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in Child Protection’ that promotes volunteers to work alongside statutory 
child care workers in complex child protection cases measured the mental 
health outcomes for the family. At referral, two thirds of the families were 
dysfunctional, with children having emotional and behavioural disturbance 
and some mothers having clinical levels of depression. Repeat measures 
indicate improvements in children’s emotional wellbeing, family functioning 
and mother’s mental wellbeing during the volunteer intervention.
Keywords volunteers, child protection, mental wellbeing, parenting.

1. Background
Can the relationship between a volunteer and a service user offer something 
unique and different to support from professionals? Measuring outcomes 
from child protection work is complex and there is little focus on mental 
health even though we know that problems with mental health (parental or 
child) impact on family functioning.
	

























	 Families referred to the ViCP scheme are on child protection 
plans. The study took place in the ViCP project in Southend-on-Sea. All 
families (n=37) working with the ViCP project were invited to participate, 
and 13 families agreed to participate. It is extremely difficult to engage 
these families in research as they are under surveillance regarding child 
protection and tend to be both distressed and disorganized. For these 
reasons it was agreed to use the volunteers as researchers rather than 
introduce yet another person into the family. Volunteers were trained to 
administer the questionnaires. 
	 Due to the small numbers who completed second and third 
questionnaires we cannot draw any firm conclusions about change during 
the intervention in the whole sample. Research carried out by Tunstill 
experienced the same problems with recruitment and retention of the 
sample (Tunstill and Malin, 2011).
	 Southend-on-Sea is deprived in terms of income, employment, 
health, education, barriers to education and crime, with the figures for living 
environment deprivation being very high (Office for National Statistics, 
2010). Children living in deprived areas do less well than their peers, raised 
in more favourable areas, in relation to attainment and general quality of 
life (Scott et al.  2010).

3. Results
a. Children’s Behaviour and Wellbeing
The SDQ questionnaire is an effective screen for children’s emotional and 
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behavioural difficulties. The average British scores for an SDQ completed 
by parents are 8.4 (s.d. 5.8) (SDQ, 2012). This would mean that we would 
be concerned about scores greater than 14.2. From Table 1 we can see that 
in 6 of the 9 families where the child was old enough for the SDQ to be 
completed, the child’s SDQ scores are above 14.2. These scores indicate 
high levels of emotional and behavioural difficulty (see Table 1; where there 
are gaps in Table 1 the child is under 2 years of age and too young for an 
SDQ to be completed).
	 For all the families who completed the SDQ at Time 1 and  
Time 2 there was an improvement in their scores, which was mirrored  
in parental reports.
	 Families 3 and 8 completed the SDQ at Time 3 and both report 
sustained improvement (see Table 1 below).

Table 1:

 

b. Parental Mental Health
With the GHQ scoring method (Goldberg et al. 1997), any scores higher than 
2 are indicative of mental health concerns; the higher the score the greater 
e i
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The 2 mothers who scored in the clinical range at Time 1 had very high 
scores (Family 3, GHQ=9 and Family 12, GHQ=8) suggesting that they 
are likely to have clinical mental health problems. At Time 2 there was 
considerable improvement for both mothers (Family 3, GHQ=4 and 
Family 12, GHQ=0) and this improvement continued for Family 3 at Time 
3 (GHQ=0). During their time with the ViCP scheme, both mothers GHQ 
scores moved from the clinical (>2) to non-clinical range. None of the other 
mothers reported significant mental health concerns (GHQ>2) at Times 1,  
2 or 3. 

c. Family Functioning
The 12-item version of the FAD has a cut-off established for family 
dysfunction of scores >2 (Miller et al. 1985). Half of the families (6 out of 
13; see Table 2) scores 2 or above. We might have expected all the families 
coming with child protection concerns to report difficulties with their family 
functioning. One explanation may lie in the fact that families in this situation 
have most difficulty in dealing with the demands of the world outside 
the home, such as getting the children to school, and may not be entirely 
unhappy with their family circumstances per se. The difficulty of coping 
with external demands, such as getting the children to school or going to 
the doctor, can reflect an inability to deal with their child’s needs as well as 
their own needs.

Table 2:
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ViCP are working with extremely complex families who are very hard 
to engage, and for the small number of families in this study there is 
evidence of marked improvement after the ViCP intervention, both in their 
questionnaire data and in the changes of levels of concern from social 
workers. It would not be accurate to claim that all the change relates to 
the ViCP scheme. Nonetheless the nature of the relationship between the 
volunteer and the family may be the catalyst promoting positive outcomes. 
Munro (2011) proposes that relationships need to be forged with these 
families and a systemic approach to service delivery is required to foster 
effective engagement between the family and the agencies they are 
involved with. The fact that the volunteer, who freely gives their time is 
commented on by the families as giving them a sense of worth. Also the 
presence of someone who will actually accompany them to places they 
have been referred to facilitates engagement with the world outside  
the home.
	 Overall families reported a very positive experience with 
their volunteer: “My volunteer was second to none.” 
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“Explaining to the family that professionals working with them are on 
their side. These professionals are working with a lot of other people who 
are very busy and don’t always have time to sit and talk. I’m here for that. 
Mum was not able to stand up for herself in meetings so I did this and 
encouraged her” (Volunteer 1).

