therefore,

M3HUVRQDO GHYHORSPHQ \thér ikfotBa8dh avdRshSvisheEtL GH | X U

well-being is an inter-related concept.

In relation to understanding well-being as knowledge and skills and
considering various well-being domains, statement one in Figure 5 could relate
to any domain. Statements two and three seem to relate to
gmotional/psychological Yvell-being, statements four and five seem to relate to
gocial fvell-being and statements six to ten relate to physical fvell-being. This
indicates that different well-being domains are implicitly referred to within the
curriculum, but there appears to be more focus on physical fvell-being. In
other words, there is more focus on children acquiring knowledge about being
healthy and knowing about the dangers in the home and the wider environment,
and developing skills, such as keeping clean and safe which is described by

Waters (2009) as an instrumental perspective.

In order for practitioners to implement the Foundation Phase effectively they are

provided with various non-statutory guidance documents that aim to

complement the framework. For example, for each Area of Learning there is a

guidance document and the one for PSDWBCD describeswelFEHLQJ DV pVHOI
identity/self-estHHP Y DQG puS K\B/H EQWBGZ20086) despite this, two of

the curriculum skills (in Figure 5) relate to gocial fwell-being. This suggests that

certain well-being domains are privileged in Foundation Phase policy which is

also shown in Table 4 (see 3.2.2).

In relation to understanding well-being as an assessed curriculum outcome
teacher judgement and observation is referred to in the curriculum document
t D +RZHYHU WKH FKLOGTV a&kpliEith khéribhetiH YRLF
as a requirement in the assessment process. This reinforces a similar point
made earlier, that in general the objective dimension is privileged in relation to
\RXQJ FKL O Gheith@dhd pdlidyO Boundation Phase teachers are
required to decide upon a score between one and six for the four parts of the

Area of Learning which means that even though well-being is presented as ten
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skills (in Figure 5) the score relates to all four parts. However, the well-being
domains vary in relation to the six Outcomes which teachers are required to use
to help make a judgement. For example, Outcome six which is the highest
score to be achieved when a child reaches the end of the Foundation Phase
does not make any reference to physical fvell-being, even though this domain
makes up half of the well-being skills in the curriculum. Therefore, this
reinforces the point that specific well-being domains are privileged in

Foundation Phase curriculum policy.

To summarise, the proposed framework raises three points about well-being;
firstly that certain domains are privileged in curriculum policy, such as physical
well-being and gmotional/psychological fvell-being. Secondly, the framework
VKRZV WKDW WKH PHD Q L-Qeindgith ackirtichiGndodekty ZH O O
encompasses four different inter-related meanings which highlight its

complexity. Thirdly, that describing and explaining well-being for curriculum

purposes may not be a straightforward task at policy level.

3.4 Conclusion

This chapter set out to provide clarity about the nature of well-being and
presented a conceptual framework at the end of section one which
demonstrated that well-being constitutes two dimensions, numerous domains
and is traditionally rooted within discourses of philosophy, psychology and
economics. The chapter revealed that many similarities exist between the
objective and subjective dimensions of well-being whereas the differences
between the dimensions are usually overstated. Also, this chapter highlighted
the new development emerging between psychology, economics and sociology
and the value of adopting multi-disciplinary understandings in order to gain a

clearer picture of well-being.

In addition, this chapter explored current research about discourses of child
well-being and discovered that dominant discourses and domains exist within
research and a curriculum policy context. For example, the objective versus

subjective discourse and the state (present) versus process (future) discourse
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are found to be the most dominant. The chapter also explored a claim made by
Raghavan and Alexandrova (2015) who state that a theory of child well-being
does not currently exist because discourses were not originally written with
children in mind. However, this chapter revealed that existing knowledge and
understanding of child development relates to a range of well-being
perspectives which indicate that a theory of child well-being may not be needed.
Therefore, this chapter explored the possibility of what is needed in relation to
UHVHDUFK DERXW-dekd, @@ bttdrgpied t@ és@atlish a well-being
discourse for the early years sector by developing a framework. This proposed
framework was then applied to various Foundation Phase curriculum policy

documents in order to seek a better understanding of well-being.

The proposed framework (see Figure 4) was applied to various Foundation
Phase policy documents and raised three points about well-being. Firstly, that
physical and emotional/psychological well-being domains are privileged in
policy. Secondly, there are four inter-related meanings at play which constitute
a well-being discourse in education, and this could make it difficult to
operationalise in practice. Lastly, that describing well-being for curriculum
policy purposes may not be a straightforward task. Therefore, this study
broadly sets out to firsty H{f<SORUH SUDFWLWLRQHUVY NQRZOHGJF
\RXQJ FKE®aB-heih@ fnd secondly to examine how well-being is
operationalised in practice. The following chapter explains the methodology
and provides a rationale for this qualitative study before discussing the findings.
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OHWKRGRORJ\

4.1 Outline of the chapter

This study investigates well-being in the early years curriculum. The study

adopts a case study approach to explore the Foundation Phase in order to: (a)

explore primary school SUDFWLWLRQHUVY NQRZOHGJH-DQG XQG!
being and (b) examine day-to-day classroom practices. The various reasons for
LQYHVWLJIDWLQJ \R X-Qeind-iK édOdatiorHa@d[using th® dundation

Phase as a case study have been explained in previous chapters, as have the

meaning R1 pZHHOLJY VHH ®KEKD.SWHUYV

In this chapter, methodologyfLV EURDGO\ GHILQHG DV H[SODLQLQ.
WKH DSSURDFKHVY DQG PHWKRGYV RI LQTXLU\" 3XQFK
five main sections. Section one explains the research design and approach;

section two describes the sampling techniques and provides information about

the primary schools where data was gathered; section three critically evaluates

the qualitative research methods which were used for data capture; section four

describes the ethical processes; and lastly section five discusses what guided

the data analysis. Before providing further details it is useful to restate the

research questions;

The research questions which this thesis considers are:
1. What do primary school practitioners (such as teachers and teaching
assistants) NQRZ DQG XQGHUVWDQG DERXMWNIRXQJ FKL
2. How is well-being operationalised in practice?
3. What tools do primary school practitioners use to capture well-being in

the classroom and to what extent are they fit for purpose?

4.2 Research design and approach

This first section aims to firstly, acknowledge pragmatism and reflect on the
main characteristics of positivism and interpretivism before explaining the
significance of an interpretivist paradigm which was adopted for this study.

Secondly it briefly explains the nature and function of qualitative inquiry and
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highlights the strengths of exploratory research. Thirdly, it considers some of
the main methodological approaches associated with education research, but
provides a rationale for using a case study design.

4.2.1 An interpretive research paradigm

A research paradigm is usually described as a particular way of thinking and
framing the world. It involves adopting a philosophical outlook on knowledge
construction (Mukherji and Albon, 2015). Positivism is one such paradigm
which has a much longer, well established history compared with the
interpretivist/constructivist paradigm. One of the main differences between
them lies in the origins of the sciences (Mukherji and Albon, 2015). Positivism
is rooted in the natural sciences whereas interpretivism is associated with the
social sciences. Cohen et al. (2011) point out that;

positivism is less successful in its application to the study of human
behaviour where the immense complexity of human nature and the elusive
and intangible quality of social phenomenon contrast strikingly with the
order and regularity of the natural world (p.7).

There is a belief that one of the guiding principles of educational research is to
UHFRJQLVH DQG DFFHSW WKDW WKHUH DUH *GLIITHUHQ
UHVHDUFK SXUSRVai 2011,8R)X H@hes (2001) agrees and adds;

different paradigms give us different perspectives on the world, and so we
should try to keep an open mind about the paradigm we favour as
UHVHDUFKHUVY DQG EH SUHSDUHG WR WU\ GLITHUHQ

This is described as pragmatism which means selecting the most appropriate

approach that helps to address the research questions (Ormston et al. 2014).
21T&RQQHOO 'DYLGVRQ DQG /D\GHU FLWHG LQ 3ROl
and claim that methods need to address the topic being researched in a

pragmatic way and that pntology fand gpistemology %hould not be the

determining factors in the choice of research method. However, the

fundamental nature of ontology is about perceiving entities, either
3ILQGHSHQGHQWO\ RI KXPDQ MK RW3HEEFHD>D ® G FR\XIPFD® R |
KXPDQ WKRXJKW DQDO\WLV DQG SHUFHSWLRQ™ 2O0OLYH

ontology will always be one of the determining factors.
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Ormston et al. DUJXH WKDW 3SUDJPDWLVP IRUFHV WKH |
cautious and self-conVFLR XYV DERXW ZKDW WKH\ f&Rhouls DQG
not be criticised for adopting WKH pDQ\WKLQJ J® ksehrdd 8SIgR D FK
Creswell (2013) suggests that pragmatist researchers working within an
LQWHUSUHWLYH IUDPHZRUN Dduélsys@zR 9 priksophy ahtV HG W R
UHDOLW\" S 7KLV LV G X Hhavapprosdheslabd MsthodlR QJ EHOL
should be the determining factors in addressing the research questions.

Conversely, there are other proponents such as Blaikie (2010) and Mason
(1996; cited in Pole and Lampard, 2002) who claim that ontological and
epistemological positions of the researcher always takes precedence, and will
be the determining factors which underpin the research design, methods and
questions. It is often argued that all research is initially framed within a specific
paradigm which is underpinned by philosophical beliefs and assumptions
(Merriam, 1988; Hughes, 2001; Creswell, 2013). Grieshaber (2001) further
states that all researchers at the start of a research project;

embody particular beliefs, values and interests which are often reflected in
the way the problem is formulated, research is designed, data collected
and interpreted, and findings displayed (p.144).

Furthermore, Foster (1996, p.51) supports this view and suggests that
SLQWHUSUHWDWLRQY DUH PDGH RQ WKH EDVLV RI WKH
FRQFHSWXDO IUDPHZRUN DQG FXOWXUDO VWDQGSRLQ\
about whether ontology and epistemology drive the research design, or whether

research approaches and methods affect the research design.

Perhaps the most useful way to reach a decision about the research design is
to consider a range of factors more holistically, such as;
X duration of project,
x available funds,
X previous research conducted and gaps in knowledge,
X background experience, skills and disciplinary expertise of researcher,
X research aims and questions that not only contribute to academic

knowledge but also where necessary apply to policy and practice.
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Applied research is generally associated with practical outcomes, problem
solving and contributing to policy (Blaikie, 2010). The researcher believes that
regardless of research paradigms, the main aim of conducting educational
research is to ensure that the research design has the capacity to make more
than one contribution/output. For example, outputs from this study could
include the following:

X a conceptual/knowledge contribution of well-being which is useful for

academics, practitioners and policy-makers,
X ways of operationalising well-being in the classroom,
X a consideration for the future development of tools to capture well-

being in the early years curriculum.

7KH LPSRUWDQFH RI DSSOLHG UHVHDUFK IRU WKLV VW
professional experience as a teacher. In order to meet the purpose of this study

and address the research questions, an interpretivist paradigm is adopted

rather than a positivist one. Usually, S SRVLWLYLVP LV FKDUDFWHULVH
generalisations about the world andtheneHG IRU DFFXUDWH PHDVXUHP
(Mukherji and Albon, 2010, p.22) but the researcher is drawn towards

interpretivism. This is because | worked as a teacher for eight years with

diverse groups of young children who presented multiple understandings and
interpretations of their experiences. Secondly, children demonstrated individual

skills and talents on a daily basis, but at times it was difficult to come to terms

with a curriculum and assessment system that required teachers to perform

strategic acts, rather than authentic ones, in order to satisfy policy demands

(Basford and Bath, 2014). In other words, | was compelled to conform to the

scientific discourse of positivism when in fact this was not a true reflection of the

children | worked with.

As a teacher | frequently felt like | was generaliVLQJ DQG VLPSOLI\LQJ FKL
progress and achievements to a mere number, when in reality it did not seem to

reflect the complexinter-SOD\ RI FKLOGUHQYfVY OHDUQLQJ GHYHO
background. It felt like the educational system was homogenising children and

therefore, their past and present experiences and thoughts were being

overlooked. In other words, as a teacher | was more concerned with the
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individual and their direct experiences, which is a strong feature of the
interpretivist paradigm. However, | was required to perform within a normative
positivist paradigm (Cohen et al. 2011). | am describing two competing
assessment paradigms here - the magnetic pull towards the positivist approach
and a desire for a socio-cultural approach (Basford and Bath, 2014). Basford
and Bath (2014) use the analogy of a game to emphasise the tension between

strategic acts to satisfy policy-makers and authentic manoeuvres.

Researchers working within an interpretivist framework are interested in

conducting research within naturalistic settings, for example classroom

environments as opposed to experimental conditions. It is often argued that the

social world cannot be interpreted and researched in exactly the same way as

the natural sciences (Hughes, 2001; cited in Mukherji and Albon, 2010).

Therefore, interpretivist researchers oten UHMHFW WKH EHOLHI WKDW 3
behaviour is governed by general, universal laws and characterised by

underlying regularitie V"~ & R KtHI(R011, p.15) and post structuralists

challenge this view. Interpretivist researches tend to believe the argument

posed by Mason (1996; cited in Pole and Lampard, 2002) who states;

SHRSOHYV NQRZOHGJH YLHZV XQGlekhbeWWwme3GLQJIV
DQG LQWHUDFWLRQV DUH PHDQLQJIXO«DQG D OHJL
these ontological properties is to interact with people, to talk to them, to
listen to them and to gain access to their accounts and speculations
(p.132).
Furthermore, Mukherji and Albon (2010), Cohen et al. (2011) and Punch and
Oancea (2014) claimthat SDUWLFLSDQWVY YLHZVY DUH XQGHUSLC
cultural, historical, political, personal and professional contexts which means
they are situated, and there are potentially multiple truths in existence. This
stance is rather different from a positivist one which would agree with the
IROORZLQJ VWDWHPHQW 3WKHUH LV RQH WUXWK ZDLW
VDPH IRU DOO WLPH DV LQ \(WKlkheGi BridIAlONY2015\W SDUDG L.

p.26).

The researcher acknowledges that ontology and epistemology will influence the
research design, and believes that a researcher may find it difficult to detach
themselves from their experiences and beliefs when they adopt an interpretivist

paradigm. Hence, there is a section later in this chapter which addresses
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reflexivity (see 4.4.7). In summary, regardless of research paradigms it seems
that one of the most important aspects of research is to ensure that there is
congruence between research aims, questions, methods and analysis. This is

the aim of the following discussion.

4.2.2 The nature and function of qualitative inquiry

Qualitative research has continued to grow in education from about the 1960s

onwards and it was around this time that the quantitative, positivist approach,

which focuses on objective truths, facts and figures was challenged in education

(Punch, 2009; Hamilton and Corbett-Whittier, 2013; Ormston et al. 2014).

Newby (2014) explains thatthe SRVLWLYLVW DSSURDFK 3FRXOG QR
DQVZHUV WR WKH TXHVWLRQV WKDW HGXFDWLRQDO U}
7TKHUHIRUH TXDOLWDWLYH UHVHDUFK ZDV FRQVLGHUH
uncovering phenomena and for generating new theore WLFDO LQVLJKWV™ +D

DQG :HOOLQJWRAQ S +XJKHV VWDWHV WK
UHVHDUFKHUV JHQHUDOO\ DLP WR VKRZ VRPHWKLQJTV
SDUWLFXODU SHRSOH RU JURXSV RI SHRSOH" S 7K

means examining what well-being means to practitioners who work with 3-to-7

year olds. This is important because Chapter 3 stated that very little empirical

GDWD H[LVWV DERXW SUDFWLWLRQHUVYT N®MRZOHGJIH D
YXUWKHUPRUH TXDOLWDWLYH UHVHDUFK LV DERXW VH
H\HV DQG LQ WKH ZRUGV Rl WKH SHRSOH LQYROYHG”
empowering individuals and gaining an in-depth understanding of something by

collecting different forms of data. It is also very useful for developing theories

(Creswell, 2013). Therefore, a qualitative approach is considered more suitable

for this study as opposed to a quantitative approach. However, Creswell (2013)
acknowledges that numerous qualitative inquiry approaches exist, and identifies

narrative, phenomenology, grounded theory, ethnography and case study as

the five most commonly applied approaches. For the purpose of this study a

case study approach is adopted.

Before discussing the qualitative inquiry approach adopted for this study it is
important to consider the main functions of qualitative research, which include

contextual/exploratory, explanatory, evaluative and generative research (Ritchie
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and Ormston, 2014). This study overlaps with features of
contextual/exploratory and generative functions. For example, it is contextual
and exploratory in nature because it describes the meanings practitioners
assign to well-being and identifies what it means in relation to the early years
curriculum; and it is generative in nature because it explores, develops and
theorises \R X QJ F KL O Ghekh@dhe eXgta@<how well-being operates in
schools.

Exploratory research is useful in the context of this study because evidence
presented in previous chapters suggest that insufficient studies have been
FRQGXFWHG DERXW WKH PHD QL QEeRIinRIXQidNFKLOGUHQ
Therefore, one of the strengths of exploratory research is to gain a more in-
depth understanding of a concept or an issue which in turn provides future
opportunities for more rigorous research (Brewer, 2007; Punch, 2009). In
addition, exploratory research has a positive impact on child well-being by
advancing its meaning. Another benefit of exploratory research is having the
opportunity to apply pnductive feasoning. This means data is collected to see
whether it provides an opportunity to form a hypothesis rather than a gdeductive
approach which starts with a hypothesis to test or prove (Hughes, 2001). An
inductive approach involves searching for patterns, similarities and differences
that help to build theory rather than test and/or verify an existing theory

(Merriam, 1988; Guest et al. 2012; Mukherji and Albon, 2015).

Chapter 3 highlighted how very little theory exists about child well-being.

Therefore, exploratory research and theory generation is justifiable, important

DQG SDUWLFXODUO\ KHOSIXO ZKHQ 3D QHZ DUHD IRU U
(Punch, 2009, p.22). However, Punch (2009) highlights that even though

exploratory, descriptive studies are important, explanatory studies are generally

perceived as having more impact. Hammond and Wellington (2013) argue that

case studies are frequently dismissed as being descriptive, but they can be

invaluable when little is known about a topic, such as well-being in the early

years curriculum.
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4.2.3 Rationale for a case study design

The main methodological approaches associated with education research

broadly include case study, evaluation, ethnography and action research

(Newby, 2014) but to address the purpose of this study a case study design is
DSSOLHG OHUULDP GHILQHY D TXDOLWDWLYH FD
holistic description and analysis of a single entity, phenomHQRQ RU VRFLDO X
(p.16). However, the case study approach to research has a somewhat

inconsistent historical trajectory from when it was first established in the early

twentieth century. For example, in the late 1930s it was heavily criticised for

only producing detailed descriptions and explanations of individuals or settings.

From about the 1970s the case study approach started to regain status and

recognition for its contribution to research, which was around the time when

concerns were being raised about the weaknesses of the scientific, positivist

approach (Hamilton and Corbett-Whittier, 2013; Newby, 2014). Some of the

PDLQ uFDVH VWXG\T WKLQNHUV LQYROYHG WKH ZRUN F
Stake (Hamilton and Corbett-Whittier, 2013) who advocate and defend the case

study approach.

There are many different types of case studies, such as the intrinsic case study
where the researcher wants to find out more about something in general.

There is the instrumental case study where the researcher sets out to refine a
theory, and the multiple case study which is also called the collective case study
or the comparative case study. The latter is useful for extending and improving
knowledge about a phenomenon (Merriam, 1988; Stake, 1994; cited in Punch,
2009) and provides opportunities to make comparisons (Punch, 2009; Newby,
2014) and therefore, is considered to be the most appropriate for this study.

The evidence gathered from a multiple case study design is also considered to
be more compelling and robust (Yin, 2014) because there is more than one

case being studied and more patterns can be established.

&DVH VWXGLHV ILW H[WUHPHO\ ZHOO ZLWK 3WKH GHVL!
SKHQRPHQD  <LQ S ZKLFK LQ WKIdnfeBR@W H[W RI
DQG HQDFWPHQW Roding inGhe eaHyQ/§iavs Zuricu@m. Bryman

S VXJIJHVWV WKDW 3ZH FDQ XQGHUVWDQG VRFL

they are compared in relation to two or more meaningfully contrasting cases or
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V L W X D WheRoQive" main arguments for a multiple case study design is the
contribution it makes to building theory about a complex construct and also
because it informs policy (Merriam, 1988; Brewer, 2007; Bryman, 2012).
Therefore, a multiple case study design is useful for contributing to the
development of theorising child well-being in education as opposed to verifying
theory (Punch, 2009).

Even though there are advantages to using case studies, they have been
criticised for their lack of generalisability and the findings only applying to that
particular case (Edwards, 2001). According to Stephen (2010) case studies do
not appeal to policy-makers. Hughes (2001) suggests that interpretivist case
study findings should be used cautiously by others and should not be used to
make claims about how well-being is understood by all practitioners working in
the early years. This is a potential limitation. Therefore, a survey distributed to
practitioners working in the Foundation Phase capturing their understanding of
well-being may have helped to support a proposition and/or hypothesis about
F KL O G U Huifiyin£duCaton. A survey can also provide more of an
opportunity to generalise conceptions of well-being amongst early years
practitioners. In addition to this, a survey would provide a counter argument to
those who strongly criticise case studies. According to Bassey (1999) these
include academics such as Hargreaves, Tooley and Darby as well as Miles
(1979).

Despite the criticisms of a case study design, it can be argued that findings from

case studies can be utilised to inform practice and provide invaluable

information to professionals (Mukherji and Albon, 2010). Punch (2009) also

highlights that findings froma FDVH VWXG\ 3 FDQ EH SXW IRUZDUG D

SRWHQWLDOO\ DSSOLFDEOH WR RWKHU FDVHV"™ S E

the aims and purposes of the study and the way in which data is analysed. In

relation to this thesis, the case study design provides an opportunity to put

forward propositions or hypotheses which can then be, according to Punch
SDVVHVVHG IRU WKH LW UIDSE0 HRJMEELL LW DMRG RW K +

(p.122). Very often there are disapproving attitudes towards a case study

design but as Punch (2009) argues;
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properly conducted case studies, especially in situations where our
knowledge is shallow, fragmentary, incomplete or non-existent have a
valuable contribution to make in education research (p.123).

Therefore, adopting a case study design seems very appropriate for this study

particularly when Chapters 2 and 3 evidenced the shallow and fragmented

VWXGLHV WKDW H[LVW DERXW WKH Rb¢tDdin&licefion\RXQJ |
Punch (2009) suggests that in general too much research privileges

measurement and quantification rather than focusing on gaining a deeper

understanding of the complexities of a phenomenon. Evidence discussed in
Chapters2and3 VXJJHVW WKDW WKLV LV WKH SUREBEOH VL)
being in education, and further supports the argument for a case study design

and an interpretivist paradigm.

4.3 Sampling techniques and participants

In the main, this section describes two points; firstly, the various sampling

techniques adopted for the study, and secondly it provides information about
the two primary schools which were located in different Local Authorities. In
addition, it briefly provides some background information about how the PhD

was funded in order to explain the selection of research sites.

4.3.1 Sampling techniques

There are two main types of sampling, namely probability sampling which
usually represents the whole population and includes various techniques, such
as random and stratified sampling, and there is non-probability sampling that is
often referred to as purposive or deliberate sampling which is intended not to be
representative and is more specific in nature, and includes techniques such as
opportunity and convenience sampling (Merriam, 1988; Cohen et al. 2011;
Punch, 2009; Mukherji and Albon, 2015). Due to the nature of the funding and
context of this PhD, opportunity and convenience sampling was applied. During
2011 to 2014 Professor Chris Taylor at Cardiff University led a three-year
evaluation of the Foundation Phase which included an ESRC studentship. The
evaluation included 41 case study schools which meant that the researcher had

the opportunity of approaching and involving the existing schools to take part in
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a further study. The case study schools were easily accessible to the

researcher which Bryman (2012) describes as convenience sampling.

However, it is acknowledged early on in this study that the findings from non-
SUREDELOLW\ VDPSOLQJ *FDQQRW EH JHQHUDOLVHG EI
Naughton et al. 2001, p.156).

In addition to opportunity and convenience sampling, this study also involved
criterion sampling. This is described by Miles and Huberman (1994; cited in
Punch, 2009) as one of 16 different types of non-probability sampling in
qualitative research. Criterion sampling helped to identify two schools, out of
the 41, that met the following criteria:
X two year groups per-entry
x free school meal percentage either above or below average for
Wales®
x different Local Authorities
X reasonable researcher travelling time to the school
X schools that welcomed and were at ease with researchers from the
three-year evaluation

x similar Foundation Phase scores from the evaluation

The criterion sampling technique identified six schools that met the above
criteria. These schools were contacted to seek whether they would be

interested in participating.

4.3.2 The participating schools

The criterion sampling technique resulted in two schools agreeing to participate
and they have been given the following pseudonyms, Ashbourne Primary
school fand Redwood Primary school § Both schools were located in different
Local Authorities and were approximately 46 miles apart. The researcher did
not know the practitioners or have any previous connections with the schools

which meant that the researcher was entering the research sites on a very

*® The average in Wales is around 20% each year (My Local School, 2016).

99



neutral level. Table 5 provides some background information about the

schools.

Table 5: Background information about the participating schools

Ashbourne Primary
school

Redwood Primary
School

Average
percentage of
children who
receive free

school meals?®

7.3% (below the average
for Wales)

54.5% (above the average for
Wales)

Foundation
Phase
evaluation
score out of
6027

36.07

37.64

Classes and
their age
groups that
took part in
unstructured
classroom
observations

Nursery (3-to-4 year
olds):

32 children (p/t), one
teacher, four teaching
assistants

Nursery (3-to-4 year olds):
59 children (f/t), one teacher,
seven teaching assistants

Reception (4-to-5 year
olds):

29 children, one teacher,
three teaching assistants

Reception (4-to-5 year olds):
30 children, one teacher, four
teaching assistants

Year 1 (5-to-6 year olds):
29 children, one teacher,
two teaching assistants

Year 1 (5-t0-6 year olds): 30
children, one teacher, one
teaching assistant

Year 2 (6-to-7 year olds):
27 children, one teacher,
one teaching assistant

Year 2 (6-to-7 year olds): 30
children, one teacher, one
teaching assistant

®To PDLQWDLQ W &ndnyhiKtReRperaefitages are not referenced.
" The score out of 60 indicates the extent to which settings implement the Foundation Phase.
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Reception/Year 1 (4-to-6 | Observation?® class (3-to-6
year olds): year olds):

30 children, one teacher, | 11 children, one teacher, one
two teaching assistants teaching assistant

4.4 Research methods

This section begins with an overview of research methods presented in a table,
which is then followed by a brief description of the pilot methods. Hereafter, the
multiple methods adopted for this study such as, focus groups, interviews,
documentary evidence and classroom observations are discussed critically.
This section concludes with a brief discussion about reflexivity in the research

process.

4.4.1 Overview of research methods adopted for this study

The argument put forward by Ormston et al. (2014)is WKDW SWKHUH LV QR \
DFFHSWHG zZzD\ RI FDUU\LQJ RXW TXDOLWDWLYH UHVHD
methods include observation, interview and documentary evidence all of which

apply to this study (Punch, 2009; Yin, 2014). Adopting multiple methods is

usually associated with qualitative UHVHDUFKHUV WR KHOS WKHP 30R
holistically and comprehensively, to study it in its complexity, and to understand

LW LQ LWV FRQWH[W’  FXrhérikore, S

a common way of demonVWUDWLQJ DXWKHQWLFLW\ RI SHRSC(
triangulate them, or elicit them using more than one research method and
checking whether the responses are consistent (Hughes, 2001, p.36).

To summarise, the two mains reasons for adopting multiple methods was firstly
to gain a more comprehensive picture of well-being and secondly, to show
authenticity of the participant Vifesponses. Therefore, Table 6 provides an
overview of the multiple methods adopted for this study and is followed by a

critical discussion of each one.

?® The observation class consisted of children who Redwood Primary school had identified as
having additional/specific learning needs.
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Table 6: Overview of research methods adopted for this study

School

Method

Ashbourne Primary
school

Redwood Primary
School

Focus groups

Three focus groups with
teachers and teaching
assistants

One focus group tool
workshop with teachers

Three focus groups with
teachers and teaching
assistants

One focus group tool workshop
with teachers and teaching
assistants

Interviews Six teachers (semi- Five teachers (semi-structured)
structured)
Three teaching assistants
(semi-structured)
Two teachers Five teachers (unstructured)
(unstructured)
Classroom Total of 171 hours in the | Total of 171 hours in the
observations school in five different school in five different
classrooms (between classrooms (between October
October 2013 and April 2013 and April 2014).
2014).
Documentary In both schools, various types of school documents, for
evidence example weekly timetables were either (1) observed and

noted in field-notes, or (2) hard copies were given to the

researcher.

4.4.2 Pilot methods

Piloting methods or simulating the data procedures has many benefits, one of

them is to establish the timing of interviews which was important for this study

because the researcher wanted to clearly inform the participants before they
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committed to taking part (Punch, 2009; Cohen et al. 2011). Knowing how long
the methods were going to take allowed practitioners to decide whether they
could take part before the school day commenced (i.e. before the children
arrived), during the school day or after the school day. Piloting methods also
contributes to improving the quality of data (Punch, 2009). For these reasons,
one focus group took place with teaching assistants, and a further three
individual semi-structured interviews took place with one Reception teacher,

one Year 2 teacher and a Year 1 teaching assistant.

In light of the pilot, the semi-structured interview questions were reordered. For
example, the first question about defining well-being was too direct, difficult and
challenging and participants seemed very hesitant to respond and mentioned
that it was difficult to answer. Consequently, the first question was moved
towards the end of the interview which provided practitioners with more time to
consider a response. Cohen et al. (2011), Sharp (2012) and Spratt (2016)
suggest that difficult and more challenging questions should come in the middle
or towards the end of an interview. Spratt (2016) states that questions such as
HZKDW GR \RXBHHIQNLYHIODODUH LPSRUWDQW EXW WKH\
difficult to answer. Therefore, the first interview questions were reworded to:
What does well-being mean to you? What comes to mind when you think of

F KL O G U HRifig? \XirkaOnOrds/terms do you associate with well-being?
Furthermore, according to Bell (2010) the order of questions asked during an
interview can influence the relationship between interviewer and interviewee so
it was important to get the first question right to enable participants to feel at
ease and able to answer. Overall, piloting the methods was helpful and

beneficial to improving the quality of the study.

4.4.3 Focus groups

Focus groups are a type of group interview very popular in social science and
education research where the researcher facilitates a discussion rather than
controls or directs a traditional alternate question and answer approach (Punch,
2009; Cohen et al. 2011). Focus groups can be informal or formal and people

may or may not know each other (Bell, 2010). For this study the participants
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knew each other and pre-determined questions were prepared to facilitate a

discussion (see Appendix 4, p.270). Initially, six focus groups took place and

they varied in length from eleven minutes to thirty minutes. They consisted of

teachers and teaching assistants and ranged from three participants to eight
participants. However, the optimal number for focus groups is between six and

eight people (Bloor et al. 2001; Finch et al. 2014). Participants gave their

permission to audio record the discussions. Finch et al. (2014) suggest that

3 S H R St@rtkeBm to enjoy the experience of a group discussion and, having
EHFRPH SDUW RI LW FDQ EH UHOXFWDQW WR OHDYH’
two occasions where participants willingly continued discussing well-being after

the focus groups hadendeG 7R VRPH H[WHQW WKLV KLJKOLJKW!'
LQWHUHVW DQG HQWKXYV LieMdanRittidates tBeB enfo@iedt ZH O O
for group discussions. It also indicates their keen interest to take part in

research.

To start the group discussion, a focusing exercise took place which involved

participants writing down their responses, on a large sheet of paper, to the

following question: what does well-being mean? (Bloor et al. 2001). During the

discussion, the second focusing exercise took place which involved
SUDFWLWLRQHUY LQWHUSUHWLQJ D VWDWHPHQW IURP
curriculum. According to Bloor et al. (2001) S WKH EHVW GHVLJQHG IRFX)\
SUREDEO\ LQFRUSRUDWH WZR H[HUFLVHV™ S EXW V
focusing exercises was to create a stimulating discussion between practitioners

to explore the meaning of well-being in the curriculum.

In addition to the six focus groups, two more workshop-based focus groups took
place in both schools and lasted approximately one hour each. The aim of
these one hour discussions was to ascertain practitioner V\jews about tools
that could be used to capture FKL O G U HiRifigyinZHe Ca3sroom, and to
further explore practitioners funderstanding of well-being. Findings from the
workshop-based focus groups have the potential to inform the future
development of tools.
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The eight focus groups in total were beneficial as they provided a forum for
SUDFWLWLRQHUV WR YRLFH WKHLU RSLQLRQV DQG DQ
FROODERUDWLYH UROH LQ W Ketall2a04 H12) FAccBrdimgFHV V™ ¢
WR 3XQFK JURXS VLWXDWLR Q \\ndkindexpWcithéddr X ODWH
YLHZY SHUFHSWLRQV PRWLYHV DQG UHDVRQV™ S
capturing a wide range of responses and are beneficial for pursuing ideas in

follow-up interviews. In addition, they complement other methods (Bloor et al.

2001). Moreover, focus groups save time as the researcher gets to hear

multiple views. However, some participants may dominate the discussion which

could defeat the aim of focus groups (Cohen et al. 2011). In relation to this

study, practitioners did not seem to dominate discussions, but some spoke
VOLIJIKWO\ PRUH RIWHQ WKDQ RWKHUV LQ WKH JURXS
GLVWLQFW QDWXUH RI IRFXV JURXS GDWD UMBlosHV SDU

et al. 2001, p.59). Approaches to data analysis are discussed later on.

4.4.4 Interviews (semi-structured and unstructured)

Interviews are regarded as one of the most common methods used to gather in-
GHSWK LQIRUPDWLRQ DER XWewBditRaaghtd §ind dpidichE H SW LR Q V
(Punch, 2009; Sharp, 2012) and there are many different types, such as

structured, semi-structured and unstructured, but an interview is often defined

as a conversation with a purpose (Merriam, 1988; Pole and Lampard, 2002;

Punch, 2009; Bell, 2010; Cohen et al. 2011; Sharp, 2012; Yeo et al. 2014).

Furthermore, interviews are one of the main sources of evidence in a case

study design (Merriam, 1988; Yin, 2014). For this study, a total of 14 individual
semi-structured interviews were conducted with practitioners from both schools

WR DVFHUWDLQ WKHLU XQGHUVWDQGLQJ D@&ngSHUFH S\
relation to the early years curriculum. The interviews varied in length from ten

minutes to 45 minutes.

Semi-structured interviews are particularly useful because they provide the
interviewer with more opportunities to probe responses for further clarification
and to gain more detail (Mukherji and Albon, 2010; Cohen et al. 2011; Yeo et al.
2014), and for this reason the interview schedule (see Appendix 5, p.271)

included probing questions and prompts that were utilised throughout the
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interview. However, 3ZKHQ XVLQJ SURPSWV WKH UHVHDUFKHU
WKDW LQWURGXFLQJ D WRSLF PD\ LQIOXHQFH WKH SDL
UHVHDUFKHU LV VHHNLQJ D SDdl 2014 X1®.UTHefergHU "~ <H
prompts were used cautiously. Interviews can also be very time-consuming and

this is a limitation, so it is important to ask the most appropriate and relevant

questions (Punch, 2009; Sharp, 2012) which reinforces the importance of

piloting the interview questions.

According to Cohen et al. (2011) there are ten different types of interview
questions, for example experience and descriptive types to background and
demographic type questions. The semi-structured interview schedule in
Appendix 5 (p.271) shows that four different types of interview questions were
asked, namely background, knowledge, experience and contrast type
TXHVWLRQV %HOO VXJIJHVWY WKDW UHVHDUFKHL
interview with a set of responses that can be fairly easily recorded, summarised
DQG DQDO\VHG"  Bthisin mihR thels®vhi-structured interview
schedule was organised into five main parts, as identified below, to support an
effective analysis;
1. Knowledge and understanding of well-being: meanings and
interpretations
2. Operationalising well-being in the classroom: supporting, promoting
and teaching
3. Capturing well-being in the classroom: assessing and documenting
4. Perception of well-being in relation to other Areas of Learning in the
curriculum

5. Clarifying and defining well-being

The five main parts above also reflect the different types of interview questions,
for example, they are knowledge, experience and contrast type questions.
Interviews are beneficial because of their flexibility and versatility and the
researcher can select the duration of the interview, the format, style and type,
and they have the option of conducting interviews over time and repeating them
to follow-up participant responses (Punch, 2009; Bell, 2010; Sharp, 2012).
Another benefit of using interviews as a method of collecting data is that they
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provide the researcher with additional information about the way in which
participants answer a question. For example, their tone and manner, their facial
expressions, their hesitations and pauses can be captured, nonetheless it could
be misinterpreted (Bell, 2010). Despite the risk of being misinterpreted, Bell
(2010) argues that questionnaires conceal these behaviours altogether. Cohen
et al. (2011) suggest that interviews are better suited than questionnaires to
more open-ended, difficult questions, such as what does well-being mean to

you or how would you define well-being?

In addition to 14 semi-structured interviews, a further seven unstructured
interviews took place with teachers to gather and explore their views on a
snapshot well-being tool, which consisted of the Foundation Phase Outcomes.
Unstructured interviews are characterised by many open-ended questions and
the interviewee retains most of the control during the interview. However, they
tend to be more difficult to analyse (Sharp, 2012). Similar to the focus groups,
the unstructured interviews conducted in this study provided another forum for
practitioners to voice their opinions, and provided an opportunity for them to be
actively involved in the research (Bloor et al. 2001).

Despite the many advantages of conducting interviews, all methods of data

collection have their drawbacks and Pole and Lampard (2002) criticise
LQWHUYLHZV IRU EHLQJ DQ :DUWLILdep® Oh&réfoke, S E
information collected in this way may not always be totally reliable. Bell (2010)

discusses another criticism and states, SWKH NQRZOHGJH WKDW WKH W
FDQ VRPHWLPHY LQKLELW KRQHVW UHVSRQVHV™ S

this study gave consent for interviews to be audio recorded but on one occasion

during data collection, one practitioner said L1 \RX WXUQ WKDW WKLQJ R
[dictaphone] , 1O O W H O @\NuRexy Peadhét, Number 1, Ashbourne

Primary). Even though recording interviews is beneficial for capturing detail at a

later date it also has drawbacks.

4.4.5 Documentary evidence

6FKRROV OLNH PDQ\ RWKHU LQVWLWXWLRQV 3SURGXF

G D Wl&ams 3IXQFK S EXW 3IXQIRUWXQDWHO\ PXFK F

UHVHDUFKHUV™ S 6LPLODUO\ 6LPRQV VWDWE
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DGGY GHSWK WR D FDVH VWXG\ DQG FODLPV LW 3KDV (
in research. Therefore, information from different types of documents were

recorded and collected throughout the duration of the field-work but this varied

across the ten different classrooms. For example, weekly timetables were

usually displayed in the classrooms or on the back of cupboard doors and some

teachers offered the researcher their termly planning. Other documents

available to the researcher consisted of information about the learning zones

within classrooms and assessment portfolios for Areas of Learning in the
FXUULFXOXP 'RFXPHQWDU\ HYLGHQFH DOVR IhQFOXGH
schools voluntarily provided information about assessment arrangements for

children in the Foundation Phase. In addition, documentary evidence for this

study included various policy documents relating to the Foundation Phase®.

Merriam (1988) states that one of the main benefits of drawing upon various

documents is that a researcher cannot alter or influence what is written by his or

her presence, as they could in an observation.

4.4.6 Classroom observations

Observations, as with interviews, can vary from being unstructured to structured

and from being participant to non-participant (Sharp, 2012; Bell, 2010; Mukherji

and Albon, 2015; Punch, 2009). But for the purpose of this study the

researcher adopted the role of a non-participant/observer as participant

(Creswell, 2013). 7KLV LV GHILQHG DV *DQ RXWVtudyHU RI WKH
watching and taking field-QRWHV IURP D GLVWDQFH"~ &UHVZHOO
Punch (2009) cites the work of Gold (1958) when describing the spectrum of
obVHUYDWLRQDO UROHV DQG VXJJHVWYV 3SREVHUYLQJ DV
unobtrusively as possible, engaging in the setting to some extent but usually

RQO\ IRU VKRUW SHULRGV RI WLPH" S 7KLV GHVFI
adopted for this study.

Even though the main purpose was to remain a non-participant there were
occasions when children engaged with the researcher. For example, interaction

took place when children approached the researcher and asked questions such

* Related policy documents were mentioned in Chapter 3 (see 3.2.2).
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D Vwhat are you writing " " D QuBatiare youdoing”™" $OVR LQWHUDFWLRC
occurred when nursery children (3-to-4 year olds) approached the researcher to

engage with puppets, and Year 2 children (6-to-7 year olds) asked for help with

school tasks. In general, the researcher adopted the following view throughout

the duration of field-work;

the field-work HUVY WDVN LVQTW WR GHFLGH ZKHWKHU RL
GRLQJ ZKDW WKH\ GR LWV WR ILQG RXW ZKDW WK
point of field-work LV WR OHDUQ ZKDW SHRSOH GR RU WKLC
cited in Graue and Walsh, 1998, p.59).

Classroom observations were unstructured and conducted in the form of field-

notes and written in situ which resemble narrative type observations

(Papatheodorou and Luff, 2011). The aim was to capture how practitioners
operationalise well-being in the classroom. Foster (1996) suggests that field-

notes written immediately means the detail in observations are neither forgotten

nor distorted. According to Punch (2009) when observations are unstructured

and events naturally unfold they provide the researcher with more opportunities

for themes to emerge in the research process, rather than be imposed on data

at the beginning. One of the benefits of using observations as a research

method in schools is that detailed aspects of school life are captured which

would be difficult to gather in any other way (Foster, 1996). Another benefit of

using observations in a multi-method design provides the researcher with

opportun LWLHV WR 3YHULI\ ZKDW KDV [dh#] H&shewho®& LQ LQW h
VRPHWKLQJ GHVFULEHG LQ LQWHUYLHZV LV HQDFWHG
Therefore, the classroom observations were useful supplementary evidence for

triangulating the findings.

Despite many advantages to observations as a research method, there are
some disadvantages. For example, observations can be time-consuming
(Foster, 1996) and when researchers decide to make observational field-notes
the most difficult challenge they face is deciding on what to record. Foster
(1996) further states that in the early stages of a project the focus may be
unclear and it is not until the research progresses that the focus becomes
clearer and narrower. When the focus is not clear there is a danger that the

researcher will gather and record unnecessary information. Therefore, in order
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to remain focused in the early stages of field-work, which took place in October
2013, the researcher attached the research questions and study aims to the
front of the notebook. However, on reflection, some field-note information was

not useful and did not provide any substance to the findings.