Not everything will go well, or be positive and there were 2 cases (Families 
4 and 7) where the volunteers identified ‘unmet need’ and were able to 
alert professionals to this. This is not an easy experience for the volunteer, 
who is hoping to ‘make a difference’ and needs careful management and 
supervision (Eisner et al. 2009). 
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Far above her, tree branches laced themselves together against the sky. 
Looking up, Amanda remembered she was only on Chestnut Street. The 
branches looked kind of like figure skates, she thought, if figure skates 
could have black laces. Amanda’s street was lined on both sides with huge, 
old trees, some of which still had orange leaves clinging to their highest 
branches even though it was already after Thanksgiving. 
	 As she lay watching, the wind that had been whistling noisily all 
afternoon picked up speed and made the branches move quickly. More 
leaves were drifting slowly downward. Amanda shivered. It was colder on 
the ground that it had been in the big top and her knee was throbbing from 
her fall. At least there had been a net, she thought. The sky overhead was 
a thin, bright blue, and the white clouds had flat grey bottoms. They look 
like they’re ironing the sky, don’t they, Sarah had often said. Amanda had 
wondered why the sky needed ironing, but she hadn’t argued with Sarah. 
She been content to wander the streets of the neighbourhood holding 
Sarah’s hand while Sarah found shapes in the clouds and Amanda’s little 
brothers, walking in front, bickered.
	 Sarah had said a lot of things, really. She talked a lot; more than 
Amanda’s teacher, more even than the other kids in Amanda’s class. 
Amanda thought again about the last thing Sarah had said. She turned it 
over in her mind like a somersault and tried to come up with something she 
could say. I am too not that thing you said. When she said this out loud, it 
didn’t make as much sense as it had in her head, but this pleased Amanda 
so much she said it over and over. Finally, the funny feeling in her chest 
went away, the one she sometimes got when she thought about Sarah, or 
about her father being gone.
	 A car drove past, too close to the curb, and a gust of wind swirled the 
leaves from the side of the road onto the sidewalk. Amanda sat up, raking 
dry leaves over the new hole in the knee of her tights. She made a small 
pile of leaves and rested her head on it. There were no grown-ups around to 
bother her. They were all still at work. 
	 The school bus drove by like it did every day, taking some of the 
other kids in her class out to the suburbs. Amanda watched the bus’s yellow 
belly roll pass as she scrunched herself further from the curb. Slowpokes. 
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school. The horse had been tied to the huge maple tree on the corner with 
the stone wall that stretched down both sides of the street. He had gazed at 
her with huge, dark eyes and made a soft kind of snickering sound. Amanda 
fed him leftover potato chips from her lunch bag. You belong here with your 
owner, she said, trying to be firm. I can’t take you with me. She had stroked 
the horse’s flank for a long time anyway.
	 Now Henry was tugging at her sleeve. ‘Amanda, get–get–UP.’ 
	 Amanda found his hand and pretended to let him pull her up. Maybe 
it hadn’t been a horse she’d seen; maybe it had actually been a rabbit with a 
white tail, running underneath a bush to get away from Amanda. 
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Amanda liked the jungle gym too, but not as much as she liked the swings. 
She could make herself go up to the sky on the swings. She went to take a 
sip of hot chocolate but it was all gone, even the powdery bits. She got up 
to put her mug in the dishwasher. ‘I’ll be right back,’ she told Edward, and 
he nodded like he believed her.
	 On her way back through the hall, she noticed the blue mitten 
sticking out of her coat pocket. There were spidery bits of brown leaves 
stuck to the part of the mitt where somebody’s fingers went. There were 
leaves on the floor too, Amanda noticed, tracked in from outside. It looked 
almost as though a herd of messy children had just blown through the 
foyer. Amanda considered the mitten. She might tidy up later, she decided.
	 Instead she took a piece of paper and a skinny pencil out of her 
backpack—fat pencils were for babies, her mother said, and Amanda pretty 
much agreed—and sat down at the dining room table to write a note. I will 
be fine, printed Amanda, remembering to put two ‘ls’ in will. Sarah had said 
that before she left. She had said Amanda would be just . Shed31

y5own. 
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In addition, the paper forms a useful guide to individuals and organisations 
who may be considering the use of such provision as it contains detailed 
qualitative data documenting the views and experience of front line local 
authority stakeholders who have experience of one such scheme. 

Introduction
Criticism of child protection practices have become common place in the 
UK in recent years, with similar discourse occurring during the same period 
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Informed consent was given for comments to be recorded and quoted in the 
evaluation report and subsequent analysis.

Findings from interviews with Local Authority Stakeholders
Semi-structured interviews were conducted with a sample of local authority 
staff, all of whom had direct involvement at some level of the ViCP scheme. 
This included Social Workers, Senior Practitioners, Child Protection Review 
Chairperson and Commissioning Managers. 
	 The general view of the stakeholders was that the ViCP project 
provided an invaluable resource which appeared to improve outcomes for 
families who engaged. In conjunction with the work of statutory services, 
the scheme achieved results which exceeded those normally considered 
achievable by statutory intervention alone. The ‘value’ of the service 
provided by the volunteers was acknowledged as something nebulous 
and difficult to measure. It was seen as being based on prevention of 
reception into care, or prevention of a family requiring intensive statutory 
intervention, or the relative cost of a statutory worker providing the 
same number of hours working with a family. However, what was clearly 
highlighted by all those interviewed, was that the role of the volunteer was 
viewed as something significantly different to that which could be offered 
by a statutory worker.  This is perhaps indicative of the ‘distancing’ which 
has occurred in recent years between worker and family, and the power-
based relationship which exits. 
	 Stakeholders stressed that the role performed by a volunteer could 
not be directly compared to that of a statutory worker: 

‘...rather than simply to use volunteers to replicate a family 
support type role, we wanted to use the unique status and role 
of a volunteer to work in a different way with families who may 
be more receptive to non-statutory agency getting involved.’
‘We wanted to target social work time on crisis cases but also 
taking on board the fact that some families just don’t respond 
well to statutory social work and a volunteer may be able to 
form a different relationship and be accepted as a ‘critical friend.’ 
They can become a role model, a friend, a big sister...’ 

	 The informal and unpaid nature of the volunteer’s role appeared 
to be key to this unique status. Many of those interviewed referred to the 
volunteer becoming like a substitute extended family member.

‘The volunteer aspect is important because they are seen as 
wanting to be there not because they are being paid.’
‘How often do we think ‘this person is a natural’ and when they 
become a trained social worker they lose something - the ability 
to really connect in a natural way. The volunteers keep that natural 
ability to respond in a very human and natural way. An ‘unhampered 
human response’ I suppose. They are instinctive and intuitive.’

Continued on next page…
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The fact that the volunteers only worked with one family was also 
highlighted, meaning that they could invest a level of time and commitment 
in the family that could never be replicated by a statutory worker:

‘Busy social workers don’t have time to engage and listen as much as  
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Theme 1—Value Added
Most of the stakeholders interviewed in this evaluation commented about 
the impact that the volunteer was able to have and the unique role that they 
were able to play in the lives of the families to whom they were assigned. A 
senior social worker comments:

‘CSV get better results than social services support staff. This family 
had a support worker in the past but she made no difference. A 
volunteer is less judgemental and only has one case. There are no 
power issues in the relationship and she has quality time to spend. 
This takes away suspicion, builds trust and a good relationship.’

	 Tlay fhoion cf tadded-aluae, ovr cnd tbouv that whichcomuld be
 gaind aby afamiliy supportworker cfr sexample, y fonewhichcha fhoi
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of paid staff opens up the debate as to how volunteers and paid staff can 
work together in a complimentary way and how this partnership might 
be further evaluated in the future to tease-out some of the qualitative 
complexities of what is occurring.

Theme 2—Relationships
The second key theme emerging from the stakeholder interviews in this 
study is the notion that volunteers are able to develop more meaningful 
relationships with families than paid staff, and that such relationships  
create a milieu for sustained change and growth. As one senior staff 
member highlights:

‘The volunteer is seen as a ‘critical friend.’ Families are more 
receptive to a volunteer than a worker from the statutory sector 
and can effect change in people’s lives by acting as a role 
model, giving good advice, improving self-esteem, improving 
confidence & anger management. They have time to build real 
relationships and to listen. The impact is positive...Sadly, there 
seems to be an ingrained perception that social workers are all 
out to get them and a volunteer would be viewed differently.’

	 There is some evidence that a positive relationship with a worker 
can influence parental behaviour and as such have positive outcomes 
in child protection cases. Lee and Ayón (2004) pose the question in their 
research; ‘Is the client-worker relationship associated with better outcomes 
in mandated child abuse cases?’ and conclude: 

‘…a more positive relationship with the social worker was associated 
with improvement in discipline and emotional care and tendencies 
toward improvement in children’s physical care and parents’ coping. 
This was expected because establishing a good relationship has 
been described as a powerful tool (Woods & Hollis, 2000).’  
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is one which is worthy of further and more detailed examination.
Theme 3—Communication
Finally, the fourth finding from data gathered from local authority staff 
is that they feel confident that there is a clear channel of communication 
from the volunteer about what is going-on with the family and specifically 
any needs, concerns or deterioration. This reflects findings from earlier 
evaluations of ViCP (Tunstill 2007.) As one social worker commented:
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Allow to flourish

Introduction

“Dance interweaves with other aspects of human life, such as 
communication and learning, belief systems, social relations 
and political dynamics, loving and fighting, and urbanization and 
evolutionary development of human species” (Hanna, 1979, p. 3).

The development of Dance Movement Therapy (DMT) is illustrated within 
a timeline of progression and it can be linked to fundamental human with 
origins in primitive societies to the present day (Chaiklin, 2009). Indeed, 
dance has been used culturally and spiritually as a healing practice and 
deep-rooted fundamental elements of humanity displayed in these practices 
continue to be utilised effectively in contemporary dance, therapeutic 
dance and Community Dance practices (Chaiklin, 2009). In addition, healing 
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being (see Rosemary Lee (Rescen, 2012), Joe Moran (Dance Art Foundation, 
2012) and Penny Greenland (Jabadao, 2011).
	 This study, ‘Allow to Flourish’, undertaken for an undergraduate 
research dissertation, investigated the benefits of dance and therapeutic 
dance to promote health and wellbeing in children with behavioural 
difficulties.  It aimed to create an alternative behavioural management 
model through the use of dance. 

The Study
An initial review of current literature was undertaken to situate the study 
in a wider context. It included a review of medical and social definitions 
of health and wellbeing and investigated how they relate to the Mind/
Body connection, which is one of the fundamental beliefs of a Dance 
Movement Therapist’s work (Chaiklin, 2009, pp. 4-5; Goodill, 2005, p. 
27). Current literature also provided a theoretical understanding of how 
behavioural management methods, approaches and models have been 
applied to differing populations. This offered insight into the breadth of 
research surrounding professional dance techniques. A broader area of 
inquiry included the exploration into physical activity, educational research, 
teaching literature, resources and methods, medical behavioural condition 
research and specific case studies.
	 Continuing on from this, a primary research case study of a ten year 
old boy diagnosed with Autism and Attention Deficit Hyperactivity Disorder 
(ADHD), whose behaviour was described by his parents as ‘spontaneous, 
aggressive and out of control’, was carried out to explore whether the  
use of dance and therapeutic dance could aid the behavioural difficulties 
that the boy exhibited, whilst also enhancing his physical health and 
psychological wellbeing. 
	 Interviews with significant adults in the participants’ life took place 
to discover more about the challenges and issues faced. Observations 
of the participant were undertaken in three different settings; in the 
classroom, in the playground and during a dance session to obtain a holistic 
understanding of his characteristic behaviour. Three weekly short one-to-
one dance sessions were planned during which the researcher/practitioner 
identified the child’s reactions and responses to task-based exercises. The 
purpose of the investigation into the participant’s behaviour and current 
related literature was to establish what was required to create a model 
which promotes positive behaviour and enhances health and wellbeing. 
	 Approaches based on the notion of the Mind/Body connection were 
central to this field of inquiry. Research and historical evidence suggests 
that dance interlinks with many aspects of life. The notion that dance 
is a fundamental human process and that dance was, and continues to 
be utilised as a healing practice, suggests that this method is strongly 
associated with the body, both physically and psychologically and therefore 

Continued on next page…
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allows for positive progression of individuals health and wellbeing.
	 Anecdotal evidence suggests that children with behavioural issues 
respond well to a dance class environment created by the facilitator and 
the typically disruptive behaviour, described by parents and/or teachers, 
is absent (Colors of Play, 2012; Medindia, 2009). This study began by 
considering how, why and what makes this occur. 
	 This research is an area of personal interest and was guided by an 
interest in the ways in which current modes of dance practice can be utilised 
to aid positive behaviour. Two professionals in the dance sector—Joe Moran 
and Penny Greenland, have adopted this approach and it was considered 
that by exploring current professionals’ practice and using supporting 
theories in the dance and education sector, it would be possible to examine 
the ways in which dance could support and benefit a child’s behaviour and 
engagement. Having insight into how individuals and organisations work 
with and support children within a dance setting helped to identify what 
makes dance so successful and effective for some children with behavioural 
difficulties. The research into how current individuals and organisations 
manage behaviour in health contexts bridged the gap between theory  
and practice.
	 The objective of the study was to supply parents, students, teachers, 
practitioners and assistants with a resource that encouraged positive pupil 
behaviour through dance whilst also aiding health and wellbeing. The 
intention of the model was mainly to promote non-disruptive behaviour and 
also to progress and develop young people’s health and wellbeing.
	 The recommendations made aimed to improve the facilitation of 
dance to support positive behaviour in children while vital learning and 
teaching takes place. For example, in an educational setting where the 
teacher has to meet learning aims and objectives and also cater for a large 
variety of individual needs within the classroom, these potential behavioural 
management recommendations could be utilised with individual pupils to 
support and encourage positive behaviour. This therefore could potentially 
establish an environment in which optimum learning and teaching can  
take place.