Another disadvantage to using observations as a research method is

associated with the role of the researcher as non-participant/observer as
SDUWLFLSDQW &UHVZHOO JRU HI[DPSOH 32QR PD\
UHVHDUFKHU WULHVY WR EH WKH QDWXUH RI WKH FRQV
(Ting, 1998; cited in Graue and Walsh, 1998, p.146). This limitation is also

stated by Foster (1996) and Sharp (2012) who suggest that the presence of an

observer is likely to change the behaviours of those being observed. However,
McNaughton Nicholls et al. (2014) state that behaviours are more likely to

change when single observations take place. Therefore, in order to reduce the

potential change of behaviour amongst participants in schools, the researcher

engaged in regular observations over a period of six months®’. Foster (1996)

states that spending longer periods of time in a setting, such as a school where

children and practitioners can become accustomed to the presence of the

researcher, helps the participants become more at ease and act more natural

and this addresses the issue of reactivity (Foster, 1996).

There is also another potential drawback in spending longer periods of time in a
setting. For example, what may start off as a neutral relationship between the
researcher and practitioners may develop into a more social relationship which
could begin to influence the participants in some way and impact on the quality,
credibility and dependability of the data (Newby, 2014). Moreover, observations
can be over-analysed where the researcher might misinterpret and go beyond
what has actually been seen (Mukherji and Albon, 2015). In order to avoid
misinterpretations and biases the practitioners were informed that the field-
notes and data gathered belonged to them and they were able to confirm and/or
agree with the observations at any time during the research.

%0342 hours of observation in total.
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4.4.7 Acknowledging reflexivity

Reflecting on the self in the research process is an important aspect of

qualitative research inquiry but more so in ethnography (Mukherji and Albon,

2015; Ormston et al. 2014). Nevertheless, it was important to acknowledge that

| was the one observing, interviewing and interacting with various participants in

the field and that my values and beliefs could influence my actions (Simons,
7TKHUHIRUH 3GHPRQVWUDWLQJ UHIOH[LYLW\ LV D

validity of WKH VWXG\" 6LPRQV S 5\DQ DQG &DPSE

that in order to have a valid study, UHVHDUFKHUV 2QHHGexRn&ERQVWD

DQG FULWLFLVH \RXU XQGHUVWDQGLQJY DQG DFWLRQ\

| entered the research field with eight years teaching experience of working with
3-to-5 year olds, and four years teaching experience as a Higher Education
lecturer in early years education. However, | was mindful of the argument
posed by Foster (1996) who states;

WKH REVHUYHUVY H[LVWLQJ NQRZOHGJH WKHRULH)
influence the data they produce and the accounts and evaluations they
SURGXFH«WKH GDQJHU LV WKDW WKLYV PD\ LQWURG
into their work so that invalid, and therefore misleading, descriptions,

explanations or evaluations are produced (p.14).

Therefore, as well as writing observational field-notes, | wrote weekly reflections

about my experiences as a case study researcher to help maintain neutrality in

an attempt to avoid biases and inaccuracies. Gillham (2010) calls this a

UHVHDUFK ORJ ZKHUH SHUVRQDO QRWHY TXHVWLRQV
KXQFKHV RU L GarkDe¢érdesl. This was a time-consuming task but

nevertheless an important one.

Previous sections of this chapter have explained the research design and
approach, described the sampling techniques and provided information about
the participating schools, as well as critically evaluated the research methods.
The remainder of this chapter now turns to an explanation of the ethical

processes and data analysis approaches.
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4.5 Ethics

This section draws upon the guidelines from two ethical codes of conduct,
namely the British Educational Research Association (BERA) and the European
Early Childhood Education Research Association (EECERA). In addition to
this, it provides detailed information about ethical procedures that were
conducted prior to the study, during the study and after the study (Greig et al.
2007).

4.5.1 Ethical codes of conduct and guidelines

According to Silverman (2006) it is only since the late twentieth century that
ethical protocol has seriously been considered in research. The first BERA
ethical guidelines were formally adopted in 1992 and more recently, revisions
about cultural sensitivity were adopted in 2011 (BERA, 2011). BERA guidelines
have been very useful for this study as it reminds researchers that they have a
responsibility to conduct ethical and professional research to four different
agents; firstly to the participants, secondly to the sponsors of research (for
example, the ESRC), thirdly to the community of educational researchers and
lastly, to educational professionals, policy-makers and the general public
(BERA, 2011). As well as adhering to BERA guidelines, the EECERA
guidelines which are specifically aimed at early childhood researchers were also
considered. The guidelines and advice on gaining consent, also known as
assent, from young children was useful and clarified that this would be an active
and ongoing process throughout the study (EECERA, 2015).

4.5.2 The ethical process

,Q HVVHQFH HWKLFV LV 3SDERXW KRZ ZH WUH&W. VWXG\
2014, p.78) and according to Greig et al. (2007) this is about treating
participants well prior §o data collection, @during flata collection and gafter flata
collection. Prior to data collection, the ethical process for this study began by
applying for a Disclosure and Barring Service (DBS) certificate to work as an
educational researcher in schools, and applying for ethical approval from the
School of Social Sciences Research Ethics Committee of Cardiff University, of
which approval was granted on the first attempt (see Appendix 6, p.273). A
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draft letter to the pWJDWHNHHSHUY ZDV LQFOXGHG ZLWK WKH H\
the context of this study is the Head teacher of a primary school. The

gatekeeper is usually someone who gives permission for the research to take

place at their school (Greig et al. 2007). However, Roberts-Holmes (2014)

highlights that if the gatekeeper gives their consent this does not mean that

individual children, parents or practitioners give consent too.

Initial contact with Head teachers was made by telephone where the
conversation was guided by a transcript with key points about the project. The
transcript helped to ensure that potential participating schools received similar
information about what might be involved which would help them make an
informed decision about participating in the research. If, at this point, the Head
teacher was keen to take part they received a more detailed project information
letter. After approximately one week, the Head teachers were contacted again
to ask if there were any further questions and to arrange a convenient time to

visit the school and the practitioners.

Informed consent is an important term used in research which involves
providing sufficient information in words the participants can understand to
enable them to give their consent (Alderson, 2005; Bell, 2005; Penn, 2008; Mac
Naughton et al. 2001; Mukherji and Albon, 2015). Therefore a project briefing
meeting was arranged in each of the participating schools which provided the
practitioners with an opportunity to learn about the project aims and what might
be involved, to be able to ask questions and consider whether they wanted to
take part. One practitioner asked the following question at the briefing meeting:
3ZK\ GR \RX ZDQW WR GR WKH UTF¥ H:Eebréhér te§poRd¢d) VFKRF
and referred to the criteria used for sampling the schools. At the project briefing
meeting, potential participants were provided with a project information sheet
(see Appendix 7, p.274). According to Bell (2010) participants should be given
sufficient time to consider whether they want to take part and should not be
expected to sign a consent form at this stage. After approximately two weeks,
the schools were contacted to confirm their involvement. At this stage of the

ethical process the two participating schools were provided with a letter for
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parents/carers explaining the project aims and WKH UHVHD U B¥sweldsVY UROH
an @pt out Pption for their child (see Appendix 8, p.277).*! The schools

distributed the letters on behalf of the researcher. When the field-work began,

the practitioners were asked to sign a letter of written consent (see Appendix 9,

p.279).

During data collection the participants were able to withdraw at any time and

this was made clear at the briefing meeting and on the project information sheet

(Bell, 2010). Also, participants were informed about opting out of questions

during the interviews (Pole and Lampard, 2002). Permission was sought from

participants to audio record the focus groups and individual interviews, but at

times a few participants did not want their responses to be recorded and this

was granted immediately. For example, two participants said SWKLV LV RII WKH
UHFRUG’

Occasionally, during field-work a new childcare or teaching student was present
or a different teacher was covering the class who was unfamiliar to the
researcher. Therefore, it seemed good ethical protocol to provide the new adult
who was unfamiliar about the presence of the researcher with a project
information sheet. In these instances, consent was gained verbally. This
ethical action also highlights that this study was conducted with integrity at all
times (Punch, 2009).

Data collection consisted of classroom observations which involved children,

but up to this point only parental/carer consent had been granted prior to field-

work and the children themselves had not been informed. Therefore, in relation

WR FKLOGUHQ LQIRUPHG FRQVHQW ZDV JDLdgiedcs pPRPF
WR EH pRQJRLQJ QHJRWLDWLRQY OXNKHUML DQG $0EFR
example, in the majority of instances the researcher was introduced to the

children by the classroom teacher and throughout the duration of the project

individual children approached the researcher to ask more specific questions,

VXFK DK\3DUH \RX RREWDW DUH \RXWhehltWslocurtéd

% No letters were returned requesting their child to opt out of the study.
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the researcher explained her presence and said to the child 3, KRSH WKLV LV R
ZLWK \RX""

During field-work, the researcher wanted to respect the privacy of participants
and did not want to come across as being intrusive so decided to avoid using
the central staffroom. According to Papatheodorou and Luff (2011) being
diplomatic and tactful is a fundamental ethical principle. Also, the researcher
adopted the view that the field-notes belonged equally to the participants and
therefore, were available to view. However, the participants did not ask to see

the field-notes.

Ethical protocol, as Greig et al. (2007) state, should also be considered after
data collection. The participants have remained anonymous (Bell, 2010) and
both schools have been given pseudonyms. Part of the Data Protection Act
1998 legislates that researchers should for example, store data securely and
ensures that participants know how the data will be used (Mukherji and Albon,
2015). Therefore, data was stored on a secure University network and the
project information letter explained how the data would be used. Transcripts
include practitioner initials and the pseudonyms appear onthere VHDUFKHU TV
mobile telephone as the school contact numbers. Practitioners have been
allocated a number, for example Reception teacher, Number 1, Teaching
assistant number 1 and so on, to retain anonymity and this appears in the
empirical Chapters 5 to 7. The researcher plans to contact the schools to
provide a summary of the research (see Appendix 10, p.280). In keeping with
ethical principles and contractual duties, the ESRC who funded this study will
always be acknowledged when the findings are disseminated to various

audiences.

4.6 Data analysis

This final section sets outs to firstly explain in broad terms the nature of data
analysis and the importance of a stage/phase model of data analysis.

Secondly, it justifies the use of thematic analysis for this study by presenting
two tables with detailed information about the key terms and the six-phases that
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were undertaken. Thirdly, it acknowledges dependability and credibility and

discusses triangulation.

4.6.1 The nature of data analysis

Data analysis within a case study design is most probably the least developed

in research (Yin, 2014) and LV XVXDOO\ GHVFULEHG DV SH[DPLQLC
tabulating, testing, or otherwise recombining evidence, to produce empirically

EDVHG ILQGLQJV™ <LQ S EXgHtwayKdd UH LV QR VLI
analysing qualitative data (Punch, 2009; Cohen et al. 2011). Punch (2009)

claims that in quantitative research the analysis is more transparent and easier

to reproduce and these are considered significant challenges for qualitative

researchers (Newby, 2014). Punch (2009) further suggests that data analysis

QHHGV WR EH 3V\VWHPDWLF GLVFLSOLQHG DQG DEOH
(p.171). Therefore, qualitative analysis usually consists of various

stages/phases and involves uncovering patterns, themes and making

comparisons which are all central to the process of data analysis (Guest et al.

2012; Creswell, 2013; Mukherji and Albon, 2015).

The process of data analysis is described by Creswell (2013) as a spiral of four

stages: (1) organising data, (2) reading and memoing, (3) describing, classifying

and interpreting into codes and themes, (4) representing and visualising.

:KHUHDV 0OXNKHUML DQG $0OERQ HikastdgeHQV FRPEH
process, which includes: (1) becoming familiar with the data, (2) coding, (3)

categorising, (4) identifying themes and relationships, (5) developing concepts

and generalised statements. Despite many different terms or ways of

describing the process of data analysis the stages/phases are very similar

(Punch, 2009). This point is argued by Braun and Clarke (2006) in relation to

thematic analysis which is another method for analysing qualitative data. They
H[SODLQ WKDW 3VRPH RI WKH SKDVHV RI WKHPDWLF DC
of other qualitative research, so these stages are not necessarily all unique to
WKHPDWLF DQDO\VLYV" %UDXQ DQG &ODUNH S

described as a gix Jphase recursive process where the main benefits include its
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flexibility and accessibility rather than adopting a linear model (Braun and
Clarke, 2006).

However, Yin (2014) adopts a different stance to those described above and

does not refer to data analysis in stages/phases but suggests that case study

researchers tend to have a general analytic strategy which is linked to the

research aims and questions, and he suggests there are four different

strategies. For the purpose of this study the general analytic strategy was

MZRUNLQJ ZLWK GDWD IURP WKH JURXQG XSY ZKLFK LV
WKHRUHWLFDO SURSRVLWLRQVY ZKLFK LV GHGXFWLYH
addition to having a general analytic strategy there are five specific techniques,

such as gross-case analysis fwhich relates to this study. Analysing data in a

case study design involves within-case analysis fand/or pross-case analysis

(Brewer, 2007). Cross-case analysis allowed the researcher to identify patterns

and themes, and make comparisons about how well-being is understood and

perceived by practitioners who work with children from different socio-economic
backgrounds. Within-case analysis allowed comparisons to be made between
practitioners who work in the same school. However, Lewis and Nicholls (2014)

argue that case study analyVLV 3LQ SUDFWLFH FDQ EHFRPH YHU\ |
comparisons made between different actors within a single case, between

FDVHV DQG EHWZHHQ JURXSV RI SDUWLFLSDQWY DFUR
was useful to follow a stage/phase model for this study to help manage such a

complex task.

4.6.2 Data analysis approaches

As previously mentioned, data analysis generally consists of stages/phases and
numerous approaches exist, such as content analysis, discourse analysis,
grounded theory, narrative analysis, conversation analysis and thematic
analysis to name but a few (Hamilton and Corbett-Whittier, 2013; Newby, 2014;
Spencer et al. 2014; Mukherji and Albon, 2015). However, Braun and Clarke
VWDWH WKDW WKHPDWLF DQDO\VLYV 3LV D SRRUO\
DFNQRZOHGJHG \HW ZLGHO\ XVHG TXDDIUVEewWLYH DQD:

flexible, accessible and compatible with a range of epistemologies, such as
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realism/essentialism and constructionism (Braun and Clarke, 2006; Spencer et

al. 2014) and this makes it particularly useful for pragmatist and early career
researchers. Guest et al. (2012) argue WKDW SWKHPDWLF DQDO\VLV L\
XVHIXO LQ FDSWXULQJ WKH FRPSOH[LWLHYV RI PHDQLQ.

For these reasons, the researcher applied thematic analysis as the main

approach to analysing data. Another reason for selecting thematic analysis

links to the multiple methods adopted for this study (see 4.4.1, Table 6), and the

six-phase recursive process provided opportunities to move logically between

the data corpus. This is the name given to all the data collected for the study
(Braun and Clarke, 2006). Braun and Clarke (2006) use three other key terms

alongside data corpus and Table 7 provides examples of how the key terms

used in thematic analysis relate to data collected for this study.

Table 7: Examples of how the key terms in thematic analysis relate to data

collected for this study

Key terms used by Braun and
Clarke (2006) in thematic analysis

Data collected for this study

Data corpus: all data collected

x Focus groups

x Focus group tool
workshops

X Semi-structured individual
interviews

X Unstructured interviews

x Classroom observations (field-
notes)

x Various documentary

evidence

Data set: various combinations of

the data corpus (above) and data

X Focus groups/transcripts

X Semi-structured individual
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items (below) interview/transcripts

Data item: individual data items X Semi-structured interview
transcript
x Focus groups transcript

x Classroom timetable

Data extract: individual coded x Individual lines, comments from
extract which has been extracted SUDFWLWLRQHUVTY L
from the data item x Field-notes/observations

Table 8 shows the six-phases of thematic analysis with brief examples of the
processes involved for this study. However, Braun and Clarke (2006) argue

that the phases should only be used as guidelines.

Table 8: Examples of the six-phase recursive process of thematic analysis

Phases of thematic analysis Description of process/actions
taken
1) Familiarisation with data The researcher transcribed

interviews, read and re-read data, and
noted down initial ideas in the margin.
For example, lotsof uXPVY KHYV
to interview questions, different well-
being domains. A spread-sheet was
generated with transcripts embedded
as hyperlinks for quick retrieval at

other phases.
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2) Generate initial codes Initial codes were generated from
transcripts by colour coding text and
adding notes in the margin (see an
example in Appendix 11, p.281). For
example, talking about feelings,
parental responsibility, manners,
basics, time-consuming, well-being is
everything. The researcher
systematically worked through the
data set and produced a list of codes.

3) Search for themes The researcher sorted initial codes
into initial themes, such as
assumptions, hesitations, objective
indicators, reducible versus
irreducible construct. Thematic maps
were drawn (see an example in
Appendix 12, p.282) to help start
thinking about the relationships

between codes and themes.

4) Review themes The researcher checked and matched
the coded extract data to the initial
themes and reviewed the themes
across the data set. For example,
MDVVXPSWLRQVY EH+FoDP
JUDQWHG WUXWKVY WK

was recoded as required®?,

%2 Braun and Clarke (2006, p.91) state WKDW *FRGRQJIRILQD ®RUJIJDQLF SURFHVV’
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5) Refine, cross-check and define Ongoing analysis took place to define
themes and refine the themes that began to

WHOO D VWRU\ )RU HJI
granted truths fvas defined as
LFRPPRQ SHUFHS\WHRQVY
7TKH phUHGXFLEOH YHUV)
FRQVWUXFWY WKHPH ZDO
HYDULRXV X Q GdinukWsigi3 Q (¢
ofwelFEHLQJY

6) Final analysis and produce report | The researcher ensured that
examples of data extracts were
compelling and interesting and that
sufficient evidence was provided for
each theme. The overall aim of this
phase was to present an argument in

relation to the research questions.

The six-phase process described above shows how codes inform the themes

yet Grbich (2013) explains that in some analytic processes themes inform

codes, and in some cases only themes or only codes are used. In other words,

the processes of qualitative data analysis vary. In general, a theme emerges

ZKHQ LW 3FDSWXUHV VRPHWKLQJ LPSRUWDQW DERXW \
guestion, and represents some level of patterned response or meaning within

WKH GDWD VHW™ %UDXQ DB)QNboré&o@ed théhtes are not Bsually
dependent upon their prevalence but they can be (Braun and Clarke, 2006).

Some of the drawbacks of thematic analysis occur when themes overlap and

there is little coherence and logic between them, as well as insufficient evidence

to support each theme (Braun and Clarke, 2006).
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In addition to utilising thematic analysis as the main approach to analysing data,

the researcher applied content analysis to discover the frequency of well-being

domains communicated by practitioners. Put simply, content analysis is
GHVFULEHG DV 3FRXQWLQJ WKH QXPEHU RI WLPHV FHU
(Mukherji and Albon, 2015, p.264). Content analysis was also applied to

curriculum policy documents and the outcome of this is displayed in Table 4 in

Chapter 3 (see 3.2.2).

Finally, Computer Assisted Qualitative Data Analysis Software (CAQDAS)
packages such as, NVivo and ATLAS.ti were considered for this study to help

identify patterns and make comparisons between participant V Jerceptions.

&UHVZHOO FODLPV WKDW &%$4'$6 SDFNDJHV SURYL
file system so that the researcher can quickly and easily locate material and
VWRUH LW LQ RQH SODFH" S +RZHYHU WKH UHVH

strategy for this study which involved using hyperlinks to embed transcripts onto
Microsoft Excel spread-sheets. The main decision not to use CAQDAS
packages mainly related to the amount of time needed to navigate the functions
and learn how to effectively use them. Also, grounded theory is often
associated with CAQDAS packages and Stewart (2012) suggests that ATLAS.ti
has the relevant functions to help researchers develop theory. However, the
main aim was not to develop theory for this study so CAQDAS was not used as
a strategy to analyse data. The main aim was to explore and examine the
concept of young F KL O G U HiRifi¢/in£#iuCaon, which in turn could lead to

future research involving grounded theory and CAQDAS packages.

4.6.3 Acknowledging dependability and credibility

Reliability and validity are commonly accepted terms in quantitative research
but they are often contested and sometimes rejected in qualitative research,
and thus replaced with dependability and credibility (Simons, 2009; Cohen et al.
2011; Lewis et al. 2014). According to Simons (2009) one way of ensuring
dependability and credibility in qualitative research is to apply the strategy of
triangulation, which is defined as the;
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means of cross-checking the relevance and significance of issues or
testing out arguments and perspectives from different angles to generate
and strengthen evidence in support of key claims (Simons, 2009, p.129).

Triangulation for this study involved corroborating findings from the data

corpus>? to gain a more in-depth understanding of the concepts and practices of

F KL O G U Hu@ifiyinZhe @adly years curriculum. In order to demonstrate

practitioner V&uthenticity (Hughes, 2001) triangulation mainly took place

between phases three-to-six of the thematic analysis process (see 4.6.2, Table

8). This involved cross-checking the themes with practi WLRQHUV | Uidldv SRQV I
notes and documentary evidence to strengthen claims, and to establish a more
comprehensive picture of well-being in the early years curriculum. Emerging

similarities and differences between the themes were identified in a table (see

Appendix 13, p.283). Yin (2014) describes this as the converging lines of

inquiry process.

To conclude, triangulation increases credibility but does not guarantee it
(Simons, 2009), and one of the drawbacks of case study findings is that they
cannot be easily cross-checked and the findings can be biased and subjective
(Cohen et al. 2011). Therefore, in order to avoid bias specific approaches such
as thematic analysis and content analysis were utilised which provide a
systematic and disciplined approach to data analysis that could be cross-

checked, and would help to alleviate bias.

The subsequent chapters focus on discussing three areas ILUVWO\ SUDFWLYV
knowledge and understanding of yR X QJ F KL O G-beih@ §etoadtyO O
SUDFWLWLRQHUVY SHUFHSWLRQV DQGbh&wMRW LFHYV RI F
HDUO\ \HDUV FXUULFXOXP DQG ODVWO\ SUDFWLWLRQF
FDSWXULQJ F K-heénG i the&cHivicdO O

3 See 4.4.1 for an overview of methods.
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3WPDU\ VFKRRO SUDFWLWLRQHUVY NQ
XQGHUVWDQGLBEHLRIJZHOO

5.1 Introduction

In order to understand how well-being is operationalised in practice one needs
to establish what primary school practitioners (such as teachers and teaching
assistants) know and understand about well-being (Mashford-Scott et al. 2012;
Soutter et al. 2012), and this is the broader aim of this chapter. This is
important because Chapters 2 and 3 concluded that there is a paucity of
empirical evidence about well-being, particularly for young children and there is
limited consensus about the nature of well-being (Coleman, 2009; Roberts,
2010; Statham and Chase, 2010; Soutter et al. 2012). Chapter 3 also
concluded that dominant discourses and domains of child well-being exist within
research and curriculum policy. Therefore, this chapter aims to discover
ZKHWKHU GRPLQDQW GLVFRXUVHV DQG GRPDLQV H[LVYV
understanding when they engage in discussions about well-being in Wales.

Further evidence from Chapters 2 and 3 also support the rationale for this
chapter, but this can be summed up in the following quote by Soutter et al.
(2012) who argue that;

research examining how well-being is defined and applied in educational
SROLF\ LV OLPLWHG« FXUUHQWO\ WKHUH LV D ODF
and sectors about what well-being means in an educational context
(p.112).
This chapter draws upon two Bernsteinian concepts (1977, 1982) which relate
to the curriculum, such as the pollection ftode and the pntegrated fode, in
order to understand how well-being is understood as an Area of Learning in the

curriculum.

5.2 Uncertainty about articulating well-  being

Practitioners seemed hesitant in first talking about well-being and they did not
always find the concept easy to explain. For example, there were numerous

pauses, hesitations and subtle requests for clarity from the researcher when
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they UHVSRQGHG WR WKH IROORZLQJ TXHVWLRQ pZKDW
associate or think about with well- E H L QOri¢[teaching assistant suggested its
PHDQLQJ EXW WKHQ DYV NisltBatWhatlyou wWodld o rie&kH'U 3

(Redwood Primary, individual interview). Another teaching assistant also subtly
UHTXHVWHG FODULWhat Ko praikel wauldLiléat cdme under

W K D(Wumber 1, Ashbourne Primary, focus group). During another focus

group at Ashbourne Primary Year 1 teaching assistant said: 3, iR go with
FKLOGYTV KHDOWK 'R \RX W KLiEH\L @ay, pracitieheR Z LW K
seemed uncertain about explaining well-being and appeared to seek some sort

of clarification.

Articulating the nature of well-being and defining it was generally a difficult task

for practitioners. For example, when practitioners were asked to define well-

being at the end of the individual interviews they found it somewhat challenging.

One Nursery teaching assistant from Redwood Primary said: SWKDW LV D KDUG
TXHVWLRQ EHFDXVH LW LV D WOUWRMWARAH UR I/ W/BWY & DWW & VLQAC
it well-being, WKHUHTV VR P@Q&ak IMeKdhey, JAghbourne Primary,

individual interview). The following Reception teacher from Redwood Primary

posed the following question back to the researcher and asked, 3DV WR GHILQH |
ZKDW VKRXOG D ILYH \HPHLRO ® R RMOGRUMNY piAtiitmaers
GXULQJ LQGLYLGXDO LQWHU WelHzgikg B itk Rguheve JHG W K
to think of, you know, all R1 W K D WREddidh @acher, Number 2,

Ashbourne Primary, individual interview). Also, the Reception teacher in

Ashbourne Primary UHIHUUHG WR LWV PDQ\ GORHQYYRQWDhQGV
discussing it, there are loads of dimensions to it, not really thought of it so

P X F KAnother Reception teacher explained: 3SLWJV UHDOO\ KPUG UHDQC
KDUG«, WKLQN LW Q& HGEDLQGRBRIQW RI \RXJUH QRW TXI
P H D QNumber 2, Ashbourne Primary). The following response from the Year

1 teacher in Ashbourne Primary was very brief when she attempted to define

well-being, and said 3\RX NQRZ \RX FDQTW’

In one of the focus groups, one teaching assistant thought that it was
particularly difficult to explain the nature of well-being in the context of younger
children. She feels it is easier to explain for older children particularly teenagers
where you can observe, for example changes in their appearance or mood.
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This response may indicate that the nature of well-being is conceptualised
GLITHUHQWO\ LQ UH O Doit thR @adwnw& elrecukib@xieefy. D J H

Clearly, there is evidence to suggest that in general the majority of practitioners

are hesitant and seek clarification when talking about the nature of well-being.
Furthermore, when practitioners were asked to define and explain well-being

this ZDV QRW DQ HDV\ WDVN 7KLV VXSSRUWYV (UHDXW D
claim, that well-being 3 L Vprnary cultural judgement; just like pZ Krbakés a

JRRG Qislthke' YW XII RI IXQGDPHQWDO SKLORVRSKLFDO Gt

If practitioners find one concept such as well-being difficult to define and explain
in relation to the curriculum, this raises the question about their knowledge and
understanding of other concepts relating to their practice. Findings from a
recent evaluation of the Foundation Phase show that;

SDUWLFXODU DUHDV RI XQFHUWDLQW\ RU FRQIXVLR
WHDFKLQJ pOHDUQLQJ WKURXJK SOD\YT FRQWLQXR
provision; child-initiated, practitioner-initiated and practitioner-directed
activities; and observation (Taylor et al. 2015, p.113).

Therefore, it is argued that well-being is another concept which practitioners are

uncertain about and therefore can be added to the above areas which were

highlighted in the evaluation. It could be argued that practitioners are uncertain

about too many aspects of practice which need addressing.

5.3 Different dimensions to the concept of well-  being

The next section shows that when practitioners discuss well-being they
communicate different understandings about what it could mean. The data and

analysis identify four different dimensions and they are described as:

1. Well-being as a pre-requisite and a by-product/outcome

2. Well-being is an irreducible and a reducible construct

3. Well-being can be assessed through objective indicators rather than
needing subjective evidence from the child

4. Well-being needs an integrated approach rather than discrete delivery
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The dimensions are significant because explanations of well-being, such as
those discussed in Chapter 3 are often portrayed as being one dimension or the
other. But the following discussion attempts to show that practitioners hold
more than one understanding of well-being. Some of the dimensions were also
favoured more than the other, such as the pbjective fver the gubjective fand
the pntegrated Pver the discrete | XQGHUVWDQGLQJ

5.3.1 Well-being as a pre-requisite and a by-product/outcome

Pre-requisite: The following evidence demonstrates that practitioners
understand well-being as a pre-requisite, where they adopt the view that well-
being is central to children developing various skills and competencies. For
example, the Nursery teacher at Ashbourne Primary said: S3VKDULQJ WDNLQJ
interacting with other children they need well-being to do that “ focus group). In
other words, this teacher believes that well-being refers to a set of skills which
are a pre-requisite for sharing, taking turns and interacting with others.
Similarly, another teacher explained: 3 Z L W K R X#&hghkEi@ @ place you are
not going to make great gains in your Maths and English, because your well-
EHLQJ QHHGV WR (EFdhr WtkadHe i Ashbd\wiw Primary, individual
interview). Another teacher said:
without getting the well-being and behaviour and everything right, the
MDWKV WKH (QJOLVK HYHU\WKLQJ HOVH LVQTW JRL

needs to be the top priority and then everything else will kind of slot in
behind it (Year 2 teacher, individual interview, Redwood Primary).

Finally, another teacher said: SKHYfV LQWHUDFWLQJ ZLWK RWKHU Fk
needwel-F-EHLQJ WR (Susev teacihéf, Ashbourne Primary, individual

interview). It appears that practitioners understand F K L O Gu¢lHIRifigyas a

pre-requisite to developing a range of skills and competencies and believe it is

central to facilitating learning and development. In other words, well-being is

regarded as something that is necessary to achieve a means to an end (Ereaut

and Whiting, 2008). This view is also portrayed in curriculum policy. For

example, the Welsh Government V W DWEIHbeiag is essential to becoming an
HITHFWLYH OHDUQHW4). :$* F

By-product/outcome: In contrast, the following teacher referred to the concept of

well-being as a by-product/outcome of certain factors and/or experiences, for
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example being literate and numerate. She said: S\WKH\ QHHG WKH EDVLFV
to have well- E H L QA3hbourne Primary, individual interview). When this
teacher was asked IXUWKHU DERXW ZKDW VKH $a¢ddai@gW E\ pWKH

ZKDW , PHDQ E\ WKH EDVLFV LV EHLQJ DEOH WR VSI
and literacy. Read and write obviously because that is a key thing they
need to learn and then obviously number as well. Read write and
arithmetic like we used to have years ago. They are the basics that
children need (Year 2 teacher, individual interview, Ashbourne Primary).
The teacher above emphasises the importance of learning the basicsy VXFK DV
literacy and numeracy and believes that well-being is the outcome of being
literate and numerate. 7KLV SDUWLFXODU WHDFKHUTV XQGHUVW]
needs-based philosophical perspective (Thompson and Marks, 2006) which has
been explained in more detail in Chapter 3. But to summarise, this means that
this teacher thinks that being literate and numerate are the underlying

conditions that contribute to well-being.

The vast majority of practitioners feel that well-being is also the by-

product/outcome ofa FKLO GV KRPH HEivdxahipl®, fhid @dving

home circumstances were mentioned by practitioners when they talked about

well-being: *H[SHULHQFHG VRPH XSVHW DW KRPH" 3ZLWQHYV
and 3SODFNYV VW.LRX2DnNdrd, RIput of 14 practitioners who were

interviewed individually referred to poororlowwel-EHLQJ DV D UHVXOW RI
home circumstances. For example, one teacher explains the circumstances of

some home environments and situates VFKRRO ZLWKLQ D*FBheOGIV HF
explained:

a lot of the parents suffer with sort of mild depression, mental health

LVVXHV WKH\ DUH RQ D ORW RI PHGLFDWLRQ VR D
QHFHVVDULO\ D KDSS\ RQH«6R \RX DFWXDOO\ NQRZ
home and environmentwhere REYLRXVO\ WKHUHYfVY D ORW RI G|
ZRXOG LPSDFW RQ-EKLQGUH@YTY DHROAWQHFHVVDULO\
it could be the health of family members as well that can impact on them,

WKDW DIIHFWV WKHLU GLVSRVLWLR/@JVchRoGLIIHUHQ
welFEHLQJ ZLWKRXW JHWWLQJ LQWR WKH IDPLO\ DV .
we are only one aspect of it (Reception teacher, Redwood Primary,

individual interview).

* The micro and mesosystem of Bron | H Q E U H Q QéttldpicaEsys®ems theory (Gordon
Biddle et al. 2014).
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The teacher highlights, towards the end of her response, the unique challenges

that well-being brings when entering a curriculum context. She recognises that

school is one layer of a very large contextual picture which could be termed the
FKLOGTVY HFRORJ\ )DXWK DQG 7KRPSVRQ to VWDWH
GHVFULEH \RXQJ Flkein@abseht Qffhe ecblagyOof which they are

SDUwW” S % URQ | HHOEERUHRQIQH D OVVEYR'HPV WKHRU\ GU
DWWHQWLRQ WR WKH YDULRXYV V\VWHPV WKDW OLQN W
example, home context, siblings, peers, cultural and religious practices and

government policies (Gordon Biddle et al. 2014). There is evidence of
DFNQRZOHGJL @dlayyrKHoth@afijon Phase policy whenit VWDWHYV 3WK
experiences that children have had before entering the setting/school need to

berecogn LVHG DQG FRQVLGHUH®). :$* D

The majority of practitioners often refer backtoachildfV KRPH HQYLURQPHQ
when they talk about the nature of well-being. They feel that the home

environment was important in providing a good start in life and a by-

product/outcome of this is well-being, but practitioners also view the home as
impactingnegatLYHO\ RQ D Fbéin@ EMvtitiomes @ho work in

Redwood Primary with children from poorer backgrounds made more reference

to specific home circumstances, suchas SFKDQJHV LQ SDUHQWYV KDYLQ
SDUWQHUV™ 3VWUHVVHG SDUHQWV™ 3SRRU KRXVLQJ FI
IDPLGhAHYSR R U SDUHQW L QahdNH@yRo2oai&wet-being as the
by-product/outcome of these circumstances. There is evidence to suggest that

low well-being is associated with children from poorer backgrounds and low

social classes (Pople and Soloman, 2008), but there is also evidence that

suggests well-being and positive feelings about quality of life are associated

with diverse socio-economic backgrounds and not just those from poorer

backgrounds (Axford, 2009).

Practitioners also talked about school being a substitute for providing praise and
attention which children may not receive at home. There was also a perception
amongst practitioners that regardless of what the school does, the child will

always have to return home to that particular situation. For example, the

129



following teacher feels strongly that schools can only do so much in relation to a
F KL O G%¥ing HsBeXsaid:

well-being comes a lot from home, because when they start with us in
September they have never been to school before and we have had no
effect on their well-being, so if they are low well-being that is the
environment they have had at home. However much you do in school
WKHUHTV RQO\ VR P X{KanRteachdy Qlu@lbex2, Ashbourne
Primary, individual interview).

The view adopted by the majority of practitioners such as the one above, raises

guestions about the realistic expectation for schools in terms of improving and

developing well-being and how this may play out in practice. Clack (2012) puts

forward the argument, which has been outlined in Chapter 2, that schools can

RIWHQ EHFRPH 3WKH EDFNGRRU IRU DGGUHVVLQJ D ZKI
This resembles % HU QV W H L Q T ¥%nown quateHiotiae 1970s where he

claimed that schools cannot compensate for society. A similar point is made by
West-Burnham (2010, p.2) who suggests;

although schools have always been committed to educating the whole
FKLOG WKHUH DUH VRPH YDULDE®éing thaQdr& XHQFL QJ
beyond the normal remit and influence of schools, for example the impact
of the family, social class, social capital and poverty.
Even though well-being is understood by practitioners in the context of the early
years curriculum as contributing to a set of skills and characteristics as in a pre-
requisite, they also perceive well-being as the by-product/outcome ofac KLO G [V

home environment which they feel they cannot always influence.

5.3.2 Well-being is an irreducible and a reducible construct

Irreducible: In addition to the dimensions discussed above practitioners also

perceived well-being as a concept that was so vast and all-encompassing. For

example, practitioners use words suchas, 3SPDVVLYH ™ 3YDVW’ ™ S3ELJ" 3K.
D QG E UB®BJer@hingitis to be a child” nfeeting all of their needs ~ tte

ZKROH SHUVRQ ™ 3Ebalaiedd did WellAHRXW GHG ™ 3LWYV HYHU\
DQ4alsfit” WR GHVFULEH W KdéinQ. Onaddilioh, Bhé \wardQistic

was used frequently by practitioners when talking about well-being. One
Reception teacher explained that, L1 \RX EUHDN WKH ZRUG GRZQ uE
everything else itisto be human +D KXPDQ HEA$hbQuihe Primary,
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individual interview). One teaching assistant said: SWKHUHYV VR PXFK WR L
W K HNurber 1, Ashbourne Primary, focus group). Another stated SWKHUH DUH
ORDGV RI GLPH@®eceRiGh\tedther, IABYbourne Primary, individual
LQWHUYLHZ 6LPLODUO\ WWERWHKHUWW WVRFRDB QeayDK IGQ F\
1 teacher, Redwood Primary, individual interview). One more teacher stated
SWKHUHYV VR RANEdernywweRché Redwood Primary, individual

interview). The vast majority of practitioners believe that well-being is an

irreducible holistic totality construct (Ereaut and Whiting, 2008). Therefore, this

might be one of the reasons why practitioners find it difficult to explain and

define.

Reducible to domains: In addition to an understanding of well-being as an

irreducible construct, there is the reducible to components view (Ereaut and

Whiting, 2008). This is usually discussed in well-being literature as domains, in

other words different types of well-being which have been explained in Chapter

3. Statham and Chase (2010) suggest that the gmotional { physical fand

gocial fvell-being domains are usually associated with children. It is noteworthy

that only one teacher attempted to identify well-being by its domains when she

said: 3LWTIV QRW MXVW WKH RQH SDUW LW FRXO-G EH OLI
E H L Qréar 1 teacher, Ashbourne Primary, individual interview). This
SDUWLFXODU WHDFKHU IXUWKHU H[SODLQHG WKDW VK
inealyyHDUV DQG KDG UHFHQWO\ FRRIsDdinddue. D FKLOGU
Despite only one practitioner associating well-being with various domains, the

analysis reveals that when practitioners talk about well-being they mention a

variety of different terms which can be categorised into three different domains.

Table 9 provides examples of the terms practitioners use to describe the nature

of \RXQJ FKLOGhe@TV ZHOO
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Table 9: Terms used by practitioners to describe the nature of child well-

being

Emotional/psychological
well-being domain

Social well-being
domain

Physical well-being
domain

Positive terms:

Happy
Confident

Feels safe and secure
Content

Independent

Good self-esteem
Stable and settled
Good behaviour

Have fun

Relaxed

Bubbly

Positive

Eager, willing and ready
to learn.

More on task

Enjoys their learning
Has a sense of
achievement and pride.

Responds well

Gets along with others
Speaks to others
Works together
Takes part

Observes

Eagerly joins in
Takes turns

Help one another
Share

Has friends

Polite

Nice and kind
Respects others
Encourages others
Participates well
Looks after others
Cares for one another
Knows how to conduct
themselves.

Knows the
consequences of their
actions.

Clean appearance
Well-dressed

Looks smart

Eats properly and
healthily.

Takes care of personal
hygiene.

Keeps fit

Well maintained

Negative terms:

Withdrawn
Quiet

Shy

Sad

Lacks confidence
Poor behaviour
Lacks motivation
Depressed

Feel stressed
Cry and whinge
Distant
Disappointed

Does not make
conversation.
Does not play with
others.

Dirty appearance
Not well-dressed or
well-kept.

Tired

Looks exhausted
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Angry
Insular
Self-esteem issues

Table 9 shows that when practitioners discuss well-being, their responses can
be categorised into three different domains of which have a variety of different
meanings. The terms are also more positive than negative in nature. The most
frequent positive term to be mentioned within the gmotional/psychological
domain was happiness which indicates that practitioners view happiness and
well-being as related concepts. However, Coleman (2009) argues that

happiness is not quite the same as well-being and this creates debate.

Table 9 also demonstrates that when practitioners talk about well-being they
refer less to the physical flomain and more to the @motional/psychological
domain. The dominant gmotional/psychological filomain corresponds with a
finding presented in Chapter 3, which demonstrated that gmotional fvell-being
appears slightly more frequently than any other domain in various policy
documents relating to young children. However, Thorburn (2014) warns that;

a bias towards emotional definitions of well-being could manifest itself in
curriculum attempts to diagnose, train and regulate feelings, and to
PDQDJH VRPH SXSLOVY EHKDYLRXUDO H[FHVVHV EH
of thought could result in well-being becoming viewed more as a skills-
based curriculum supplement for some pupils rather than as a central
curriculum entitlement for all pupils (p.212).
Categorising the terms that practitioners use to explain well-being shows that

the gmotional/psychological filomain is privileged.

5.3.3 Well-being can be assessed through objective indicators rather than
needing subjective evidence from the child

Objective indicators: In addition to the various ways of conceptualising well-
being that have been discussed thus far, the majority of responses expressed
by practitioners during the focus groups and individual interviews were
dominated by the objective dimension of well-being, as opposed to the
subjective dimension. The objective dimension is usually conceptualised as a

concrete noun and fixed in nature. Itis also generally associated with a
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demonstration of positive and negative behaviours, various skills, achievements
and developmental milestones; Mashford-Scott et al. (2012) describe this as the
developmental-oriented view. Moreover, they suggest that it is the leading

discourse amongst practitioners working with young children.

The following evidence VKRZV WKDW SUDFWLWLRQHU-YeibgvVRFLD
with physical observable characteristics, cognitive ability and skills, almost like

indicators or signs of well-being. For example, one practitioner said; 3\RX FDQ

VHH KHU VRPHWLPHYV WKDH§Nreery ddathing aswistant, Number

3, Redwood Primary, focus group). Another said, 3VRPH RI WKH RQHV ZH{"
KHUH VRUW RI WKLQJ LW LV WKH \HV QR KHDG GRZQ
\RX WKLV 10 QNurse@ teadtirng adsistBrity Number 1, Ashbourne

Primary, focus group). The following practitioner said 3 Z Hi@ify is about

general appearance to others. You can usually pick a lot of things up about the

ZD\ W KH\(T2&RmMy assistant, number one, Ashbourne Primary, focus

group). 3:HCEAHLQJ LWV DOO GRZ@adhirigy d3sssiht, INUbberF H -

1, Redwood Primary, focus group) said another. Similarly, another stated 3 W K H\

could be lethargic coming in because they might not have had the appropriate

E U H D N(TBa¢Mnhg assistant, Number 2, Redwood Primary, focus group).

Another practitioner stated the following when discussing the nature of well-

being: S\WKH\ ZRXOG EH WRR VFDUHG WR WU\ WKLQJV ZR(
are not very good at things, thatsRUW RI WKLQJ QRW OY&aR2N RI FRQ

teacher, Ashbourne Primary, individual interview).