Collation of Findings 
Identifying a successful mode of practice was essential. Deciding whether 
to work as part of a team, to work independently within a group (Erfer, 1995; 
Duggan, 1995) or to work one-to-one was central to discover what works 
best for that particular individual. The decision to work with the participant 
on a one-to-one basis was made so that the needs and requirements of the 
individual were placed at the forefront of the practical research.
	 The structure of the session was important; being clear about 
the structure of the session from the outset, identifying boundaries and 
setting clear expectations allowed for development and progression of the 

Continued on next page…
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individual. According to Edwards (2002), overall discipline of dance helps 
aid disruptive behaviour and supports the ability to feel free and able to 
respond to ideas. 
	 An evaluation of the content of the individual dance sessions with 
the participant was completed before, during and after the workshops. 
A balance between familiar tasks, as well as introducing news routines 
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The researcher/practitioner found it necessary to balance the session and 
maintain an open-mind to ideas and themes put forward by the participant 
themself. In order to achieve this, the ability to listen, evaluate situations 
and be able to communicate thoughts using an appropriate tone of voice 
and express both verbally and non-verbally was necessary. As Greenland 
(personal communication, 25th April, 2012) suggested, non-verbal 
communication can be successful with children who struggle to interact and 
therefore, it is suggested that when devising a model of practice, careful 
thought should be applied as to how instruction is given.



	














































	 Her work supervising doctoral students reinforces her expertise 
in applying theoretical learning to professional practice settings. She 
leads the Doctorate in Education programme and successfully engages 
students in developing their research projects and linking their projects to 
improvements in professional practice.

Continued on next page…
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Continuing professional development 
for leading change in early years 
settings: Evaluation of a Masters 
module in leadership

Abstract
This paper considers leadership of practice in the early years workplace 
and explores the value of continuing professional development of graduate 
leaders. Specifically, a Masters module in leadership, designed to improve 
early years practice, is considered using case examples from graduate 
leaders, results from a research project into graduate leader impact, and 
evaluations of the leadership module. The paper concludes that continuing 
professional development in leading change in practice in the early years 
can positively influence early years leadership practice.

A number of research studies have identified that graduate leaders in 
early years are effective at implementing change in practice and that these 
changes have positive effects on children, settings and staff (Sylva et al., 
2004; Mathers et al., 2011; Hadfield et al., 2012; Davis and Capes, 2013). This 
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Introduction to leadership in early years
Leadership as a concept is difficult to define. Definitions range from 
leadership being about the leader as an inspirational visionary frontrunner, 
through ideas of leadership being about organisational structure for control, 
to definitions of leadership which emphasise collaborative practice, with 
leadership roles being distributed within the team rather than being wholly 
within a post held by one individual. Indeed a definition can be elusive 
because leadership is different in different settings and for different people.  
For example leadership may take on different forms depending upon the 
size of the organisation, the gender md.gif tworknt cticif tagsize ofve anms depferegs amaintiinedent settin(fundeheld in tLocionAuthority), e, p whihe 
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Supporting leaders, through CPD, to lead change in practice is the focus of 
this paper.

Professional development for leading change
The early years workforce in the UK has undergone professionalisation in 
recent years. The development of graduate leaders in early years settings 
has taken place since 2006 in England. The value of this graduate leader 
role has now been researched and reported widely. Research by Hadfield 
et al. (2011, 2012) Davis and Barry (2013), Davis and Capes (2013), Mathers 
et al. (2011) among others has demonstrated the value of the graduate role 
in improving the confidence of the leader, enabling them to both see the 
need for and make effective changes in settings, and the importance of the 
leader working directly to lead changes in practice, rather than focussing 
on management. However, the graduate leader status has been shown to 
be a starting point for leading practice rather than an end point (Davis and 
Capes, 2013). Continuing professional development of the graduate leader, 
to further support leadership of change in settings, is also needed.  
It is this aspect of leadership to improve practice which was of interest in 
developing a Masters module, a collaborative development between the 
University and the Local Authority in one county of England, to provide 
professional development for the graduate leaders employed in the locality.  
The module focussed on leading change in practice. Students on the 
module were working in nurseries, pre-school settings, childminder settings 
and Children’s Centres as graduate leaders and they attended the module 
one half day per week for twelve weeks.  
	 The structure of the module required students to share ideas about 
practice, and to constructively provide feedback on ideas presented by 
other students. The module leader acted as a facilitator, ensuring that the 
learning outcomes were achieved but not being overly directive in the 
tasks.  Theoretical perspectives on leadership and change management 
were included and discussed in terms of their potential use in settings to 
enact change. Assessment of the module comprised submission of an essay 
analysing the use of theoretical models of leading change in relation to the 
student’s own work setting.

Methods
The value of the Masters module in supporting leadership of practice was 
considered after students had completed the module and gained their 
results. Three sources of data were used.  
	 Firstly, existing anonymous data from module evaluations was 
analysed, 18 evaluations were available for this purpose and all were 
included in the study. These evaluations had been completed towards the 
end of the module by each of the students on the module. The evaluations 
were completed by students and then submitted to the University by the 

Continued on next page…
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theory, applying it to their practice, and working with other students who 
had a range of experience in other early years settings to help in the 
understanding and application of theory to different practice settings. The 
students were not required to provide written comments, but all did so, 
indicating active involvement with their studies.
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preparation. The value of undertaking documentary analysis, and some of 
the potential pitfalls and ethical issues, are summarised by Davis (2012). 
Analysis of the documents demonstrated that no single theoretical model 
was found to be suitable in its entirety for practitioners to implement 
changes in practice in early years settings. However several theoretical 
models were valuable to practitioners as they offered insights into 
different aspects of the change process and thus practitioners made use of 
components of several theoretical models to support changes in practice.
	 Eleven of the scripts included a consideration of democratic, 
autocratic and distributed leadership within specific early years settings 
including private and maintained nurseries, childminder settings and 
Children’s Centres. Democratic leadership is leadership which recognises 
the voice of the individual employees or other stakeholders in the decision 
making process, and provides opportunity for employees to have a say 
in how things are done. Autocratic leadership on the other hand is more 
detached from the opinions of the workforce or other stakeholders, with 
decisions being made with limited reference to these opinions. The changes 
made by practitioners in their settings included changes in communicating 
with parents, changes in the way that children with additional needs 
were included, changes to physical structures and equipment, changes 
to improve safeguarding, among others. There was an acknowledgement 
within the documents that there were times when practitioners needed 
to use elements of autocratic leadership, for exaTj
0s a saynewpotlicy