Further examples of the objective dimension of well-being included: 3JRR G
DWWDLQPHQW" 3JRRG VWDJH LQ WKHLU GHYHORSPHQYV
VSRNHQ  3IROORZV DQG F Riest\éexanhplékfotuR ohwdnyetey

fixed attributes ZKHUH SUDFWLWLRQHUV GUDZ XSRQ FKLOGUF
behaviours and skills as indicators/signs of well-being and are quantifiable to

some extent. Fontana (1995) argues that;

formal education concentrates almost exclusively upon the knowing area,

WR WKH YLUWXDO H[FOXVLRQ RI WKH EHLQJ«LQ SUI
dover\ OLWWOH LQ DQ\ VI\IVWHPDWLF RU IRFXVHG zZD\
FKLOGUHQ«ZH PD\ EH WKH PRVW NQRZOHGJHDEOH ¢
this is of scant consolation to us if we experience ourselves in a confused

or unhappy or unsatisfactory way (p.279).

134



One of the drawbacks of favouring the objective developmental-oriented

discourse FDQ UHVXOW LQ IDLOLQJ WR UHFRJQLVH WKDW 3
WKH pKHUH DQG QRZY DUH RI LQW3ddikxdt\aM20D G YDOXH’
p.249). If thisisthe case, DUJXLQJ IURP D FKLOGUHQTV ULJKWV ¢

needs addressing.

It is also suggested by Mashford-Scott et al. (2012), who specifically write from

an early childhood perspective, that an over-emphasis on a developmental-

oriented view of well-being is closely linked to a specific image of the child.

7KH\ VXJIJHVW DQ LPDJH WKDW LV 3SLPPDWXUH«ODFNLQ.
acting or speaking RQ WKHLU RZQ E HKé&€dre, itSs argued that

exploring SUDFWLWLRQHUVY NQR ZO HobweH-bbBiy®Gadpe@i UV W D Q
some attention to how they construct early childhood (Adams, 2012). Chapter 8

further discusses the associations between understandings of well-being and

constructions of childhood.

Subjective: The following evidence demonstrates that some practitioners

mentioned the subjective dimension of well-being when engaging in discussions

about well-being. For example, one practitioner said: . KDSS\ VHFXUH FRQIL
LQ EHLQJ WKHP 1b¥ligf (YBeaE RixadheY, Asbbourne Primary,
LQGLYLGXDO LQWHUYLHZ $QRWKHU SUDFWLWLRQHU
and explained: 3LWJV DERXW EHLQJ PH EXW FRQILGHQW LQ E
KHDOWK\ PH \RX NQRZ [Ré&éptionKeRchét, MuKhe®2] V *

Ashbourne Primary, individual interview). Another practitioner stated: 3SNQRZLQJ
WKDW WKH\ DUH YDOXHG DQG WKDW SHRSOH ZLOO OLV
(Observation teacher, Redwood Primary, individual interview). Another

practitioner explained: *EHLQJ DOORZHG WR EH ZKR WKH\ DUH D¢
E HTeaching assistant, Redwood Primary, individual interview). It could be

argued that these types of responses relate to a eudaimonic discourse of well-

being, because it is often described as a feeling of being alive and fully engaged

and existing as whom they really are (Waterman, 1993; cited in Ryan and Deci,

2001).

$Q XQGHUVWDQGLQJ RI WKH FKLOGYV VXEMHFWLYH VH

responses where the word |V H Q M Kefieatedly expressed by practitioners.
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One practitioner said: 3ZHPI®LQJ LV DERXW KDYLQJ D VHQVH RI E
(Teaching assistant, Number 1, Ashbourne Primary, focus group). Another

said: 3+DYLQJ D VHQVH RI DFKL HYeHrR tegcher@beStid, G H”
Ashbourne Primary, individual interview). Another stated: 3, QVSLULQJ FKLOGU
feel more comfortable within themselves promoting their sense of being proud

R1 ZKDW WRedapteiteacher, Redwood Primary, individual interview).

Finally, anotheU SUDFWLWLRQHUTV TXRWH LPSOBW®&HN KH HGR |
WKH\ KDYH VRPHWKLQJ WR RIIAbachB &skistaktl. QJ WR VD\«
Redwood Primary, focus group). This suggests that a child has a sense of

agency DQG WKH SUDFWLWLRQHUY DUH UHIHUULQJ WR D |
(Fontana, 1995). These types of responses ZKLFK IRFXV RQ WKH FKLOG
subjective self albeit limited, reflect different discourses of well-being such as
hedonic/mental state (Ryan and Deci, 2001; McLellan and Steward, 2015), and

a eudaimonic discourse (Thompson and Marks, 2006; Ryan and Deci, 2001,

Dodge et al. 2012; Hervas and Vazquez, 2013).

The work of Miell (1995) and Rogers (1977, cited in Fontana, 1995) contributed

to knowledge about the subjective self and are primarily concerned with an
3LQGLYLGXDOYV VXEWKAW HUYRQIDHQ¥HHZ RI WKH ZRUO
might be the case that practitioners feel children are simply too young to have a

personal view of the world and this is why there could be fewer responses

relating to the subjective dimension of well-being. However, Chapter 3 argued

that young children at around the age of three years are very capable of using

language to report on what is happening, and at around the age of five years

children have the ability to understand and report on the past, present and

future (Neaum, 2010). Another explanation for fewer responses relating to the

subjective dimension may indicate that practitioners take-it-for-granted that

\RXQJ FKLOGUHQ 3ODFN WKH FDSDFLWbieigRr @ W U L E X
KDYH D YDOLG DQG YDOXDEOH FRQWULEXWLRQ WR PDN

5.3.4 Well-being needs an integrated approach rather than discrete delivery

As previously discussed, since 2008 well-being is presented to practitioners in
the Foundation Phase as one of seven Areas of Learning, called Personal and
Social Development, Well-being and Cultural Diversity (PSDWBCD). The policy
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guidance strongly emphasises that this Area should be delivered in an

integrated way across the curriculum. Therefore, it was important to explore

curriculum documentation with practitioners during data capture. Consequently,

a copy of the PSDWBCD Area of Learning from the statutory curriculum (see

Appendix 1, p.264) was used as a stimulus, with 14 practitioners during

individual interviews, to ascertain how they perceive well-being in the

curriculum. The majority of practitioners said they do not feel differently towards
well-being in the curriculum since the introduction of the Foundation Phase.

However, four out of the 14 practitioners interviewed feel there is more of a

focus on measuring well-being. For example, one teacher stated, 3SLW{V MXVW W
IDFW LW KDV WR EH (YéuSReathed, ReBR@o@MRiDary, individual

interview). Another teacher said, LWV EHHQ JLYHQ D VWDWXV D W
LW GLGQTW KDY HRe¢épiiowteRdHdiRNLFhREr 2, Ashbourne Primary,

individual interview).

There is a common perception amongst practitioners that well-being should be

integrated across the curriculum rather than something that should be taught

discretely. ,Q % HUQVWHLQYV et BILMYH)GermQ thétd aewW \

more horizontal discourses present amongst the practitioners about the delivery

of well-being, as opposed to vertical discourses which usually relate to more

traditional academic subjects and discrete teaching. For example, one teacher

said, 3, GRQIW WKLQN RI LW RQ L{ReceRidrteatherINUnb& DO O R
1, Ashbourne Primary, individual interview). Another teacher said, QR LWV QRYV
like teaching shape or number. Lots of it comes into other areas of the

F X U U L F X@bXdrvation teacher, Redwood Primary, individual interview).

The following terms were used by practitioners to describe well-being as an

Area of Learning within the curriculum, suchas S\WKH ZKROH WKLQJ ™ 3ZKR
SFURMNeular” *HPEHGGHZRYHQWHWULFNOHY LQWR HYHU
NnNIKW WKH ZzD\ DFURVV WKH FXUULFXOXP" 3LW FRPHV L
FXUULFXOXP" 3SHQFRXQWHUV HYHU\WKLQJ" S3FRPHV DF
/HDUQLQJ" 3:XPEUHOOD RI WKH ZKROH FKTHese" DQG 3H\)
responses indicate a dominant view of the integrated code, in other words a

permeation model (Whitty et al. 1994). Well-being is perceived as something

that would be integrated alongside the other skills located within PSDWBCD,
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through the remaining six Areas of Learning in the curriculum. In % HUQVWHLQV
(1977) terms practitioners are weakly classifying well-being. Bernstein (1982,

p.159 VXJIJHVWYV 3ZKHUH FODVVLILFDWLRQ LV ZHDN WKF
between contents, for the boundaries between contents are weak or blur UH G~

However, Seligman et al. (2009) take a different view in relation to well-being in

the curriculum and claim;

well-being should be taught in school on three grounds: as an antidote to
depression, as a vehicle for increasing life satisfaction, and as an aid to
better learning and more creative thinking (p.295).

This quote by Seligman et al. (2009) depicts strong glassification fand the
pollection f£ode where well-being would be delivered discretely as an Area of
the curriculum. However, the following teacher disagrees and thinks that well-
being is unnaturally placed in the statutory curriculum and seems frustrated that
well-being is an Area of Learning. She said:

WKDWV MXVW D OLIH VNLOO WKDW \RX OHDUQ FRQ
seems a little bt FRQWULYHG UHDOO\ LW VKRXOGQTW EH
have to stand and teach on a Thursday morning sort of thing, you know it

should just come through all of the time... as opposed to things | should

WHDFK WKHP XP LWV MXVW WKLQJV WKDW KDSSHC
WKLV DV D SODQQHG RXW WRRO IRU WKH FKLOGUHC
VDNH RI LW UHDOO\«WKH\ SXW WKLV RXW WKHUH W
GRQYW UHDOO\ VD\ ZKDW WKH\ ZDQW XV WR GR ZLW
\RXYfYH JRW GXH UHJDUG IRU LW 7TKRVH VNLOOV FF
piece of paper really, | mean obviously you do all of those things (Year 2

teacher, Number 2, individual interview, Ashbourne Primary).

As well as a general perception that well-being should be integrated throughout

the curriculum some practitioners feel that well-being is something that should

be encouraged and developed, rather than discretely taught. For example, one
teachersaid: 3, WKLQN LW FDQ EH HQFRXUDJHG DQG SURPRYV
VRPH WKLQJVY FDQYW EH WDXJKW FDQ WKH\ :H FDQ SLU
W K H¥ear 1 teacher, Number 1, individual interview, Ashbourne Primary).

Another teacher indicated that well-being should be integrated but also

PHQWLRQHG WKH LPSRUWDQFH RI FRQWLQX-Bexhg.O\ EHLC
Shesaid 3, WKLQN \RXTYH FRQVWDQWO\ JRW-b&ifg aadH DZD UH

how they are feeling and that will go through all activities, even through the
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ZKROH FXUULFXOXP <RXTYH DOZBEW L@itsewwR EH DZDU

teacher, Redwood Primary, individual interview).

A concern raised by Whitty et al. (1994) about the integrated code in the

curriculum was suggested over two decades ago, because LW SUDLVHV HTXDO
RSSRUWXQLW\ LVVXHV« DV D VRXUFH RFofSex&@iple, HPSRZF
is argued that children from poorer backgrounds do not get the same

experiences at home as children from more affluent backgrounds. Therefore,

some children may miss out if PSDWBCD is integrated, rather than taught

discretely. In other words, regardless of whether well-being takes on a

permeation model, children from more affluent backgrounds are better able to

make sense of integrated and discrete related knowledge. Therefore, children

from poorer backgrounds are at a possible disadvantage if the integrated code

is implemented.

This concludes the discussion of the different understandings of well-being

communicated by practitioners which reinforce the complex nature of well-

being. It also demonstrates that some dimensions are more dominant than

others and some of the reasons for this are explored in the conclusion in

Chapter 8. The remaining sections of this chapter aim to discuss SUDFWLWLRQH!
views about well-being in terms of the other Areas of Learning in the curriculum.

This is important because the policy direction strongly places well-being which

is situated within PSDWBCD as being at the core of the curriculum, as

displayed in Figure 1 in Chapter 2.

5.4 The importance of well- being as the core Area of Learning

The guidance inthe SROLF\ VWDWHYVY 33HUVRQDO DQG 6RFLDO
Being and Cultural Diversity is at the heart of the Foundation Phase and should

EH GHYHORSHG DFURVYV WKH FXUU L Fhs@sXdtérateti tn D S
Figure 1 in Chapter 2 which shows the central position of PSDWBCD.

However, this guidance does not apply to the other six Areas of Learning.

Therefore, practitioners were asked, during interviews, about their perceptions

regarding the most important Area of Learning within the Foundation Phase.
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Eight out of 14 practitioners said that PSDWBCD is the most important Area of

Learning. But despite the pivotal direction in policy, six out of the 14 do not

think it is the most important Area. They feel panguage, Literacy and

Communication Skills fand Mathematical Development fare the most important

areas. The reasons they gave were as follows; 3, WKLQN WKDW ODWKV DQ
DUH LPSRUWDQW EHFDXVH \RX FDQIYW JHW D MRE ZLWHK
think, [ dotKLQN WKH\ D (Rddwodd RRibmaryy Nursery teaching assistant,

individual interview). However, the following comment does not focus on future

job prospects; it focuses on the importance of language as a tool to access the

curriculum. The practitioner said: SOLNH ODQJXDJH QRW ODQJXDJH
VWDQGDUGY DQG HYHU\WKLQJ EXW ODQJXDJH DV D W
(Redwood Primary, Reception Higher Level teaching Assistant (HLTA),

individual interview).

Another practitioner highlighted the importance of Literacy and Numeracy skills

but also stated that it should not be at the expense of anything else. She said,

SWKH WKLQJ LV WKH\ QHH Gmercy kkils/hefurd they EAnD Q G 1
DFFHVV HYHU\WKLQJ HOVH E Xa\t th&seRperfse/ofW KLQN LW VK
HYHU\WKLQJ HRzdWdotHRrividty] Observation teacher, individual

interview). Another teacher said:

by saying Numeracy and Literacy is important they are the basics and they

DUH UHDOO\ LPSRUWDQW E XWhitk W&l\bheigRidY QTW PHLC
SHUVRQDO DQG VRFLDO GHYHORSPHQW LV LPSRUWI
be an Area of Learning (Ashbourne Primary, Year 2 teacher, individual

interview).

7KH WHDFKHUYV UHDVRQ DERYH LV LQWHUHVWLQJ EHF
think PSDWBCD is the most important Area of Learning within the curriculum, it

still remains an important aspect of her practice. This raises an important

philosophical, political and moral question about whether PSDWBCD should be

a subject Area in the curriculum which is formally assessed. This thesis

suggests that the nature of FK L O G U Hi@ifig/shouldrénain a principle of

practice and a F KL O G fag allhjactvadrea in the curriculum. It could be

argued that well-being can be played out in various ways just like it has various

meanings.
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A slightly different view was expressed by one Reception teacher at Redwood
Primary ZKR DVVRFLDWHG p3HUVRQDO DQG 6RFLDO GHYHC
GHYHORSPRB@W Yeat bldsKD Q G pBHIL@ J %B-017Wekr olds. She
said:
for instance if we are talking upper Foundation Phase they would
concentrate on this kind of aspect more (teacher points to the well-being
skills) than we would, because one of their themes would relate to that
NLQG RI DVSHFW EXW , ZRXOG VD\ ZH GRQW WRXF
down this end (teacher points to personal development, social
development, moral and spiritual development skills). | certainly feel these
WKUHH DUHDV ZR RécéptibiteRcKay, \Redwood Primary,
individual interview).
The Reception teacher might adopt this view because of her familiarity with the
M3HUVRQDO DQG 6RFLDO 'HYHORSPHQWY $UHD RI /HDU
called the Desirable Outcomes for 3-to-5 \HDU ROGV $OVR WKLV WHD
comment indicates an association between well-being in the curriculum and 5-
to-7 year olds. This suggests that for this particular teacher (as well as one
other teaching assistant) the nature of well-being is conceptualised differently in
relation to age. However, this finding was not widespread amongst

practitioners.

To summarise, the guidance in policy advocates that PSDWBCD is at the heart

of the Foundation Phase and should be integrated across the curriculum,

regardless of the approach to curriculum delivery, but despite this guidance it is

only viewed as being the most important Area of Learning by eight of the 14

practitioners interviewed. The final section of this chapter discusses the view

VKDUHG DPRQJVW VRPH SUDFWLWLRQHUV WKDW D FKL¢

used to make a judgement about their well-being.

5.5 An unwarranted assumption shared about  a child  Well- being

As previously discussed, one of the dimensions held amongst practitioners was

an understanding of well-being as a by-product/outcome of D F KsLhonae

circumstances. But practitioners also use the F K L Gdgif-¢gconomic

circumstances to make a judgment about their well-being. For example,
SUDFWLWLRQHUYVY VHHP WR KDYH IwkHE-bEiRgQréridaeY DER XW
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affluent backgrounds compared with more FRQFHU QV D E RweWbdng-KLO G {V
from poorer backgrounds. This finding supports the argument put forward by
Desjardins (2008) that many claims about well-being and education are largely

based on taken-for-granted truths, rather than robust, empirical evidence.

The following responses were communicated by practitioners working in

Ashbourne Primary school where around seven percent of children receive free
schoolmeals® 2QH WHDFKHU FRQILGR QiM/@:\8AKE DIWH G 3
lowwelFEHLQJ«, GRQIYW KDYH PDMRU VRUWY RI DWWHQGD
UHODWHG SUREDEO\ WR WKH IDFW WKDW WKMéaDUH TXI
2 teacher, Ashbourne Primary, individual interview). This particular teacher

relies upon school attendance rates as an objective indicator for well-being.

However, Sheppard (2011) asserts that attendance is frequently used as an

independent predictor of behaviours, but it is difficult to make straightforward

associations with attendance. Reid (2006) suggests that the way in which

schools use attendance codes varies, which means that attendance data is not

always reliable. Therefore, using school attendance data on its own is not an
HITHFWLYH ZD\ RI MXG-bkeitgJ D FKLOGYTV ZHOO

Another practitioner from Ashbourne Primary V D Ldar children have got good

well-being” 1XUVHU\ WH D F K HPdma$VfEdaskgxodp). Fsimilarly,

DQRWKHU W H D ek dorwvishtHe Wast @Gajcrity of our children already

come to school with high levels of wellFEHLQJ VR WKH LVVXHIDMVMQITW KF
teacher, Ashbourne Primary, individual interview). These responses from

practitioners working with fewer children who receive free school meals indicate

that they have no well-being concerns about the children they work with. But

this is an unwarranted assumption and it may not be a true reflection of the child

and their context.

Two teachers from Redwood Primary school, who work with children from
poorer backgrounds where around fifty five percent of children receive free
school meals®, also share the same assumption as practitioners from
Ashbourne Primary. They feel that a child from a more affluent background

would more than likely enter school without well-being concerns. However,

% 7% is below the average for schools in Wales.
% 55% is above the average for schools in Wales.
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Chapter 2 argued that far more research is needed about well-being and
diverse groups of children to securely link the relationship between well-being
and socio-economic background (Morrison Gutman and Vorhaus, 2012;
Sabates and Hammond, 2008). Furthermore, Axford (2009) found that some

children from more affluent families also experience low well-being.

$ GLIIHUHQW YLHZSRLQW UHODWLQJ WR D FKLOGTV KR
by the following teacher who works in Redwood Primary 6 KH VIBUp@osé

you get the same issues about well-being everywhere~ 1XUVHU\ WHDFKHU
Redwood Primary, individual interview). This viewpoint highlights that no

assumption is made about socio-economic background and well-being, but this

was not the commonly held viewpoint. However, a different teacher from

Redwood Primary implied that well-being has to be a priority if you work in a

deprived area. She explaineG ,fYH DOZD\V ZRUNHG LQ VFKRROV Z
been high on the agenda in deprived areas and the well-being has had to be

thought of © < HZXéhcher, Redwood Primary, individual interview).

The Reception teacher in Redwood Primary explained her viewpoint differently,

E\ VD\LLIQJID3FKLOG LV DUWLFXODWH LW -l@iRgHs/iQlifi¢v PHD Q
DQG LI WKH\ DUH QRW DUWLFXODWH LW GRIVQITW PHD(
7KLY WHDFKHU UHFRJQ L V-beihg\W¢ Kdd divays Edfrip&ablie Witk H O O
speech and language ability and therefore it would be incorrect to assume that

just because a child is articulate and well-spoken that they have high well-being.

It would also be incorrect to assume that if a child is not articulate their well-

being is going to be low.

There seems to be a general perception amongst some practitioners that

children from more affluent communities have better well-being and therefore

practitioners do not have concerns about them. This is noteworthy, because

the findings corroborate with traditional notions about educators who are usually
SFRQFHUQHG RQO\ ZLWK WKH ZHOIDUH RleNaB&ELILF Y XC
Steward, 2015, p.308). This raises a question about the well-being of all

children particularly those from more affluent families. For example, if well-

being is understood as a fundamental human right (Soutter et al. 2012), then

UHO\LQJ RQ DQ DVVXP SWhbRapabkgrauxdto bakekal O G TV
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judgement about their well-being, means their needs could be overlooked early

on in their education. It could be argued that over time this impacts on

F K L O Glit¢ ldi@nc¥s and successes. This unwarranted assumption also

raises the question about whether there are other taken-for-granted truths that
practitionershave ZKLFK PD\ LPSDFW RQ FKLOGUHQTV DFKLHY
experiences at school. Being aware of perceptions is important in education

and this is demonstrated in the analysis of the Millennium Cohort Study where it

reports;

children who achieve the highest cognitive scores are not necessarily
those who express the greatest wellbeing, although there is more
congruence at the lower end of wellbeing and cognition. We therefore
warn against treating models of cognitive ability as if they reflected
FKLOGUHQYV VXE M H Elgh IGouernindrd QE bl g23). :

The data presented in this chapter VXJIJHVWYV WKDW SUDFWLWLRQHU'
home background to make judgements about their well-being. They also

perceive D FKL O G fWcutnBténides as being pivotal in promoting and

supporting well-being and often feel frustrated in the role of school to improve

well-being. Practitioners also believe that well-being contributes to children

being prepared for school. Furthermore, their knowledge and understanding

reflects various discourses and domains, but it is also associated with some

uncertainty.

5.6 Summary of findings

This chapter set out to explore what practitioners know and understand about
\RXQJ FKLO Gheih@iffi the£&tl§ y@ars curriculum in Wales. It reveals
that many different understandings of well-being exist amongst practitioners
working in the Foundation Phase. The data and analysis revealed that when
practitioners explain the nature of well-being their responses can be categorised

into three well-being domains:

1. Emotional/psychological well-being
2. Social well-being

3. Physical well-being
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In other words, practitioners regard well-being as a concept that is reducible to
domains. Similarly, Chapter 3 found that policy relating to young children is
dominated by the physical fand gmotional/psychological ffomain but excludes
gocial fvell-being. One explanation for overlooking social well-being in policy
may relate to the debate about the positive Yersus geficit iew of children and
young people. Fauth and Thompson (2009) suggest that the very nature of
gocial Yvell-being is about pro-social behaviours which are an important aspect
of positive development (Eisenberg, 2003). Therefore, it could be argued that
when policy excludes D GRPDLQ \s¥caKwBlMeing this indicates a
possible gdeficit Yiew of the child and young person.

Evidence gathered from focus groups and individual interviews indicate that

practitioners are hesitant when articulating the nature of well-being. They are

uncertain about what it is and they do not have a fixed definition as such. But,

despite this, when practitioners engage in discussions about the nature of well-

being, they communicate various understandings which are discussed in detail
WKURXJKRXW WKH FKDSWHU SUDFWLWLRDWeWVY NQRZ(
being are identified as four different dimensions:

1. Well-being as a pre-requisite and a by-product/outcome

2. Well-being is an irreducible and a reducible construct

3. Well-being can be assessed through objective indicators rather than
needing subjective evidence from the child

4. Well-being needs an integrated approach rather than discrete delivery

The four dimensions reveal that well-being is neither one thing nor the other;
well-being is understood by practitioners as having multiple meanings. This is
noteworthy for two reasons. Firstly, this is one of the very first studies that
focus on understanding well-being from the perspective of the practitioner,
which in turn may contribute to understanding how it is operationalised in the
curriculum. Secondly, it demonstrates that the objective indicator dimension is
not the leading perspective amongst early years practitioners which has been
suggested by Mashford-Scott et al. (2012) and Soutter et al. (2012). This
chapter provides empirical evidence which shows there are many dimensions.

This chapter also shows that some practitioners share an unwarranted
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assumption about well-being in terms of a F KL O G {-¥conéhidbiackground.
It is argued that in order to ensure that the needs of all children regardless of

their background are met this misunderstanding needs addressing.

This chapter raises the following question: if practitioners hold different
understandings of well-being and share an unwarranted assumption about the
well-being of the children they work with, how do they go about operationalising
well-being in practice? The following chapter aims to explore this question by
drawing upon empirical findings from two different primary schools. It also

draws upon other Bernsteinian concepts to inform the discussion.
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2SHUDWLRQDOENLQJ FZEGS@WDFWLFH

6.1 Introduction

Chapter 5 demonstrated that practitioners hold a number of different beliefs

about well-being: firstly that well-being is difficult to define and explain, secondly

that well-being is a pre-requisite andaby-SURGXFW RXWFRPH RI FKLOG
experiences®’, thirdly that well-being is an irreducible and reducible construct®,

fourthly there is more of a dominant belief that well-being can be assessed

through objective indicators rather than needing subjective evidence from the

child. Fifthly, some practitioners make an association between socio-economic
background and well-being and feel that well-being is something they cannot

always influence. Lastly, practitioners perceive well-being as something that

should be integrated throughout the curriculum rather than taught discretely.

Therefore, the broader aim of this chapter is to examine how practitioners go

about operationalising® the knowledge and understanding they hold about well-

being in practice. In order to achieve this, the chapter aims to analyse the
SUDFWLWLRQHUVY VSRNHQ ZRUGYV ZLWK WKHLU SUDFW
RSSRUWXQLW\ WR YHULI\ WKH DXWKHQWLFLW\ DQG FR(
understanding of well-being (Punch, 2009; Hughes, 2001). This chapter further

draws upon Bernsteinian concepts (1977; 1982; 1990) of pedagogic discourse,

VXFK DV yFODVVLILFDWLRQY DQG pIUDPLGoefMgitQ RUGH!

operationalised in relation to other Areas of Learning in the curriculum.

6.2 Uncertainty about operationalising well-b  eing

Chapter 5 demonstrated that practitioners are hesitant about explaining the

QDWXUH RI \RXQJ #&inhgO Sitdildry, fhvm£raud Resitations for

HIDPSOH uXPVY DQG VLOHQW SDXVHV H[LVW ZKHQ SULC
support and promote chi O G U H Q-fiaingZ B&NQ hesitant might indicate

WKLQNLQJ WLPH RQ WKH LQWHUYLHZHHYV SDUW RU VH

¥ %\ SURGXFW RXWFRPH RI EHLQJ OLWHUDWH EHLQJ QXPHUDWH
%8 (1) social well-being, (2) emotional/psychological well-being (3) physical well-being.
39)RU WKH SXUSRVH RI WKLY FKDSWHU JuRSHUDWLRQDOLVLQJY EU!
promoting and supporting not assessment.
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guandary in conceptual understanding of well-being (Billig et al. 1988). The

latter explanation draws attention to the practical dilemma of operationalising

well-being in the curriculum. In general, practitioners did not always find it easy

to explain how to promote and support well-being. This uncertainty was

expressed by some of the practitioners in the following way. For example, one

practitioner said: 3LWYV MXVW D FDVH RI , GRQITW NQRZ , GR I
really, I just go on gut instinct which is probably the wrong thing to do but it

VHHPV WR ZRUN IR (DbBaeK/Btidh ke, REA@O0d Primary,

individual LQWHUYLHZ SORWKHGROHWFKHHOVAH. G R3LW FRL
GRQIYW WKLQN ZH DSSURDFK LW LQ D VWUXFWXUHG ZD
ILWV LW ZDV QH YRéteptonSéadherQReédvood Primary, individual

interview). Another teacher said 8P , GRQTW NQRZ LWV TXLWH KI
S R L(@&#Mr 2 teacher, Number 1, Ashbourne Primary, individual interview).

Finally, one teacher said: 3SLW{V YHU\ ZL{\r&ar 2 ZeBcVidt,\Number 2,

Ashbourne Primary, focus group).

Being uncertain about promoting and supporting well-being is more than likely

associated with the different dimensions that are associated with the concept,

and its ambiguity. This might explain why eight out of the 14 practitioners who

were interviewed communicated a broad-brush view to the following question:

KRZ GR \RX SURPRWH DQG V xi&BdgeUMeysKid BaBWEHQ TV ZH O (
being is something they do, in other words enact, on a daily basis and is not

something they teach discretely. Forexample RQH SUDFW LWMRIYHQV DL
DUHD WKDW \RX GR DV D PDWWHU RI \RXU MRE LW{YV S
WHDFKLQJ SURIHVVLRQ«WKDW MXVW JRHV ULJKW WKH
(Reception teacher, Number 2, Ashbourne Primary, individual interview).

Another practitioner explained: 3 LWV HYHU\WKLQJ \RX GR WKDW{V
LVQIW LW« \RXTYH FRQVWDQWO\ JRVE MRNEBEDZDUH RI
teacher, Redwood Primary, individual interview). If this teacher thinks that you

constant O\ KDYH WR EH D ZD U H -bingRikeh @ @oultHrgeke/itZH O O
incredibly difficult to teach and assess. However, what is unclear from her

response is the reference to the nature and/or domain of well-being. For

example, the teacher could be referrinJ WR FKLOGUHQYV VDIHW\ SURW

KDSSLQHVYV VDGQHVYV RU FKLOGUHQTY KHDOWK RU DO
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%DLOH\TV D U J X Rh¢iQdih a\duKibuWmzZeh@xd is problematic
and has multiple interpretations.

Broad-brush viewpoints from practitioners correspond with their understanding

of well-being as an irreducible construct (Ereaut and Whiting, 2008) and their

difficulty in articulating well-being. Therefore, they are not certain about how to

promote and support it. Broad-brush viewpoints might also indicate limited
NQRZOHGJH DERXW KRZ WR SURPRW HeD@iGthe XSSRUW Fk
curriculum. This needs to be addressed particularly when practitioners are

expected to deliver an integrated curriculum code and PSDWBCD is placed at

the core of the curriculum.

6.3 Interpretations of well- being in Foundation Phase policy

One of the exercises during the focus groups involved practitioners discussing

the following curriculum policy statement: 3SFKLOGUHQ VKRXOG EH JLYHC
opportunities to value and contribute to their own well-being and to the well-

EHLQJ RI RWKHUV”™ :$* D S SUDFWLWLRQHUVT 1
statement varied, for example from helping children make progress in their

learning and celebrating their achievements; to children being able to wash their

hands, being kind, caring and helpful and considering the feelings of others.

One practitioner said: S WKDW RQH LV DERXW WHDFKLQJ WKHP W
andtoshaUH DQG WR (®b¥enatdmi€adher, Redwood Primary,

individual interview). Other interpretations included children being independent

and making choices, not having activities imposed on them, and having

friendships and relationships with their family. Two Year 2 teachers feel that

this statement from the curriculum is the responsibility of the parents not the

school. For example, one said S\ WKHUH LV LQFUHDVHG SUHVVXUH F
educationalists to do other things that parents should be expecte G W R(Y&&R ~

2 teacher, Number 2, Ashbourne Primary, focus group). Some practitioners

pointed out that the statement could be interpreted in many different ways. For

example, one teachersaid 3LW FDQ EH LQWHUSUHWHG LQ D GLIIH
the G R F X P H Q \(WeawlL.t&acher, Redwood Primary, focus group). Another
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teachersaid SWKDW YV ZRROO\ (MUR&Yi€acher, Rshld@né

Primary, focus group).

It is clear that one well-being statement within Foundation Phase policy is

associated with many different interpretations which supports an argument put

forward by Penn (2008, p.166), that 3SROLF\ ZULWHUVY FDQQRW FRQW
ZLOO EH LQWHUSUHWHG”~ 7KLV IRFXV JURX&eH[HUFLVF
many interpretations of one of the well-being skills in the curriculum. In addition

to this, they also widely interpret the nature of well-being as demonstrated in

Chapter 5 7KLV UHLQIRUFHYV %DLOH\YV Dahg ¥ PHQW W
the curriculum should be considered with caution and can be problematic.

IXPHURXVY LQWHUSUHWDWLRQV -Bdin@spa@meRQiH thiel WKH pW
curriculum explain why practitioners are uncertain about promoting and

supporting well-being.

6.4 Well-being in relation to other Areas of Learning

,Q %HUQVWHLQTV WHUPV 36'":%&' LV PRUH RIWHQ
and weakly framed and certainly in comparison to other Areas of Learning such

DV yoODWKHPDWLFDO '"HYHORSPHQWY DQG u/DQJXDJH [/l
6NLOOVY ZKLFK DUH YHU\ VWURQJO\ FODVVLILHG DQG

The following discussion attempts to show examples of strong classification and

strong framing for other Areas of Learning in the curriculum before discussing

various practices which emerged in the data and analysis that show weak

framing forwelFEHL Q J JRU HI[DPSOH pODWKHPDWLFDO "HYH(

M/DQJXDJH /LWHUDF\ DQG &Ré&etknetabitdd WdréfequeNtly OOV | Z

and they appeared every day on the timetable as morning sessions. Bernstein
VWDWHY WKDW VRPH $UHDV RI /HDUQLQJ LQ D FXL

GLIIHUHQWLDO VWDWXV DQG HQWHU LQWR B®HQ RU FC

and he states that some Areas will be allocated more time than others.

Therefore, by applying a Bernsteinian lens to the timetable observations, it

shows that the curriculum is not being delivered in an integrated way and that

some Areas of Learning have a different status and are allocated more time
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than others. The aforementioned Areas are very strongly classified in this
LQVWDQFH DQG 3ZKHUH FODVVLILFDWLRQ LV VWURQJ
HDFK RWKHU E\ VWURQJ ER X QX3D189).HChaptéh Hdls® VW H L Q
highlighted that when practitioners were asked to consider the most important

Area of Learning in the curriculum, sixoutof 14 SUDFWLWLRQHUV VDLG po0
'HYHORSPHQWY DQG pu/DQJIJXDJH /LWHUDF\ BRE, &RPP XC
this highlights a resemblance between what practitioners say and what is

practised.

Discrete literacy and numeracy lessons were observed more frequently than
any other Area of Learning in both schools, even though the integrated code is
advocated in policy. It was clear that certain Areas of Learning were more
visible and timetabled on a daily basis than others, and Bernstein (1982) claims
WKDW 3WKH VWURQJHU WKH FODVVLILFDWLRQ« WKH PR
tendsto be hierartc KLFDO DQG ULWXD O¢ sahbkthis’a vBible +
pedagogy (Bernstein, 1977; 1990). Moreover, a visible pedagogy is usually
associated with a curriculum that focuses on the performance of a child, and
assesses them in relation to explicit criteria (Bernstein, 1990). This closely
resembles another policy message which has been outlined in Chapter 1 (see
1.5).

$SSO\LQJ WKH FRQFHSW RI plUDPLQJY KHOSV WR H[SOF
curriculum is transmitted and received, and depending on the context this can

either be strong or weak (Bernstein, 1977; Siraj-Blatchford, 2009). Strong

framing is evident in the following examples where field-notes from both schools

reflect more behaviourist, transmissive, traditional pedagogical approaches, and

less constructivist approaches for certain Areas of Learning. The following

example, from a Year 2 classroom in Redwood primary, highlights rituals and a

hierarchical order when a child took it upon herself to change groups:

Teacher: What group are you in Sarah SVHXGRQ\P "~
Year 2 child: Tapital letters ”
Teacher >VDLG ZLWK ITUXO W WXKWWRIIY@RY (QJOLVK <RX FLC

FKRRVLQJ ZKDW \RX ZDQW WR GR )RU PDWKYV \RX DUH
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The following examples also highlight strong framing. The first example

involves a Year 2 child in Redwood Primary who interrupted a whole class

literacy lesson by saying; S0LVV VRPHRQH JRW UXQQBGQG XRWWKWH OD
teacher replied, 3 SOHDVH RRQFH®&W FKLOGTV FRPPHQW ZDV R
disregarded. On another occasion in the same class, a child handed out

whiteboards and pens for a Read, Write, Inc session*® and the children started
IOH[LQJ WKH ZKLWHERDUGV  $Wvétsuldnsk& @y EFMW FKL
WKH WHDF K HW atel& oakih@music, so stop doingthat 7KH 5HDG
Write, Inc sessions occurred on a daily basis for Reception to Year 6** classes

and the whole school was notified by a loud buzzer. This involved children

moving to different classrooms for small group literacy sessions. Another

example of strong framing was evident in the Year 1 classroom where children

were only allowed to get tap water at certain times of the day. On another
occasion a Year 2 teachersaidtoa JURXS RI FKLOGP HQQR W RWDXW H3W KD
WKHUH ZLOO EH WLPH |RUastly) tieHOBsatiénHeabhrrGaid to

RQH FKRIGMGH W ZRUN \R X F Dwhichralsd @e@ictS &ubrig framing.

The way in which the teachers respond in these examples indicates that time
and space are highly structured and controlled by the adult. Therefore, this
indicates strong framing because the boundary is sharp and practitioners have
more control over the selection, organisation, pacing and timing of the

knowledge transmitted (Bernstein, 1977).

Another example of strong framing where the adult controls the use of space is
GHSLFWHG LQ WKH p9HOFUR ERDUGYT LQ WKH 5HFHSWLI
The Velcro board works on the premise that once children complete the tasks

set by their teacher they are allowed to select an area of the classroom to play.

The Velcro board consists of twelve images of the areas*” and children place

their name under one of the images. For each classroom area such as the

uvDQGY MFRPSXWHUY MFUHDWLYHY RU pnVPDOO ZRUOG

names. This allows children to see which areas are available and which ones

9 Read, Write, Inc is a commercial literacy programme.

“L For children aged between 4-to-11 years.

2 The images were standard/generic computer images UDWKHU WKDQ pUHDOY PHDQLQ
photographs of the classroom areas.
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are unavailable. In one of the Reception classes children were heard saying

very warily S DVN WKH WHDFKHUEZKAODFK PDVRQGLFDWH WKDW V
not mutually shared between the adult and child. However, it could be argued

that the children were simply being well-mannered and polite, but the children

seemed to be seeking permission to go and play. On other occasions during

field-work, children approached the researcher to seek permission and asked:
tanlgointherole-SODand SFDQ , JR D QG &iRyRahkAig was also

evident in one of the classes when the teacher reminded the children to use the

toilet after play time and not during class time. Examples such as these

highlight that the pedagogical space is controlled by the adult.

Another example of strong framing took place during a brief conversation with

the Year 2 teacher from Ashbourne Primary who was covering Planning,

Preparation and Assessment Time (PPA) time. She said, 3ZHfYH EHHQ WROG
keep the children on the carpet for fifteen minutes only ~ h&w do you feel about

this?” DVNHG WKH UHVHDUFKHU it Gothers\wiél D fdahislvdJ HS O L H C
FDQTW H[WHQG W KIH ofadr WérasYtiid.drRg@risation and timing of the
knowledge transmitted is sharp, controlled by the adult or senior staff and fixed.

To some extent this could limit and/or hinder teaching and learning

opportunities when there is a time constraint.

%HUQVWHLQ VWDWHYVY WKDW 3WKH QDWXUH RI FOD
authority/power structure which controls the dissemination of educational
knowledge, and the form of the knowWlHGJH WUDQVPLWWHG S , W

that Areas of Learning that are very strongly classified and very strongly framed,

VXFK DV p/DQJXDJH /LWHUDF\ DQG &RPPXQLFDWLRQ 6]
GHYHORSPHQWYTY KDYH D GLITHUHQWCD. Wliswakés LQ UHODYV
questions about whether children are receiving a broad and balanced

curriculum.

Applying a Bernsteinian lens attempts to show that the integrated code is not

currently being implemented across ten classrooms in two different primary

schools, and some Areas of Learning are more strongly classified and more
VWURQJO\ IUDPHG WKDQ RWKHUYV 7KLY UDLVHV TXHV\
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knowledge and understanding of the integrated code, as well as questions

about its viability/application in practice. The following figure attempts to show

how the Areas of Learning are currently being operationalised in ten

classrooms. Figure 6 shows that Areas of Learning are generally closed in

relation to one another and have strong boundaries between them.
MODWKHPDWLFDO '"HYHORSPHQWY DQG u/DQJXDJH /LWH
6NLOOVY DUH YHU\ VWURQJO\ ERXQGHG DQG WKLV LV \
other Areas of Learning have a dotted edge which give them a jagged

appearance. The fine dotted arrows highlight that PSDWBCD is weakly

classified and weakly framed relative to other Areas of Learning in the

curriculum.

Figure 6: Visual interpretation of how the Areas of Learning in the
Foundation Phase are currently being implemented in two Primary

schools

and Cultural Diversity
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Figure6 DWWHPSWV WR VKRZ WKH pFROOHFguteR@ FRGHY D
Chapter2 VHH ZKLFK VKRZV WKH pLQWHJUDWHG FRGI
Is practised in ten classrooms is in complete contrast to the direction advocated

in policy. Figure 7 attempts to show this difference.
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Figure 7: Difference between policy discourse (left-hand side) and Foundation Phase practice (right-hand side) in tw o Primary

schools

reative Develop

A
I
I

and Cultural Diversity
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6.5 Different types of well- being practices

Even though practitioners are hesitant and uncertain about promoting and
VXSSRUWLQJ F Koe@gsowhenQHey b&gth@@liscuss how to

operationalise well-being they frequently refer to three different kinds of

practices; namely nurturing practices, classroom environment practices and

whole school practices. Each of these practices discussed below are examples

of weak framing and includes a table which attempt to show a resemblance

between what practitioners say about their practice and what they do in

SUDFWLFH 7KLV YHULILHY DQG DXWKHQWLFDWHYV SUD
understanding of well-being.

In addition to the three practices, the fieldwork that was conducted in ten
different classrooms report practices that were enacted by children themselves;
this is identified as the fourth practice which is also an example of weak
framing. The fifth type of practice to be discussed in this section relates to the
discrete teaching of well-being which is strongly classified and strongly framed.

Each type of practice is now discussed in turn.

6.5.1 Nurturing practices

Various nurturing type practices were frequently expressed by practitioners as

ways of operationalising well-being. For example, practitioners talked about

being positive, smiling and generally being nice to children. They also said it

was important to be there for children when they need it, to listen to them and

make them feel safe and settled. Practitioners also said that supporting and

promoting well-being is about putting children first and meeting all of their

QHHGV )XUWKHUPRUH SUDFWLWLRQHU\Wdighvih@ WKDW
them something to eat if they are hungry is also an important well-being

practice. In addition, practitioners discussed the following ways of

operationalising well-being in practice such as, having a good rapport and good
relationships with children, building trust, encouraging and valuing children,

helping them achieve, having informal conversations with them, viewing them

individually and including all children. These practices correspond with
SUDFWLWLRQHUVYT XQGH U V-eibgdenmapd identivedkii WKUHH ZH

157



Chapter 5, suchas pPHPRWLRQDO SV¥RRORA 1 HD®W&EHb&HG\VLFD O 1
and they are commonly associated with young children (Statham and Chase,

2010). The nurturing type practices also reflect a discourse of care (Spratt,

2016) but they are not discrete teaching practices. Table 10 provides examples

of nurturing type practices that were recorded in field-notes.

Table 10: Field-note examples of day- to-day nurturing practices

Type of well- Field-note information
being practice

S3$UH \RX IHHOLQJ RND\"" DVNHG D W
teaching assistant was informed onthe FKLOG YV DU

Nurturing school that the child had been awake since 4am).
Practices

Children arrive to school and select tasks independently
DQG D WHDFKLQJ DVVLVWDQW DVNH (¢
WRGD\""

Children were reminded to keep safe on 5™ November.

'R \RX KDYH D VPLOH WRGD\" DVNV

Teacher personalises songs by including their name and
children respond by smiling and laughing.

7THDFKHU DVNV 3GLG \RX DOO KDYH C

Children were given verbal praise and provided with
certificates and stickers for their achievements in class and
during award assemblies.

Children changed after personal toileting accidents.

Teaching assistant reminds children about keeping safe
when playing outside at home +3GRQTW ZDQGHU
teacher.

Children comforted by the practitioners when upset about
different things. For example, a child arrived to school
FU\LQJ EHFDXVH WKH\ ZHUH VFDUHG
playground andthe WHDFKHU KXJJHG WKH F
QRW WR ZRUUY\’

&KLOGTV IDFH JUD pHcBerDegn(tds-¢hildi@n W
wear safety helmets when riding bikes.

Teaching assistant closes blind in the classroom to block
out sun from children.

Lights too bright for children on stage so they were
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readjusted.

6.5.2 Classroom environment practices

Various classroom environment type practices were also communicated as
ZD\V RI SXWWLQJ bB&rngin® Precfick V THEadedr@luded the following:
providing group time, children having access to a wide range of activities,
having enough space, children having structure and routine, letting them
observe before joining in, providing a calm and positive classroom, adult
observation, and having pets to look after. Furthermore, practitioners
mentioned providing children with positive praise, promoting positive behaviour,
using reward charts/systems, getting to know the children and how they
behave, trying to bring out the best in children and finally, providing children
with strategies to cope with an activity as ways of supporting and promoting
FKLOGUHWRIfiY LAkt e time of year was significant for one teacher in
supporting and promoting well-being when she said, 3S\DW WKH VWDUW RI WK
focus on helping them with routines and hand washing, then throughout the
\HDU LW LV PR U(RedptiorGéaéherd- Number 1, Ashbourne Primary,
individual interview). These practices also correspond with the three domains
identified in Chapter 5. Table 11 provides examples of classroom environment
practices that were reported in field-notes.

Table 11: Field-note examples of day- to-day classroom environment

practices

Type of well- Field-note information
being practice

Children feed class pets.

Classroom New Nursery children start mid-year and only stay for
environment register then leave the whole class carpet session.
practices

Free access to water bottles in the classroom.

Greeting songs at the start and end of the day.

Plenty of practitioners to settle children at the start of the
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Nursery day.

6.5.3 Whole school practices

Some whole school type practices were also expressed by practitioners as

ways of putting well-being into practice. For example, there was a feeling that

having an open-door policy and involving parents was important for supporting

DQG SURPRWLQJ FKHDGU H & KY (ZGiBDeanl]l Win&hQimas whd

planned transitions for Year 2 children moving to Year 3, and practitioners

working as a team were also viewed as important for promoting and supporting
well-being. Practitioners at Redwood Primary who work with children from

poorer backgrounds said that providing financial help towards school trips and
VFKRRO XQLIRUP KHOSV V>8R NunseFylkahdReddpiap vV ZHO O
practitioners in Redwood Primary also explained that once every half a term*®

for one week practitioners change year groups to enable adults and children to

JHW WR NQRZ HDFK RWKHU 7KHVH SUDFWLFHV UHIOHI
MVRFLDOY DQG p-beng omdnsFY ZHO O

Field-notes demonstrate that the Head teacher of Redwood Primary was
observed on numerous occasions engaging with children and practitioners. For
example, the Head teacher greeted parents/carers and children on a daily basis
in the playground/car park before and at the end of the school day. On another
occasion the Head teacher reminded a child about road safety and prevented a
minor accident occurring. The same Head teacher often entered classrooms on
an ad hoc basis and briefly talked with children. It could be argued that senior
leaders of a school also have a role to play in promoting and supporting
FKLOGU HRIifiy Aceodldg to West-% XUQKDP S SOHDGHUVEK
likely to be a key factor in whether, or how, schools are successful in improving
well-beingand welF EHL QJ R XW F R P Ha¥ teacheKinl Asibourne Primary
was rarely seen interacting with children and practitioners, and it was clear that
both Head teachers enacted their daily role in different ways. Table 12 provides

examples of whole school practices that were reported in field-notes.

43 Approximately six times a year.
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Table 12: Field-note examples of day- to-day whole school practices

Type of well- Field-note information
being practice

Children arrive to Nursery and parents/carers invited into the

school cloakroom to assist their child.
Whole school

practices A parent asks a practitioner for help in getting their child to
go to bed on time. Teacher reminds children about
importance of bed time and getting sleep.

Teacher reminds children to hold hands when walking home
(parent had approached practitioner to ask for help).

Teaching assistant reminds children how to treat their
Mother positively (parent had previously approached
practitioners IRU KHOS ZLWK FKLOGYV EHK

To some extent the three different kinds of practices discussed so far relate to a
needs-based theory of well-being (see 3.2.3). This suggests that practitioners
communicate various underlying conditions and contributing factors for well-

EHLQJ WR HPHUJH 7KLV FRUUHVSRQGY ZLWK SUDFWL)
understanding of well-being as a by-product/outcome. In other words, well-
beingisaby-SURGXFW RXWFRPH RI PHHWLQJ FKLOGUHQTYV (
types of practices communicated by practitioners are varied but they generally

occur as and when they are required and are not explicitly planned. In
%HUQVWHLQTYTV WHUPV WKH\ DUH LQYLVLEOH SHGTL

pedagogies which were identified in 6.4.

&KLOGUHQYY SUDFWLFHYV

7KH WKUHH SUDFWLFHYVY GLVFXVVHG VR IDU H[SODLQ Sl
demonstrating well-being practices, but the researcher also observed children

enacting well-being throughout the school day. Table 13 provides examples of
FKLOGUHQ YV abuekFapdrtedHrv/fidldKotes.

Table 13: Field-note examples of day- to-GD\ FKLOGUHQYV SUDFWLFH\
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Type of Field-note information
well-being
practice

$ FKLOG IDOOV RYHU DQG DQRWKHU DVNYV 3D

&KLOGL
practices Children comfort by each other when upset about different things.

A child apologises for accidentally hurting another child.

Children hug, show love and affection to large soft toy and each other.
Alsointherole-SOD\ D FKLOG FDUHV IRU GROO 3,9(
wraps up sponge and uses as an ice pack.

A child helps another child, for example to put their painting on the drying
rack, and another helps with dressing. Children also appraise each
RWKHUfVY ZRUN E\ VD\LQJ 3, OLNH WKDW”~

Field-notes that capture children enacting well-being such as the ones above

are significant, particularly when one teacher said: 3VRPH FKLOGUHQ MXVW
KDYH HP D& K téacher, Number 1, Ashbourne Primary, individual

interview). The field-notes show that young children are able to demonstrate

empathy towards others. This finding also supports an argument made in

Chapter 3 which suggests that young children are capable and knowledgeable

beings despite what some adults think.

In general, the evidence so far indicates that practitioners mainly communicate

and enact well-being as an integral aspect of their daily practice and it

SHUPHDWHY HYHU\WKLQJ WKH\ GR 7KLV ILQGLQJ FRQI
perceptions that well-being should not be explicitly taught like other areas of the
curriculum. The nurturing, classroom environment and whole school practices

also resemble principles of good quality educational practice; this is how well-

being was presented to practitioners in the Desirable Outcomes document

before the Foundation Phase was introduced in 2008. By applying Bernsteinian

concepts, the practices so far indicate weak framing.
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6.5.5 Discrete teaching practices

Even though there is more evidence of well-being practices that relate to
creating an appropriate environment, field-notes provide some evidence of
discrete well-being teaching taking place. This indicates while well-being may
be weakly framed in relation to other Areas of Learning, there are times when it
is strongly classified and strongly framed. This is significant because the policy
direction from the Welsh Government advocates an integrated curriculum code
where the seven Areas of Learning should not be delivered in isolation. For
example, evidence from field-notes show that whilst PSDWBCD may not be
explicitly included on weekly timetables to the same extent as other Areas of
Learning, subtle references to it were present (see Table 14). This indicates
that well-being is allocated some formal time and is strongly classified
%WHUQVWHLQ GHVSLWH SUDdewlsWwoulkigHUV Y EH
integrated. The different ways in which well-being and PSDWBCD appear in
different school documents was observed during field-work and the examples

are demonstrated in Table 14.

Table 14: Evidence of well-being and PSDWBCD in various school

doc uments
Type of document and The way in which PSDWBCD is presented in
School documents
Redwood Primary
Nursery and Reception X Chatty Groups*

class, weekly timetable

Nursery starter class, x PSE (Personal & Social Education)
weekly timetable X Routines

Nursery and Reception x PSE

class, home weekly x Encourage your child to talk about special
learning logs occasions

X Encourage your child to dress independently

Ashbourne Primary

Year 2 class, continuous x PSDWBCD

a4 Chatty groups were communicated by practitioners during focus groups and interviews as a
way of supporting and promoting well-being.
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provision sheet for the

book area

Year 2 class, continuous x PSEW-BCD (Personal and Social Education
provision sheet for the and Well-being and Cultural Diversity)
role-play area

Table 14 shows that PSDWBCD appears in various ways which indicates that
practitioners may not conceptualise it as an Area of Learning as it is presented
in Foundation Phase policy since its introduction in 2008. For example, PSE
and PSEW-BCD should not be appearing. It could be argued that PSE is being
used as either a substitute or a short-cut for PSDWBCD. During field-work, the
researcher was often referred to as *W KH 36 (, i@ RsBBdurne Primary,
which is another indication that PSE is either being used as a substitute or a

short-cut for well-being.

The following field-ZRUN H[DPSOH RI RQH WHDFKHUYV SODQQL
argument that PSE is currently in use as a way of interpreting PSDWBCD. It

also supports the argument that well-being is weakly classified compared with

other Areas of Learning, and other skills within PSDWBCD. The planning

example shows that whilst some discrete teaching is taking place the well-being

skills within this Area are rarely included in the planning thus weaker

classification. The Year 2 teacher covering PPA time, in Ashbourne Primary,

willingly provided the researcher with her planning for two terms. The majority

RI VNLOOV ZHUH WDNHQ IURP WKH p3HUVRQDO 'HYHOR
MORUDO DQG 6SLULWXDO '"HYHORSPHQX64) oftH&WLRQV VI
statutory curriculum. Over a period of two terms, which varies between twelve

and fifteen weeks, two out of theten VNLOOV ZHUH GHOLYHH®JYRP
VHFWLRQ 3&KLOGUHQ VKRXOG EH JLYHQ RSSRUWXQLYV

x demonstrate care, respect and affection for other children, adults and
their environment
x be aware of their own feelings and develop the ability to express them
LQ DQ DSSURSULDWH ZD\" :$* D S
7KLV SODQQLQJ H[DPSOH DOVR FRUUHVSRQGV ZLWK SL
well-being should not be discretely taught and is understood more as a principle

of practice rather than as a skill to be taught. Furthermore, it could be argued
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that this particular planning example highlights that too many skills are
presented in curriculum policy for practitioners to comprehend and implement.
Therefore, this makes it difficult for practitioners to ensure that skills are

delivered equally®.

Evidence from focus groups and individual interviews demonstrate that when
SUDFWLWLRQHUVY WDON DERXW KRZ WKH\-MeKGEHUW DQ
discuss discrete teaching activities. For example, some practitioners mentioned
HMFKDWW\ JURXSVY ZK Laiygraup tineOwhe&éJdhildRdn Gave the

opportunity to talk about feelings, facial expressions, healthy eating and keeping

fit. Allowing children to share personal news with the whole class, and various

planned weekly activities and the use of worksheets, as well as reading stories

DQG pFLUFOH WLPHY ZHUH DOVR FRPPXQLFDWHG DV ZC
FKLOGUHRDMVYVQ@HOORZHYHU SUDFWLWLRQHUV GLG QRW
either structured or spontaneous, as a way of promoting or supporting well-

being. This is significant particularly when Foundation Phase policy which was

introduced eight years ago has a strong emphasis on play-based learning

(Waldron et al. 2014). Furthermore, Woolf (2013) states that;

play is the medium most able to provide opportunities for becoming more
self-aware, empathetic and motivated as well as becoming more able to
manage feelings and develop and deploy social skills (p.28).

In light of this quote and the widely acknowledged importance of play for young

children, one might have expected practitioners to refer to it in some way when

WKH\ GLVFXVVHG KRZ WR VXSSRUW-2iQGhs théey®i WH FKL
not. One of the key findings from the three-year evaluation of the Foundation

Phase reported that practitioners are uncertain and confused about particular
DVSHFWV RI WKHLU SUDFWLFH VXFK bBrifiatedHDUQLQJ WK
practitioner-initiated and practitioner- GLUHFWHG DFWLYLWLHV"™ 7D\OR
p.113). This uncertainty expressed amongst practitioners in the evaluation

might explain why practitioners of this PhD study did not consider play as a way

of supporting and promoting well-being.

The following field-work observations from Ashbourne Primary show how

worksheets are used to teach well-being. In Year 1, children were encouraged

*> PSDWBCD alone includes 41 different skills, ten of which relate to well-being.
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to discuss what angry felt like and consider ways of calming down. Then they
were expected to complete a worksheet about what they had discussed. This
type of pedagogy is described by Bernstein (1982) as closed and controlled.

More examples of a closed and controlled pedagogy involved Year 2 children

completing a worksheet which involved writing down what makes a good friend

and another session involved completing a worksheet about resolutions. When

the Year 2 teacher introduced the lesson on resolutions she used puppets to

help explain how to resolve disputes. Thereafter, the children were encouraged

to complete a worksheet rather than use the puppets themselves to enact a

scene. On further examinationofthH FKLOGUHQfY SURMHFW ERRNYV
that numerous worksheets had been completed and this appeared to be a

popular activity for this Area of Learning. The project book contained mainly
ZRUNVKHHWYVY ZLWK WLWOHV VXFK DYouphstitodél DERXW |
ZKHQ XSVHWY DQG pZULWH DERXW WKLQJV \RX DUH JR
(2009) the teaching of well-being should not involve worksheets but involve

experiential learning, playful opportunities, drama and role-play which are

constructivist pedagogical approaches rather than transmissive, traditional

approaches to learning, such as worksheets. Key findings from the three-year
HYDOXDWLRQ RI WKH )RXQGDWLRQ 3KDVH UHSRUWHG V
practitioners suggest that some WHDFKHUV DUH puDIUDLGY WR OHW |
IRUPDO SHGDJRJLHV 201D, 0.8 .UR&eudlWatibn@lso found an

association between lower well-being in children and the use of worksheets*®

(Taylor et al. 2015). This suggests that a closed and controlled pedagogy and

the use of worksheets might not always be the most appropriate pedagogical

approach for young children.

With the introduction of the Foundation Phase in 2008, one may have seen
more constructivist pedagogical approaches being adopted in classrooms.
However, the 342 hours of observations that took place between 2013 and
2014 for this PhD were generally dominated by whole class or small group work
and directed and initiated by an adult. Children were often sitting at tables

engaged in and completing various tasks.

*® The Leuven 5 point scale was used to measure well-being.
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6.6 Mixed feelings about a specific teaching programme

Practitioners were asked during focus groups and individual interviews whether

they were aware of and/or implemented any specific programmes to promote

and support well-being. The Social and Emotional Aspects of Learning (SEAL)
programme (see 2.4.1) was frequently mentioned by practitioners, but they had

mixed opinions about it. Six practitioners responded positively about the

programme because of its structured nature. As well as the fact that it could be

used with very young children and those in Key Stage two who are aged

between 7-to-11 years. One Year 2 teacher said, 36 ($/ LV XVHIXO DV LW F|
WDUJHWHG DW YV S¥ehar2 te&chek NutnBad 3 Ashbourne Primary,

focus group). Other positive comments related to children having the

opportunity SWR VSHDN RXW DQG GLVFXVV WKLQJYV OLNH HP
JRLQJ RQ D(RedeRieHeéaching assistant, Number 2, Ashbourne

Primary, focus group). Another practitioner said, 3, WKLQN 6($/ VRUW RI H
to Reception about feelingsandthLQJV DQG SHUKDSV WKH\ PLIJKW L
(Reception teaching assistant, Number 1, Ashbourne Primary, focus group).

The following positive comment refers to the relevant topics which children can

relate to. For example, the teacher said:

I quite like 6 ($/ ,YfYH JRW WR EH KRQHVW EHFDXVH LW J
IURP WKH FKLOGTY SHUVSHFWLYH DQG WKH\ FDQ Ul
thing and we have resolving conflict this week and we are looking at a

scenario and the children are discussing how they will resolve that

situation. So they are trying to use their own reasoning and verbal skills

and working together, it sort of helps. 1 like it, it works for me in this
FODVVURRP DQG LW ZRUNV ZLWK WKH FKLOGUHQ LI
sayWKDW DERXW ZKHQ ZH OHDUQW DERXW WKLV ZKELC
OHYHO DQG WKDWYV LPSRUWDQW UHDOO\ VR , WKL
(Reception teacher, Number 2, Ashbourne Primary, individual interview).

In addition to positive comments about the SEAL programme, there were also
negative ones. For example, one teacher objected to the explicit teaching of
social and emotional skills for children who do not appear to need it, or for those
children who might not benefit from it. The teacher said:

Unless there are specific problems with children then do we really need to

WHDFK 6($/ EHFDXVH DW WKH PRPHQW ZH DUH WHD
also having little groups going out for SEAL. Really those groups that go

out would need it because they are having intervention because their

personal and social development or whatever is not as good as what it
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VKRXOG EH VR W([K&W2YeackeH NughbeG1, Ashbourne
Primary, individual interview).

Another negative comment was expressed about the SEAL programme but for
a different reason to the teacher above. This teacher said:

,IP QRW D JUHDW IDQ RI 6($/ EHFDXVH XP FDQ \RX
WKLQJV EXW FDQ \RX WHDFK V RBIME&RIBRaMd/R EH QLFI
because when you look at your class, SEAL will work for the vast majority

but SEAL will not work for your children that you really need SEAL to work

IRU EHFDXVH WKDW LV DOPRVW WKDW FKLOGTV SH
set and no matter how muchyoudo- OHWYfV DOO EH JRRG IULHQCGC
friends do this, they are not going to do it. But in terms of teaching

children to be nice, all round good friends and accept disappointment and

OHDUQ ZKDW{V IDLU D Q ®GorK) Bedause, the Br@sfthat ILQ G LW
take to SEAL would have taken to it whatever you did, and the ones you

UHDOO\ ZDQW WR DFFHSW DOO WKRVH WKLQJV DQG
DQ\zD\ LQ VSLWH RI 6($/ WKHéavIVteahe, uReffW OHDU
2, Ashbourne Primary, individual interview).

This teacher believes that intervention programmes such as SEAL will never

work for those children who really need it on the basis that they have fixed

personalities and mind sets. However, Thomas and Harri-Augustein (1985;

FLWHG LQ )RQWDQD VWDWH WKDW 3WKH QRWLRQ |
KXPDQ SV\FKRORJ\ LV D KDQGLFDS WR RXU XQGHUVWD
SDUWLFXODUO\ GDPDJLQJ ZKHQ LW FRPHV WR DVVHVVL
(p.208). Therefore, it could be argued that a permanent, fixed view of children

may restrict what type of help and support practitioners provide.

Another teacher expressed a negative comment about the SEAL programme
and said:

SHUVRQDOO\ IRU PH , WKLQN LWV WRR ZRUG\ , GR
\RXYYH JRW WR UHDG WRR PXFK WR ILQG RXW ZKDW
ZKLFK LV WLPH FRQVXPLQJ ZKHQ WKHUHfV D PLOOL
Instead of it being quite simple - these are the activities, this is what you

FR X O G (&®Rr? teacher, Redwood Primary, individual interview).

Similarly, Hallam (2009) conducted an evaluation of SEAL and found that,
SWHDFKHUV IHOW RYHUZKHOPHG E\thiE krebt&tiRi@e3sPH RI PD'
and increased workload leading to inappropriate implementation of the

SURJUDPPH" S
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Finally, another teacher said that SOLIH LQWR D OHVVR&r2GRHVQ W Z
teacher, Number 2, Ashbourne Primary, focus group) about the SEAL

programme. Furthermore, lessons about life and the SEAL programme were

also raised in a conversation during field-work by one of the Reception teachers

at Ashbourne Primary. The conversation highlights how one teacher associates

divorce and death with well-being teaching. For example, the teacher explained

how the topic of divorce and death came up during a SEAL lesson but as it was

not the main focus of the lesson the teacher felt she could not pursue it. On

reflection after the lesson the teacher said [¥elt strongly that it should have

EHHQ GLVRxX\MhérsBé wentontosay, 3ZH GRQTW JHW WDXJKW W
VWXII DQG VRPH SDUHQWYV ZRXOG QML \O ER B AW V, DARDLCR
important questions, such as who should deliver lessons about life events, such

as death and divorce? Should it take place in the home or school environment,

or both? To what extent can schools develop, promote and/or teach what it is

to be human, particularly when this teacher feels ill equipped in approaching

certain topics?

The next field-work example highlights a conversation that took place between

a teaching assistant and a Year 2 child. The conversation shows that the

WHDFKLQJ DVVLVWDQW DYRLGV WKHGRQDG YWKERRP,HDD
children Miss” DQG WKH WHDFKLQJ 3D \G\RYWD QK LOHNS DH. HXGH H
DERXW W K PewagsRrActitioners are lacking in confidence and unsure

about what topics to openly discuss with young children, whereas this is not the

case with more traditional Areas of Learning, such as Mathematical

development.

As well as positive and negative comments about SEAL there were other
perceptions about its unsuitability for certain groups of children, such as those
with additional learning needs and very young children. One teacher said:

as a school, SEAL is a programme we use and | was given the different

XQLWYVY ODVW \HDU WR XVH EXW , FRXOGQfW XVH KEC
children so much of it is to do with circle time and to do with discussion

DQG OLNH VRPH RI WKH FKLOGUHQ WEKtH&tlinQG GLIIL
WDNLQJ DVSHFW LWYV WKH XQGHUVWDQGLQJ RI WE
DUH WU\LQJ WR DVN WKHP DERXW ,I \RX DVN VRPH
ZKDW GLG \RX KDYH IRU GLQQHU WKH\ FDQTW DQVZ

169



GRHVQYW KDYH D Qtheb dt@IH@3&VRTONWeRCher, Redwood
Primary, individual interview).

Another teacher said: 3ZH GR WU\ DQG LPSOHPHQW 6($/ LQ RXU
+RZHYHU ZH GRQMTW IROORZ LW ULJLGO\« LWYV JRW W|
R XU F K L(NuBskErHt@acher, Redwood Primary, individual interview).

Similarly, another teacher expressed some concern about its unsuitability for

younger children and said: 36 ($/ , ZRXOG VD\ LV D ELW ROGHU EXV

(Nursery teacher, Ashbourne Primary, focus group).

Clearly, there are mixed opinions about the non-statutory SEAL programme and

both schools are utilising it as a way of delivering PSDWBCD discretely. It

seems that practitioners view SEAL as something that is beneficial for those

children that need it and time-wasting for those children who do not need it.

The Year 2 teacher in Ashbourne Primary who covers PPA time, explained

during a brief conversation that when she was a full-time class teacher she

would often abandon some of the SEAL activities because they would simply

take up too much of hertime. She said 3\RX FDQ VHH KRZ LW JHWYV IRL
P L V V.HABErnatively, the teacher continued to say that by having an adult

specifically allocated to delivering SEAL would help to ensure that certain

children receive explicit/targeted teaching and that this was a positive move.

On another occasion during field-work the same teacher explained that she had

been asked to abandon SEAL in her PPA role and instead had to prepare the

children for the Year 2 compulsory comprehension tests. The teacher was

asked by the researcher 3 GR WKH WHVWYVY WDNH SULRUUWS WIKHH®
WKH WHDFKHU ,QVWDQFHYV OLNH WKHVH ZHUH IRXQG
explored the role of Personal, Social and Health Education (PSHE) mainly in

secondary schools but found that practitioners often find it difficult to think of

PSHE as a credible subject in the curriculum. PSHE often appears to be

implemented in schools as cross-curricular, discretely timetabled or simply

omitted altogether. Crow (2008) highlights an important point made by Ofsted*’

ZKLFK VWDWHYV 33HUVRQDO 6RFLDO DQG +HDOWK (GXI
ZHDNQHVVHV LQ SODQQLQJ DQG DVVHVVPHQW SUDFWL

*" The Office for Standards in Education, Children's Services and Skills which inspect providers
DFURVV HGXFDWLRQ FKLOGUHQYV VHUYLFHVY DQG IXUWKHU HGXFI
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inconsistency ofdeliYHU\ LQ VFKRROV™ S $ VLPLODU SLFW.
for PSDWBCD within the Foundation Phase.

In summarising the discussion about well-being practices, they mainly relate to
providing the appropriate conditions in supporting and promoting well-being,
rather than teaching it discretely. It is important to highlight that very similar
practices are operationalised amongst practitioners in both schools even though
they work with children in different socio-economic contexts. Despite the taken-
for-granted truths that some practitioners have about well-being which has been
discussed in Chapter 5 they do not seem to enact this understanding in
practice. For example, Chapter 5 demonstrated that there was a perception
amongst some practitioners about poorer children displaying lower well-being
and affluent children displaying higher well-being. Therefore, one might expect
to see different practices being operationalised in the classroom; practices
ZKLFK FDWHU IRU FKLOGUHQTYV L@@ésYHuMNsDInoQHHGV D C
evident in the two schools. This finding is important because there may be
children from affluent backgrounds who have lower well-being who go
unnoticed which also impacts on their rights*®. On the other hand, there may be
children from poorer backgrounds who have higher well-being and do not reach
their full potential because practitioners take-it-for-granted that they require
support. It could be argued that children are not being given the targeted
support that they need, and their time at school is not being utilised as effective

as it could be.

Similarities in practices which occur in both schools highlight two points. Firstly,

LW YHULILHV SUDFWLW L Fo@rd Wwhdh iS sobhé&tirg WdyR&Epn&l ZH O O
always influence and secondly, similar practices in both schools might
FRUUHVSRQG ZLWK SUDFWLWLRQHUVYT XQFHUWDBLQW\ D

being which indicates a training and development need for the profession.

8 For example, Articles 6, 19, 24, 27, 29, 32, 36 and 39 of the United Nations Convention on
the Rights of the Child (UNCRC).
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6.7 Perceived concerns about the curriculum

The majority of practitioners communicated three concerns when they were

DVNHG DERXW ZKDW DVSHFWV RI WKHLU SUbehyLFH PD
Firstly, they are concerned about the introduction of literacy and numeracy

tests, secondly, they feel there is a limited amount of time to implement an

overloaded curriculum, and thirdly, they feel there are some unrealistic

expectations placed upon them and children. These concerns are now

discussed in turn.

Concerns about testing young children were communicated by the following
SUDFWLWLRQHUV )YRU H|[DP Bxofy abo@ ehidiéhDeitgHU VDLG
SUHVVXUHG WR GR WHVWYV DQG PHHW WD®éademion DQG Q
teacher, Number 1, Ashbourne Primary, individual interview). Another teacher

stated:

| think we could be well undermining their well-being with these tests. |
GRQIW WKLQN WHVWEHIR FRIQGRRQGIXYKDHO R HYHL
think testing is a great influence on their well-beingtome« <HRDU
teacher, Number 2, Ashbourne Primary, individual interview).
The perception of an overloaded curriculum and the feeling of not having
enough time to implement it were also perceived as something that could
LQIOXHQFH F&ldbéng.URd@Sfavhpte, one teacher said:

, ZDQW WR VD\ WLPH FRQVWUDLQWY EHFDXVH WKH
WKURXJK DQG , MXVW IHHO OLNH VRPHWLPHYV 1P M
IHHO OLNH ,fP FRQVWDQWO\ ULJKW tindfoN QH[W UD
consolidate what they have done (Year 1 teacher, Number 1, Ashbourne

Primary, individual interview).

Some practitioners expressed concern about having too much structure in the
day because of the overloaded curriculum, and this limits the time they have to
talk to children about issues that matter to them. Concerns about limited time to
implement the curriculum could be related to the fact that the early years
curriculum in Wales consists of a total of 196 skills across seven Areas of
Learning. Therefore, practitioners become overwhelmed with the amount of
skills they need children to develop, together with the expectation of delivering

an integrated code.
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&RQFHUQV DERXW -bding @ight #isQ fe/relateDt®the raising

standards agenda in Literacy and Numeracy from the Welsh Government and

the introduction of tests. Currently, in Wales S\WKH OLQLVWHU IRU (GXFDYV
Skills has made raising standards of Literacy and Numeracy in schools a

SULRULW\" :HOVK *RYHUQ PS$tptéember 2083, tige Welsh Q

Government introduced the National Literacy and Numeracy Framework (LNF)

to be embedded throughout the curriculum much like the strong integrated

message for PSDWBCD. This suggests that certain Areas of Learning are

privileged within an integrated code.

2WKHU FRQFHUQV WKDW ZHUH WKR X dkig réVaiesltdlanO X HQ F |
unrealistic expectation of getting children to achieve Outcome 5 in seven Areas
of Learning. One teacher said:

| think that children are not being treated as children, | think everything is

so much target led and data driven and x number of children have got to

EH WKLY OHYHO DQG WKDW OHYHO«IRU RXU FKLOGL
be Outcome 5 at the end of the Foundation Phase, especially when they

FRPH LQ DQG WKH\ FDQYfW VSHDN DQG WKH\ DUH LQ
WKH WRLOHW DQG IHHG WKHPVHOYHV WYV D ORW
(Observation teacher, Redwood Primary, individual interview).

A different teacher in the same school also said:

schools are ruled by data and performance and | think this certainly

impacts on the expectation of children to be a particular level at a

particular time and not allowing children to develop comfortably, and | feel

that althoughwH WU\ DQG ILJKW DJDLQVW LW , WKLQN ,1
against it lower down the school but | feel upper Foundation Phase are

very pressurised, and | do think that pressure on the curriculum impacts

RQ FKLO G kbdiqypeécaise@® staff feel XQGHU SUHVVXUH WR S
(Reception teacher, Redwood Primary, individual interview).

The following teacher refers to all three challenges such as, testing children,
unrealistic expectations and limited time which may influence well-being. She
said:

, PHDQ ZRUNORDG ZKHQ WKHUHTVY ORWY DQG ORWYV
lot of you know, not so much for us in Reception but as they go through

the school and the tests and the pressure and the worry and concern and

as much as everybody tries to make it light, the workload is still there and

things need to be done. You know targets to be met. Time is a massive

RQH DQG WKDWY{YV KDUG VRPHWLPHY EHFDXVH VRPI
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support to maintain that well-being (Reception teacher, Number 2,
Ashbourne Primary, individual interview).

As well as a perceived unrealistic expectation in getting children to meet targets

and achieve Outcome 5 in Areas of Learning, there was also a perceived

unrealistic expectation placed upon schools to help combat societal problems.

According to Myers (2012) schools are often seen as a panacea to combat

VRFLDO DQG KHDOWK LQHTXDOLWLHY DQG DUH EHLQJ .

(p.410). One teacher said; 31 R Ho-7 year olds, we are expected to do more

and more, there is anti-social behaviour and problems in society and everything

LV FRPLQJ GRZQ WR ¥ar\® Rachét,INOmBdr Y Kshbourne

Primary, focus group). Another teacher said; SWKHUH LV LQFUHDVHG SUF

VFKRROV WR GR RWKHU WKLQJVY WKDW $RaUJHAQWYV VKRX

teacher, Number 2, Ashbourne Primary, focus group). Clack (2012) asserts

that;
«VFKRROV LQ SDUWLFXODU EHFRPH SODFHV ZKHUH
might go wrong in socialisation or upbringing can be put right or pre-
HPSWHG«HGXFDWLRQ EHFRd®35iNY byHhetbddd @obrdR U D
whole host of societal ills (p.502).

This may explain why the Welsh Government included PSDWBCD as an Area

of Learning in the curriculum for its youngest children. However, Myers (2012)

argues that part of the problem in making schools more responsible and

accountable is due to an overestimated crisis discourse of certain concerns,

such as the rise of mental health problems, unhappy children and the

perception that childhood is eroding. Similarly, Ecclestone and Hayes (2009b)

VXJIJHVW WKDW UHFHQW UHSRUWY RQ FpessiMtitHQ TV P H:

In 2012, Ecclestone (2012) claimed that large organisations such as the World

+HDOWK 2UJDQLVDWLRQ DQG WKH 8QLWHG 1DWLRQV &l

creating a crisis of childhood. These concerns whether real or perceived raises

the important role of research and how it can help to firstly, identify and alleviate

tensions/uncertainties around a range of topics relating to children and young

people. Secondly, research can investigate reality versus perception with the

aim of providing more robust empirical evidence. In relation to this study,

research can help to improve the evidence base about well-being and

education.
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6.8 Summary of findings

This chapter discussed how practitioners go about operationalising their

knowledge and understanding of well-being in practice that was discussed in

Chapter 5 (YLGHQFH LQGLFDWHY D UHVHPEODQFH EHWZH
hesitations and uncertainty about the nature of well-being, and their hesitations

DQG XQFHUWDLQW\ DERXW KRZ WR SURP&WH DQG VXSS
BUDFWLWLRQHUVY X QleiddJa¢ whir@dbdikeLinddrsEaHdih@of the

concept resembles their broad-brush viewpoints of operationalising well-being.

The various ways of interpreting the nature of well-being corresponds with the

various ways in which practitioners interpret the delivery of well-being in

curriculum policy. Three different types of well-being practices correspond with

an understanding R pbeig@saby-SURGXFW RXWFRPHY DQG DQ
XQGHUVWDQGEQGILIQI WAKHDAOWLY D UHGXF L a@HshewsQ VW U X F
that practitioners who work with children from different socio-economic

backgrounds operationalise well-being in very similar ways. This reflects their
understanding of welFEHLQJ WKDW LV DVVRFLDWHG ZLWK D FKL

and their belief that well-being is something they cannot always influence.

$SSO\LQJ %YHUQVWHLQLDQ FRQFHSWYV VXFK DV
MIUDPLQJY GHPRQVWUDWHG W K iéhgRRugaklyRIadsiled W KD Q (
and weakly framed zparticularly in comparison with other Areas of Learning.

However, gt times Yvell-being is also strongly classified and strongly framed.

This is significant because the message in policy advocates an integrated

curriculum code for the seven Areas of Learning. This raises questions about

the practicality of implementing an integrated curriculum code. Bernstein (1982)
VXJIHVWY WKDW WKH pL @ WediddicBl \ahH Bedr®icaHndiwe P R U
rather than existential in practice. Therefore, to some extent the evidence

discussed in this chapter supports this concern.

7KLY FKDSWHU DOVR GLVFXVVHG SUDFWLWLRQHUVY SH
challenges of operationalising well-being in the Foundation Phase, and how

theymay QHIJDWLYHO\ LQIO XH e€ihy. FKd tor& Bhal@figés ZhietO O
practitioners currently face are the introduction of literacy and numeracy tests

by the Welsh Government which could be viewed as a way of moving away

from the integrated code. Other challenges included limited time to implement a
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full curriculum, as well as some unrealistic expectations placed upon children
and schools in meeting curriculum Outcomes and responding to dealing with
societal problems. This raises the following question: do practitioners
experience any further challenges when capturing well-being in a curriculum
that is presented as the integrated code? The following chapter explores this
guestion and aims to understand more generally how practitioners go about

capturing well-being.
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3ULPDU\ VFKRRO SUDFWLWLRQHUVY Si
HISHULHQFHYV RI FDEWKXQLQJ ZHOO

7.1 Introduction

Chapters 5 and 6 demonstrated that practitioners hold different understandings

about well-being and they operationalise different well-being practices with

young children. These practices are mainly integrated but sometimes well-

being is discretely delivered, despite the policy direction which advocates an

integrated code. According to Bernstein (1982) assessment within the

integrated code tends to have less explicit, measurable outcomes whereas the

collection code is associated with discrete teaching of subjects and more

measurable outcomes. However, since 2008, as previously discussed teachers

DUH UHTXLUHG WR PDNH D MXGJHPHQW DERXW FKLOGL

Development, Well-being and Cultural Diversity (PSDWBCD). They are

expected to provide a score between one and six*’, and this statutory

requirement takes places at the end of the Foundation Phase when a child is

seven years old (Welsh Government, 2014a)*°. The Welsh Government state

WKDW 3SWKH RXWFRPHV VHW RXW WKH H[SHFWH& VWDQ
(B D S DQG WKH\ SsGHVFULEH WKH W\SH DQG UD(

characteristic of children withinthe )RXQGDWLRQ 3KDVH«  p.43)* D

It could be argued that the Foundation Phase Outcomes portray a typical,

universal child which appears to homogenise children (Basford and Bath, 2014).

It could also be argued that the current approach to assessment is more in line

with the pollection ftode rather than the ptegrated f£ode which is advocated in

policy. For example, Bernstein (1982) states in a collection code *WKH OHDUQHU
has to collect a group of favoured contents in order to satisfy some criteria of

evalua W L BQ58). This contrasts with the integrated approach which is

advocated in the policy. Therefore, the broader aim of this chapter is to

9 Each of the six Outcomes for PSDWBCD are presented to practitioners as one paragraph
with approximately six to eight pre-determined criteria statements (see Appendix 3, p.268).
*° There is also a statutory requirement to assess two other Areas of Learning: Mathematical
Development and Language, Literacy and Communication Skills.
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understand how practitioners go about capturing® well-being in the early years

curriculum.

As discussed in Chapter 2, WKH ZD\ F KL O-Reu¢iQdssesidd @a3 not

kept pace compared with the importance placed upon supporting and promoting
well-being, and the way in which adult well-being is measured (Wigelsworth et

al. 2010; Humphrey et al. 2011). Chapter 2 also concluded that very few

PHDVXUHY DUH DYDLODEOH IR Ubétig pamticutatydd FKLOGUHQ
education (Pollard and Lee, 2003; NICE, 2008; Mayr and Ulich, 2009; Watson

et al. 2012). Therefore, this chapter aims to examine what tools practitioners

use to assist them in this process. In addition, there is limited empirical

HYLGHQFH DERXW Sdgmiénd/df Vatidr€adddsgifiest ikbbls (White et

al. %DVIRUG DQG %DWK FODLP WKDW 3WKH HD
practitioner has very limited opportunity to exercise their own values and

EHOLHIV™ S ZKLFK WASBRohdsting/tideiwar BN p-ifased

focus groups®?.

7.2 Uncertainty about capturing well-being

SUDFWLWLRQHUYV ZHUH HQFRXUDJHG WR GHVFULEH KR
being during the focus groups and individual interviews but there was some

uncertainty expressed amongst the following practitioners. As with all aspects

of well-being, there was considerable hesitation. They said: LW LV KDUG WR
measure welFEHLQJ <RX FDQTW UHE®OQ P IF D @tRigumne O O
Primary, Year 1 teacher, individual interview). Another said: 3, WV MXVW KRZ G
\R X DV V H{AghhoWr€ Primary, Year 1 teacher, Number 2, individual
LQWHUYLHZ 6LPLODUO\ RERXWRRBHA @R IZHKWUDHMHN. GW?*
(Redwood Primary, Nursery teacher, individual interview). Another said: LW V

not measurable is it and yet we have to report on Personal and Social

EducatiRQ LQ WKH )R XQ G(RatoRd Praray \OHservation teacher,

'ForthepuUSRVH RI WKLV FKDSWHU pPFDSWXULQJY EURDGO\ UHIHUYV
documenting, and/or evidencing.
*2 Practitioners explored four different tools in the workshop-based focus groups.
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LQGLYLGXDO LQWHUYLHZ :KDW LV QRWHZRUWK\ DER:
reference to Personal and Social Education (PSE) rather than PSDWBCD.

A similar finding emerged in Chapter 6 (see 6.5.5) where PSDWBCD appeared

in various ways in school documents, which may indicate that it is not securely

regarded by practitioners as an Area of Learning. In addition to this, field-notes

show that on-entry assessments of children into Nursery and Reception classes

(3-to-5 \HDU ROGYV LQ ERWK VFKRROV LQFOXGH DQ $UHD
DQG 6RFLDO '"HYHORSPHQWY UDWKHU WKDQ 36':%&"' 3t
Development was an Area of Learning in the Desirable Outcomes framework

which was replaced by the Foundation Phase in 2008 so it should not be

appearing. This example further suggests that PSDWBCD may not be securely

regarded in its own right as an Area of Learning despite being introduced in the

curriculum eight years ago. Similarly, another teacher said: 336( LV VR ZLGH
DQG VR EURDG WKDW ZH FDQTW QDUURZ LW GRIQ DV W
| L @Rédwood Primary, Nursery teacher, individual interview) which is another

example of PSE being communicated. This response resemblesthe WHDFKHU {V

understanding of well-being as an jreducible construct §

Practitioners were also asked during the individual interviews about their
awareness of specific tools to capture well-being. However, 13 out of the 14
practitioners found it difficult to recall tools even though it is a statutory
requirement to assess children at the end of the Foundation Phase. One
teacher mentioned a specific tool and said:

| went on a well-being course and it was like a traffic light system and we
had to observe the child and give red, amber or green. You looked at the
child at an activity and you looked at their engagement and motivation and
then you were supposed to repeat it at the end of the year (Ashbourne
Primary, Year 1, Number 2, individual interview).
The teacher above refers to the Leuven Involvement Scale (LIS) which is an
REVHUYDWLRQDO WRRO I|IRU -BdthD & ho@em&ik UtlGsGUHQ V Z
described in more detail in Chapter 2. Generally, there is very limited
awareness amongst practitioners about specific tools to capture well-being.
There are two possible explanations for this, firstly a lack of tools available for
use in education (Pollard and Lee, 2003; NICE, 2008; Mayr and Ulich, 2009;

Wigelsworth et al. 2010; Humphrey et al. 2011; Watson et al. 2012). Secondly,
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there are various challenges associated with capturing young childrenfV ZHO O
being which have been discussed in Chapter 2. Even though practitioners
demonstrate some uncertainty and a lack of awareness about specific tools,

when they engage in discussions about capturing well-being they explain

different ways of going about this process. These are now discussed at length.