[(f the wErly yY)104(ars sFund tion oStae p(EYFS) curriculum amrefuiprd changes,)]TJ
T -1.364 TD
(wiich rno asllof the workforce owelommd, ceeded )o be sutocratic lin
tnsigsingsthat ther EYFSwas amplement d  However she operal l aprovche ng
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initial steps in making change, and the ongoing steps in taking the change 
through and then maintaining the change.  
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continuing professional development at Masters level and readily engaged 
with a range of leadership theories. They were able to move from learning 
about the theory in the classroom setting to making use of the theory in 
planning and implementing changes in their practice within settings. The 
analysis shows that practitioners demonstrate reflective practice, are able to 
think about theory and able to use theory to support change in practice.  
	 The leaders in this study were not passive recipients of theory 
but were active in engaging with it and looking for ways in which theory 
could support positive changes in practice. The graduate leaders enjoyed 
learning in a facilitated way, gaining value from the ability to discuss 
ideas openly in a non-judgmental way with other early years leaders and 
with academic facilitators. Thus it was apparent that the way in which 
leadership is conceived in early childhood settings reflects the way in 
which learning takes place in the academic setting. In the academic setting, 
collaboration between members of the group, listening to others opinions, 
actively seeking ideas, and valuing reflective practice was mirrored by the 
leadership of change evidenced by these practitioners in their settings. 
They were collaborative, inclusive, democratic where possible, actively 
seeking to include their staff, the parents and the children in planning and 
implementing changes in the settings.
	 Using three sources of data in this work was valuable, and provided 
rich detail at individual setting level of the way theory was enacted in 
practice. The quantitative data from the module evaluation forms was not 
useful, as there was no question to find out about the ability of students 
to transfer theoretical knowledge into their practice settings. However the 
qualitative comments on the module evaluation forms were a very rich 
source of data. The data obtained here were particularly valuable because 
all of the students had made comments. The scripts describing changes 
in practice were invaluable in providing rich data demonstrating how the 
theoretical approaches covered in the classroom activities were being 
considered and used in practice settings.
	 There is much work that needs to be done. Detailed research into 
the ways in which leadership CPD impacts on practice would be valuable.  
Further work could be undertaken to explore the gendered nature of the 
leadership evidenced in this article, and the gendered nature of learning.  It 
could also be valuable to research the role of the academic in facilitation 
of the learning process to support graduate leaders to apply theory to their 
practice and thus enhance their practice. 
	 This small study identifies that early years leaders value CPD and 
make use of this to improve their leadership practice.

References on next page…
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This paper outlines the performance and impact of the Synergeia education 
reform program in Burgos through the experiences of seventy program 
implementers and beneficiaries. The study revealed that both believe that 
the local government and schools provide adequate support for improving 
education in Burgos. However, it was clear that parental involvement 
was lacking. Parents actually believed that their level of participation was 
adequate, or were unaware of the importance of their participation in 
their children’s education. These perceptions need to change to ensure 
success. Resulting improvements proved that it does, indeed, “take a 
village” of parents working with schools and local governments to improve 
educational attainment.

Introduction 
Historically, it was felt that students in the Philippines received a well-
rounded education which equipped them with the range of skills necessary 
to face life’s challenges. However, it has been noted recently that the quality 
of public education has declined markedly in recent years. It is already 
a cause for alarm that dropout rates are high. However, what is more 
distressing is the steady decline in the quality of education.
	 The public education system has been plagued with these recurring 
problems for so long that it seems that it cannot reform itself (Bernardo, 
2008, p. 70). There is a tendency to focus on the question, “What are we 
doing wrong?” However, maybe the better question to ask is, “What are we 
doing right?” as emphasized by the reform model of appreciative inquiry. 
Furthermore, can the solution to poor quality of education exist right there 
at the “village” level?
	 This paper looks at the effectiveness of implementing reform 
strategies which promote collaborative and multi-sectoral participation 
in public education governance at the ground level—especially in rural 
communities where the “village” structure is still strong. 

Review of related literature 
The lack-luster provision of education results in high dropout rates and 
declining quality. A good 28%-34% of the population does not reach or 
complete Grade 6. Out of ten Filipino Grade 1 students, less than five 
complete high school. In the Autonomous Region of Muslim Mindanao 
(ARMM), it is worse, with only one out of ten reaching high school (World 
Bank, 2004, cited in Bautista, et al, 2009, p. 4). 
	 According to Albert and Maligalig (2008, p. 6), the main reason for 
the children’s non-attendance in school is their lack of interest due to factors 
such as lack of support from parents; distant schools; low quality of schools; 
a need to do housekeeping or to contribute to the family income; and the 
belief that school is irrelevant to daily life. 

Continued on next page…
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Furthermore, learning achievement continues to be low as reflected by the 
National Achievement Test (NAT) scores. In 2009, out of 204 divisions in 
the country, only 112 divisions have more than half of the grade 6 pupils 
scoring 66% and above, interpreted as “moving towards mastery”. One of 
the poorest regions in the country, the ARMM, has NONE of the divisions 
scoring 66% and above (Arcibal, 2012). In addition, fewer than 1% of Filipino 
students qualify for high school or college level education. Of even greater 
concern is that only 19 out of 100 public school teachers are competent 
enough to teach English in a country where English is the medium of 
instruction (Araneta, 2005, p. A4). 

Compounding the problem further is the fact that many Filipino families 
give more priority to food and utilities than to education and health. On 
average, in 2002, family income was so meager that more than half of it 
went to food at 50.7%. Only 4.5% went to education in 2002 and by 2004, as 
prices of staples increased, it dropped even lower, to 3% (Albert & Maligalig, 
2008, p. 6).  

Clearly, there is an urgent need for reform of basic education provision.  
The development of an effective education system, which fosters the 
development of life-skills which help to propel children to a life beyond 
poverty, is now a priority. 