7.3 Different tools in use to capture pre-determined criteria

Practitioners in both schools mainly use four different types of tools to capture
PSDWBCD. Firstly, a paper-based checklist with pre-determined, fixed criteria,
secondly, a digital form with pre-determined, fixed criteria, thirdly via evidence in
weekly planning and classroom activities such as worksheets and fourthly, by
observing children spontaneously. The following examples show that the
majority of tools practitioners use to capture PSDWBCD are functions of
criterion-referenced assessment (Blenkin and Kelly, 1992). This form of
assessment is typically definedas *DVVHVVPHQW ZKLFK DLPV WR GL)\
the learner knows, understands orcandoapre-GHWHUPLQHG WKLQJ"™ 7R
and Pryor, 1998, p.153). However, Overall and Sangster (2006) highlight that
criterion-referenced assessment is somewhat limiting and is an indicator;

that at the time when the topic was addressed the pupil showed an ability

to engage with the subject. This is no guarantee that the pupil will

remember it or be able to transfer the information to a new situation

(p.144).
Another criticism of criterion-referenced assessment is stated by Basford and
Bath (2014) who suggest that expected learning outcomes and behaviours and
SWKH LGHD RI PDNLQJ MXGJHPHQWY WR GHWHUPLQH Zk
HLWKHU pQRUPDOY RU pW\SLFDOY LPPHGLDWHO\ SURG
words, criterion-referenced assessment is more inclined to contribute to
LGHQWLI\LQJ WKH PDEQRUPDOY FKLOG DQG LQFUHDVH)\
contributes to policies that address FKLOGUHQYV GHILFLHQFLHV %DV
2014). Conversely, in a more positive light criterion-referenced assessment
helps to identify at an early stage the skills and abilities they require to see them

progress through their education.
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7.3.1 Paper-based forms

The first checklist example which was used in Nursery and Reception classes at

Redwood Primary consists of a sheet of paper containing information about the
FKLOGUHQYV QDPHV $UHD RI /HDUQLQJ /HDUQLQJ 2XW
(see Figure 8). Itis used for activities and hastwo fick [RSWLRQV RI uDFFHV\
DQG uDFKLHYHGY 7KH pDFKLHYHGY FROXPQ DOVR LQF
comments. The following Teaching Assistant explains: 3LWJV WLFNHG LI WK
LW DQG LI WKH\ FDQYW XP ZH pGRWtfielN\Wsé&»yQ G WKHQ ZH
teacher] DW WKH HQG RReWnwdadd PEikh&\ Teaching Assistant,

individual interview). During a field-visit the Learning Outcome on one of the

VKHHWY ZDV PEHLQJ DZDUH RI GDQJHUVY EXW WKH $UF
H3HUVRQDO DQG 6RFLDOY UDWKHU WKDQ 36":%&"' ZKLFK
point that practitioners may not conceptualise PSDWBCD as an Area of

Learning. Figure 8 shows an example of the paper-based form used at

Redwood Primary.

Figure 8: Example of a paper-based assessment at Redwood Primar vy
(Nursery and Reception)

Area of Learning: Personal and Social Development

Learning Outcome: Being aware of dangers

Success Criteria: Names/points to dangers when cooking

Accessed (9) | Achieved (9)

Group 1

Group 2

Group 3

Group 4
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The second example of a paper-based checklist which was used by the
Observation teacher in Redwood Primary consists of a sheet of paper
containing the Learning Outcome and columns for three ticks (see Figure 9).
Once three ticks are present for each Learning Outcome the teacher uses a
green highlighter pen to indicate that the child has achieved the Outcome. In
other words, three ticks represent secure and consistent achievement of the
Outcome. However, PSE is used for the Area of Learning rather than
PSDWBCD which indicates that it may not be securely regarded as an Area of

Learning.

Figure 9: Example of a paper-based assessment at Redwood Primary
(Observation class)

Personal and Social Education

Learning Outcome 2 (Taken from Local Authority | (9)

Steps to Success)

Begin to help others when it does not conflict with

their own interests.

Begin to develop a sense of identity.

Begin to develop a positive self-image.

Begin to show care, respect and concern for
others.

Begin to recognise the relationship between

feelings and actions.

Begin to make choices of where to be and what

to do.

Interact with adults and other children.

Expresses emotions through role/pretend play.

Become aware of his/her own feelings and
emotions and begin to identify with those of

others.

Whilst having preferences, begin to understand
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the importance of healthy eating.

Show care and respect for the classroom/home

environment.

Another example of criterion-referenced assessment was observed during a

field-visit one week before the autumn half-term holiday which consisted of a

Numeracy test booklet. The booklet was given to Year 1 and Year 2 teachers

of Redwood Primary by the Maths co-ordinator of the school who had obtained

a copy from a Local Authority in England. The Year 1 teacher explained that

they also have one for Literacy but not for PSDWBCD, which highlights that

certain Areas of Learning are captured more regularly than others, and

according to Bernstein (1977) some Areas DUH 3DIIRUGHG GLIITHUHQWLCELC
(p.87). The teacher also explained that the purpose of the Numeracy booklet

ZDV WR ILQG RXW ZKDW p1DWLRQDO &XUULFXOXP OHY'
well as to prepare them for the Welsh Government statutory tests in Literacy

and Numeracy that were due to take place the following term. During the field-

visit observation the Year 2 teacher came into the classroom and said to the

Year 1 teacher: S KHYV FRPLQJ R X¥®ulD be &gu&d that by referring to

a child as Rb s an indication that children are being perceivedasaQ PREMHFW
and would be described by Basford and Bath (2014) as being characteristic of a

ritual of homogeneity.

The test booklets are forms of criterion-referenced assessment and they only
FDSWXUH WKDW FKLOGYV Sddlbariday Aietefetd, B e MokeDW S D U\
effective they should be used alongside other forms of assessment. The test

booklet does not capture or acknowledge any contextual information and this

was expressed by the Year 2 teacher during an individual interview when she

said: 3\RX GRQTW NQRZ ZKDWYV JRQH RQ DW WKH ZHHNH(
WR VLW D WHVW RQ D ORQGD\ HRRdWQdd®@®dmahWWediPHPV X QI
teacher, individual interview). This highlights a concern about the validity of
VWDQGDUGLVHG WHVWV D Q GnBuQpontedkndwWenddednd D FKLOG
XQGHUVWDQGLQJ )OHHU FDOOV WKLV plLUVW OH
itis oftenprivLOHJHG UDWKHU WKDQ uVHFRQG OHYHO DVVH

capturing what the child can do with supportf NQRZQ DV 9\{JIRTE)V N\|V
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concept of the zone of proximal development). The Numeracy and Literacy test
booklets are representative of static forms of assessment and are conducted
out of context and are more Piagetian in nature than Vygotskian (Lunt, 1993;
cited in Fleer, 2002).

Every Foundation Phase child in Redwood Primary KDV D p6WHSV WR 6XFF
book. Each page includes one criterion which is evidenced by a photograph. It

also includes a picture of a wand with a target which shows what the child

needs to work towards. The fteps to Success ¥riteria have been compiled by

the Local Authority. For PSDWBCD there are four separate sheets for each

aspect of the Area of Learning (i.e. Personal Development, Social

Development, Well-being and Moral and Spiritual Development). The well-

being aspect has 65 pre-determined criteria which have been extracted from

various sources; including the Foundation Phase Outcomes, the Four Counties

Profile®® and the All Wales Foundation Phase Child Development Profile®*. The

remaining criteria were decided upon by Local Authority stakeholders (see

Figure 10). In total, there are 363 pre-determined criteria for PSDWBCD. The
P3HUVRQDO '"HYHORSPHQWYTY DQG p6RFLDO '"HYHORSPHQ
WKH PRVW FULWHULD ZKLFK VXJJHVW WKDWEBHQYIHPS
DQG pORUDO DQG 6SLULWXDO '"HYHORSPHQ®YT DV VNLO!
example was discussed in Chapter 6 (see 6.5.5) which showed that more

HPSKDVLV KDG EHHQ SODFHG RQ p3HUVRQDO PQG 6RFL
EHLQJY VNLOOV LQ RQH RI WKH WHDFKHUfVY SODQQLQJ

*3 This was in use before the Foundation Phase was introduced.
** This has been replaced by the Foundation Phase Profile.
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Bteps to Success T F UL W H @ll-i2ingRotbdriced by the Local

Figure 10
Authority
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In addition to the Bteps to Success book, each child in Redwood Primary has a

HEOXH ULQJ ELQGHUY ZKLFK PRYHV ZLWK WKH FKLOG D
year in Primary school. The purpose of the ring binder is to provide information

WR WKH QH[W WHDFKHU DERXW WathentaicelOGTY DFKLHYH
Development fand panguage, Literacy and Communication Skills § This

excludes five other Areas of Learning. To some extent the ring binder is a form

RI LSVDWLYH DVVHVVPHQW ZKHUH WKH FKLOGYfV SURJL
previous achievements, rather than with their peers which is a form of norm-

referenced assessment (Blenkin and Kelly, 1992). The Observation teacher

explained, during a field-visit, that the blue ring binder includes a piece of

Literacy and Numeracy work, but the school were currently unable to decide on

how to record 33 6 (~This is another example where PSE is communicated

rather than PSDWBCD. This also reflects the ambiguous and complex nature

of well-being. The Reception teacher also expressed some uncertainty and

concern about the appropriateness of capturing PSDWBCD in the blue ring

binder when she said:

, PDGH D SRLQW RI VD\LQ JoWeKust\WiteraB/RIQPTW ZDQW LW
Numeracy, but when we sat down and looked at it we thought what are we
JRLQJ WR SXW LQ KHUH WR HYLGHQFH LW DQG ZKDYV
for this what do | use as my measure, how really do | decide on what
Outcome level a child is? Do you on well-being? Do you say an Outcome
47? Is it relevant to say you are an Outcome 4 (Redwood Primary,
Reception teacher, individual interview).
This teacher raises two points. Firstly, two Areas of Learning are privileged and
secondly, this is an unfair representation of the curriculum which presents a
QDUURZ YLHZ RI D FKLOGYV FDSDELOLWLHV 6KH DOVF
number may not be the most appropriate way of capturing well-being and may
not be fit for purpose. Forgeard et al. H[SODLQ WKDW 3D VLQJOH
satisfies our craving for simple findings or conclusions, in spite of the complexity
RI WKH SKHQRPHQD EHLQJ VWXGLHG" S -béikd-V WHDI
is a complex concept. However, it could be argued that assigning a number to
a skill or well-being per se may be one of the most appropriate and effective
ZD\V S\WR VDWLVI\ WKH JD W H Badfetr& aht) Batik POUKHPI.XIDDWLRQ'
Conversely, Drummond (1995) argues that when teachers are expected to

DVVLJQ D VFRUH IRU H[DPSOH EHWZHHQ RQH DQG VL]
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DELOLW\ WKH\ DUH *EHLQJ LQYLWHG WR UHGXFH WKH F
LQGLYLGXDOLW\« WR D PHDQLQJOHVYV QXPHULFDO VFD

The on-entry assessment to Nursery and Reception classes at Redwood

Primary DOVR WDNH WKH IRUP RI D FKHENOLVW H3HUVRQ
rather than PSDWBCD is assessed on-entry to school and there are four
GLIITHUHQW FULWHULD ZKLFK DRyddtitidherdisodrere@&chW R DV pVF
scale, also known as a criterion, out of three. The school has produced

guidance material and there is support exemplification for each scale. For

HIDPSOH WKH JXLGDQFH IRU RQH RI WKH VFDOHV VWD
FKLOG PXVW FRQVLVWHQWO\ DQG LQGHSH@BHQWO\ PH
shows the scales for Rersonal and Social Development §
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Rersonal and Social

Figure 11: On-entry school assessment criteria for

Development fin Redwood Primary
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Similarly, the on-entry assessment to Nursery and Reception classes at

Ashbourne Primary also take the form of a checklist. It consists of eight criteria

IRU pBHUVRQDO DQG 6 R(BdeFigureH 2 AtReS thah @ SDWBCD.

The WHDFKHU LV H[SHFWHG WR SODFH D WWLFNY RU D pukF

criteria is achieved or not.
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Figure 12:.0n-HQWU\ VFKRRO DVVHVVPHQW FULW¢dILD IRU

'"HYHORSPHQWY LQ #iMd)ERXUQH 3

Prima

School

Baseline Assessment

Name Date of Birth
teracy and unication Skills

Oracy :

Speaks clearly Listens to ingtructions Engages in conversation Engages in conversation
with peers with adults

Raises hands to answers | Joins in group Joins in class discussions | Listens to the ideas of

questions discussions others

Reading

Can recognise own name | Is able to recognise the | Canblend letters to Can read some words

sounds made by some read
letters
. Writing

Make marks on a page Worites recogniseable Can write own name Can write other words

(emergent writing) letters

Mathematical Development

Can recite to Can recognise numbers Can accurately count Can order numbers fo
objects to

Can name 2D shapes Can name colours ~ vyl | can identify big and Can order 3 items

A OD l:——‘ ll- wllll | | small by direct according to size
comparison

Can order 5 items Can sort objects by 1 Can sort objects by 2 Can sort objects by own
according to size given criteria given criteria criteria
Can copy a repeating Can devise a repeating Can copy a repeati repen‘

ng Can devise a il
pattern of 2 pattern of 2 patternof 3 pattern of 3 >
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Figure 12b: On-entry school assessment criteria for

Rersonal and Social
Development fin Ashbourne Primary

e

Personal a i ve t :

Can cater for own needs | Is able to put onown Ts able fo fastenup own | Isable to dr:sEs and

eg use toilet coat - | coat : undress for

independently and wash

hands

Plays alone Plays co-operatively with | Shares resources and Follows rules am!
other children takes turns :fm:u:‘)mprme

Physical Deve ent

ict Holds il correctly -~ | Is able fo cut around a
Makes marks on paper Draws simple pictures QH/LHPW gty
' Can pedal and steer Can throw and catch a
large ball
A ditional i ti
Completed by Date
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What is significant about both schools is that despite the different number of

criteria and scoring system, both schools fundamentally capture two skills on-

entry to school in relationto RHUVRQDO DQG 6RFLDQrsty, Wiy ORSPHQYV
capture D FKLOGYV DELOLW\ WR FDW Hrid seRdadiw théirLU SHUVR
ability to play co-operatively with others. They do not formally capture well-

being per se or any other aspect of PSDWBCD. Therefore, it could be argued

that a somewhat narrow assessment is carried out in terms of PSDWBCD when

a child enters school. However, a counter argument to this would be to ask

whether there is any benefit in capturing other aspects of PSDWBCD, and to

what extent is the information useful? Narrow assessments of PSDWBCD

demonstrated by both schools suggest that practitioners feel they only need to

know whether a child can cater for their personal needs and play co-operatively.
Secondly, it could be an indication of a limited understanding of the distinct

features of PSDWBCD.

Another type of checklist tool which is used by teachers at Ashbourne Primary
for children throughout the Foundation Phaseis FDOOHG pWKHsdeRQWL QXX
Figure 13).
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in Ashbourne Primary

tool used

Inuum

: The Conti

Figure 13
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The Foundation Phase Outcomes which contain between six to eight pre-

determined criteria are presented in the six boxes on the continuum tool. Every

child is allocated a sheet and every half term*® teachers are expected to

highlight the criteria they feel the child has achieved. During field-work the

Nursery teacher briefly explained the process of using the continuum and said:

3, WDNH WKH VKHHW KRPH HYHU\ KDOI| W HNWHOMQ G VK IRIK"
This response implies that the assessment is quick and easy to carry out and
SRVVLEO\ UHTXLUHVY OLWWOH WKRXJKW DQG,LV EDVHG
rather than the input from other practitioners who work with the children.

Furthermore, this particular teacher appears to draw upon very little evidence,

forexample IURP REVHUYDWLRQDO QRWHYVY RU WKH FKLOGT\

judgement.

When most of the criteria are highlighted on the continuum for each Outcome

the child scores Outcome 1a. If approximately half of the criteria are highlighted

the child scores Outcome 1b, and if only a few criteria are highlighted then the

FKLOG VFRUHV 2XWFRPH F 7KH WHDBKINUOWHIHBWR
example, a child could score Outcome 1a at the end of one term and then score

an Outcome 2c at the end of the next term. The following teacher said:

every term we have to give the children a level on Maths, Literacy and this
area[36':% &' @ each child ideally is supposed to go up one sub-level
aWHUP EXW WKDW{fV MXVW D JHQHUDO H[SHFWDWL
(Ashbourne Primary, Year 1 teacher, Number 1, individual interview).

The Foundation Phase Leader in Ashbourne Primary explains more about the
sub-levels and said:

you need to give them an Outcome every term and then you need to

constantly track them to make sure that they are making one sub-level of
SURJUHVY HYHU\ WHUP« WKDW LV \RXU GHILQLWH S
feel you need to get them to an Outcome. Even now you are looking at

your more able and by the end of the year in order for them to be Outcome

six in Year 2 they need to be here by the end of Reception, and here by
theendofYearl 6R \RXYYH FRQVWDQWO\ JRW WKDW LQ
are not little robots that go along like this and it is pressure, we have no

choice (Ashbourne Primary, Year 1 teacher, Number 2, individual

interview).

% Approximately six to eight weeks.

194



The Foundation Phase Leader says that children are not little robots, indicating

that progress and development is not linear. She expresses a similar view to a

teacher at Redwood Primary who seems frustrated and uncomfortable in

assigning Outcomes to children, which Basford and Bath (2014) call a strategic

act. Basford and Bath (2014) suggest that early years practitioners are forced

to carry out gtrategic father than puthentic facts in order to satisfy policy

demands and there is tension between the two. A different teacher commented

on the continuum tool and feels that any kind of assessment tool for children

ZKLFK PDNHV SUDFWLWLRQHUV VD\ 3\HV WKH\ FDQ" RU
example of a strategic act, is too simplistic and restrictive in nature. She said:

, PHDQ LWTV QRW HDV\ WKHhaPb just §dt th&/ cotirliemd X VH ZH
for them and then the continuum is just the Outcomes which has been set

by the framework and they are alright. But it is either yes they can or no

WKH\ FDQYW DQG 3HUVRQDO DQG 6RFLDO (GXFDWLFR
a general assessment of them as a person (Ashbourne Primary, Year 2

teacher, individual interview).

The teacher is suggesting that the current form of assessment tool may not be
fit for purpose and is inadequate in some way. This quote is also significant
because the teacher communicates Personal and Social Education rather than
PSDWBCD. This argues the point that practitioners do not regard PSDWBCD
as an Area of Learning.

7.3.2 Digital forms

Both schools utilise digital forms of assessment tools. For example, Redwood

Primary use a computer software package FDOOHG pu, QFHUWVY DQG $VK
Primary XVH DQ $SS FDOOHG uTheXwo@dnrer&dl Rodudts 1

include criteria from the six Foundation Phase Outcomes for PSDWBCD which

have been mentioned in the introduction to this chapter (see also Appendix 3,

p.268). The |ncerts fool provides practitioners with an opportunity to track
FKLOGUHQTYVY DFKLHYHPHQWY RI WKH 2XWFRPHV E\ UHF
MGHYHORSLQJY RU puDFKLH YéhGhtrd &40 hdve Ehi€ optlon ¥ HUL R Q
producing information for end of year reports, more commonly known as

summative assessment, and they can make comparisons between children

which characterises norm-referenced assessment (Blenkin and Kelly, 1992).
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The RBuild a Profile fpackage is similar in nature to Incerts which includes
Foundation Phase Outcome criteria and characterises criterion-referenced
assessment (Blenkin and Kelly, 1992). But it also gives practitioners the option
of uploading photographs and adding virtual post-it-notes as evidence for
achievement of the Outcome. It is marketed on the 2Simple website as;

the multi-award winning app for gathering observations on the go. It

improves the quality and consistency of formative assessment, while also

saving educators hours of record keeping time (2Simple, 2015, para.l).
In essence, both commercial packages are digital forms of criterion-referenced

assessment (Blenkin and Kelly, 1992).

Redwood Primary also utilise a second digital tool which is an electronic version
of the Bteps to Success book. The tool is an adaptation from a story App
which was developed by a Teaching Assistant. The school first piloted the
ebook in 2013 in Nursery and Reception classes and due to its success the tool
is used throughout the Foundation Phase to capture PSDWBCD. It also
captures the other six Areas of Learning. It is similar in nature to the 2Build a
Profile tool used in Ashbourne Primary but it is considerably cheaper, and
practitioners can upload video clips in addition to photographs. Children can
also draw images immediately onto the App using a device such as an Apple i-
pad and it provides more opportunities for children to be actively involved in the

assessment process. One Reception teacher said: 3, WKLQN WKH HERRN V|

actual child, not just a paper record, it actually gives evidence. It should be
G L 11 H (Redywddd Primary, Reception teacher, individual interview). Another
practitioner talked positively about her ebook experience with parents and said:

theeERRN LV IRU WKH SDUHQWYV WR KDYH LQ WKH HQ
IDQWDVWLF« OXP DQG 'DG MXVW VDW WKHUH DQG

of pictures and | said um, what do you think of this? And | just pressed it

DQG , FRXOG VHH OXP DQG 'DG MXVW ILOOHG XS«

everything (Redwood Primary, Reception Teaching Assistant, individual
interview).

The positive comments about the ebook in relation to providing evidence of the

MDFWXDO FKLOGY DQG D FKLOG ZLWK WDOHQWYV VWUF

this particular type of tool is more personalised and pays slightly more respect
to the child than paper-based methods. It could be argued that the ebook also

has more socio-cultural characteristics, such as a participatory process where
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both child and adult become actively involved, and the assessment is a shared

process as opposed to more traditional approaches where the adult stands

back, observes and selects a number WR GHVFULEH D FKLOGYV SURJL
(Basford and Bath, 2014), ZKLFK FDQ RIWHQ EH YLHZHG DV WKH F
approach. However, curriculum frameworks such as the Foundation Phase

PDNH LW FKDOOHQJLQJ IRU SUDFWLWLRQHUYV WR 3UHFF
DQG SRWHQWLDOO\ LGLRV\QFUDWLF OHDUQHUV™ %DVI
WR +XUVW DQG /D Od33dessment tBat is pérsonalised has an element

RI HPSRZHULQJ WKH FKLOG L@ndWear 2 &fRedv@®@IHQ LQ <HD
Primary also use digital cameras to record their work which to some extent is

another example of empowering a child and is socio-cultural in nature. This
DSSURDFK 3 DFNQRZOHGJHVY WKH FRPSHWHQFH RI FKLO!
(Pyle, 2012, p.3).

In addition to arguing that digital tools provide slightly more opportunities to
empower children and tend to be more socio-cultural in nature, there is another
benefit of using digital tools. This is explained by the following practitioner who
states:

| see a difference when we record them on the i-pad from the start of the

\HDU WR WKH HQG <RX VHH D GLITHUHQFH-LQ WKH]I
KRZ PXFK WKH\ WDON KRZ PXFK WKH\ DUH FRPLQJ |
ZKDW , 1Y H(Re&wod PHhiary, Reception Teaching Assistant, focus

group).

The practitioner is referring to ipsative assessment in the quote above which is
defined as;
assessment of a pupil not against norms (based on performance of his/her
peers) or against criteria (derived from particular conceptions of subjects
and/or of education) but against his/her own previous levels of attainment
and performance (Blenkin and Kelly, 1992, p.12).
W LV VXJIJHVWHG WKDW WKLV PHWKRG RI DVVHVVPHQV
and capabilities. In other words it focuses on their positive development and
progress and takes a more personalised approach. According to Mayr and
Ulich (2009) it is only in the last few years that a shift has taken place from the
deficit model in assessment to a focus on positive development. The deficit

model is defined here by focusing on what children cannot do and comparing
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their development, skills, and/or abilities to developmental norms and/or their

peers.

Another example of a tool used in Nursery and Reception classes at Redwood
Primary that empowers children, is the recent introduction of a talking photo
album. This provides evidence of Foundation Phase Outcome criteria in the
visual and audio form. On the initial observation of the talking photo album the
researcher noticed that three Areas of Learning were included: namely
Mathematical Development § panguage, Literacy and Communication Skills
and Knowledge and Understanding of the World q The talking photo album
excluded PSDWBCD and three other Areas of Learning. This raises three
points; firstly, some Areas of Learning are privileged and have different status
(Bernstein, 1977) and secondly, that some Areas of Learning might be
considered easier to capture. Thirdly, it might indicate that some Areas of
Learning are delivered more frequently and therefore more evidence is

available. The researcher asked one of the practitioners during field-work: 3 G R
you KDYH 36'":% &' DQ\ZKHUH L QniMKeHT eBdDiEgXABsiStant
pointed to a photograph and replied 3ZHO O W K-CPVDINM. QVIK B KMRHIF- H V ~
reply suggests that PSDWBCD is integrated throughout the curriculum which
corroborates with findings in Chapter 5 about the common perception amongst
practitioners that well-being should be integrated across the curriculum. During
the second field-visit which occurred two weeks later, the Teaching Assistant
called the researcher to the talking photo album and said: 3\RX ZLOO EH
LPSUHVVHG FRPH DQG KDYH D ORIRev dnGheRecondSKRWR DC
observation, Religious Education {RE) and Rersonal and Social Education
(PSE) had been included but not PSDWBCD. This reinforces a previous point
that PSDWBCD as it is presented in the curriculum is not securely regarded and

conceptualised in the same way as others Areas of Learning.

7.3.3 Worksheets

The third tool described by practitioners as a way of capturing well-being is via
evidence in their weekly planning and classroom activities such as, worksheets.
These are also functions of criterion-referenced assessment. The following

teacher said: %ve do a worksheet on feelings and talk about it orally first, then
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U H F R (Redwatd Primary, Year 1 teacher, individual interview). Evidence
from field-notes show that children taking part in the Time to Talk programme®®

in Redwood Primary also completed numerous worksheets.

More evidence of worksheets existed amongst Year 2 children in Ashbourne

Primary who had three exercise books; one for Mathematical Development §

one for panguage, Literacy and Communication Skills fand one called a

MuS URMH F W pojedR bok consisted of completed work linked to the other

five Areas of Learning. On observation during a field-visit the project book

contained mainly worksheets and the ones relating to PSDWBCD were entitled:
HZULWH DERXW IHHOLQJVY pZULWH DERXW ZKDW WR G
WKLQJV \RX DUH JRRG DWY 7KH GUDZEDFN RI XVLQJ Z
EHLQJ RU DQ\ RWKHU DVSHFW RI WKH $UHD UHOLHV KH
to read and write. It is not flexible or creative in nature but it may be easier and

quicker to implement. Alternatively, more child-led socio-constructivist

approaches might be better suited to younger children, for example, drama,

story-telling, artwork or puppetry. These types of alternative functions of

assessment involve more open, flexible, creative ways of recording where

children are involved more as pitiators fas well as feceivers Pf assessment

(Torrance and Pryor, 1988). The outcomes also tend to be more unpredictable

and are associated with the integrated curriculum type (Bernstein, 1977). Hurst

and Lally (1992) state that for younger children;

WKH SURFHVV LQYROYHG LV PRUH LPSRUWDQW WKD
creativity, persistence, resourcefulness and problem solving ability are
more significant than the application of existing knowledge and skills

(p.56).
It is argued that worksheets privilege the end result and only show part of a
picture. Learning outcomes of worksheets tend to be more predictable, and
they are often associated with a collection type curriculum (Bernstein, 1977).
The dominant place of worksheets in evidencing well-being and PSDWBCD
indicates that knowledge is regulated, controlled by the adult and predictable
(Bernstein, 1977).

%A programme to develop oral and social interaction skills for 4-to-6 year olds.
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7.3.4 Observation

The fourth tool described by some practitioners as a way of capturing well-being
is via observation which involves talking and listening to children, and/or
informal conversations between practitioners about their observations of
individual children. The following teacher also highlights the importance of
spontaneous observations and explains that you often capture aspects of a
FKLOGTVY OHDUQLQJ youe@ etHooking RIS Fhd @icher said:

sometimes you can catch them playing if you are lucky and video them

with the i-pad. Or you might hear them saying something particularly nice

to someone else and you might think- RK \RX GLGQTW WKLQN WKH)
WKH\ KDYH DQG HVSHFLDOO\ ZKHQ WKH\ WDNH LW |
VRPHWKLQJ \RXYfYH EHHQ GRLQJ DQG VXGGHQO\ \R
transferring of skills (Redwood Primary, Observation class teacher,

Individual interview).

This teacher talks positively about spontaneous observations which also depict
criterion-referenced assessment. Similarly, another teacher talks about the
importance of observation as a tool to capture PSDWBCD and said:

wedo TXLWH D ORW RI REVHUYDWLRQV ZLWK WKLV EF
assess effectively. Yet you could look at it and say yes they can do that,

but how do you know they can do that. If you are going to find out you

need to sit and you need to spendtiPH ZLWK WKHP DQG LW{V QRW
\RX FDQ UHDOO\ WLFN RIl Rl DQ DIWHUQRRQ ,Wf1fV
observe over time (Ashbourne Primary, Reception teacher, Number 2,

individual interview).

The teacher above also highlights that criterion-referenced assessment is not

always something that comfortably fits with capturing well-being in the

curriculum when she said: 3 LW V QRW VRPHWKLQJ \REhd=dlsQ@ UHDOO
raises the point that observing an Area like PSDWBCD takes time.

To summarise, practitioners use four different types of tools which generally
typify criterion-referenced assessment to capture PSDWBCD in the curriculum.
There is evidence to suggest that practitioners are capturing Rersonal and
Social Development fmore than PSDWBCD. The various tools involve
checklists, precise planning and quantitative evaluation (Torrance and Pryor,
1998). The tools focus on the Outcome and are known as the product-oriented

type of assessment (DeVries et al. 2002). In other words, the curriculum
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dominates assessment and the child is required to meet and fit curriculum
norms. It is curriculum-led and practitioners are required to undertake strategic

acts to satisfy policy expectations (Basford and Bath, 2014).

Practitioners respond to policy expectations by relying on criterion-referenced

assessment which focuses on capturing states of knowledge, and this is one

way of upholding social order and control (Bernstein, 1982). It is also more

aligned with the collection code as opposed to the integrated code (Bernstein,

1982). Basford and Bath (2014) explainthat S\ WKLV DSSURDFK W\SLILHYV
to the scientific discourse of empiricism and positivism that has been present

LQ« SUDFWLFH IRU V RheyHfutherRekplainShat the current policy

expectation assesses the Outcome of an end product, as opposed to adopting a

more socio-FXOWXUDO SHUVSHFWLYH ZKLFK LV QHVWHG 3L(
WR KHOS FKLOGUHQ EXLOG W Rasdfbrd abhd>Bath,\20D4QpF)FDSDF L
However, as it stands practitioners experience various difficulties when

FDSWXULQJ FK-hem@. LOA&QefkMarzako for this could be related to the

integrated code which is advocated in policy but is juxtaposed with assessment
requirements that are more closely aligned with the collection code. The

following difficulties that practitioners experience are discussed next.

7.4 Encountering difficulties when capturing well- being

Four main difficulties emerged when practitioners engaged in discussions about
capturing well-being within PSDWBCD in the curriculum. Firstly, practitioners
feel ill-informed about the purpose and rationale of capturing well-being in the
curriculum. Secondly, practitioners are concerned about the multiple
interpretations of Foundation Phase Outcomes and issues regarding reliability
and validity. Thirdly, they are concerned about evidencing well-being
appropriately in relation to other Areas of Learning. Fourthly, practitioners feel
there is a general expectation from various stakeholders to capture other Areas

of Learning more frequently in the curriculum.
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The first difficulty that some practitioners report and encounter is feeling ill-

informed about the purpose and rationale of capturing something like well-being

in the curriculum. For example, one teacher said:
WKH %XLOG D SURILOH DSS LV JRRG EXW WKH HIIF
JRLQJ WR KDSSHQ DQG ZKDWfV WKH SXUSRVH RI LW
ZKHUHYV WK DWW HIWRHQVI WKRD W J R (AGhbowre RrimaQ H [ W
Reception teacher, Number 1, individual interview).

Similarly, another teacher from the same school said: 3\RX FDQ KLJKOLJKW W

on the continuum® EXW LW KDV WR K DMAshbBurBeXPUiBaRyY H «

Reception teacher, Number 2, individual interview). Both teachers share

concerns about the purpose of assessing well-being. Similarly, another teacher

agrees, but she is also concerned about providing an Outcome for PSDWBCD.

In addition, she has another concern about whether Year 3 teachers (a)

consider the Outcome, or (b) are interested in it. The Year 2 teacher said:

Personal and Social is not a subject in Year 3, it will be sent to Year 3 but

WKH\ ZRQTW ORRN DW LW EHFDXVH cohknbann keyHD R /
Stage2 W GRHVQIW WKHQ« LWV MXVW UHSRUWHG
DERXW LW 8P XQOHVV REYLRXVO\ WKHUHYV D SUF
think they look at it to be honest. They will have the overall Outcomes for

the Literacy and then try and convert it into Levels for Key Stage 2 and it
GRHVQYW DOZD\V WDOO\ XS DQG WASHOouwnd FNRQ ZH C
Primary, Year 2 teacher, individual interview).

The teacher above seems frustrated, and suggests that Year 3 practitioners
may not be interested in PSDWBCD Outcomes because she states the Area of
Learning does not continue into Key Stage 2. However,

Personal and Social Education (PSE) forms part of the basic curriculum for

all registered pupils aged 7t R DW PDLQWDLQHG VFKRROV«WK
framework is the key document which schools and colleges should use to

review and develop existing PSE provision. It builds upon the Personal

and Social Development, Well-being and Cultural Diversity Area of

LearningintKH )RXQGDWLRQ 3KDVHp3):$* I

Therefore, Year 3 practitioners have a statutory obligation to be interested in
PSDWBCD Outcomes. The aim of Key Stage 2 is to build upon this Area.

Furthermore, PSE continues as part of the basic curriculum, so when the

" See Figure 13.
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teacher assertsthat 33HUVRQDO DQG 6RFLDO LV3Q@i&W D VXEMHF
indicates a misunderstanding and/or some sort of confusion about whether PSE

is a subject in its own right. Secondly, it may indicate that PSDWBCD is not

securely conceptualised in the same way as other subjects in the curriculum.

One explanation for PSE not being regarded as a credible subject might be to

do with the way in which the delivery is conveyed in policy. For example, the

36( IUDPHZRUN VW D Wridas alfthét @ scRd®ISr college undertakes

to support and promote the personal and social development and well-being of

LWV OHDUQHUV,p.5)$ This approach to the delivery suggests a very

broad-brush, ambiguous view of operationalising it.

The second difficulty that practitioners report and encounter is the many
different ways in which the Foundation Phase Outcomes can be interpreted, as
well as a concern about making an accurate and sound judgement. One
teacher explains:

LWV TXé& v Hm&sD Dthink that is something we need to address as

a school, that somebody might be ticking a box for something that they

PD\ KDYH LQWHUSUHWHG LQ D GLIITHUHQW ZD\«WKH!
throughout Wales (Redwood Primary, Year 2 teacher, individual interview).

Another teacher points out that interpreting the Outcomes is a very subjective
task, and suggests that the terms used by |ncerts fare also ambiguous. She
said:

, WKRXJKW ,QFHUWV ZRXOG EH EHWWHU EXW LWV
EHFDXVH WKHQ \RX WKLQN GR , WLFN WKLV RQH RU
children who come from another class and it has been ticked and you

WKLQN WKH\ FDQTW GR LW EXW \RX FDQ SXW QRWH
WKLQJV« WKHVH DUH DLU\ IDLU\ phEHJLQQLQJ WRY D
SRLQW GRHV PEHJLQQLQJY EHFRPHWPYWH YV R ORXEIMHFW
$W OHDVW LWV VRPHWKLQJ WR&WoatPYiravy,\R X D PHL
Observation teacher, individual interview).

Even though this teacher recognises there might be a weakness to the Incerts

tool, she suggests it is the best they have at the current time. Another teacher

said that interpreting the Outcomes is not straightforward and therefore, she

either guesses or seeks help and advice from other practitioners to help make a
VRXQG MXGJHPHQW 7 KdmeWwfHhe Battdndey/d@pd very difficult to

HYHQ XQGHUVWDQG , GRQYW NQRZ ZKDW LW PHDQV \F
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W R J H W g@shbauine Primary, Nursery teacher, focus group). To address

reliability in assessment, both the Nursery and Reception teachers of Redwood

Primary conduct Wellcomm®® language assessments on different occasions, for

example, in the same week with the same children so they are able to compare

their findings. Even though this does not directly relate to PSDWBCD it
KLIJIKOLJKWY WHDFKHUVY DZDUHQHYahdn av xtEempité W LY H |

control for this they adopt inter-rater agreement.

Table 15 provides evidence which shows that some of the Foundation Phase
Outcome criteria are perceived as ambiguous in nature, flawed in some way,
difficult to interpret and decontextualised. Seven follow-up interviews took place
with teachers after the focus group tool workshops to ascertain their perceptions
of these Outcomes by using a snapshot well-being tool. The teachers were

asked to think about a child when reflecting on the criteria.

Table 15 7HDFKHUVY SHUFHSWLRQV DERXW )RXQGDWLRQ
for PSDWBCD

Foundation Phase Outcome criteria THDFKHUVY SHUFHSWL
from PSDWBCD (WAG, 2008a):

Outcome 1 criterion S6KH FDQ GR WKLV EX
relevant whenshe UHVSRQGV,

They have started to express in simple _
(Redwood Primary, Nursery
terms how they feel and respond to
teacher).

social greetings.

Outcome 2 criteria 3% XW WKHUH DUH WZEHK

_ _ 2XWFRPH 7KH FKLOG
Children have become aware of their _ )
about is aware of their own

own feelings and emotions and are

8 Wellcomm is a GL Assessment product. It is a speech and language toolkit for screening and
intervention in the early years.
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beginning to identify with those of others.

They are trying to be independent but

sometimes need assistance.

They demonstrate affection for other

children and may play with them.

feelings but they are not beginning
WR LGHQWLI\ WKDW Z
(Redwood Primary, Observation

teacher).

3.Q KLV SHUVRQDO QH
KLV ZRURedwaod Primary,

Year 2 teacher).

S7TKHVH DUH WZR GLII
W K R XReé¢lwood Primary,
Reception teacher).

Outcome 3 criterion

Children have become more independent
in their learning and are able to cope with

the change to routines.

3:HOO WKLV GHSHQGV
(Redwood Primary, Observation

teacher).

Outcome 4 criteria

Children will take part in co-operative

play.

They are able to concentrate on a task.

37KLV GHSHQGV RQ FR
You know how long do they PH D Q
(Redwood Primary, Observation
teacher).

3:HOO WKLV GHSHQGV
L Q O D WwRé&dwood Primary,

Observation teacher).

83<HV ZKHQ WKH\ DUH |
interests and when he is making
O L (R&dwood Primary, Year 2
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They are becoming aware of the
similarities and differences between
themselves and their peers, and
recognise cultural differences and

diversity.

teacher).

3<HV ZKdihé&hing interests him
EXW LW GHSHQGV RQ
(Redwood Primary, Nursery

teacher).

3<HV VKH LV DZDUH RI
but may not always articulate the
GLIIHU@Redwebd Primary,

Reception teacher).

Outcome 5 criteria

Children associate, co-operate and
communicate appropriately with peers

and familiar adults.

They have grasped the concept of fair
play and have an understanding of rules

and why they are there.

In the main they are able to control their

emotions.

37KLV LV SRWGLE@MHED O
because they may do these things
with peers but not adults and vice

Y H U fRBdwood Primary,

Reception teacher).

S7TKLV RQH PHDQV WKH
and understand fair play but it does
not mean they carry it out, does

L WRédwood Primary, Reception

teacher).

S(PRWLRQV ZKDW GRH
8SVHW DQG VDG RU D¢
(Redwood Primary, Reception
teacher).
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They have a clear understanding of right
and wrong and are more aware of other
SHRSOHYV IHHOLQJV YLH

Children have a greater understanding of
the consequences of their actions and
take responsibility for decisions that they

make.

STKHUH DUH WZR GLIIH
K H UREdwood Primary, Nursery
teacher).

37TKHVH DUH WZR GLIIH
(Ashbourne Primary, Year 1

teacher).

37KH\ FDQ XQGHUVWD(
ZURQJ EXW F DAehhNirme F
Primary, Nursery teacher).

37R ZKDW GAsbdHIte
Primary, Year 1 teacher).

Outcome 6 criteria

They demonstrate appropriate self-

control.

They are able to demonstrate skills of
perseverance, concentration and

motivation.

They have begun to form friendships

3,Q UHJDUGYV (Re&kwvabd D W

Primary, Observation teacher).

S'RHV WKLV PHDQ IRU
KLV EHKD{REe®RX""

Primary, Year 2 teacher).

S, LW LQW KRedwogo V KH
Primary, Reception teacher).

3+H KDV IRUPHG

I[ULHC(
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which are very important to them. GRQYW NQRZ LI WKH\
K L PRedwood Primary, Nursery

teacher).

The third difficulty that practitioners report and encounter is evidencing well-

being appropriately, in relation to other Areas of Learning. In other words they

discuss the reification of well-being. Practitioners are concerned about showing

DQG ILQGLQJ pFRQFUHWHYT HYLGHQFH IRU 36":%&"' ZKLF
of well-being as an abstract concept. Gasper (2010) suggests that it is very

common for abstract concepts such as well-being to be reified. The following

teachers in Ashbourne Primary explain thatthe GLJLWDO $SS FDOOHG u %
SURILOHY ZDV SXUFKDVHG LQ DQ DWWHPSW WR KHOS F
following teacher questions the validity of photographs within the tool and said:

| think one of the reasons we went down the 2Build a profile route was to

evidence the Personal and Social because it is more photographic

evidence. But then, even then how can a photograph show you

understand fair and unfair or right or wrong. | mean how do you assess

ZKDWYV JRRG EDG ULJKW ZURQJ XQIDLU FDULQJ
DV V H V {Ashbourne Primary, Year 1 teacher, Number 2, individual

interview).

$QRWKHU WHDFKHU IURP WKH VDPH VFKRRO IHHOV WKl
for PSDWBCD but the 2Build a Profile App helps to address this. She said:

S JHQHUDOO\ , GR OLNH %XLOG D SURILOH EHFDXVH W
SHUVRQDO DQG VRFLDO \RX GRQMTW QHFHVVDULO\ KDY
\RXTYH JRW KAshbGUh® Prinary, Year 1 teacher, Number 1, individual

interview). Another teacher feels that well-being is difficult to evidence.

Therefore, she compares it to another Area of Learning within the curriculum

which she feels is easier to evidence. The teacher said:

ZLWK O0DWKYV \R X ¥Hol RalN sékXHeEddrdeunt to ten, yes

they can order their numbers to ten, yes you know they can make sets.
WelFEHLQJ LV PRUH GLIILFXOW« \RX KDYH WR UHDOO
VWUDLJKWIRUZDUG DQG LWV D UHDOM&Nn@eIILFXOW
2Build a profile comes in, because you can add a photo and then you
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annotate (Ashbourne Primary, Reception teacher, Number 2, individual
interview).

Similarly, teachers from Redwood Primary expressed some difficulty around

evidencing PSDWBCD, and they compared it to other Areas of Learning in the

curriculum which they consider easier to evidence. One teacher said: 3, WKLQN

we track the Literacy and Numeracy more because it is easiertotrack LWV PRUH
PHDVXUDEOH Y(Redwbo@ Rrifmary, Year 2 teacher, individual interview).

Another teacher said: 3/LWHUDF\ DQG ODWKYV LVRétHRddod WR PHDV X
Primary, Reception teacher, individual interview). What is significant is the

difference betw HHQ SUDFWLWLRQHUVY -HEmGadtMaVDQGLQJ RI Z
challenges they perceive and experience in evidencing well-being. For

example, Chapter 5 demonstrated that practitioners understand well-being as a
by-product/outcome of other aspects, and they adopt a dominant objective

indicator view™®. This means that they should be able to evidence well-being in

some way, but there is a disconnect between what they know and understand

about well-being and their perceived challenges about capturing it.

The fourth difficulty that practitioners report and encounter is the perceived

emphasis and status placed upon the frequent measurement of some Areas of
Learning within the curriculum. Overall, practitioners feel that Language,

Literacy and Communication Skills and Mathematical Development are

captured more frequently than PSDWBCD. One practitioner feels that

Knowledge and Understanding of the World is the most frequently measured,

and two other practitioners said Welsh Language Development. Only one

teacher feels that the seven Areas of Learning should have equal weighting

regarding assessment. She said: SWKH 36( HOHPHQW RI WKH FXUULI
Foundation Phase has got equal weighting to Literacy and Numeracy and

Knowledge and Understanding of the WorlG DQG HY HU\WRedvW@ddHOVH"
Primary, Observation teacher, individual interview). This raises the question

about why the Welsh Government decided to make the assessment of three

Areas of Learning statutory at the end of the Foundation Phase rather than all

seven.

% This view is associated with various skills, achievements, developmental milestones,
observable characteristics and cognitive ability to name but a few.
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Teachers specifically refer to aspects of their work that take priority, and the
types of tasks they describe mainly relate to panguage, Literacy and
Communication Skills fand Mathematical Development | Practitioners feel that
certain tasks restrict them from capturing not just PSDWBCD but other Areas of
Learning. One teacher said that SWHVWLQJ KDV WDNH(@edwgddlU TXLWE
Primary, Year 1 teacher, individual interview). Another teacher explains: 3L W {V
Maths and English,thH\ DUH DW W K(Red\RdddHRruiare, Wear 2
teacher, individual interview). The following teacher feels that PSE rather than
expressing PSDWBCD should have the same status as Literacy and Numeracy
in the curriculum. She said: 3, WKLQN /L Wthi¢e@déy\isbragkad far more
WKDQ 36( $OWKRXJIK 36( VKRXOG EH WKH VDPH UHDO
(Redwood Primary, Nursery teacher, individual interview). The following
teacher also feels that certain Areas of Learning are prioritised for assessment.
%XW VKH DOVR WDONV ZLWK VRPH UHJUHW DERXW KHU
friendships in the classroom. She explains:
\HV ZH GHILQLWHO\ DVVHVV PRUH /LWHUDF\ DQG 1>
know who their friends are. This one [meaning PSDWBCD] is really
important but you know, there is so much focus on Literacy and Numeracy
now (Ashbourne Primary, Reception teacher, Number 1, individual
interview).
Arguably, it may not matter whether teachers know abo XW FKLOGUHQYV IULH
but this response implies that the teacher has limited knowledge about certain
aspects of the children in her classroom. When there is a strong emphasis on
prioritising certain Areas of Learning and assessing children against expected,
typical Outcomes there becomes a danger of homogenising children.
Moreover, the priority and/or emphasis on assessing certain Areas of Learning
GRHV QRW KHOS SUDFWLWLRQHUY NQRZ DERXW FKLOG
talents and only provides a limited view of their development, skills and/or
abilities. However, Baker (1998; cited in Basford and Bath, 2014, p.6) suggests
that when too much emphasis is placed upon the individual and their talents in
assessment, there is a danger of missing other abilities such as the way in
which children work collaboratively in different situations. In other words,
balanced assessments of young children should be carried out which capture

what they can do on their own, with adults and with their peers.
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The following teacher further highlights that other stakeholders are more
interested in certain Areas of Learning, such as panguage, Literacy and
Communication Skills fand Mathematical Development firather than
PSDWBCD. This indicates that Areas of Learning in the Foundation Phase
curriculum do not have the same status. The teacher said:

| would definitely say Literacy and Maths because of the nature of the

expectation of the school. This [PSDWBCD] is equally important but |

ZRXOG VD\ FHUWDLQO\ EHFDXVH Wglebam fopeopled W ZH |
(Redwood Primary, Reception teacher, individual interview).

To summarise, the majority of practitioners communicate and experience
various difficulties in the process of capturing well-being in the curriculum. They
feel that assessment is not fairly implemented across the Areas of Learning,
and there are six possible explanations for this. Firstly, because well-being
appeared as an Area of Learning in 2008, and therefore practitioners feel more
familiar with capturing longstanding Areas like Mathematics fand English
which have been present in the curriculum since 1988. Secondly, in 2013, the
Welsh Government introduced statutory testing for seven year olds in Literacy
and Numeracy with no requirement to test children in other Areas of Learning.
Consequently, this requirement might influence more assessment in the Areas
that are being tested. Thirdly, practitioners experience difficulty because they
do not regard PSDWBCD in the same way in the curriculum as Mathematical
Development fand panguage, Literacy and Communication Skills fover the
FRXUVH RI D FKLOGYVY HGXFDWLRQ 7KLV UHDVRQ LV I;
which practitioners frequently communicate PSE rather than PSDWBCD in
relation to the curriculum. This reason is also supported by a strong practitioner
perception that well-being should be integrated throughout the curriculum.
Fourthly, the integrated code is advocated in policy but there is an assessment
expectation which is more in line with a collection code curriculum (Bernstein,
1982) and this creates confusion and uncertainty. Fifthly, there are different
understandings associated with well-being and this potentially leads to an
uncertainty about which concept of well-being should be captured. Lastly, there
are limited tools available to capture PSDWBCD as previously suggested in

Chapter 2. Therefore, practitioners have a very limited repertoire of tools to
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hand. The next section discusses the findings from two workshop-based focus

groups which provided practitioners with an opportunity to explore various tools.

7.5 The usability of different tools

9DULRXV WRROV WKDW DUH DLPHG D WbheD BaweXdéehQJ \R X

discussed in Chapter 2, but in general there is limited empirical evidence about

SUDFWLWLRQHUVT SHU F taM20 R WiorRebver, RARNI® ¢t at. K L W H
DUJXH WKDW 3WKH XVDELOLW\ RI VSHFLILF VFUHH

perspective of those who have responsibility for administering the tool appears

WR EH D QHJOHFWHG DUHD RI UHVHDUFK” ™ S TKHUFE

empirical evidence which could inform the future development of tools, as well

aslearning PRUH DERXW SUDFWLW Qg RfQuellth&inp, ¥v@ Gdtkd) VW D Q G L ¢

shop based focus groups lasting one hour took place with practitioners in each

school. The findings from these workshop-based focus groups are discussed

next.

Table 16 shows that practitioners have positive and negative views about four
GLIIHUHQW WRROV +RZHYHU QR SRVLWLYH YLHZV ZH
observational tool and this is marked as a shaded area. Various comments

within the table are marked with an asterisk and are further discussed later on.

It should be noted that the practitioners were exploring the tools for the first

time. Therefore, their views do not relate to first-hand use of them, apart from

two practitioners who had previously used the Leuven Involvement Scale (LIS).

In this case, negative comments 2 and 3 reflect this.

Table 16 3UDFWLWLRQHUVY YLHZV tOdsRXW IRXU GLIIHUHQ

Name of tool Views inclined to be Views inclined to be
positive negative
PERIK tool 34 X L W Hfoll rédoFedg, 3, GRQIYWY OLNH
(Mayr and nottootime-FRQVXPLQJ| WKHU H¥evalDagal. If
Ulich, 2009) people focused on that
8<HV WKLV ZRXO ( overall total they might miss
HDV\ WR FDUU\ RXV| VRPHWKLQJ VLJQ
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3, ZRXOGQIYW VD\ 36R WKHUH LV
learning something new, butit | SODQQLQJ"’
PLIKW KLJKOLJKW

S:LWK WKLV RQ
scored high is there a
programme or anything, it
GRHVQIW GR DQ\
WKHQ"”’

4: 37TKLQNLQJ RI W
we did it on somebody like
Lucy [pseudonym] who
ZRXOGQTW EH DE
WKHVH LW ZRXO(
necessarily mean her well-
EHLQJ LV ORZ’

3/LNH WKLV RQ
the results, but what do you
GR ZLWK LW"’

Leuven S:KDW , OLNH DEFH S%HFDXVH WKL
Involvement FDQ VHH WKH KLJK| take age into consideration,
Scale (LIS) WKLV LV JHQHUD(
(Laevers, 37R PH LWV XVH are not looking at this in
2003) children you are concerned terms of ages. So if a child
about but not necessarily the | in Year 2 was doing that
ZKROH FODVV’ and a child in Nursery was

doing that, how do you

37KLV UHPLQGYV H differentiate? You would
much of the NFER behaviour | expect a three year old to
checklist that | used to use remain on task for less
when they entered into time, so how do you
Reception. You can use itin | measure that? You might
Nursery as well but the kind of | expect yours [points to the
FRPPHQWY DUH YH/| Nursery teacher] to be on
this is a really easy one to task for 5 minutes and in
XVH’ Reception we would expect
ours to stay on task for 10
PLQXWHV VR ZH
necessarily have the same
judgment then would we
based on Nursery to
5HFHSWLRQ«,I \R
judgement based on
Nursery or Year 2 then you
would score it the same,
but you would expect a
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Nursery child to be
GLIITHUHQW’

3$ \HDU RI P\

QHYHU JHW EDFN
WHOO XV DQ\WKL

5, W GLGQTW WH
ZH GLGQTW DOUH

Ol

Strengths and

3¢V D WHDFKHU

STKHUH LVQIW

Difficulties WKDWIV HDV\ DQG | foryouto make up your
Questionnaire RZQ QRWHV RQ W
(SDQ) 3<RX ZRXOGQTW
(Goodman, WUDLQLQJ RQ-WKD 3. W GRHVQTW J
1997; Whiteet | H{ISODQDWRU\"’ summary of anything or
al. 2013) ZKDW WR GR QHI[V
3, WKLQN VRPHW  really tell you what to do
RQH FRXOG EH DGO ZLWK WKH UHVXO
3<RX FRXOG VHQ( 3, GRQTW WKL(
educational psychologist as anything new about the
HYLGHQFH , O L N H| child or what to do next or
It also gives you an ZKHUH \RX DUH J¥
opportunity to record how a
FKLOGYTV EHKDYLRX 3:KDW GR \RX (
on the other childrenand I like | DIWHUZDUGV"’
WKDW’
LWV Y Hiighdly Eridl U
you can add up the score and
things and it tells you if they
are borderline or abnormal.
,WIV KDQG\ DQG HI
3, WV HDV\ WR VI
ZRXOGQTW QHHG D
WUDLQLQJ”
3<RX FRXOG GR W
DQ\ \HDU JURXS"~
8, TXLWH OLNH L
HDV\ WR ILOO LQ L
TXHVWLRQQDLUH"
Observational | No positive views reported 87KLV LV UHDOZ(

tool (Roberts,

<RXTYH JRW WR

U
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2010)

XQGHUVWDQG WK
loWw RI ZRUN WR EI
time-consuming and you
need to understand the
codes. If | had to choose,
TP QRW VD\LQJ L
EXW LWYV TXLWH
would not be worthwhile.
,WIV TXLWH MDU/J
WKH ELW , GRQIW
WKDW \RX FRXOG
up and if you wanted all of
your staff to do it in the
Nursery - would they know
what those elements
PHDQW" ,WYfV QR
use as a pick up tool. , W
not just training for us but
LWV WUDLQLQJ |
DV ZHOO”

S,WTV QRW HDV
LV LW WV QRW

37KH LGHD RI1'Y
and looking back and
everything is great as that
sort of observation is great.
If you have the time to do it.
Then you have to collect it
all over a period of months.
How can you collect that
much information on 60
children in Reception over
a period of months? | was
thinking you might get the
hang of it if you did it about
fifty times. How can you do
all of that with so many
FKLOGUHQ :HTYH
KDYHQTW ZH WKI
to have the time to sit and
observe on a regular basis.
This one is so time-
FRQVXPLQJ’

3<RX ZRXOG ZD
things that you feel they
find difficutoU WKH\ FI
and a test would do that
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DQG WKLV RQH G

Table 16 also shows that the majority of practitioners were mostly positive about

the SDQ tool. The reasons they provide are ease of use, quick to complete,

requires little training, adaptable for any age group, and provides information

about borderline or abnormal behaviour. It is worth noting that only one
SUDFWLWLRQHU VDLG WKH\ OLNHG WKH /,6 WgRRO EHFD
as in their strengths and capabilities, even though all four tools were designed

WR IRFXV RQ FKLOGUHQYYVY SRVLWLYH GHYHORSPHQW
positive about the PERIK and SDQ tool because they feel it would be quick and

easy to use, whereas some feel that the observational tool would be time-

consuming to use.

Four practitioners indicated that the time invested in using the LIS, SDQ and
PERIK tools would not tell them anything new about a child. This finding was
reported by practitioners in White et al. (2013) study who piloted the SDQ in one
Scottish Local Authority in Glasgow as a transition tool for assessing well-being
on-entry to school. The study was funded by the Scottish Government and set
out to develop a consistent approach for pre-school establishments in
LGHQWLI\LQJ F K ate@rdtddpd] WehaRdutabdisorders, which could
LPSDFW RQ 3DFDGHPLF DWWDLQPHQW DQBmatF KRRO HQ.
school. It could be argued that the focus of this research funded by the Scottish
Government resembles a deficit perspective which supports the argument put
forward in Chapter 5. Even though practitioners in White et al. (2013) study did
not learn anything new about the children, they felt that is was encouraging and
refreshing to be assessing aspects of gocial and emotional development father
than always assessing abilities in Mathematics pr panguage  Participants in
White et al. (2013) study also expressed a concern about whether primary
school practitioners would pay much attention to the findings. In addition,
practitioners were concerned about labelling young children too early at the
start of their education when using the SDQ. In other words, children were
being measured against criteria, which consist of some pro-social behaviours,

but mainly deficit behaviours to ascertain if they were functioning as borderline
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or abnormal. White et al. (2013) concluded that a tool should be accurate in
measuring what it sets out to measure and the findings should be effective and
useful for practice.

The findings in Table 16 reveal an emerging theme amongst practitioners which

resembles a deficit perspective towards young children®. In other words,

practitioners feel that the PERIK and SDQ tool seem to be lacking in follow-up
SURJUDPPHY DQG RU ZD\V IRUZDUG $UIJXDEO\ LQ RUC
deficiencies and bring them in line with the expected, typical, universal child

criteria. Haworth and Hart (2007) suggest that a deficit view of young children

has existed since the Second World War and is still evident today.

Furthermore, Basford and Bath (2014) suggest that when education systems

focus on;

WKH LGHD RI PDNLQJ MXGJHPHQWYV WR GHWHUPLQH
GHYHORSPHQW LV HLWKHU pQRIYpalacgs Belr yW\SLFDO
RSSRVLWHV« VXFK MXGJHPHQWY DOVR SURYLGH WK
LGHQWLI\LQJ WKH pyDEQRUPDOY FKLOG« S

The argument suggested by Basford and Bath (2014) provides one explanation
as to why practitioners were mostly positive about the SDQ tool. This is
because it mainly sets out to capture borderline and abnormal traits which could
be viewed as focusing too much on the deficit, and is a limitation of criterion-

referenced assessment.

Findings from the focus group workshops also revealed that practitioners want
more guidance and strategies about what to do once they have used the tool to
bring children in line with expected criteria. They feel that the tools failed to
answer the following questions: where do | go next? What happens now?
What do | do with the information? This indicates that the {ool developer
assumes that practitioners know what to do with the information. Or the tool
developer has not considered what practitioners should do next and this could
be a development area for future tools. The transcript extract below is taken
from the Ashbourne Primary workshop which emphasises what practitioners
think the tools are lacking:

% views which relate to a deficit perspective are marked with an asterisk * in Table 16.
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Nursery teacher:  None of them really guide you or tell you what to do next.
Year 1 teacher: 7TKDWYV UHDOO\ ZKDW SHRSOH ZDQW

Nursery teacher:  You want to know what to do.

Year 1 teacher: Yes, what activities will push that.

Researcher: When you say, what to do. What do you mean exactly?
ALL: Ideas and activities.

Researcher: So when you have information from the tool, do you want to

know what to do with it?

Reception teacher: Yes. ,W{V OLNH WKH p7LPH WR 7DONY SURJI
screenatthe EHJLQQLQJ WKHQ ZHYYH JRW D EI
that you can do, then you can assess that. We need
something like that.

It seems that practitioners want a tool that is relatively prescriptive which
contains three parts; firstly, some sort of pre-screening/assessment and
diagnostic component, secondly activities and/or a structured programme to
address the deficiencies, and thirdly, some sort of post-assessment. A similar
point was made by the following teacher who feels that tools need to provide
follow-up strategies. Her view also reflects a deficit perspective. She said:

WKHUHTV QR SRLQW IRFXVLQJ RQ ZKDW WKH\ FDQYV
tools then to be able to rectify it or do something about it. So do they? If it
highlights the thingsthe\ FDQYW GR DUH WKH\ JRLQJ WR JLY]I
need, or are you then going to go hunting because you need it all together

G R Q T Redwdod Primary, Observation teacher, focus group tool

workshop).

This teacher feels that tools need to help practitioners rectify something and

therefore should be comprehensively designed. She implies that it could be
time-FRQVXPLQJ WR KDYH W Rlapad RaKfer@aid L Boivgver @t G

could be argued thatitistheroleofatHDFKHU WR pJR KXQWe QJY WR
and find the most appropriate ways forward for a child. Alternatively, many
WHDFKHUVY UHVSRQVHY LQGLFDWH WKDW WKH\ ZDQW |

been utilised.

The workshop-based focus groups have also revealed some differences in
cultural expectations of children. For example, the following teacher feels that

the PERIK tool is aimed more at Year 2 children who are aged between 6-to-7
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years old. But the tool which has been designed by German researchers is
aimed at 3-t0-6 year olds. The teacher said:

going back to that German one, this would have to be more for Year 2
FKLOGUHQ EHFDXVH D ORW RI WKH VWDWHPHQWYV F
see in a child in Reception. The statements are more applicable for older

children, the expectation on here | think are higher, look- yuGRHV QRW DOO
himself or herself to be put under pressure and holds an opinion that

RWKHUV GR QRW VKDUHYT $ 5HFHSMehR@aElet, OG FR X
Ashbourne Primary, focus group tool workshop).

Even though the teacher in the above quote does not think a Reception child
who is aged between 4-to-5 years would be able to hold an opinion that others
do not share; Mayr and Ulich (2009) who developed the tool believe that they
can. Another example which highlights the differences in cultural
understandings of children is reported in the following response about the LIS
tool:

looking at these interms of wel-FEHL Q J TP MXVW WhHemQINLQJ VR
you are talking about wriggles, throws objects, sucks thumb, more or less

having tantrums here. Like in Nursery you would see that more than you

would by the time they came through to Reception. You would accept

these things more in Nursery than you would in Reception (Redwood

Primary, Reception teacher, focus group workshop)

The teacher implies that a tantrum is characterised by wriggling, throwing

objects and thumb sucking. She also suggests that Nursery children tend to

have more of them than Reception aged children, which implies an age and

stage understanding but arguably this is not necessarily true. Another cultural

expectation of children was also highlighted in a negative comment for the LIS

tool, where one practitioner suggested that a three year old and a seven year

old could score the same, but the score would not be representative of the

FKLOGTV DJH 7KH WHDFKHU VHHV W DlifsreBtV D ZHDNQH
SHUFHSWLRQV RI FKLOGUHQYV H[SHFWDWLR®QYV DQG FD

BURXW DQG -DPHV DQG SWKH LPPDWXULW\ RI FKL
life but the ways in which this immaturity is understood and made meaningful is
D IDFW RI FXOWXUH" %DVIRUG DQ G it%¢dnlide argued S 7K

that cultural expectations of children need to be taken into consideration when

developing tools.
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The other reason for exploring various tools with practitioners was to further

investigate their understanding of well-being. However, this did not reveal

anything new but it clarified two points about well-being that have been

previously discussed in Chapter 3. Firstly, well-being is a complex concept and

therefore a single number is too simplistic to represent well-being. Practitioners

feel thata number LV OLPLWLQJ DQG GRHV QRW UHip@HFW WKH
and doesnot pMXVWO\T UHS UkolbbyQ BécondiyKthePeGsTaMack of

consensus about the meaning of well-being between the people who develop

tools and the practitioner.

7.6 Summary of findings

This chapter discussed how practitioners capture well-being in the early years
curriculum, and it examined what tools they use to assist them in this process.
Evidence indicates that practitioners generally use four different tools to capture
pre-determined criteria, for PSDWBCD within the Foundation Phase. These
tools typify criterion-referenced assessment and are more aligned with a
pollection fode as opposed to an jotegrated fode which is the direction
advocated in policy (Bernstein, 1982). The Outcome criteria which are
presented to practitioners in the Foundation Phase are perceived as ambiguous
in nature, flawed in some way, difficult to interpret and decontextualised. In
addition to this, practitioners communicate and experience the following

difficulties:

1. Practitioners feel ill-informed about the purpose and rationale of
capturing well-being;

2. Concerns about the multiple interpretations of Foundation Phase
Outcomes and issues regarding validity and reliability;

3. Evidencing well-being appropriately in relation to other Areas of
learning;

4. Practitioners feel there is a general expectation to capture other Areas

of Learning more frequently in the curriculum.
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7KLYV FKDSWHU UHYHDOHG SUDFWL Wibdgrv@Higdd] XQFHUWTEL
which corresponds with their uncertainty of the nature of well-being and the way
in which it is operationalised. There is also a resemblance between the various
ways of understanding well-being and the various difficulties practitioners
experience in capturing well-being. In other words, practitioners encounter
difficulties because they conceptualise well-being in various ways which are
associated with at least four different dimensions. This indicates that different
tools are needed to capture different dimensions of well-being. There appears
to be some disconnect between their understanding of well-being and the
challenges they perceive in capturing well-being. For example, if practitioners
understand well-being as a hy-product/outcome § D Q GobeQivetindicator ¥

they should be able to evidence well-being in some way.

7KLV FKDSWHU DOVR GLVFXVVHG SUDFWLWLRQHUVY YL
that practitioners generally like tools that are quick and easy to use, which

corresponds with the challenges and concerns they have about their practice

which are discussed in sections 6.7 and 7.4. Furthermore, practitioners think

that many tools are missing follow-up strategies and/or programmes to bring

children in line with expected, typical, universal criteria. This suggests that

practitioners have a tendency to adopt a deficit perspective of children due to

the expectations placed upon them. Exploring various tools with practitioners

also highlighted the cultural differences RI FKLOGUHQTV DBih@h WLHV D C
need to be acknowledged when developing tools. The following chapter

summarises the key findings and discusses the conclusions, before suggesting

wa\V Rl GHYHORSLQJ SUDFW lt\WdoRiiQcHddes faroQsHpdlioy)w D L Q W\

recommendations and considers the future directions for well-being research.

® This view is associated with various skills, achievements, developmental milestones,
observable characteristics and cognitive ability to name but a few.
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&RQFOXVLRQ

8.1 Introduction

The central aim of this thesis was to explore how the concept of well-being is
understood and operationalised in the early years curriculum through examining
the implementation of the Foundation Phase in Wales. The aim was achieved
by considering the following research questions:
1. What do primary school practitioners (such as teachers and teaching
assistants) NQRZ DQG XQGHUVWDQG DERXBNGRXQJ FKL
2. How is well-being operationalised in practice?
3. What tools do primary school practitioners use to capture well-being in

the classroom and to what extent are they fit for purpose?

A qualitative inquiry approach was adopted to address these questions which
involved capturing data via multiple methods (see 4.4.1), and using two primary
schools as research sites (see 4.3.2). Thematic analysis was the main data
analysis approach but content analysis was also applied (see 4.6.2). In order to
authenticate and strengthen the key findings the analysis involved examining
SUDFWLWLRQHUVY X Q-Beihy Wil thelr Galy-Gpdddy Brackdd<O Ohe
analysis draws upon various Bernsteinian concepts (1977; 1982; 1990) such as,
WKH pLQWHJUDW H Gdflel2qQ @GsgoEiRr€d CordeptsLoR @eBsification
and framing flin order to understand how well-being is conceptualised and

operationalised in the curriculum.

This chapter revisits the research questions and briefly summarises the key
findings before explaining how the thesis contributes to the following three
areas; firstly to understanding the implementation of Foundation Phase policy in
Wales, secondly to understanding the nature of well-being in the early years
and lastly, to understanding well-being in the curriculum more generally.
Thereatfter, various reasons are explored which explain why practitioners are
uncertain about the nature of well-being in the early years curriculum. This is
followed by discussing the short and longer term policy and practice
implications of this study as well as future directions for research.
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8.2 What do primary school practitioners (such as teachers and
teaching assistants) k QRZ DQG XQGHUVWDQG DERXW \RXQ
well- being?
In general, this study finds that practitioners are hesitant and uncertain about
articulating the nature of well-being. This reinforces the complex and
ambiguous nature of well-being which is widely acknowledged and reported
(Mayr and Ulich, 1999; Haworth and Hart, 2007; Ryan and Deci, 2001; Gasper,
2010; OECD, 2011; Dodge et al. 2012; Mashford-Scott et al. 2012; Soutter et al.
2012; La Placa et al. 2013). Chapter 5 shows that when practitioners engage in
discussions about well-being they communicate various dimensions and thus
various discourses are associated with the concept, such as the hedonic/mental
states discourse, eudaimonic and needs-based philosophical discourses which
explain why they are hesitant and uncertain. The analysis identified the
following four dimensions:
1. Purpose:
Well-being as a pre-requisite® and a by-product/outcome®?
2. Concept:
Well-being is an irreducible and a reducible construct®
3. Measurement:
Well-being can be assessed through objective indicators rather than
needing subjective evidence from the child
4. Curriculum:

Well-being needs an integrated approach rather than discrete delivery

The four dimensions highlight that from the perspective of the practitioner, well-

being has various interpretations. 7KH PUSXUSRVHY DQG pPFRa@EBFHSWY (
generally communicated equally, but practitioners favour certain positions within

the measurement fand purriculum flimensions. In terms of poncept Jthe data

and analysis reveal that the terms practitioners use to explain well-being are

readily categorised into three different domains, such as gocial fwvell-being,
gmotional/psychological fvell-being and physical Yvell-being. According to

®2 As in a contributor to learning effectively.
®% A positive or negative experience that is home and/or school related.
% (1) social well-being, (2) emotional/psychological well-being (3) physical well-being.
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Statham and Chase (2008) these three domains are typically associated with
young children. However, when content analysis was applied to various policy
documents relating to young children and the curriculum, it emerged that social
well-being is generally overlooked (see 3.3.2). This could be an indication that
people who write and develop policy may not always have a gecure
understanding of the nature of young children and their capabilities. A
FRQVHTXHQFH RI RYHU O-Bdtl in Qalicy WHRR Isbf@§ ZHO O
associated with positive development and pro-social behaviours (Eisenberg,
2003; Fauth and Thompson, 2009) means there is little emphasis on developing

altruistic behaviours in young children.

In terms of measurement Jpractitioners talk more frequently about objective
indicatorsasaway Rl PDNLQJ MXGJHPHQWYV D&RXWhjdtieKLOG TV
indicators included D FKLOGYV FRJQLWLYH DELOLW\ ¥Mé&irLOOV LC
school attendance or positive and negative behaviours to name but a few. This

study suggests that practitioners favour objective indicators over subjective

evidence because there is a general feeling that young children are incapable,

and not sufficiently expert in communicating a personal view of themselves, and

their world around them. According to Mashford-Scott et al. (2012) and Soutter

et al. (2012) the objective indicator understanding of well-being is the leading

discourse amongst those who work with young children. But this thesis shows

that the objective indicator discourse is not the leading discourse but rather one

of many. In terms of gurriculum Jpractitioners favour the integrated code of

delivery for well-being and this is strongly perceived by practitioners, which

corresponds with a strong integrated code which is advocated in Foundation

Phase policy.

The study also finds WKDW SUDFWLWLRQHUY PDNH D MXGJHPHC
being which is often based on an unwarranted assumption that is associated

with a FK L O G f-¥condhtidackground. Practitioners tend to believe that

children from poorer backgrounds have poor well-being and children from more

affluent backgrounds have good well-being. However, as outlined in Chapter 2

there is evidence that poor well-being and negative feelings of quality of life are

also associated with those from affluent backgrounds. There is a possibility that

some children may not get the required support they need to help them succeed
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inschool LI SUDFWLWLRQHUV FRQWLQXH WR PDNidinfi XGIJHP
based on unwarranted assumptions. Misunderstandings associated with well-
being supports Desjardins {2008) argument that many claims about well-being

are based on assumptions which are unsupported with robust empirical data.

8.3 How is well- being operationalised in practice?

This study finds that practitioners are generally uncertain about how to
operationalise well-being. Despite this a total of five different types of practices
emerged from the data and analysis. They are:

1. Nurturing well-being practices
Classroom environment well-being practices
Whole school well-being practices
& K L O GweHHeemhy practices

Discrete teaching practices

o bk 0N

HIXUWXULQJY HFODVVURRP HQYLURQRESH®O WInd®G pZKR
be embedded throughout the school day and occur as and when they are

necessary. They relate to positive relationships and creating appropriate

environments for children and they are not explicitly planned learning activities.

In addition, they relate to a needs-based theory of well-being (see 3.2.3); in

other words practitioners communicate various underlying conditions and

contributing factors that promote and support well-being. This corresponds with

their understanding of well-being as a by-product/outcome. p&KLOGUHQYV ZHO
being practices merged from field-notes and demonstrate that children also

enact well-being. This type of practice shows that young children are

knowledgeable and capable, despite what some adults think. In addition,

M F KL O G U-Hahg praztides Peveal how young children show empathy

towards others and take care of their peers. ,Q % HUQVWHLQYYV WHUPV
practices 1 to 4 are weakly classified and weakly framed.

7KH pGLVFUHWH W H D F#ighQyldiffeebt fnWidt ety the Dtbiets, in
that they are planned activities which are discretely delivered and are strongly
classified and strongly framed (Bernstein, 1977) ,W HPHUJHG WKDW u36("
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IUHTXHQWO\ XVHG E\ SUDFWLWLRQHUV DV D ZD\ RI LQV
Practitioners were observed on some occasions explicitly teaching well-being
related activities but they were not timetabled regularly as daily sessions. For
H[DP S Qddretga®el-EHL QJ S UD F imMpéntem&d idugh the Social and
Emotional Aspects of Learning programme, circle time and worksheets. In
Bernstein |V W H U-Paing BtoQly classified and strongly framed
but having said that, in comparison to other Areas of Learning such as
pjanguage, Literacy and Communication Skills fand Mathematical

Development {it is weakly classified and weakly framed. These aforementioned
Areas are strongly classified and strongly framed and are also delivered
discretely, but they are timetabled on a daily basis, and have strong boundaries
between them. Numerous examples from field-work observations show strong
framing where the boundary is sharp, and practitioners have more control over
the selection, organisation, pacing and timing of the knowledge transmitted
(Bernstein, 1977). These findings are significant because they show that the
integrated curriculum code which is strongly advocated in Foundation Phase
policy is not currently being implemented in two primary schools which were

used as research sites.

There is a strong emphasis in the policy that places PSDWBCD, one of seven
Areas of Learning, at the heart of the Foundation Phase. The Welsh
Government state that it should be integrated across the curriculum regardless
of whether practitioners choose to integrate or discretely deliver the other Areas
of Learning (WAG, 2008b). However, six of out 14 practitioners interviewed did
not consider it to be the most important Area of Learning in the curriculum.
Since the introduction of the Foundation Phase in 2008 the policy direction
strongly emphasises play-based learning (Waldron et al. 2014), therefore, it is
VXUSULVLQJ WR UHSRUW WKDW SUDFWLWLRQHUV GR Q
as a way of operationalising well-being. Field-notes show that children are
more than capable of operationalising well-being through unstructured play in
the classroom (see 6.5.4), but this was not communicated or recognised by any

practitioners in this study.
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The study also finds that practitioners in both primary schools operationalise

well-being in very similar ways, despite working with children in different socio-

economic contexts. This enactment in practice corresponds with their belief

that well-beind LV FORVHO\ DVVRFLDWHG ZLWK D FKLOGTV K

something they feel they cannot always influence.

The analysis also reveals that practitioners perceive three curriculum

FKDOOHQJHYV WKDW PD\ LQ {eiX¢Hadgativelways BirstQ TV ZHOO
they feel that the introduction of testing in Mathematical Development fand

pjanguage, Literacy and Communication Skills fis having a negative influence

on child well-being; secondly they feel that there is limited time to implement an
overloaded curriculum, and therefore practitioners feel pressurised into rushing
children to complete tasks ZKLFK FRXOG QHJDWLYHO\ H@Q@XHQFH
Thirdly, practitioners feel there are two unrealistic expectations placed upon

them which could have a negative influence on child well-being; one relates to

children meeting Outcome 5 in the Foundation Phase, and the second one

relates to practitioners being expected to respond to societal problems.

8.4 What tools do primary school practitione  rs use to capture well-

being in the classroom and to what extent are they fit for purpose?

The study finds that practitioners are uncertain about how to capture well-being.
The analysis shows that four different tools are currently in use by practitioners
in two different primary schools to capture well-being. The following four tools
are generally characterised by criterion-referenced assessment:

1. Paper-based forms

2. Digital forms

3. Worksheets

4. Observation

Criterion-referenced assessment is described by Fleer (2002) as first level
assessment which focuses on what children can do without support flbut it is

rather narrow in nature and only captures part of a picture. Other forms of
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assessment are available, such as gecond level fassessment which focuses on
what children can do with support fland are often more socio-cultural in nature.
This study reveals important findings about the perception of Foundation Phase
Outcome criteria. For example, practitioners report that criteria are ambiguous
and difficult to interpret. Practitioners also perceive and experience various
difficulties when capturing well-being, which indicates that the current
Foundation Phase Outcome criteria may not be fit for purpose.

The following difficulties and concerns are communicated by practitioners about
capturing well-being:
1. Practitioners feel ill-informed about the purpose and rationale of
capturing well-being;
2. There are concerns about the multiple interpretations of Foundation
Phase Outcome criteria and issues regarding validity and reliability;
3. The challenge of evidencing well-being appropriately in relation to other
Areas of learning;
4. Practitioners feel there is a general expectation to capture other Areas

of Learning more frequently in the curriculum.

There are three possible explanations as to why practitioners experience these
difficulties. Firstly, they believe that well-being should be integrated throughout
the curriculum, which is the expectation in the policy, and they do not view well-
being as an Area of Learning in the curriculum. However, there is also an
expectation in the policy that requires practitioners to assess children, in line
with a discrete curriculum type, and this makes the task of capturing well-being
difficult. Secondly, practitioners experience difficulties because they
conceptualise well-being in various ways, and possibly feel overwhelmed with
the different interpretations associated with the concept. Therefore, they are
not sure about which dimension or well-being domain to assess. Lastly, as
demonstrated in Chapter 2, limited tools are available, especially for capturing
\RXQJ FKLO Gheih@ifi the£tti@@um. Therefore practitioners have a
very limited repertoire of tools to draw upon. Various well-being assessment
tools were explored with practitioners in two workshop-based focus groups.

Findings reveal that practitioners prefer tools that are quick and easy to use
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which could be related to the challenges they report about implementing the
curriculum (see 6.7). In addition, they report that many tools are missing follow-
up strategies and/or programmes to bring children in line with expected criteria.

8.5 Contribution of the thesis

The following section explains how this thesis provides a significant insight into
three areas, firstly to understanding the implementation of Foundation Phase
policy in Wales, secondly to understanding the nature of well-being in the early

years and lastly, to understanding well-being in the curriculum more generally.

8.5.1 Understanding the implementation of Foundation Phase policy in Wales

The policy direction for delivering the seven Areas of Learning strongly
advocates an integrated curriculum code. In other words, Areas of Learning
should not be delivered in isolation. However, the direction is different in the
M/HDUQLQJ DQG 7HD FK L @tatudaryG@arurReht (WA®R 2008b)
which aims to support successful implementation of the Foundation Phase. The
non-statutory document suggests that practitioners can choose the pntegrated
code or discrete flelivery code. In addition, it states that;
Personal and Social Development, Well-being and Cultural Diversity
should be an integral part of planning across all Areas of Learning
UHIJDUGOHVV RI ZKHWKHU D SUDFWLWLRQHUYV SOD
involves a combination of approaches (WAG, 2008b, p.15).
Therefore, in terms of PSDWBCD, there is clear direction about its delivery, but
there remains some uncertainty about the curriculum as a whole and how the
seven Areas of Learning are operationalised in practice. For example, if a
discrete delivery code is implemented, it is not clear whether PSDWBCD should
remain integrated or be delivered discretely. Any future documents may need
to ensure that consistent guidance is presented about the delivery of the
Foundation Phase. It is important that both statutory and non-statutory
documents which aim to support effective implementation provide the same

guidance.
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In addition to different messages about the policy direction of delivering the
Foundation Phase, this study finds that particular well-being domains are
privileged in various policy documents relating to young children and the
curriculum. Moreover, there is some inconsistency in how well-being domains
are described. Chapter 3 (see Table 4) demonstrated that eight different
domains are currently used in various policy documents relating to young
children and the curriculum. For example, tH P R W L R-@ Bl Q QZHeee&edIrJ
the following ways: tHPRWLR-@BDQ QMO @KHDOWK D{EH HPRWLR QL
MAHEHLQJ HPRWLR QD O TGefeYore(xtiRsSHesigFMgdests that in

order to provide clarity about the concept, which is frequently regarded as being
complex and ambiguous, it is important to be consistent when describing the
domain. Future policy documents that describe or mention well-being should

aim to ensure that well-being domains are presented consistently.

In order to understand how well-being is operationalised in the Foundation

Phase this study draws upon various Bernsteinian (1977; 1982; 1990) concepts,
suchasthe _4FROOHFWLRQY &nQeGandlii@ivaksdtiaiewddrigdpts of
MFODVVLILFDWLRQY DQG pIUDPLQJ Y strafekhht GBOWD DQG D
integrated code is not being implemented in the case study, and some Areas of

Learning are more strongly classified and more strongly framed than others in
SUDFWLFH 7KLV UDLVHV TXHVWLRQV DERXW SUDFWLYV
understanding of the integrated code in practice and also about its

viability/application in practice. It could be argued that the integrated code is

easier to write about in policy than it is to operationalise in practice. However, it

could also be argued that if practitioners are knowledgeable about key features

of their practice and have a secure understanding of curriculum delivery and

pedagogical principles of working with young children, then the integrated code

could be applied in practice.

Since the introduction of the Foundation Phase in 2008, the Welsh Government
has introduced the National Literacy and Numeracy Framework (LNF) to be
embedded into the curriculum to help raise standards in literacy and numeracy.
The introduction of the LNF by the Welsh Government could be an indication

that the integrated code is not working as had originally been envisaged,
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particularly in terms of improving outcomes for all children. Key findings from
the three-year evaluation of the Foundation Phase report that;

the evaluation has found no evidence to suggest it has made any
observable impact so far on reducing inequalities in attainment at the end
of Key Stage 2 (based on the first three cohorts of over 1,500 pupils in
Pilot schools who have since reached the end of Key Stage 2) (Taylor et
al. 2015, p.3).

Bernstein (1982) raises questions about some of the assumptions underpinning
the integrated curriculum code and suggests it may disadvantage working class
children. Whitty et al. (1994) further argue that the integrated code raises
guestions about equal opportunities for all learners in the curriculum.

Therefore, to some extent, findings from this thesis and evidence from the
three-year evaluation support these concerns. This thesis suggests that from
2013, the policy direction is to ensure that three Areas of Learning are
integrated as opposed to just PSDWBCD®. In other words, some Areas of
Learning in a curriculum are delivered through the ptegrated fode and some
Areas are delivered through the pollection £ode. However, this may present

challenges for assessment purposes.

This study also shows that practitioners demonstrate a degree of uncertainty
about the nature of well-being and how it should be operationalised and
captured. This is an important finding because key findings from the three-year
evaluation of the Foundation Phase also identified other important concepts
which practitioners are uncertain about. For example concepts such as;

formal and informal teaching; learning through play; continuous, enhanced
and focussed provision; child-initiated, practitioner-initiated and
practitioner-directed activities; and observation (Taylor et al. 2015, p.113).

This thesis suggests that well-being can be included in the quote above, which
reports key findings from the Foundation Phase evaluation. Therefore, this
thesis argues that practitioners are uncertain about many important concepts

which relate to effective pedagogy in the early years and this needs addressing.

®® pPSDWBCD, Mathematical Development and Language, Literacy and Communication Skills.
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This study also provides some insight into Foundation Phase Outcome criteria

that practitioners are expected to use at the end of the Phase to make a
MXGIJHPHQW DERXW D FKLOGYVY SURJUHVYV DQG DFKLHY
schools feel that the Outcomes which are currently in place are ambiguous in

nature, flawed in some way, difficult to interpret and decontextualised.

Therefore, a more rigorous piloting process of educational outcomes for

children in future policy-making may need to occur, in order to ensure they are

fit for purpose.

8.5.2 Understanding the nature of well-being in the early years

As outlined in Chapter 3, very little research has been conducted around child
well-being, particularly in terms of schools. But the recent work of Amerijckx
and Humblet (2014) is an important contribution, where they searched five
databases and reviewed 209 papers to provide some consensus about child
well-being. Furthermore, Mashford-Scott et al. (2012) and Soutter et al. (2012)
hypothesise that the objective indicator discourse is the most dominant
discourse amongst practitioners working in the early years. But this thesis
provides a specific insight into the concept of child well-being from the
perspective of the practitioner, and reveals that the objective indicator discourse
is not the leading discourse amongst practitioners. Moreover, the empirical
findings reveal that at least four different dimensions are associated with the
concept which reinforces its complex nature. This thesis also argues that this
complexity is intensified from the perspective of a practitioner who is required to

operationalise it in the curriculum.