Continued on next page…
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Synergeia Foundation
In an attempt to improve the quality of education, past and present 
administrations, government agencies and NGOs have implemented 
education reform programs (Arcibal, 2012). Among the more successful 
ones have been those by the multi-sectoral coalition, Synergeia Foundation. 
It uses multi-sectoral, integrative, and participative approaches to promote 
reforms. It energizes local governments to participate actively in education 
reform, through the proper management of education funds, involving 
school heads, teachers, parents and other concerned parties in education 
planning, decision-making and implementation. Synergeia Foundation  
has improved the quality of education in its 250 “covered” areas through 
this approach. 

Project ABC in Burgos, La Union: The Burgos Experience
In the rural town of Burgos in La Union, the local government addressed the 
problem of poor public basic education by undertaking a reform program 
in 2009, in partnership with Synergeia Foundation. The aim was to improve 
the quality of basic education in Burgos by getting principals, teachers, 
parents and civic organizations to working collaboratively.
	 Burgos is a typical rural town in the province of La Union. It is a fifth 
class municipality with an annual income of Php10,000,000–Php20,000,000 
(£145,500–£291,000). With eight barangays or “villages”, its population in 
2010 was 7,850 (National Statistical Coordination Board, retrieved 2013). 
It has eight public elementary schools that cater to 1,353 students (Burgos 
Mayor’s Office, 2013). 
	 In this mountainous town, the only source of livelihood is the 
cultivation of fruits like banana and pineapple, root crops like sweet potato, 
and tiger grass – a material used to make handmade brooms. Children 
are either at school, or at home doing chores or caring for their younger 
siblings. During the planting season, they are often absent from school, so 
that they can work alongside their parents in the fields. Many children have 
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Project ABC (Ameliorating Burgos Children)
The municipality of Burgos is one of Synergeia’s recipients with its Project 
ABC (Ameliorating Burgos Children). Its entry point is the improvement 
of the pupils’ reading proficiency. Since its launch in 2009, simultaneous 
activities, focused on the following, were conducted in the hope of 
improving student achievement: (1) an integrated policy and planning 
system headed by the Mayor was set up through a Project Management 
Team (PMT). The PMT has representations from the local government, the 
Department of Education, teachers and parents. Their first activity was the 
Burgos Education Summit where the stakeholders were invited to inform 
them of the new program and plan with them through workshops; (2) 
improvement of information base where an inventory of best practices 
by successful reform programs was built; (3) capacity-building through 
trainings of school heads, teachers and parents; and (4) forging of 
partnerships with Synergeia Foundation and other NGOs such as Pusong 
Pinoy, a US-based non-profit organization that provides teacher trainings 
and storybooks to the schools to encourage the children to read. 
	 These intervention programs have led to the steady rise in the results 
of standardized tests such as the NAT scores and the Philippine Informal 
Reading Inventory (Phil-IRI). The NAT is a test measuring the students’ 
academic strengths, weaknesses and level of subject mastery. Results reveal 
that the slight improvement in scores is still inadequate. On the average, 
Filipino students can only answer six basic subject questions out of ten 
correctly, as seen in Table 1. It is clear that the Burgos child is faring much 
better than the average Filipino child with a mean NAT score of 72.54% with 
a descriptive equivalent of “moving towards mastery”. 

Table 1. National Achievement Test (national average): MPS for Grade 6  
 (SY 2002-2012)

Sources: Department of Education in Burgos, La Union (2012) and 
National Education Testing and Research Center (2012)

The Philippine Informal Reading Inventory or Phil-IRI, on the other hand, 
is an oral test conducted yearly to measure reading proficiency. As Table 2 
shows, yearly, there is an improvement in the reading status of the Burgos 
children as the number of non-readers decreases while the number of 
independent readers increases. 

Continued on next page…
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Table 2. Phil-IRI for the Municipality of Burgos from Grades 1 to 6 

Source: Department of Education in Burgos, La Union, 2012
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Figure 1. Theoretical framework: appreciative inquiry in education reform 
 

Methodology and case selection
Primary data was gathered using a survey questionnaire which 
was accomplished by 70 respondents composed of (1) Project ABC 
implementers (the municipal mayor, Local School Board representatives, 
local government employees, the DepEd La Union 2nd District Supervisor 
and the eight elementary School Heads); and (2) the Project ABC 
beneficiaries (teachers and parents) 1. Primary data was also taken from 
interviews with various implementers and beneficiaries of Project ABC. 
Secondary data was sourced from Synergeia Foundation, the DepEd, the 
Municipality of Burgos in La Union, and other relevant agencies. 

Data analysis and interpretation was accomplished using the following: 
1.  frequency and percentage distribution: sector and  
     educational attainment
2.  mean: respondents’ perceived level of program impact
3.  correlation analysis using Pearson product-moment correlation 
     coefficient: presence of significant relationships between the 
     respondents’ profile and the perceived level of program impact. 
4.  T-test: difference in the perception of program implementers and 
     beneficiaries on program impact. 

1 Public school elementary pupils of Burgos are the main beneficiaries of the implementation of 
the Synergeia education reform program. However, the main focus of this study was the impact of 
education reform—specifically in the area of governance. Consequently, it was felt that the appropriate 
areas for study were the attitudes and experiences of teachers and parents. They were deemed more 
appropriate respondents, as they could better articulate the impact of the program at this level. The 
impact on pupils’ performance and achievement was effectively measured by their performance in the 
National Achievement Test (NAT) and Philippine Informal Reading Inventory (Phil-IRI). This “universal” 
performance facilitates benchmarking against nationally-agreed standards of performance and  
ensures consistency.

Continued on next page…
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It sees “the village” as fundamental to successful education reform. My 
research confirms this and points to both the success of the methodology 
and the factors which need to be re-visited and refreshed, if change is to  
be maintained. To sustain and develop effective reform requires the 
“village” to be at its core. The raw material is the community—the people  
in the “village”.
	 Therefore, we can conclude that it does take a village to raise a 
child. Burgos has a good village with good people. If Burgos will continue 
using appreciative inquiry in its implementation of Project ABC by getting 
the local government, school administrators, teachers, parents, and NGOs 
more involved and participative, there is no other direction but UP. We will 
definitely see better outcomes—children who are readers, learners,  
and achievers.  
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The research 
The current article is part of a larger study, a PhD in Sociology concerning 
childhood, violence and delinquency in Portugal (Carvalho, 2010). Aiming 
to achieve a better understanding of children’s socialization processes 
considering multi-problematic spaces, mainly about their involvement 
in delinquency. Between 2005 and 2009, a case study was carried out in 
six public neighbourhoods in the Lisbon metropolitan area, involving a 
combination of qualitative methodologies.
	 The neighbourhoods were chosen because they experience relatively 
high levels of social deprivation, violence and crime, although being 
located in one of the richest counties in the country, and the first one to 
have eradicated slums in 2003, by promoting public housing policies. One 
of the main 1h�ializa�.[(s24y)55211023yyyyy8131ween 20\023oop22ng 
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n=156) and the other half were boys. To assess age effects, the children were 
grouped according to age: 6 to 9 years old (75.0 percent, n=236), and 10 to 
13 years-old (25.0 percent, n=76). Most were African origin from the former 
Portuguese colonies (62.8 percent, n=196), mainly The Cape Verde Islands, 
9.2 percent (n=29) were Gypsies, and 28.0 percent (n=87) were Caucasian. 
Nearly all were from lower SES households, with 86.7 percent (n=271) 
getting financial support from social services at schools.
According to the Portuguese law, since the participants were under the age 
of 18, the study had been previously explained not only to children, but also 
to their parents or legal guardians, who had to give permission.

Findings
“There are too many sad things here”
Children were eloquent when stating their views of social relations in  
their neighbourhoods. Most complained about living there, describing how 
social and spatial segregation, and high exposure to violence and disorder 
affect them. 
	 Children’s awareness of the effects of the territorial concentration of 
social disadvantages was clearly expressed. As materialized in the context 
of broader public housing policies through which the national and local 
authorities tried to overcome the poverty and housing problems faced by 
large population groups in Portugal, it is important to note that children’s 
representations of their neighbourhoods show how they can be identified 
by socio-economic disadvantage.
	 ‘Here what we have mostly is poor people, there’re only poor, poor 
people, just poor...’ BoyM08, 8 years-old (Carvalho, 2010, p. 269)
	 In addition, these demonstrate how they can apparently accept 
and approve their social condition of ‘being poor,’ recognizing their 
neighbourhoods as places of spatial concentration of socio-economic 
disadvantages that could potentially exclude them from participation within 
the city social life by just being poor.
	 Another emergent issue was the problem of social inclusion.
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This 9 year-old girl was born in the country; however, difficulties of social 
inclusion grounded on the feeling of not being respected and socially 
accepted because of her skin colour are notorious. The internalization of a 
notion of social inferiority, based on her ethnic identity is clearly expressed, 
and which seems to reinforce her need to strengthen the adherence to a 
more inclusive category: the belonging to the ‘Portuguese people’.
Children strongly expressed how being subjected to the processes of 
spatial segregation inside their neighbourhoods on the basis of their ethnic 
origin affects them and it is at the origin of disorders and violence. Many 
families have been relocated by local authorities in specific streets of the 
neighbourhoods, according to this criterion. The social division of space 
produces power relations that become institutionalized amongst residents, 
whom are mainly of African origin, and in a smaller, but still significant 
number, of Gypsy origin, in a climate of permanent opposition and demand 
for territorial domination that children (re)appropriate and (re)construct in a 
perspective of a ‘normalization’ of violence.
 

The way children mentioned the built environment and the use of space – 
on one hand, “we,” and on the other hand, the “other” – in a representation 
that reflects a battlefield, cannot be devalued.
	 Overall, when expressing their thoughts about their neighbourhoods 
the negative aspects overshadowed the positive ones. This overlap was 
particularly pronounced when they talked about ‘people’ (X²=125, p < .05) 
and ‘public equipment’ (X²=85, p < .05), and to a degree, somewhat lower 
but still significant, as they referred to the ‘public spaces’ (X²=31, p < .05) 
and ‘shops and services’ (X²=31, p < .05). On the other hand, their ‘house/
homes’ (X²=12, p < .05), ‘schools’ (X²=18, p < .05) and ‘family’ (X²=8, p < .05) 
were more positive. No significant gender differences were registered in  
all variables

‘It’s my street and the buildings 
on the side of the Gypsies and 
on the other it’s me and my 
friends. What I like least in my 
neighborhood are the Gypsies 
and if I could, I would move 
them to another neighborhood 
because they are noisy and 
rude and thrown litter on the 
streets.’ 
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The ‘normalization’ of violence in children’s lives
The most significant negative evaluation (47.1 percent) is related to social 
interaction, specifically concerning ‘people’, in this case the adults with 
whom children interact or observe in daily life. Children have a clear idea 
about their expectations of adults’ social roles and disparagingly referred 
to the existence of a large number of individuals who are distant from what 
they consider the reference model, suitable for the maintenance of trust and 
social cohesion. Violence, disorders and crime emerged as the focal point of 
the majority of children’s approaches, regardless gender, age, ethnic origin 
or the neighbourhood where they lived.
	 A negative evaluation was also made about ‘public spaces’ (34.5 
percent; n=76), because it is within these kinds of spaces children located 
a wide range of disorders and violence. Children took many photos 
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Children’s forms of victimization in the neighbourhoods were subject to a 
particular interest and concern by the research participants, with a special 
attention to death cases in violent circumstances, such as during illegal car 
races. Other serious problems, strongly represented, is domestic violence, 
which according to children’s words seem to affect a significant proportion 
of the neighbourhood  households, regardless its composition or ethnic 
origin. Children’s perceptions reveal hostility and confrontation between 
police and residents happen on a regular basis, and police action in the 
neighbourhoods is far from successful. The easy access to drugs and 
weapons reported in our study was notorious and widespread.