Raghavan and Alexandrova (2015) also contribute to the discussion about child
well-being and suggest that a theory of child well-being does not currently exist.
They suggest it is unlikely that traditional philosophical discourses, for example,
will straightforwardly be extended to children because they were not originally
written with children in mind. However, this thesis set out to explore this claim
and found that knowledge of early childhood development relates, to some
extent, to existing discourses in philosophy and psychology. Therefore, this
study proposes that a theory of child well-being is not an immediate concern
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and may not be that helpful to practitioners who require information about

operationalising well-being. However, a theory of child well-being may be

useful in raising awareness of the conceptual nature in terms of young children

and various related contexts. In addition, a theory may help to strengthen
SUDFWLWLRQHUVTYT XQGHU YV Wadeatigtd sinteRincevtattkK H FRQ F |

In addition to providing an insight into the nature of child well-being from the
perspective of the practitioner, this study contributes to sociological discussions
about how practitioners understand early childhood. Adams (2012) proposes
that investigating well-being may provide an insight into how practitioners
perceive childhood. Therefore, in order to show that associations exist between
understandings of well-being and understandings of childhood, the following
discussion draws upon Dahlberg et al. (2007) five dominant discourses which
adults often use to construct childhood. Dahlberg et al. (2007) claim that
discourses 1 to 4 (below) characterise modernist perspectives, whilst discourse
5 characterises a postmodern perspective. The five dominant discourses of

constructing early childhood are briefly described as follows;

Discourse 1: The child as knowledge, identity and culture reproducer. For
example, a child is viewed as an empty vessel needing to be filled with
knowledge, skills, learn values and trained to conform to school. Childhood is
viewed as a progressive journey, preparing children and getting them ready for
adulthood.

Discourse 2: The child as innocent, in the golden age of life. For example,
children require shelter and need protecting from a corrupt world. Childhood is

an innocent period of life and viewed as sentimental.

Discourse 3: The scientific child of biological stages. For example, this view
focuses on the individual child, biological stages, and natural ladder like
progression where children are measured by separate developmental areas.

However, context tends to be overlooked.

Discourse 4: The child as labour market supply factor. For example, this view

focuses on maternal care in the earliest years where the mother is the primary
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FDUHU ORWKHUYYVY UHWXUQLQJ WR ZRUN LV YLHZHG D

despite limited convincing evidence.

Discourse 5: The child as a co-constructer of knowledge, identity and culture.
For example, childhood is viewed as one of many important life stages. There
is neither a natural nor universal childhood. Children are viewed as social

actors, agents of change, and the voice of the child is advocated.

When practitioners adopt a dominant objective indicator discourse as identified
in WKH uP HD V HiéhEidh QR fhdicates that they construct early
childhood as described in discoursel: the child as knowledge, identity and
culture reproducer, as well as discourse 3: the scientific child of biological
stages. Even though the majority of practitioners communicate the objective
dimension of well-being when talking about well-being, some practitioners
acknowledge the subjective dimension. This suggests that they may also
construct childhood as in discourse 5: the child as co-constructer of knowledge,
identity and culture (Dahlberg et al. 2007). This means that practitioners draw
upon more than one conceptualisation of childhood, as well as more than one
conceptualisation of well-being. Therefore, multiple understandings exist
amongst practitioners. This provides one explanation as to why practitioners
are hesitant and uncertain about articulating well-being and operationalising

well-being.

8.5.3 Understanding well-being in the curriculum
As outlined in Chapter 2, well-being started to appear in the last 20 years or so
as a subject Area of the early years curriculum in various countries, but there is
little consensus about its meaning in relation to the curriculum (Coleman, 2009;
Roberts, 2010; Statham and Chase, 2010; Soutter et al. 2012). Therefore, this
study explored the nature of well-being in various curricula in Wales, Scotland,
New Zealand and Australia, and revealed that well-being is presented in eight
different ways:

1. aprinciple of practice

2. askill
3. knowledge
4

. an attitude
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a disposition
an attribute
a capability

© N o 0

an outcome

These interpretations were categorised and used to develop a structural
framework (see Figure 4) which incorporate the eight different interpretations
from the four different curricula to show there are four possible inter-related
meanings to well-being:

1. Well-being as a principle of practice

2. WelFEHLQJ DV D m#&naliafhvteSstdd
3. Well-being as knowledge and a skill
4

. Well-being as an assessed outcome

The framework shows that in the context of curriculum policy well-being has
different meanings, and therefore describing and explaining well-being may not

be a straightforward task for policy-makers.

As outlined in Chapter 2, very little research focuses on the explicit teaching of
well-being, and current research evidence mainly relates to specific targeted
intervention programmes of which there are mixed findings. This thesis reveals
a total of five different practices in which well-being is operationalised, one of
which relates to discrete delivery which is implemented through the Social and
Emotional Aspects of Learning programme, circle time and numerous
worksheets. The overdependence of worksheets relies on children being able
to read and write proficiently which could disadvantage some children. Three of
the practices relate to integrated practices enacted by the practitioners such as,
nurturing, classroom environment and whole school practices, and another
practice to be observed was enacted by children themselves. The latter
practice contributes to the argument suggested by Edwards et al. (2015) that;

well-being education generated by educators according to young
FKLOGUHQYY LOQWHUHVWY LV SRWHQWLDOO\ PRUH F
intervention approaches designed to change FKLOGUHQTV BHKDYLR XL
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Identifying various meanings of well-being within the context of the curriculum is
significant, particularly when the Welsh Government propose to implement a
HE&EXUULFXOXP IRBXDOHNX® X P -idR16 yeat oldsffrofR 2018

(Welsh Government, 2015b). 7KH QHZ FXUULFXOXP LQFOXGHV VL[
ol /HDUQLQJ DQG WKUHH pLQWHJIJUDWHGY DUHDV VXFK
FRPSHWHQFEHLQBHPDOV SUHVHQWHG DV RQH RI VL[ $UHI
H+HDOWK IEHGEQBYPOQG LV QR ORQJHU DVVRFLDWHG ZL\
(Welsh Government, 2015b). Therefore, this thesis contributes to

understanding the concept of well-being and its delivery in the Foundation

Phase and the findings would be useful in informing the future development of

curriculum policy. In order to enrich discussions about well-being in the

curriculum, a helpful information sheet which reports the key findings is

provided in Appendix 10 (p.280).

8.6 Explaining why practitioners are uncertain about the nature of

well- being in the early years curriculum

This section discusses the main influences which explain why practitioners find

WKH FRQFHSW R -befng @ificulticdgiheZ vpb&adionalise and

capture. The five main influencesthat EURDGO\ UHODWH WR SUDFWLW
uncertainty are limited research about the nature of well-being in school

contexts, limited tools to assess well-being, different interpretations of well-

being, as well as professional development training and various policy issues.

Firstly, there is a general lack of research around the meaning of child well-

being in school contexts which could influence SUDFWLWLRQHUVY XQFHUV
explains their lack of understanding about what it means and how it should be
operationalised in the classroom. Even though Spratt (2016) explored the

meaning of well-being with primary and secondary school teachers and policy

actors in the Scottish Government, no other research is known that reports well-

being from the perspective of the practitioner. Furthermore, there is a lack of

research that reports the well-being of young children from diverse

backgrounds. For example, the well-being of children from poorer backgrounds

is more commonly reported in comparison to children from more affluent
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backgrounds. Therefore, a lack of knowledge and understanding leads to
assumptions being made about the nature of well-being. This explains why
VRPH SUDFWLWLRQHUV VKDUHG DQ XQZDUUDQWHG DV\

being and their socio-economic background.

Secondly, limited tools are available to practitioners for assessing the well-being

of young children which explains why they find it difficult to capture. This

paucity occurs because the development of tools for children has not kept pace

with tools that have been developed for adults (Fraillon, 2004; Wigelsworth et

al. 2010; Humphrey et al. 2011). Therefore, practitioners draw upon tools they

are familiar with and utilise what they have to hand in orderto DVVHVV FKLOGUH
well-being. But in doing this, they encounter various difficulties.

Thirdly, practitioners find the assessment of well-being challenging because

they interpret well-being in many different ways. For example, this study

reveals that practitioners associate well-being with at least four different

dimensions which reinforces its complex nature. Consequently, practitioners

struggle to know what they are fundamentally assessing and Cigman (2008)
VXJIJHVWYV WKDW 3WR PHDVXUH VRPHWKLQJ LV WR FOD
precise about that thing, and it is hard to see how one can do this without

knowiQJ ZKDW pLW finother vi®rds, practitioners find it difficult to

measure well-being because they are uncertain about its precise nature.

Fourthly, the type, duration and quality of professional development training that
practitioners experie QFH GXULQJ WKH L Uf garl@yedvsled@dtio”W UDLQLQJ
may influence their level of understanding about important concepts, such as

well-being. Also, the type and quality of pngoing fprofessional development

training that practitioners experience once they have entered the profession will

influence their thinking about pedagogical practice. Whilst this study finds that
practitioners are uncertain about concepts such as well-being, the three-year

evaluation of the Foundation Phase reports that practitioners are also uncertain

and confused about other concepts, such as learning through play, observation,
child-initiated and adult-directed activities (Taylor et al. 2015). It could be

DUJXHG WKDW WKHVH FRQFHSWYV VKR XOr@niadd Thiev WKH F
raises questions about the type, duration and quality of training that
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practitioners experience which enable them to deliver high quality early years

practice.

Lastly, YDULRXV SROLF\ LVVXHV PD\ LQIOXHQFH SUDFWLW
understanding of well-being and impact on their ability and confidence to

operationalise this in practice. For example, this study reports that a range of

well-being domains are presented in various policy documents and some

domains are privileged over others, whereas social well-being is generally

overlooked. This means that practitioners are not presented with a sound

understanding of the concept at policy level and this leads to confusion amongst
practitioners. Furthermore, there are mixed messages presented in policy

documents about the implementation of the curriculum and whether it should be
GHOLYHUHGBWHDUWWH G FRGH RU WBadpiieRk@OHFWLRQT
messages in various documents, the statutory framework expects practitioners
toimpOHPHQW WKH pLQW H J-bdngvittBefcurrRuBiR. IBRILth&t¢i© O

an expectation in policy to assess children which is more closely aligned with

WKH WFROOHFWLRQY FRGH %HUQVWHLQ TKHUHIF
curriculum, such as skills, outcomes and assessment requirements are not

constructively aligned. This raises questions about the capacity of the

gducational ¥expertise at policy level, particularly in relation to curriculum

development for young children.

Since 2008, there have been numerous curriculum changes across the UK,
particularly in early years education in Wales. For example, the changes
include replacing the Desirable Outcomes framework with the Foundation
Phase in 2008, and the introduction of a Child Development Assessment Profile
(CDAP) in 2011 which the Welsh Government withdrew in 2012. The Early
Years Development Assessment Framework (EYDAF) was developed in 2013,
and the Foundation Phase Profile (FPP) was introduced in 2015. Further
changes include the introduction of a national Literacy Numeracy Framework
(LNF) in 2013, and the introduction of national Literacy and Numeracy tests for
7-to-14 year olds in 2014. Therefore, it could be argued that the p | Dpawe Hf
curriculum change and the way in which the changes are communicated and
understood may FRQWULEXWH WR SUDFWLWLRQHUVY XQFHUW
and assessing well-being in the curriculum. Furthermore, the training that
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practitioners receive in order to cope with the numerous changes might
influence their ability to successfully implement the curriculum with confidence

and certainty.

8.7 Short term policy and practice implications

This section considers two short term implications, one relates to developing
SUDFWLWLRQHUVY de@RrtibdglobcbhceptQrélath@to early years
pedagogy, and the other relates to various support mechanisms which
practitioners need to help them overcome challenges they experience in

practice.

The evidence from this study and the three-year evaluation concerning
SUDFWLWLRQHUVY XQFHUWDLQW\ DERXW D UDQJH RI F
pedagogy has important implications for the future implementation of the
Foundation Phase. Therefore, develo SLQJ S UD FWhbweddge@rdiU V |
understanding via targeted training is needed around the following areas to
ensure effective delivery of the Foundation Phase:
x Understanding the meaning of complex concepts and how they are
operationalised in practice, for example well-being and pedagogy.
x Exploring different models of curriculum delivery for the seven Areas of
Learning and embedding/integrating the LNF and PSDWBCD. For
H[DPSOH WKH pnFROOHFWLRQY FRGH WKH pLQWH.
the two.
X Recognising the importance of play in the curriculum and their role in
VXSSRUWLQJ FKLOGUHQYY OHDUQLQJ DQG GHYHO
x Understanding the importance of observation in learning about
FKLOGUHQYYV VWUHQJIJWKY DQG FDSDELOLWLHYV

In order for practitioners to fully engage with the practical considerations of their
work and to encourage reflection, the targeted training should incorporate an
element of theory. This should help practitioners develop a secure

understanding of their practice.
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This study reveals that practitioners experience various challenges in

operationalising the curriculum which also has implications for the future

implementation of the Foundation Phase. Practitioners should, firstly, know

where to seek help and advice and secondly, senior leaders/stakeholders

should be well-informed and knowledgeable to support and mentor them.

Therefore, it is vital that a variety of different support mechanisms are in place

for effective curriculum delivery, and for senior stakeholders to be able to help
practitioners overcome these challenges. One example of a support

PHFKDQLVP pZLWKLQY VFKRROV ZRXOGiteeprbfédsiondID YH D |
development library where practitioners can access both theoretical and

practical information. AnoWKHU VXSSRUW PHFKDQLVP pZLWKLQT

ensure there is an effective mentoring system for practitioners.

The previous section identified the fast pace of curriculum change, therefore it is
crucial that schools have effective, confident leaders who can understand and
communicate the changes to practitioners. Leaders should set out to create a
rich professional space where school teams can reflect on finding a balance
between satisfying policy demands (i.e. strategic acts), and staying true to what
they know about early childhood development (i.e. authentic manoeuvres)
(Basford and Bath, 2014). Effective leadership within schools should mean that
practitioners have regular opportunities to engage in professional dialogue and
be able to discuss their practice in a safe, supportive learning environment.
Embedding the concept of reflective practice into jwitial §raining and pngoing
professional development training would be worthwhile. Firstly, this would
equip practitioners with the relevant skills needed to cope with various
curriculum changes, and secondly, it would provide them with confidence to
deal with various challenges they encounter in practice.

Practitioners should also feel supported and guided by curriculum
documentation which is produced by the government. For example,
practitioners need a strong rationale in policy to explain why they are being
expected to assess well-being within PSDWBCD, as well as strategies and
tools to support them with this process. Practitioners also need consistent

messages in policy about the concept of well-being with a particular focus on
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the clarification of well-being domains, as well as clear messages about the

implementation of the Foundation Phase.

A different type of support mechanism which has been produced as a direct
result of this study is an information sheet (see Appendix 10, p.280) which
reports the key findings of this study, and aims to provide some consensus
about child well-being in the context of an early years curriculum. It can be
used as a way of reminding people of the key points to consider/think about

when well-being enters the curriculum context.

8.8 Long er term policy and practice implications

This section considers the longer term implications relating to assessment in the
curricuum DQG WKH FKDUDFWHULVWLFV RI WiRIRFOV WR DVV]|
Chapter 7 reveals that practitioners currently use criterion-referenced
DVVHVVPHQW WRROV WR FHRiSgV Khislis Fferm@fFitsHeRe] ¥ ZHO O
assessment which mainly shows what children can do without support

whereas gecond level forms of assessment show what children can do with

support q This thesis suggests that practitioners should aim to operationalise

first and second level forms of assessment in order to gain a more rounded

perspective, rather than privilege certain types, such as criterion-referenced

assessment which could limit what this tells them about children.

This thesis reveals that practitioners are unclear about the rationale for
capturing well-being in the Foundation Phase. Therefore, the following
principles of assessment could be shared more explicitly in policy, which in turn
could help to provide more clarity for practitioners. The seven principles for
conducting meaningful assessment are as follows;

1. Embed assessment in classroom activities

2 Use multiple sources to collect assessment evidence

3. Set time aside for systematic observation of children

4. View assessment as a process that takes place over time

5 ([DPLQH FKLOGUHQYY UHDVRQLQJ WKURXJK WK
6 ([DPLQH WKH FXUULFXOXP WKURXJK FKLOGUHQ
7. Make assessment a collaborative endeavour

(Edmiaston, 2002, pp.56-62).
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This thesis suggests that policy-makers, training institutions and practitioners

have a role to play in ensuring that a variety of assessment methods are

implemented with young children. One example would be the use of a shared
assessment profile (Edmiaston, 2002) which is managed and owned by

practitioners and the child themselves, and would be useful in addressing the

seven principles above. The work that is chosen for the profile is selected

collaboratively (Overall and Sangster, 2006) and it might include targets that the

child is working towards because of the nature of the statutory curriculum. Also,

parents could benefit from the shared profile and equally have an input. Ideally,

this type of profile would be flexible, frequently used and viewed as integral to

teaching and owned by a range of people including the child. It would represent

the child holistically, honestly and as an individual in their own right. The aim is

to avoid having identical profiles for a class of children and this type of profile is

commonly known as a product-and-process oriented fype (Edmiaston, 2002).
tLQFOXGHYV PDQ\ GLITHUHQW ZD\V RI GRFXPpiadgpedsL QJ FK
and LV PRUH VXLWHG WR \RXQJHU FKLOGUHQ EHFDXVH L
development and progress as a process father than an gvent/end product

(Edmiaston, 2002).

Practitioners who participated in this study also raised concerns about the
Outcome criteria for PSDWBCD in the Foundation Phase. They perceive the
criteria as being ambiguous in nature, flawed in some way, difficult to interpret
and decontextualised. This has implications on the reliability and validity of
future assessments and questions whether the criteria stated in curricula are fit
for purpose. In light of this finding, policy-makers may like to reflect on the way
in which future criteria are developed and be explicit about this process. In
other words, getting the griteria forrect in criterion-referenced assessment is
vital if the information is going to be used to make judgements about child UHQ TV
progress and achievements; and if it is going to inform policy-makers about the
successful implementation of their policies. Therefore, a rigorous piloting
process would help to ensure that expectations are clearly communicated and

curriculum Outcomes are realistic and achievable for all children.
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In addition to exploring how practitioners operationalise well-being in the
curriculum, various well-being assessment tools were explored with
practitioners. This took the form of a workshop-based focus group and as a
result of this exploration, as well as a review of tools for Chapter 2, the following
characteristics have been identified which seem to be missing from current
tools. In order to provide reliable and useful information about child well-being,
future tools that are developed to capture and/or assess well-being may benefit
from the following characteristics:
1. Focuses on both objective and subjective well-being data
2. Includes perspectives from parents and children as well as
practitioners
3. FocusesoncDSWXULQJ FKLOGUHQYV VWUHQJWKY DQG
development)
4. Includes a schedule for practitioners to carry out systematic
observations
Expectation to gather evidence in the form of a process portfolio
Opportunity to record contextual information
Includes multiple items (objective indicators)

Includes a rating scale component

© 0o N o O

Playful tasks which empower children

10. Captures different well-being domains

11.Dashboard approach to include a summary of well-being
12.Flexible and user friendly as well as easy to implement
13.Practical guidelines for practitioners in using the tool/suite of tools

14.Suggestions about ways forward after using the tool

Over the longer term, it would be useful to ascertain the benefits of these

characteristics and the way in which they complement each other. Cultural
GLIIHUHQFHVY DERXW FKLOGUHQYV FDSDELOLWLHYV DOV
tools with practitioners. Therefore, this thesis suggests that people who

develop tools need to acknowledge that different understandings exist about
FKLOGUHQYV, &id $his Eho@d b4 takeéN into consideration when

developing tools so they can be used effectively.
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8.9 Future directions for research

This section briefly considers the future directions for research, in terms of
establishing consensus about the conceptual nature of well-being, ways of
capturing child well-being and future methodological considerations for

researching well-being.

8.8.1 The conceptual nature of well-being

This study reveals various understandings of well-being from the perspective of
the primary school practitioner, but little is known about how well-being is
understood from parents, children or across cultures. In addition, this study
reveals that practitioners share one unwarranted assumption about well-being
DQG D FKL Gesdhvmi BdekgRound. It is argued that this is a potential
misunderstanding reported by practitioners. Chapter 2 argued that many claims
are made about well-being in policy but there tends to be limited empirical
evidence to support these claims. Lastly, the study briefly discussed the
JDLQLQJ PRPHQWXP RI \RXQJ FK Litglahti@fwcatioK EMHFW LY
Therefore, the following suggestions are possible ways forward in developing
an understanding of the nature of child well-being:

¥ To further understand the nature of well-being in different educational
contexts and from children and parents.

¥ To identify any additional misunderstandings about the concept of well-
being from primary school practitioners.

¥ To establish consensus about the nature of well-being in education and
other related contexts, as well as across cultures because well-being is
often compared across countries.

¥ To explore the various policy claims about well-being and education.

¥ To explore the relationship between rights-based pedagogy and
chLOGUHQTV VXBahglFWLYH ZHOO

8.8.2 Capturing well-being

This study explored the nature of well-being from a historical and contemporary
context to further understand child well-being. Chapters 2 and 3 revealed that
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objective well-being is often favoured in policy and little is known about how

subjective well-being data can complement objective data and vice versa.

Chapter2 UHYHDOHG WKDW OLPLWHG WRROV Hdihg/lbt IRU FC
specifically their subjective well-being. The empirical findings reported in

Chapter 7 argue that digital tools are more effective in empowering children

than paper-based methods. Therefore, the following suggestions highlight how

the development of measures for child well-being can begin to match those

which are developed for adult well-being:

¥ To explore ways in which objective and subjective well-being data can
be utilised to inform policy.

¥ To explore and develop appropriate and effective ways of capturing
young FKLOGUHQTTV V&g Hdf Wk ivi ploligy i@gearch and
classroom practice.

¥ To investigate the role of digital tools in assessing well-being in

schools.

8.8.3 Methodological considerations for researching well-being

This study adopted a qualitative approach to understanding the concept of well-
being and conducted research in two primary schools which to some extent
limits how far the findings can be generalised. Therefore, adopting a mixed
method design across more schools would provide a more in-depth insight into
the nature of well-being, and begin to understand how objective and subjective

data complement each other.

Thematic analysis was the main data analysis approach adopted for this study
and a large amount of data was collected via multiple methods, such as focus
groups, interviews, documentation and observations. However, the use of
Computer Assisted Qualitative Data Analysis Software (CAQDAS) for the
purpose of analysis may have accelerated the process of generating codes and
themes. In addition, it would have been easier to navigate the data corpus to
establish patterns, and to confirm understandings and misunderstandings of

well-being.
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Unstructured narrative observations were carried out for this study, but Chapter
6 reveals that five different types of well-being practices are currently in use in
early years classrooms which are enacted by adults and children. Therefore,
there would be scope for adopting an ethnographic study of well-being practices

to identify any further types.

8.10 Concluding comments

This thesis aimed to explore how well-being is understood and operationalised
in the Foundation Phase. It contributes to curriculum policy and practice by
raising awareness of the different understandings associated with the concept
of well-being and one potential misunderstanding shared by some primary
school practitioners. This thesis also reveals that practitioners are hesitant and
uncertain about articulating the nature of well-being as well as operationalising
and capturing well-being. The findings show that the policy direction for
delivering the Foundation Phase is generally operationalised differently in
practice. This suggests that describing well-being for curriculum policy
purposes is not a straightforward task, but having said that interpreting and
operationalising curriculum policy for practitioners is not a straightforward task.
In other words, this thesis has highlighted that policy-makers and practitioners
are often faced with challenging tasks. This raises an important point about
policy-makers understanding the role of practitioners, and practitioners

acknowledging the role of policy-makers.

246



SHIHUHQFHYV

ACCAC. 2000. 'HVLUDEOH 2XWFRPH IRU &KLOGUHQTV /HDUQ|
School Age. Cardiff: Qualifications, Curriculum & Assessment Authority
(ACCACQC).

Adams, K. 2012. Childhood in crisis? Perceptions of 7-11 year olds on being a
child and the implications for educa W L R Q §béing ldgela. Education 3-13
41(5), pp. 1-15.

$OGHUVRQ 3 &KLOGUHQYV 5LIJKWV $ 1HZ $SSURL
In: Penn, H. Understanding Early Childhood: Issues and Controversies.
England: Open University Press.

Allardt, E. 1989. An updated indicator system: having, loving and being.
Working papers 48: Department of Sociology, University of Helsinki.

Amerijckx, P. and Humblet, G. 2014. Child Well-being: what does it mean?
Children & Society 28(5), pp. 404-415.

Aasen, W. and Waters, J. 2006. The New Curriculum in Wales: A New View of
the Child? Education 3-13, 34(2), pp. 123-129.

Australian Government. 2009. Belonging, Being and Becoming. Australian
Government Department of Education, Employment and Workplace.

Awartani, M., Whiteman, C. and Gordon, J. 2008. Developing instruments to
FDSWXUH \RXQJ SHRSOHYV SHUFHSWLRQV RIPKRAVV FK
affects their well-being. European Journal of Education 43(1), pp. 51-70.

Axford, N. 2009. Child well-being through different lenses: why concept matters.
Child and Family Social Work 14(3), pp. 372-383.

Bailey, R. 2009. Well-being, happiness and education. British Journal of
Sociology of Education 30(6), pp. 795-802.

Banerjee, R., Weare, K. and Farr, W. 2014. WorkingwitK n6 RFLDO DQG (PRW
Aspects RI /HDUQLQJY 6($/ D VscRoelebhig,Lpkpd socal W K
experiences, attendance, and attainment. British Educational Research Journal

40(4), pp. 718 742,

Banerjee, R. 2015. [Online]. Available at:
http://www.sussex.ac.uk/psychology/cress/tools [Accessed:13 November 2015].

Barblett, L. and Maloney, C. 2010. Complexities of assessing social and
emotional competence and wellbeing in young children. Australasian Journal of
Early Childhood 35(2), pp. 1-6.

Bartholomew, R. 2007. Well-being in the Classroom. London: The Institute for
the Future of the Mind (Transcript of keynote seminar).

247


http://www.sussex.ac.uk/psychology/cress/tools

Basford, J. and Bath, C. 2014. Playing the assessment game: an English early
childhood education perspective. Early Years 34(2), pp. 1-14.

Bassey, M. 1999. Case study research in educational settings. Buckingham:
Open University Press.

BBC News. 2006. [Online]. Available at:
http://news.bbc.co.uk/1/hi/uk_politics/5003314.stm [Accessed: 8 April 2015].

Bell, J. 2005. Doing your Research Project: A Guide for first-time Researchers
in Education, Health, and Social Science. 4™ ed. Berkshire: Open University
Press.

Bell, J. 2010. Doing your research project. 5" ed. Berkshire: Open University
Press.

Ben-3ULHK $ KHUH DUH WKH FKLOGUHQ" &KLOGUH(
and monitoring their well-being. Social Indicators Research 74(3), pp. 573-596.

Ben-Arieh, A. and Frones, I. 2011. Taxonomy for child well-being indicators: a
framework for the analysis of the well-being of children. Childhood 18(4), pp.
460-476.

BERA. 2011. Ethical guidelines for educational research. London: BERA.

Bernstein, B. 1970. Education cannot compensate for society. New Society
15(387), pp. 344-347.

Bernstein, B. 1977. Class, Codes and Control: Volume 3 Towards a Theory of
Educational Transmissions. 2" ed. London: Routledge.

Bernstein, B. 1982. On the Classification and Framing of Educational
Knowledge. In: Horton, T. and Raggatt, P. Challenge and change in the
curriculum. Kent: Hodder and Stoughton Educational pp.157-176.

Bernstein, B. 1990. The structuring of pedagogic discourse: Volume IV Class
codes and control. London: Routledge.

Bernstein, B. 1997. Class and Pedagogies: Visible and Invisible. In: Halsey, A.,
Lauder, H., Brown, P. and Stuart Wells, A. Education: culture, economy and
society. Oxford: Oxford University Press pp.59-79.

Berry, C. 2014. Wellbeing in four policy areas. London: New Economics
Foundation.

Billig, M., Condor, S., Edwards, D., Gane, M., Middleton, D. and Radley, A.
1988. Ideological dilemmas. London: SAGE Publications Ltd.

Blaikie, N. 2010. Designing Social Research. 2" ed. Cambridge: Polity Press.

248


http://news.bbc.co.uk/1/hi/uk_politics/5003314.stm

Blenkin, G. and Kelly, A. 1992. Assessment in Early Childhood Education.
London: Paul Chapman Publishing Ltd.

Bloor, M., Frankland, J., Thomas, M. and Robson, K. 2001. Focus groups in
social research. London: SAGE Publications Ltd.

Braun, V. and Clarke, V. 2006. Using thematic analysis in psychology.
Qualitative Research in Psychology 3(2), pp. 77-101.

Braverman, M. 2012. Negotiating measurement: methodological and
interpersonal considerations in the choice and interpretation of instruments.
American Journal of Evaluation 34(1), pp. 99-114.

Brewer, R. 2007. Your PhD thesis: how to plan, draft, revise and edit your
thesis. United Kingdom: Studymates Limited.

Brockliss, L. and Montgomery, H. 2013. Childhood: a historical approach. In:
Kehily, J. Understanding childhood: a cross-disciplinary approach. Bristol: The
Policy Press.

Bryman, A. 2012. Social Research Methods. 4" ed. Oxford: Oxford University
Press.

Bywater, T. and Sharples, J. 2012. Effective evidence-based interventions for
emotional well-being: lessons for policy and practice. Research Papers in
Education 27(4), pp. 389-408.

Cigman, R. 2008 Enhancing Children. Journal of Philosophy of Education 42(3),
pp. 539-557.

Clack, B. 2012. What difference does it make? Philosophical perspectives on
the nature of well-being and the role of educational practice. Research Paper in
Education 27(4), pp. 497-512.

Cohen, L., Manion, L. and Morrison, K. 2011. Research methods in education.
7th ed. London: Routledge.

Coleman, J. 2009. Wel-FEHLQJ LQ VFKRROV HPSLULFDO
dream? Oxford Review of Education 35(3), pp. 281-292.

Craft, A., Cremin, T. and Burnard, P. 2008. Creative learning 3-11 and how we
document it. Stoke on Trent: Trentham Books.

Craig, C. 2007. The Potential dangers of a systematic, explicit approach to
teaching social and emotional skills (SEAL). Scotland: Centre for confidence
and well-being.

Craig, C. 2009. Well-being in schools: The curious case of the tail wagging the
dog? Scotland: Centre for confidence and well-being.

249

PHDV



Creswell, J. 2013. Qualitative inquiry and research: choosing among five
approaches. 3 ed. London: SAGE Publications Ltd.

Crow, F. 2008. Learning for well-being: personal, social and health education
and a changing curriculum. Pastoral Care in Education 26(1), pp. 43-51.

Csikszentmihalyi, M. 2002. Flow: The Classic work on how to achieve
happiness. London: Rider Books.

Cummins, R. 2010. Subjective wellbeing, homeostatically protected mood and
depression: A Synthesis. Journal of Happiness Studies 11(1), pp. 1 7.

Dahlberg, G., Moss, P. and Pence, A. 2007. Beyond Quality in Early Childhood
Education and Care: Postmodern Perspectives, 2" ed. London:
RoutledgeFalmer.

Davis, E., Priest, N., Davies, B., Sims, M., Harrison, L., Herrman, H., Waters,

( 6WUD]GLQV / ODUVKDOO % DQG &RRN . SURI
and emotional wellbeing in childcare centres within low socioeconomic areas:

Strategies, facilitators and challenges. Australasian Journal of Early Childhood

35(3), pp. 77-86.

DAWBA. 2012. [Online]. Available at: www.dawba.info/ [Accessed: 16 August
2014].

Department for Education and Skills. 2004. Every Child Matters: Change for
Children. London: Department for Education and Skills.

Department for Education. 2015. Personal, social health and economic (PSHE)
education: a review of impact and effective practice. London: Department for
Education.

Department for Education and Science. 1980. [Online]. Available at: A View of
the Curriculum. http://www.educationengland.org.uk/documents/hmi-
discussion/viewofthecurric.html [Accessed: 4 December 2015].

Desjardins, R. 2008. Researching the links between education and well-being.
European Journal of Education 43(1), pp. 23-35.

DeVries, R., Zan, B., Hildebrandt, C., Edmiaston, R. and Sales, C. 2002.

Developing Constructivist Early Childhood Curriculum. New York: Teachers
College Press.

Dodge, R., Daly, A., Huyton, J. and Sanders, L. 2012. The challenge of defining
wellbeing. International Journal of Wellbeing 2(3), pp. 222-235.

Dowling, M. 2010. <RXQJ FKLOGUHQYVY SHUVRQDO VRFLDO DQ
development. 3" ed. London: SAGE Publications Ltd.

250


http://www.dawba.info/
http://www.educationengland.org.uk/documents/hmi-discussion/viewofthecurric.html
http://www.educationengland.org.uk/documents/hmi-discussion/viewofthecurric.html

Downey, M. and Kelly, A.V. 1986. Theory and Practice of Education: an
introduction. London: Harper & Row Publishers.

Drummond, M. 1995. $VVHVVLQJ FKLOG WbhQofiMDavid Bulto@ L Q J
Publishers.

Durlak, J. and Weissberg, R. 2013. Better evidence-based education social
emotional learning [Online]. Available at:
http://casel.org/wpcontent/uploads/better_social_emotional_learningl.pdf
[Accessed: 8 January 2013].

Early Development Instrument. 2015. [Online]. Available at:
http://earlylearning.ubc.ca/media/publications/edi_fact sheet web november 2
015.pdf [Accessed:14 November 2015].

Ecclestone, K. 2012. Emotional well-being in education policy and practice: the
need for interdisciplinary perspectives and a sociological imagination. Research
Papers in Education 27(4), pp. 383-387.

Ecclestone, K. and Hayes, D. 2009a. Changing the subject: the educational
implications of developing emotional well-being. Oxford Review of Education
35(3), pp. 371-389.

Ecclestone, K. and Hayes, D. 2009b. The Dangerous rise of therapeutic
education. London: Routledge.

Edmiaston, R. 2002. Assessing and documenting learning in constructivist
classrooms. In: DeVries, R. et al, Developing constructivist early childhood
curriculum. New York: Teachers College Press pp.53-67.

Edwards, A. 2001. Qualitative designs and analysis. In: MacNaughton, G.,
Rolfe, S. and Siraj-Blatchford, I. Doing Early Childhood Research. Berkshire:
Open University Press pp. 117-135.

Edwards, S., Skouteris, H., Cutter-ODFNHQJLH $ 5XWKHUIRUG
Mantilla, A., Morris, H. and Elliot, S. 2015. Young children learning about well-
being and environmental education in the early years: a funds of knowledge
approach. Early Years 30(1), pp. 1-18.

EECERA. 2015. Ethical code for early childhood researchers [Online]. Available
at: http://www.eecera.org/documents/pdf/organisation/EECERA-Ethical-
Code.pdf [Accessed: 29 December 2015].

Eisenberg, N. 2003. Prosocial Behavior, Empathy and Sympathy. In: Bornstein,
M., Davidson, L., Keyes, C., and Moore, K. Well-being: positive development
across the life course. London: Lawrence Erlbaum Associates, Publishers. pp.
253-265.

Erbstein, N., Hartzog, C., and Geraghty, E. 2012. Putting Youth on the Map: a
pilot instrument for assessing youth well-being. Child Indicators Research 5(3),
pp. 257-280.

251

/

2


http://casel.org/wpcontent/uploads/better_social_emotional_learning1.pdf
http://earlylearning.ubc.ca/media/publications/edi_fact_sheet_web_november_2015.pdf
http://earlylearning.ubc.ca/media/publications/edi_fact_sheet_web_november_2015.pdf
http://www.eecera.org/documents/pdf/organisation/EECERA-Ethical-Code.pdf
http://www.eecera.org/documents/pdf/organisation/EECERA-Ethical-Code.pdf

Ereaut, G. and Whiting, R. 2008. What do we mean by wellbeing and why might
it matter? London: DCSF.

Estyn. 2012. Effective practice in tackling poverty and disadvantage in schools.
Cardiff: Estyn.

Estyn. 2013. Annual Report 2011-2012. Cardiff: Estyn.
Estyn. 2014. Annual Report 2013-2014. Cardiff: Estyn.

Fattore, T., Mason, J. and Watson, E. 2009. When children are asked about
their well-being: towards a framework for guiding policy. Child Indicators
Research 2(1), pp. 57-77.

Fauth, B. and Thompson, M. 2009. <R X QJ F KL O Gl fidMcaddisa
domains of development. /RQGRQ 1DWLRQDO &KLOGUHQTV % XUFL
252.

Fernandes, L., Mendes, A. and Teixeira, A. 2012. A review essay on the
measurement of child well-being. Social Indicators Research 106(2), pp. 239-
257.

Finch, H., Lewis, J. and Turley, C. 2014. Focus groups. In: Ritchie, J., Lewis,
J., McNaughton Nicholls, C. and Ormston, R. Qualitative research practice. 2™
ed. London: SAGE Publications Ltd. pp. 211-242.

Fleer, M. 2002. Sociocultural assessment in early years education +myth or
reality? International Journal of Early Years Education 10(2), pp. 105-120.

Fontana, D. 1995. Psychology for Teachers. 3™ ed. Hampshire: Macmillan
Press Ltd.

Forgeard, M., Jayawickreme, E., Kern, M. and Seligman, M. 2011. Doing the
right thing: measuring wellbeing for public policy. International Journal of
Wellbeing 1(1), pp. 79-106.

Foster, P. 1996. Observing Schools: a methodological guide. London: Paul
Chapman Publishing.

Fraillon, J. 2004. Measuring student well-being in the context of Australian
schooling. Australia: Ministerial Council on Education.

Gasper, D. 2004. Discussion paper. Human well-being: concepts and
conceptualisations. World Institute for Development Economic Research

Gasper, D. 2010. Understanding the diversity of conceptions of well-being and
quality of life. The Journal of Socio-Economics 39(3), pp. 351-360.

Gillham, B. 2010. Case study research methods. UK: Bloomsbury.

252



Gillies, V. 2011. Social and emotional pedagogies: critiquing the new orthodoxy
of emotion in classroom behaviour management. British Journal of Sociology of
Education 32(2), pp.185-202.

Gleave, J. and Cole-Hamilton, I. 2012. A world without play: a literature review.
Play England.

Goodman, R. 1997. The Strengths and Difficulties Questionnaire: A Research
Note. Journal of Child Psychology and Psychiatry, 38(5), pp. 581-586.

Goodman, R., Ford, T., Richards, H., Gatward, R. and Meltzer, H. 2000. The
Development and well-being assessment: description and initial validation of an
integrated assessment of child and adolescent psychopathology. Child
Psychology Psychiatry 41(5), pp. 645-655.

Gordon Biddle, K., Garcia-Nevarez, A., Roundtree Henderson, W. and Valero-
Kerrick, A. 2014. Early childhood education: becoming a professional. SAGE
Publications Ltd.

Graue, M. and Walsh, D. 1998. Studying children in context: theories, methods,
and ethics. London: SAGE Publications Ltd.

Grbich, C. 2013. Qualitative data analysis. 2" ed. London: SAGE Publications
Ltd.

Greig, A., Taylor, J. and MacKay, T. 2007. Researching with Children. 2" ed.
London: SAGE Publications Ltd.

Grieshaber, S. 2001. Equity issues in research design. In: MacNaughton, G.,
Rolfe, S. and Siraj-Blatchford, I. Doing Early Childhood Research. Berkshire:
Open University Press pp.136-146.

Guest, G., MacQueen, K. and Namey, E. 2012. Applied thematic analysis. 3™
ed. London: SAGE Publications Ltd.

Hallam, S. 2009. An evaluation of the Social and Emotional Aspects of Learning
(SEAL) programme: promoting positive behaviour, effective learning and well-
being in primary school children. Oxford Review of Education 35(3), pp. 313-
330.

Hamilton, L. and Corbett-Whittier, C. 2013. Using case study in education
research. London: SAGE Publications Ltd.

Hammond, M. and Wellington, J. 2013. Research methods: the key concepts.
London: Routledge.

Haworth, J. and Hart, G. 2007. Well-being: individual, community and social
perspectives. Hampshire: Palgrave Macmillan.

253



Headey, B. W. and Wearing, A. J. 1989. Personality, life events and subjective
well-being: Toward a dynamic equilibrium model. Journal of Personality and
Social Psychology 57(4), pp. 731 #39.

Hervas, G. and Vazquez, C. 2013. Construction and validation of a measure of
integrative well-being in seven languages; the Pemberton Happiness Index.
Health and Quality of Life Outcomes 11(66), pp. 1-13.

Hicks, S., Newton, J., Haynes, J. and Evans, J. 2011. OHDVXULQJ &KLOGUHC
<RXQJ 3HRS Qudifig/ WdlesO0Office for National Statistics.

+LJJLQV + (GXFDWLQJ WKH HPRWLRQDO VHOI WK
method of communicating life stories in a classroom space. Education 3-13
40(5), pp. 1-22.

Hughes, P. 2001. Paradigms, Methods and Knowledge. In: Mac Naughton, G.,
Rolfe, S. and Siraj-Blatchford, I. Doing Early Childhood Research. Berkshire:
Open University Press pp. 31-55.

Humphrey, N., Kalambouka, A., Wigelsworth, M., Lendrum, A., Lennie, C. and
Farrell, P. 2010. New beginnings: evaluation of a short social-emotional
intervention for primary-aged children. Educational Psychology 30(5), pp. 513-
532.

Humphrey, N., Kalambouka, A., Wigelsworth, N., Lendrum, A., Deighton, J. and
Wolpert, M. 2011. Measures of social and emotional skills for children and
young people: a systematic review. Educational and Psychological
Measurement 71(4), pp. 617-637.

Huppert, F. 2014. [Online]. Available at:
http://upclose.unimelb.edu.au/episode/286-moment-s-notice-enhancing-well-
being-through-practice-mindfulness [Accessed: 21 August 2014].

Hurst, V. and Lally, M. 1992. Assessment and the nursery curriculum. In:
Blenkin, G. and Kelly, A. Assessment in Early Childhood Education, London:
Paul Chapman Publishing Ltd. pp. 46-68.

Joloza, T. 2013. Review of available sources and measures for children and
\RXQJ SHRS DeéirfgVCartHffd Qffice for National Statistics.

Joshi, H., Sosthenes, K. and Samantha, P. 2011. Child Development at Age
Seven in Wales: Analysis of the Millennium Cohort Study, Cardiff: Welsh
Government.

Kelly, A.V. 1999. The curriculum: theory and practice. 4™ ed. London: Paul
Chapman Publishing Ltd.

Konu, A. and Rimpela, M. 2002. Well-being in school: a conceptual model.
Health Promotion International 17(1), pp. 79-87.

254



La Placa, V., McNaught, A. and Knight, A. 2013. Discourse of wellbeing in
research and practice. International Journal of Wellbeing 3(1), pp. 116-125.

Laevers, F. 2003. Experiential Education: Making care and education more
effective through well-being and involvement. In: Laevers, F. and Heylen, L.
Involvement of Children and Teacher Style: insights from an international study
on experiential education. Belgium: Leuven University Press. pp. 13-24.

IDQVGRZQ * &KLOGUHQYV :HOIDUHMK: Bn@GP&KLOGUHC
Roche, J. and Tucker, S. Children in Society: Contemporary Theory, Policy and
Practice. Hampshire: Palgrave. pp.87-99.

Layard, R. 2007. Well-being in the Classroom. London: The Institute for the
Future of the Mind (Transcript of keynote seminar).

Layard, R. 2011. [Online]. Available at:
http://eprints.lse.ac.uk/39343/1/blogs.lse.ac.ukGovernments role should be to

increase happiness _and reduce misery Policy analysis must be recast to
_.pdf [Accessed: 9 January 2015].

Lewis, J. and McNaughton Nicholls, C. 2014. Design issues. In: Ritchie, J.,
Lewis, J., McNaughton Nicholls, C. and Ormston, R. Qualitative research
practice. 2" ed. London: SAGE Publications Ltd. pp. 47-76.

Lewis, J., Ritchie, J., Ormston, R. and Morrell, G. 2014. Generalising from
qualitative research. In: Ritchie, J., Lewis, J., McNaughton Nicholls, C. and
Ormston, R. Qualitative research practice. 2" ed. London: SAGE Publications
Ltd. pp. 347-366.

Mac Naughton, G., Rolfe, S. and Siraj-Blatchford, I. 2001. Doing early childhood
research: international perspectives on theory and practice. Berkshire: Open
University Press.

Mashford-Scott, A., Church, A. and Tayler, C. 2012. Seeking childrHQ §V
perspectives on their wellbeing in early childhood settings. International Journal
of Early Childhood 44(3), pp. 231-247.

Maynard, T. and Chicken, S. 2010. Through a different lens: exploring Reggio
Emilia in a Welsh context, Early Years 30(1), pp. 29-39.

OD\U 7 DQG 8OLFK O -led O GlayHQr§ CentrésOad
exploratory study. International Journal of Early Years Education 7(3), pp. 229-
239.

Mayr, T. and Ulich, M. 2009. Social-emotional well-being and resilience of

children in early childhood settings +PERIK: an empirically based observation
scale for practitioners. Early Years 29(1), pp. 45-57.

255


http://eprints.lse.ac.uk/39343/1/blogs.lse.ac.ukGovernments_role_should_be_to_increase_happiness_and_reduce_misery_Policy_analysis_must_be_recast_to_.pdf
http://eprints.lse.ac.uk/39343/1/blogs.lse.ac.ukGovernments_role_should_be_to_increase_happiness_and_reduce_misery_Policy_analysis_must_be_recast_to_.pdf
http://eprints.lse.ac.uk/39343/1/blogs.lse.ac.ukGovernments_role_should_be_to_increase_happiness_and_reduce_misery_Policy_analysis_must_be_recast_to_.pdf

McLaughlin, C. 2008. Emotional well-being and its relationship to schools and
classrooms: a critical reflection. British Journal of Guidance and Counselling
36(4), pp. 353-366.

McLellan, R. and Steward, S. 2015 OHDVXULQJ FKLOGUHQ DQG \RXQ
wellbeing in the school context. Cambridge Journal of Education 45(3), pp. 307-
332.

McNaughton Nicholls, C., Mills, L. and Kotecha, M. 2014. Observation. In:
Ritchie, J., Lewis, J., McNaughton Nicholls, C. and Ormston, R. Qualitative
research practice. 2" ed. London: SAGE Publications Ltd. pp. 243-268.

Merriam, S. 1988. Case study research in education: a qualitative approach.
London: Jossey-Bass Publishers.

Miell, D. 1995. Developing a sense of self. In: Barnes, P. Personal, Social and
Emotional Development of Children. Oxford: Blackwell Publishers Ltd. pp.187-
230.

Miles, M. 1979. Qualitative data as an attractive nuisance: The Problem of
Analysis. Administrative Science Quarterly 24(4), pp. 590-601.

Ministry of Education. 1996. Te Whariki. New Zealand: Ministry of Education.

Moore, K., Murphey, D., and Bandy, T. 2012. Positive child well-being: an index
based on data for individual children. Maternal & Child health 16, pp. 119-128.

Morris, 1. 2009. Teaching happiness and well-being in schools. London:
Continuum International Publishing Group.

Morrison Gutman, L. and Feinstein, L. 2008. & KL O G U HigzkhMY inZpHraey
school: pupil and school effects. London: The Centre for Research on the Wider
Benefits of Learning.

Morrison Gutman, L. and Vorhaus, J. 2012. The Impact of pupil behaviour and
pupil well-being on education outcomes. London: Childhood Well-being
Research Centre.

Morrison Gutman, L., Brown, J., Akerman, R. and Obolenskaya, P. 2010.
Change in well-being from childhood to adolescence. London: Centre for
Research on the Wider Benefits of Learning.

ORUURZ 9 DQG OD\DOO % :KDW LV -EdihBQtheZL WK F
UK? Questions of meaning and measurement. Journal of Social Welfare and
Family Law 31(3), pp. 217-229.

Mukherji, P. and Albon, D. 2010. Research methods in early childhood.
London: SAGE Publications Ltd.

256



Mukheriji, P. and Albon, D. 2015. Research methods in early childhood. 2™ ed.
London: SAGE Publications Ltd.

My Local School. 2016/ [Online]. Available at:
http://mylocalschool.wales.gov.uk/ [Accessed: 30 August 2016].

Myers, K. 2012. Marking time: some methodological and historical perspectives
RQ WKH pFULYV L \ReRdarEtKRafeB KnFERUBation 27(4), pp. 409-422.

National Institute for Clinical Excellence. 2008. SURPRWLQJ &KLOGUHQ(YV
emotional well-being in primary education. London: NICE.

Neaum, S. 2010. Childhood Studies for Early Childhood Studies. Exeter:
Learning Matters Ltd.

New Economics Foundation. 2009. $ JXLGH WR PHDVXULQReirgKLOGU I
London: New Economics Foundation.

Newby, P. 2014. Research methods for education. 2" ed. London: Routledge.
Northern Ireland Assembly. 2006. Our children and young people, our pledge, a
10 year strategy for children and young people in Northern Ireland. Belfast.
Northern Ireland Assembly.

2Y9"RQQHOO * 'HDWRQ $ 'XUDQG 0 +DOSHUQ ' DQ
Wellbeing and policy. London: Legatum Institute.

OECD. 2006. Starting Strong ll: early childhood education and care. London:
7KH &¢KLOGUHQYV 6RFLHW\ 2(&' SXEOLVKLQJ

OECD. 2011. +RZMV /LIH" 0OH D Vbeldd. @ECDHPGLlshing.
Oliver, P. 2014. Writing your thesis. London: SAGE Publications Ltd.

ONS. 2014. Measuring National wellbeing +Exploring the wellbeing of Children
in the UK. ONS.

ONS. 2015. [Online]. Available at:
http://www.neighbourhood.statistics.gov.uk/HTMLDocs/dvc146/wrapper.html
[Accessed: 21 December 2015].

Ormston, R., Spencer, L., Barnard, M. and Snape, D. 2014. The foundations of
qualitative research. In: Ritchie, J., Lewis, J., McNaughton Nicholls, C. and
Ormston, R. Qualitative research practice. 2" ed. London: SAGE Publications
Ltd. pp. 2-25.

Overall, L. and Sangster, M. 2006. Assessment: a practical guide for primary
teachers. London: Continuum.

257


http://mylocalschool.wales.gov.uk/
http://www.neighbourhood.statistics.gov.uk/HTMLDocs/dvc146/wrapper.html

Page, J., Clare, A. and Nutbrown, C. 2013. Working with Babies and Children.
London: SAGE Publications Ltd.

Papatheodorou, T. and Luff, P. 2011. Child observation for learning and
research. Essex: Pearson Education Ltd.

Parkes, A., Sweeting, H. and Wright, D. 2014. Growing up in Scotland.
Edinburgh: Scottish Government.

Penn, H. 2008. Understanding Early Childhood: Issues and Controversies. 2™
ed. England: Open University Press.

Plowden, B. 1967. The Plowden Report: children and their primary schools
[Online]. Available at:
http://www.educationengland.org.uk/documents/plowden/plowden1967-1.html
[Accessed: 4 December 2015].

Pole, C. and Lampard, R. 2002. Practical Social Investigation: qualitative and
guantitative methods in social research. Essex: Pearson Education Limited.

Pollard, E. and Lee, P. 2003. Child Well-being: a systematic review of the
literature. Social Indicators Research 61(1), pp. 59-78.

Pople, L. and Solomon, E. 2008. How happy are our children: measuring
FKLOGU Hltghy addHe®@pring economic factors. /RQGRQ 7KH &KLOGL
Society.

Prout, A., and A. James. 1997. A New Paradigm for the Sociology of
Childhood? Provenance, Promise and Problems. In: Constructing and
Reconstructing Childhood, edited by A. James and A. London: Falmer. pp.7-34.

Punch, K. 2009. Introduction to research methods in education. London: SAGE
Publications Ltd.

Punch, K. and Oancea, A. 2014. Introduction to research methods in education.
2" ed. London: SAGE Publications Ltd.

Pyle, A. 2012. Engaging young children in research through photo elicitation.
Early Child Development and Care 183(11), pp. 1 #15.

Raghavan, R. and Alexandrova, A. 2015. Toward a theory of Child well-being.
Social Indicators Research 121(3), pp. 887-902.

Reber, A. 1995. Dictionary of psychology. 2" ed. Harmonsworth: Penguin.

Rees, G., Bradshaw, J., Goswami, H., and Keung, A. 2010. Understanding
&KLOGUH®QdNg. - HKOHO & KLOGUHQYV 6RFLHW\

Reid, K. (2006) An evaluation of inspection reports on primary school
attendance. Educational Research 48(3), pgs. 267-286.

258


http://www.educationengland.org.uk/documents/plowden/plowden1967-1.html

Ritchie, J., Ormston, R. 2014. The applications of qualitative methods to social
research. In: Ritchie, J., Lewis, J., McNaughton Nicholls, C. and Ormston, R.
Qualitative research practice. 2" ed. London: SAGE Publications Ltd. pp. 27-
46.

Roberts, R. 2010. Wellbeing from Birth. London: SAGE Publications Ltd.

Roberts-Holmes, G. 2014. Doing your Early Years Research Project: A Step-by-
Guide. 3" ed. London: Paul Chapman Publishing.

Rose, J., Gilbert, L. and Richards, V. 2016. Health and well-being in early
childhood. London: SAGE Publications Ltd.

Ryan, R. and Deci, E. 2001. On happiness and human potentials: a review of
research on hedonic and eudaimonic well-being. Annual Review Psychology
52(1), pp. 141-166.

Ryan, S. and Campbell, S. 2001. Doing research for the first time. In:
MacNaughton, G., Rolfe, S. and Siraj-Blatchford, |I. Doing Early Childhood
Research. Berkshire: Open University Press pp. 56-63.

Sabates, R. and Hammond, C. 2008. The impact of lifelong learning on
happiness and well-being. London: NIACE.

Scottish Government. 2015. [Online]. Available at:
http://www.educationscotland.gov.uk/Images/health wellbeing experiences out
comes tcm4-540031.pdf [Accessed: 4 October 2015].

Scottish Government. 2008. Getting it right for every child. Edinburgh: Scottish
Government.

Seland, M., Sandseter, B. and Bratterud, A. 2015. One-to-three-year-old
FKLOGUHQYV H[SHULHQFH RI VXEM BdnhWwhhpotdryAss@O EHLQJ
in Early Childhood 16(1), pp. 70-83.

Seligman, M., Randal, M. Ernst, R., Gillham, J., Reivich, K. and Linkins, M.
2009. Positive education: positive psychology and classroom interventions.
Oxford Review of Education 35(3), pp. 293-311.

Sharp, J. 2012. Success with your Education Research Project. 2" ed.
London: SAGE Publications Ltd.

Sheppard, A. 2011. The non-sense of raising school attendance. Emotional and
Behavioural Difficulties 16(3), pp. 239 2247.

Silverman, D. 2006. Interpreting Qualitative Data. 3™ ed. London: SAGE
Publications Ltd.

Simons, H. 2009. Case study research in practice. London: SAGE Publications
Ltd.

259


http://www.educationscotland.gov.uk/Images/health_wellbeing_experiences_outcomes_tcm4-540031.pdf
http://www.educationscotland.gov.uk/Images/health_wellbeing_experiences_outcomes_tcm4-540031.pdf

[2]Simple. 2015. 2Build a Profile [Online]. Available at:
https://www.2simple.com/2buildaprofile [Accessed: 20 May 2015].

Siraj-Blatchford, 1. 2009. Quality teaching in the early years. In: Anning, A.,
Cullen, J. and Fleer, M. Early childhood education: society and culture. London:
SAGE Publications Ltd. pp.147-157.

Smidt, S. 2013. The developing child in the 21 century. London: Routledge.

6RXWWHU $ 216WHHQ % *LOPRUH $ *HOOEHLQ
curriculum. Journal of Curriculum Studies 44(1), pp. 111-142.

Spencer, L., Ritchie, J., OrPVWRQ 5 2T&RQQRU : DQG %DUQDU(
Analysis: principles and processes. In: Ritchie, J., Lewis, J., McNaughton

Nicholls, C. and Ormston, R. Qualitative research practice. 2" ed. London:

SAGE Publications Ltd. pp. 269-293.

Spratt, J. 2016. Childhood wellbeing: what role for education? British
Educational Research Journal 42(2), pp. 223-239.

Statham, J. and Chase, E. 2010. Childhood Wellbeing: a brief overview.
Childhood Wellbeing Research Centre.

Stephen, C. 2010. The early years research-policy-practice nexus: challenges
and opportunities. In: Yelland, N. Contemporary perspectives on early
childhood education. England: Open University Press pp.248-264.

Stewart, K. 2012. Considering CAQDAS: using and choosing software. In:
Delamont, S. Handbook of qualitative research in education. Cheltenham:
Edward Elgar Publishing Limited. pp.503-511.

Stiglitz, J., Sen, A. and Fitoussi, J. 2009. Report by the Commission on the
Measurement of Economic Performance and Social Progress. Paris.

Sylva, K., Melhuish, E.C., Sammons, P., Siraj-Blatchford, I., and Taggart, B.
2004. The Effective Provision of Pre-School Education (EPPE) Project:
Technical Paper 12 *the Final Report. London: DfES.

Taylor, C., Maynard, T., Davies, R., Waldron, S., Rhys, M., Power, S., Moore,
L., Blackaby, D. and Plewis, I. 2013. Evaluating the Foundation Phase: Annual
Report 2011/12. Cardiff: Welsh Government.

Taylor, C., Maynard, T., Davies, R., Waldron, S., Rhys, M., Power, S., Moore,
L., Blackaby, D. and Plewis, |. 2014. Evaluating the Foundation Phase: Update
and Technical Report 2012/13. Cardiff: Welsh Government.

Taylor, C., Rhys, M. Waldron, S., Davies, R., Power, S., Maynard, T., Moore,
L., Blackaby, D. and Plewis, I. 2015. Evaluating the Foundation Phase: Final
Report. Cardiff: Welsh Government.

260


https://www.2simple.com/2buildaprofile

Thompson, S. and Marks, N. 2006. Measuring well-being in policy: issues and
applications. London: New Economics Foundation.

Thorburn, M. 2014. Educating for well-being in Scotland: policy and philosophy,
pitfalls and possibilities. Oxford Review of Education 40(2), pp. 206-222.

Torrance, H. and Pryor, J. 1998. Investigating formative assessment. London:
Open University Press.

UNICEF. 2013. Child well-being in rich countries: a comparative overview. Italy:
UNICEF.

8SULFKDUG ( &KLOGUHQ DV p%»HLQJ DQG %HFRPLC
temporality. Health Education 22(4), pp. 303-313.

Venninen, T., Leinonen, J., Lipponen, L. and Ojala, M. 2014 Supporting
&KLOGUHQYV 3DUWLFLSDIWICRr® Cerfers) LEay L CHdhdod L
Education Journal 42(3), pp. 211 2218.

Vygotsky, L. S. 1978. Mind in society: The development of higher psychological
processes. Cambridge: Harvard University Press.

Waldron, S., Rhys, M. and Taylor, C. 2014. Evaluating the Foundation Phase
Key Findings on Pedagogy and Understanding. Cardiff: Welsh Government.

Walker, P. 2012. Wellbeing: meaning, definition, measurement and application.
In: Walker, P. and John, M. From public health to wellbeing: the new driver for
policy and action. Hampshire: Palgrave Macmillan. pp.21-46.

Waters, J. 2009. Well-being. In: Waller, T. An Introduction to Early Childhood.
London: SAGE Publications Ltd. pp. 16-30.

Watson, D., Emery, C., Baylis, P., Boushel, M. and Mclnnes, K. 2012.
&KLOGUHQYV VRFLDO DRIy in BARMIL R Qrlical peksaeQive.
Bristol: The Policy Press.

Weare, K. 2014. Developing mindfulness with children and young people: a
review of the evidence and policy context. -RXUQDO R &&licess8(PH Q TV
pp. 141-153.

Webster, S., Lewis, J. and Brown, A. 2014. Ethical considerations in qualitative
research. In: Ritchie, J., Lewis, J., McNaughton Nicholls, C. and Ormston, R.
Qualitative Research Practice. 2" ed. London: SAGE Publications Ltd. pp. 77-
110.

Welsh Assembly Government. 2008a. )UDPHZRUN IRU &KLOGUHQTYV /H
to 7-year-olds in Wales. Cardiff: Welsh Assembly Government.

Welsh Assembly Government. 2008b. Learning and Teaching Pedagogy.
Cardiff: Welsh Assembly Government.

261



Welsh Assembly Government. 2008c. Personal and Social Development, Well-
being Cultural Diversity. Cardiff: Welsh Assembly Government.

Welsh Assembly Government. 2008d. Observing Children Cardiff: Welsh
Assembly Government.

Welsh Assembly Government. 2008e. Physical Development. Cardiff: Welsh
Assembly Government.

Welsh Assembly Government. 2008f. Personal and Social Education (PSE)
Framework for 7 to 19 year olds in Wales. Cardiff: Welsh Assembly
Government.

Welsh Assembly Government. 2008g. & KLOGUHQ DQG <RXQBeiBGHRSOH

Monitor for Wales. Cardiff: Welsh Assembly Government.

Welsh Government. 2009 Foundation Phase Child Development Profile
Guidance. Cardiff: Welsh Government.

Welsh Assembly Government. 2010. Thinking Positively: emotional health and
well-being in schools and early years settings. Cardiff: Welsh Assembly
Government.

Welsh Government. 2011la. & KLOGUHQ DQG <RXQJ 3HRSOHTV
Wales. Cardiff: Welsh Government.

Welsh Government. 2011b. Child Development at Age Seven in Wales:
Analysis of the Millennium Cohort Study. Cardiff: Welsh Government.

Welsh Government. 2013a. Building a brighter future: early years and childcare
plan. Cardiff: Welsh Government.

Welsh Government. 2013b. School Effectiveness Framework. [Online].
Available at: http://www.sefcymru.org/sef-p2-home/sef-p2-social_justice/sef-p2-
social-justice-engaging-families.htm [Accessed: 3 January 2013].

Welsh Government. 2013c. National Literacy and Numeracy Framework.
Cardiff: Welsh Government.

Welsh Government. 2014a. Statutory assessment arrangements for the end of
Foundation Phase and Key Stages 2 and 3. Cardiff: Welsh Government.

Welsh Government. 2014b. Further Steps Outdoors. Cardiff: Welsh
Government.

Welsh Government. 2015a. Well-being of Future Generations (Wales) Act 2015.
Cardiff: Welsh Government.

Welsh Government. 2015b. Qualified for Life: A curriculum for Wales - a
curriculum for life. Cardiff: Welsh Government.

262

HO!


http://www.sefcymru.org/sef-p2-home/sef-p2-social_justice/sef-p2-social-justice-engaging-families.htm%20%5bAccessed:%203%20January%202013
http://www.sefcymru.org/sef-p2-home/sef-p2-social_justice/sef-p2-social-justice-engaging-families.htm%20%5bAccessed:%203%20January%202013

Welsh Government. 2015c. Foundation Phase Framework (revised). Cardiff:
Welsh Government.

Welsh Government. 2015d. Children and Young People Wellbeing Monitor for
Wales. Cardiff: Welsh Government.

West-Burnham, J. 2010. School Leadership for well-being. London: National
&KLOGUHQYV %XUHDX +LJKOLJKW 1R

White, S. 2009. Analysing wellbeing: a framework for development practice.
WeD Working Paper 09/44.

White, J., Connelly, G., Thompson, L. and Wilson, P. 2013. Assessing wellbeing
at school entry using the strengths and difficulties questionnaire: professional
perspectives. Educational Research 55(1), pp. 87-98.

White, S. and Abeyasekera, A. 2014. Wellbeing and Quality of Life Assessment:
a practical guide. Warwickshire: Practical Action Publishing Ltd.

Whitebread, D. 2012. Developmental psychology & early childhood education.
London: SAGE Publications Ltd.

Whitty, G., Rowe, G., Aggleton, P. 1994. Discourses in Cross-Curricular
contexts: limits to empowerment. International Studies in the Sociology of
Education 4(1), pp. 25-42.

Wigelsworth, M., Humphrey, N., Kalambouka, A. and Lendrum, A. 2010. A
UHYLHZ RI NH\ LVVXHV LQ WKH PHDVXUHPHQW RI FKIL
skills. Educational Psychology in Practice: theory, research and practice in
educational psychology 26(2), pp. 173-186.

Woolf, A. 2013. Social and emotional aspects of earning: teaching and learning
or playing and becoming. Pastoral Care in Education 31(1), pp. 28-42.

Yeo, A, Legard, R., Keegan, J., Ward, K., McNaughton Nicholls, C. and Lewis,
J. 2014. In-depth interviews. In: Ritchie, J., Lewis, J., McNaughton Nicholls, C.
and Ormston, R. Qualitative research practice. 2" ed. London: SAGE
Publications Ltd. pp. 177-210.

Yin, R. 1984. Case study research: design and methods. London: SAGE
Publications Ltd.

Yin, R. 2014. Case study research: design and methods. 5" ed. London: SAGE
Publications Ltd.

263



Appendix 1: Personal and Social Development, Well-being and Cultural

Diversity, Area of Learning

Personal and Social Development,
Well-Being and Cultural Diversity

Personal development

Children should be given opportunities to:

* become independent in their personal hygiene
needs and to be more aware of personal safety

» pxpress and communicate different feelings and
emotions — their own and those of others

s show curiosity and develop positive attitudes to

new experiences and learning

take risks and become confident explorers of

their indoor and outdoor environment

= gxperiment with new leaming opportunities,

including ICT

become independent thinkers and learnars

develop an awareness of what they are good at

and understand how they can improve their

learning and use feedback to improve their

work

» concentrate for lengthening periods

+ value the learning, success and achievernents of
themselves and other people.

Throughout the Foundation Phase, children

should be given opportunities to develop

their skills, knowledge and understanding

through being involved in a range of

experiences induding:

= activities in the indoor and outdoor learning
environments

» differant types of play and a range of planned
activities, incduding those that are child
initiated

16 | Foundation Phase

Social development

Children should be given opportunities to:

* be aware of and respect the needs of others

» take responsibility for their own actions

» consider the consequences of words and
actions for themselves and othars

* develop an understanding of the behavioural
expectations of the setting/school and
understand that rules are essential in an
ordered community

+ develop an understanding of what is fair and
unfair and to be willing to compromise

= form relationships and feel confident to play
and work cooperatively

» yalue friends and families and show care and
consideration

* appreciate what makes a good friend

* develop a positive salf-image and a sense of
belonging as part of different communities and
have an understanding of their own Welsh
identity

# develop an awareness of differemt cultures and
the differing needs, views and beliefs of other
people in their own and in other cultures

» treat people from all cultural backgrounds in a
respectful and tolerant manner

# develop an understanding of the diversity of
robes that people play in different groups and
communities

* begin to guestion sterectyping.

= activities that allow them to adopt a range of
robes, including leadership within a small
group, paired learning or working within a
team

» different resources such as those in print and
interactive forms

» activities that allow them to become
independent kearnars

# activities that allow them to use their senses,
to be creative and imaginative
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Moral and spiritual development

Children should be given opportunities to:

Welsh Assembly Government. 2008. )UDPHZRUN IRU &KLOGUHQTTV /HI

respond to ideas and guestions enthusiastically,
sensitively, creatively, and intuitively
communicate about what is good and bad,
right and wrong, fair and unfair, caring and
inconsiderate

communicate and reflect on the dedsions
made in stories, situations or personally,
suggesting alternative responses

respond persomally to simple imaginary moral
situations giving reasons for decisions made
use stores or situations to raise guestions
about why some things are specdial

express ideas and feelings creatively, explaining
why they are significant

talk about the choices available to individuals
and discuss whether the choices available
make a decision easier or mora complex

ask questions about how and why special
things should be treated with respect and
respond persomally

ask questions about what is important in life
from a personal perspective and from the
perspective of others.

activities that allow them to communicate their
ideas, values and beliefs about themselves,
others and the world

activities that allow them to solve problems
and discuss outcomes

activities that allow them to begin to
understand how thay can protect the
environment and become environmentally
friendly im their everyday lives

activities that allow them to feel safe and
secure and feal that they are valued

Well-being

Children should be given opportunities to:

« yalue and contribute to their own well-being
and to the well-being of others

» ha aware of their own feelings and develop
the ahility to express them in an appropriate
way

» understand the relationship between fealings
and actions and that other people have
feelings

» demonstrate care, respect and affection for
other children, adults and their environment

» develop a growing interest in the world
around them and understand what their
environment has to offer when playing alone
and with othars

» ynderstand and recognise the changes that
happen to their bodies as they axercise and
describe the changes to their breathing, heart
rate, appearance and feelings

» develop am understanding that exercise and
hygiena and the right types of food and drink
are important for healthy bodies

» ask for assistance when needed

» develop an understanding about dangers in
the home and outside environment

» understand that medicines are taken to make
them feel better and that some drugs are
damgerous.

» activities that contribute to their own safety

= activities that allow them to make healthy
choices and to develop and understand their
own bodies and how to keep them safe and
healthy.

Foundation I"has-e| 17

7-year-olds in Wales. Cardiff: Welsh Assembly Government. pp.16-17.
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Appendix 2: Research proposal submitted in 2013
Title

Towards a common understanding of a complex concept: an exploratory study
LQYHVWLIJDWLQJ DQG FDSWXULQJ FKLOemgiHQTY VRFLDC
Foundation Phase classrooms (3-to-7 year olds).

Summary of research project

This study is a 3 year PhD project funded by the ESRC (October 2012 to

2FWREHU DQG OLQNHG ZLWK D SURMHRWA HQWLWO'L
SKDVHY D FXUUtloHFXxéeXdrsliRWales) funded by the Welsh

Government. The study design is primarily going to be an exploratory small

scale qualitative comparative case study examining the concept of well-being

within two schools of different socio-economic status (SES). The research will

be designed in two stages.

Stage one of the study will consist of building a strong partnership with two
schools and establishing a positive working relationship with all participants.
This stage will involve gathering multiple perceptions of well-being from
practitioners (primarily teachers and teaching assistants) to discover what they
understand by well-being and ascertain how they document and assess it in the
Foundation Phase (Nursery through to Year 2). Initially this will be conducted
informally in focus group interviews where practitioners will be asked to write
down (collaboratively on a large body template) what they think well-being is.
One to one semi-structured interviews will also be conducted. Stage one will
also involve observations in the different classes to understand how well-being
is supported and promoted in the classroom.

Stage two of the study will consist of using the findings from stage one to a)
identify what domains and perspectives of well-being exist in their responses
and b) facilitate the development of new or existing tools in capturing well-being
in the classroom. This stage will involve piloting two tools that have different
characteristics where children and parents will be invited to become
participants.

Aims

To demonstrate and argue that the concept of children §V V R F Lé&notidd&) G
well-being (SEWB) is complex in both theory and practice.

To explore and develop tools that capturH FKLOGUHQTTV 6(:% LQ )RXQGI
Phase classrooms.

Research questions
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1) How is well-being understood, documented and assessed by Foundation
Phase practitioners in two different schools and how is it embedded in the
classroom?

2) What characteristics are present in new or existing tools that make them
more reliable in capturing a specific domain of SEWB?

3) What barriers exist in developing new and existing tools that capture domains
of SEWB?
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Appendix 3 : Foundation Phase Outcomes for Personal and Social
Development, Well-being and Cultural Diversity

Personal and Soclal Development, Well-Belng and Cultural Diversity

o
7
=
&

Foundation Phase Outcome 1

Children are dependent on familiar adults emoticnally. They have started to express in simple terms
how they feel and respond to sodal greetings. Children may have a tantrum when frustrated but are
learning that some behaviour is unacceptable. They have begun to role play on their own or in
parallel with other children, often near a familiar adult. Children may need assistance with everyday
self-help {personal) skills but are usually keen to help. They show knowledge of familiar care routines.

Foundation Phase Outcome 2

Children like to help adults and peers but not when it conflicts with their interests. They demonstrate
affection for other children and may play with them. When supported by an adult, children are
willing to share toys and materials and will take turns. Children hawe become aware of their own
feelings and emotions and are beginning to identify with those of others. They are trying to be
independent but sometimes need assistance. They are beginning to develop an awareness of
personal safety in particular dangerous hazards.

Foundation Phase Outcome 3

Children have become more independent in their learning and are able to cope with change to
routines. They recognise and are increasingly sensitive to the needs of others. They are beginning to
recognise appropriate behaviour for differant situations and respond to reason. They are beginning to
understand that all living things should be treated with care, respect and concern. They demonstrate
some control over their emotions and will often adopt the standards of behaviour of adults that are
close to them. They are able to cater for most personal needs independently.

Foundation Phase Outcome 4

Children will take part in cooperative play independently. They inoeasingly show self-control and are
able to wait for their needs to be met. They are able to concentrate on a task and have definite likes
and dislikes. Children support, comfort and help other children when they are sad or upset. They are
becoming increasingly aware of the similarities and differences between themsehwes and their peers,
and recognise cultural differences and diversity. Children enjoy caring for the environment such as
plants and pets. They are aware of healthy eating habits and can distinguish between foods that are
healthy and those that are not.

a4 | Foundation Phase

268



Foundation Phase Outcome 5

Children associate, cooperate and communicate appropriately with peers and familiar adults and seek
help when necessary. They recognise and can express their feelings appropriately. They respect others
and value their achievements. They have a dear understanding of right and wrong and are more
aware of other people’s feelings, views and beliefs. They have grasped the concept of fair play and
have an understanding of rules and why they are there. Children have a greater understanding of the
consequences of their actions and take responsibility for decisions that they make. In the main, they
are able to control their emotions and cope with disappointment. They understand that to keep their
bodies healthy they will need to eat and drink appropriately.

Foundation Phase Outcome 6

Children have learned that they can and often do control their emotions. They have begun to form
friendships which are very important to them, and idolhero figures are significant in their play and
lives. They understand that people have different preferences, views and beliefs and have an
understanding of how they should relate to others morally and ethically. Children have moved on to
be able to see things from other children's and aduhts’ points of view. Children are competent in
identifying problems and coming up with solutions to solve them. They are able to demonstrate skills
of perseverance, concentration and motivation. They demonstrate appropriate self-control. Children
understand how they can improve their learning and can be reflective.

Foundatlon Phase | 45

Welsh Assembly Government. 2008. )UDPHZRUN IRU &KLOGUHQTTV /HI
7-year-olds in Wales. Cardiff: Welsh Assembly Government. pp.44-45.

269



Appendix 4: Focus group questions

Issue/topic

Possible questions

Definitions

(participants to scribe
on large paper)

Using words/terms, what do you think well-being is/about?

What words would you associate with well-being?

Knowledge &
understanding

How do you think a child gets/achieves high w/b
What are the advantages of children having high well-being?
What contributes to low w/b?

What are the disadvantages of a children having low w/b?

Classroom/school
context

How would you describe a child as having high w/b in this
school?

How would you describe a child as having low w/b in this
school?

Supporting
Promoting

Developing

How is w/b supported in this school?
Are there any specific programmes in place that promote w/b?

SEAL zany thoughts/feelings?

Documenting
Evidencing

Assessing

Describe how you track progress/evidence throughout the year
with regards to the AoL: Personal and Social Development,
Well-being and Cultural Diversity?

Are there any strengths or weaknesses or general feelings to
the way it is evidenced or documented in this setting?

How are assessments and judgements usually made about this
AoL?

Clarification/conclude
interview

(participants to scribe
on large paper)

Now that we have had a discussion, read the WAG statement
+what does it mean to you?

Can you add anything further?

Concepts

Implementation

Assessment
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Appendix 5: Semi-structured interview schedule

Date of interview:

Role in school:

Time: Name of interviewee:

Years in practice:

Issue/topic Possible questions Possible follow- up Probes
guestions

Definitions What words do you associate with w/b? What do mean exactly?

Knowledge & How would you describe a child with high/low

understanding

w/b?

Since the introduction of the FP, do you think
DERXW FKL O-keingidifgréntg/® O O

Any examples?

Supporting
Promoting
Developing
Teaching

Role of w/b

+RZ GR \RX WKLQN \RX VXSSRU
w/b in the classroom?

Are you aware of any specific programmes that
promote w/b?

Does this school implement specific strategies to
promote or develop w/b?

Do you think there are any threats/opportunities to
GHYHORSLQJ SURPRWLQJ FKLO

Do you teach well-being as a stand-alone
component of PSDWBCD? (show framework)

Develop w/b?

Promote w/b?

SEAL, PATHS, time to talk?

How successful do you
think they have been?

Do you think it should

Can you give any
examples?

Can you tell me any
more about them?
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(CTs)

be/can be taught?

Documenting
Evidencing

Assessing

Describe how you track progress/evidence
throughout the year with regards to the AoL:
Personal and Social Development, Well-being and
Cultural Diversity? (CTs)

Are there specific tools used to measure/capture
FKLOGUHQTV 36':%&'" &7V +7V

Is this the main way?

Are you aware of other
ways?

Any further improvements
needed?

Goon...

Status/position

Significance in relation to
other AoL

Do you track any other AoL more than
PSDWBCD? (CTs, HTs)

In your opinion, what is the most important AoL?

Are there AoL that have more priority in this
school?

If you could rank the AoL in order of
significance/importance +how would you rank
them? (use additional sheet)

Why do you think this is the
case?

Clarification/conclude
interview

Can you clarify your definition of w/b?

Do you want to add any further information?

Schedule template taken from: Thomas, G. 2009. How to do your research project. London: SAGE Publications Ltd.
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Appendix 6 : Ethical approval letter
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Appendix 7 : Project information for participants

Alyson Lewis (PhD Researcher)
School of Social Sciences
2" Floor, 1-3 Museum Place

Cardiff, CF10 3BD

lewisak@cardiff.ac.uk

07875 472461

01443 414837

Understanding and capturing well-being in the Foundation Phase

Participant information sheet (practitioners)
September 2013

You are being invited to take part in an exploratory research study which is
designed in two stages. Before you decide to take part you need to know the
purpose of the study, what it will involve and what will happen with the findings.
Please read the following information carefully and do not hesitate to contact
me if you have any questions (contact details above).

Aims of the project
1) 7R GHPRQVWUDWH DQG DUJXH WKDW WKH FRQFI
emotional well-being (SEWB) is complex in both theory and practice.
2) TR H[SORUH DQG GHYHORS WRROV WKDW FDS
Foundation Phase classrooms.

Why is this study important?
Insufficient research has been conducted about well-being in schools & multiple
GHILQLWLRQV H[LVW«
Governments & the media oversimplify complex issues such as well-being and
FKLOGKRRG«
Researchers, practitioners & policy-PDNHUV WHQG WR ZRUN LQ LVROI
7RROV WR FDSWXUH \R-Keihg adrekve@ IndlddQ 1V ZHOO
XQGHUGHYHORSHG«
In 2011, the Welsh Government claimed that well-being as a concept is not new
but the focus on understanding, reporting and assessing well-being is a new
SKHQRPHQRQ«
CDAP has been withdrawn, a review of assessment tools took place in 2012
and there is a reporting procedure currently being developed for September

«
It is compulsory for practitioners to record Personal and Social Development,
WelFEHLQJ DQG &XOWXUDO 'LYHUVLW\ DQG UHSRUW RQ |

What is the purpose of the study?

Stage one will focus on exploring and discovering how well-being is understood,
assessed and documented in two primary schools in different areas from
Nursery through to Year 2. Stage one will help to establish a particular domain
of well-being and ascertain whether different domains are associated with
different age groups. Another reason for carrying out the study is to evaluate
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existing tools that aim to capture well-being and to develop new tools. The
findings from stage one will help to facilitate the development of tools for stage
two. Therefore, stage two involves more direct work with children in the
Foundation Phase where existing tools will be implemented with different
characteristics to evaluate what makes tools reliable.

What will the study involve?

x Regular communication, collaboration and interaction will be required
between the researcher and school practitioners.

X Short interviews (approximately 20 minutes) with teachers, teaching
assistants and parents from Nursery to Year 2 to gather multiple
perceptions.

X Practitioners to complete a (quick) reflection task at the end of each
term.

x Observations will be carried out in each classroom to discover how
well-being is supported and promoted (8 in total over two terms).
Schools to negotiate.

X No preparation will be needed by the practitioners.

x Pilot of tools in classes in the Summer term involving children and
parents.

x Distribution of consent forms to parents for children to take part.

What is the value of me taking part?

You will get an opportunity to reflect on your practice, engage in professional
dialogue and ask questions. Documenting and assessing this particular area of
the Foundation Phase can be very time-consuming but you will have the benefit
of a researcher working closely by, trying to develop and implement a tool that
is reliable, robust and easy to administer. This may be particularly helpful for
you at a time when the reporting procedure is currently being developed by the
Welsh Government and changes are not expected to be put in place until
September 2014. There is also the opportunity of your Foundation Phase team
coming together and sharing thoughts, concerns and queries. No judgements
or assessments will be made about practitioners or the schools taking part. The
study is purely exploratory.

What will happen to data gathered & who will have access to the findings?

All electronic data such as interview transcripts, observation data and the
findings from the well-being reflective task will be stored on the Cardiff
University network which is password protected. All information will be
anonymous and only the researcher and Cardiff University staff and project
supervisors will view the data. Findings may be used for the publication of
academic journal articles and conference presentations. This research project
has also been approved by the School of Social Sciences Research Ethics
Committee of Cardiff University. Information will not be shared with Estyn or the
Local Authority that could be identified as coming from your school.

What if | change my mind?

You decide whether to take part and you can withdraw from the study at any
time by informing the researcher. You will have at least one week to consider
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whether you want to be part of the interviews, classroom observations or termly
reflection task.

About the researcher

Alyson first trained as a Nursery Nurse in 1995 and then graduated from
Swansea Institute of Higher Education in 2001 with a BA (Hons) Primary
Education with QTS and worked for seven years as a Nursery and Reception
teacher in Cardiff. In 2009 she completed an MSc Econ in Early Childhood and
was awarded Distinction of which her research involved gathering perspectives
on outdoor play. Nursery and Reception children were participants of the study
as well as practitioners and parents. Alyson also trained as a Forest School
Leader in 2008 and has provided quality outdoor sessions for Nursery,
Reception and Year 5 children. In 2003, she became involved in the Effective
Early Learning (EEL) project and completed her EEL training. Her preferred
approach to research is applied that is working closely with practitioners in
trying to develop and enhance aspects of practice.

May | take this opportunity to thank you for reading the project information and
hope that you would like to become involved. If you have any other questions
you can contact the project supervisor Professor Chris Taylor on
TaylorCM@cardiff.ac.uk

I look forward to working with you.
Best Wishes,

Alyson Lewis
PhD Researcher
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Appendix 8: Project information for parents/carers

Alyson Lewis (PhD Researcher) lewisak@cardiff.ac.uk

School of Social Sciences 07875 472461

2" Floor, 1-3 M Pl
oor useum Place 01443 414837

Cardiff, CF10 3BD

Parent/Carer Information sheet
September 2013

Your FKLO G fV 8Hhdal Rd3 béerVvinvited to take part in an exploratory
research study over the next year. All this means is that a researcher from
Cardiff University will be based in Foundation Phase classrooms (Nursery
through to Year 2) capturing daily classroom activity (by making notes). The
researcher wants to understand what it is like for children and practitioners
working there.

7KH DLPV RI WKH SURMHFW DUH WR EHWWHU XQGHUVW
well-being and to develop appropriate tools to capture this. To meet these

aims, the researcher needs to spend a considerable amount of time over the

next year based in the school, absorbing school life.

Alyson (the researcher) is an experienced early years teacher and now works
as an educational researcher and has satisfied the required Criminal Records
Bureau checks. All information will be anonymous and only the researcher and
Cardiff University staff and project supervisors will view the data. Findings may
be used for the publication of academic journal articles and conference
presentations. This research project has also been approved by the School of
Social Sciences Research Ethics Committee of Cardiff University.

If you would prefer for your child not to be included in the observations, please
complete the opt-out slip below. If you are happy for your child to be included
in the study then you do not have to do anything. You are also able to opt out

of the study at any time over the next year by contacting the researcher.

Thank you for reading the information, if you have any further questions please
do not hesitate to contact me or the project supervisor Professor Chris Taylor
on TaylorCM@cardiff.ac.uk

Best Wishes,

Alyson Lewis
PhD Researcher

kkkkkkkkkkkkkkkkkhkkkkkkkkkkkhkkkhkkkkkhkkhkkkhkkkkkkkkkkkkkkhkkhkkkhkkkhkkkkkkkkhkkhkkkkkkkkkkkkkkkx

You only need to complete this opt-out slip if you DO NOT want your child to
be included in the observations for the research study.
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| am aware of the research study and | DO NOT want my child to
included in observations or field notes (tick if you want to opt-

be
out).

SDUHQW &DUHU 1IDPH «««««&&&EKKK KKK KKK KKK K

EKLOGYIV 1I1DPH «««&&«KKKKKK KKK KKK KKK LKL KKK

EKLOGTV &ODVV «««&&&K KKK KKK KKK KK
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Appendix 9 : Participant consent letter

Alyson Lewis (PhD Researcher)
School of Social Sciences
2" Floor, 1-3 Museum Place

Cardiff, CF10 3BD

lewisak@cardiff.ac.uk

07875 472461

01443 414837

Understanding and capturing well-being in the

Foundation Phase

Participant consent form

Name of Researcher: Alyson Lewis
Cardiff University
School of Social Sciences

Please read the following statements and indicate with a tick

happy to proceed and take part.

¥ if you are

Consent statements

Tick

| have read the participant information sheet and
feel clearly informed about the project.

| have had time to consider whether | want to take
part in the study and ask questions.

I understand that | can withdraw from the study at
any time by informing the researcher.

| understand that this study involves interaction and
collaboration with the researcher for the duration of
the study.

| understand that data collected may be used in
publications and other disseminations.

| agree to take part.

L O CER GO COR CER CAR R (AR (AR R COR (O (O SO CR CAR (AR CER (R KR (4
Name of participant

LG COR (O CER COR CER GO (O (O GO (R GO (O (O GO GO GO (O (AR CER R (¢

Date

L R CER SR COR (R CAR GO (AR (AR R COR (R (O (AR COR CAR (AR CER (R (R (4
Signature
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Appendix 10: Summary of the research findings

280



Appendix 11: Example of coded transcript t+screenshot
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Appendix 12 : Example of thematic map
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Appendix 13 : ldentifying emerging similarities and differences between the themes - screenshot
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