Conclusion
As a part of the context where children live, violence appears ‘normalized’ 
to many children, due to its intense frequency mainly in public spaces, 
which has an effect on children’s socialization, especially those to whom 
the street is ‘the’ central place in daily life (Jamoulle, 2005). Violent acts 
may occur frequently and become perceived as less serious over time, in 
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Ultimately, children’s social development through violence is already 
structuring how they interact with peers and adults in the present, and 
it will be reflected in children’s future roles in society. In this process, 
special attention should be paid to the use of public spaces by children 
and adults. The street plays a central role in children’s socialization in the 
these neighbourhoods, and parental supervision does not always provided 
adequate protection; often, both boys and girls referred to how they were 
involved in social disorders and violence together with their own parents or 
relatives. Resident’s low level of agency and the dilution of informal social 
control in the study neighbourhoods reinforce the lack of social regulation, 
facilitating children’s social learning of violence (Carvalho, 2010). This forces 
us to question the nature of the existing social networks and how residents’ 
lack of intervention on social control reflects insufficient collective action 
to improve children’s socialization, which may endanger social cohesion 
(Morenoff at al., 2001).
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Performing well: Children’s 
bodies and religious childrearing 
confraternities in modern Japan

In the spirit of the plural marking this conference’s name, “Children and 
Childhoods,” I want to turn the focus to a different discipline and cultural 
setting, religious studies and Japan, to outline the role children’s bodies 
have played in the ritual and symbolic composition of childrearing 
confraternities in modern Japan. Before describing the historical and social 
dimensions of a specific confraternity—one dedicated to the Buddhist monk 
Donryu (1556-1623)—allow me to make brief, preliminary comments on 
Japanese religion, religious imagining of children, and the centrality of the 
body for both religion and childrearing. 
	 First, much of vernacular Japanese religion is expressed in forms of 
ritual performance marking the life-course and addressing situations that 
may interrupt the smooth running of that course.  In addition to rites of 
passage, then, ritual attention and other sacred activities such as purchasing 
amulets is also given over to protecting one’s body and status in hopes of 
promoting health, good grades, finding a spouse, and securing professional 
success.  Second, childrearing is embedded in this vernacular religion. 
Young childhood is a time when the body is not only biologically vulnerable, 
but also, religiously speaking, when the person herself, as a being, is 
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highly liminal. This liminality is expressed in the well-known maxim that 
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Less immediately, though with an anxious eye to the future, frequent 
crying could also be (and still is) interpreted as an early signal of an overly 
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as well as a signifier of the body’s intensified sacred status as the object 
of devotion and intercessory prayers. Discipleship to Donryu also plays 
prominently in his modern legends, acting as a literal twist on the mimesis 
of torigo: Donryu took in children from desperately poor families, tonsured 
them, and made them novitiates serving the temple and Amida Buddha.  
	 Although tonsuring young heads today is not as prominent in the 
Donryu confraternity as it was in the pre-war and early post-war period, the 
bodily disciplining of young children is still central. In one of the most active 
Donryu temples, Renkeiji in Saitama Prefecture, each February a procession 
of children—itself a display of healthy, active bodies on the move 
performing well—dress in historical costume signifying discipleship to 
Donryu. The children take the lead in commencing the temple’s celebration 
in welcoming the turn to spring. This celebration is marked famously, as it 
is throughout the country, by throwing dried beans and shouting “demons 
out, good fortune in,” as a way of participating directly in ushering in the 
new energy of a new year. Children acting as disciples of Donryu and 
processing through the temple’s grounds are embodied, active symbols of 
this cosmic renewal.
	 As they look to the future to renew Donryu faith in upcoming 
generations, promoters of the confraternity face challenges and 
possibilities. Specifically threatening for an institution so centered on 
children is Japan’s declining birth rate, which hits at the confraternity’s 
raison d’être. While directly addressing the demographic decline of children 
is obviously out of its hands, challenges of contemporary Japanese 
childhood—bullying, truancy, reclusiveness, and suicide—which contribute 
to hand-wringing cultural narratives of “what is wrong with Japan?,” have 
recently joined older bodily health rituals as new concerns by which to 
promote the confraternity. In these current narrative iterations, Donryu is 
being reinterpreted as a theologian of children, or, as contemporary Donryu 
faith writers put it, he recognized in young children—in their very weak 
sense of ego and their relatively marginal social status—an innocence 
and openness to hear and act on the Pure Land Buddhist message of 
compassion. This is a message that Donryu’s priestly and lay promoters 
stress too many Japanese, in their struggle to get by in the material world, 
have ignored. From the confraternity’s point of view, the human cost of 
this falls particularly hard on children as phenomena such as bullying 
and suicide evidence. The confraternity is further forwarding Donryu as a 
counter figure role model for children. In an age with little food, nor material 
or medical comfort for his body to enjoy, he performed well his own life 
through values of mercy, love, and living for others. (Kumehara et al, 2006, 
p. 3) This is a new twist on the old idea of body-centric childrearing. Yes, 
children’s bodies need to perform well though securing relative health and 
strength, but their hearts, too, must also perform just as well for themselves 
and, most importantly, for others.
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communication that explain fundamental issues in social interaction and in 
social development. On the other hand, observing play activities, under the 
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Method
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Analysis
In the context of this study, fieldwork provided data for analyzing the 
following dimensions of human communicative interaction:

•  The communicative process, in which characters and actions shall be 
   dissected in order to reach the sequential organization of play scenes  
   and their value in space-time. This will allow us to understand the 
   dynamics of role play by identifying the elements that are involved. 
•  The dimension of mediated play, in which the role of receiver shall 
   be stressed in order to approach the recently acknowledged impact 
   of television viewing in Anti-Atlas villages of Southern Morocco. This 
   dimension shall try to relate television viewing to the represented plot. 

	
The following diagram illustrates Jakobson’s model and will be  
discussed below in relation to the gendarmes and hashish’s smugglers 
boys’ play activity.
 

Diagram 1—Jakobson (1963: 214) adapted by the authors 

This study develops some concepts of Roman Jakobson’s model (Jakobson, 
1963) that relate to the corresponding contents regarding the elements of 
source, reception, code and context. Bridging between two different schools 
in Communication Studies, Processual (Shannon, 1949) and Semiotics 
(Peirce, 1938-1958; Saussure, 1978), this has proven to be an operative 
model for a variety of reasons, one of these being its interest in the internal 
structure of the exchanged messages. 

Findings
The communicative dimension
Our analysis shows the evidence of active reception, and it involves a 
series of representations that refer to the same event, namely the police 
investigation on the trafficking of hashish. This series of representations 
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by means of audiovisual signs that the receiver, in this case the rural 
community decodes and understands. Eventhough there is no possibility 
for the community to give any direct ‘feedback’ to the sender, there are 
conversations about the message taking place among adults and older 
children. These conversations, although not directly replying to the sender, 
constitute a process of ‘transmitting the message’ to the youngsters who 
actually use it as an indirect source of information. Hence, instead of  
a formal “receiver” role, the community acts as if they were in a spiralling 
row of reactions to TV, by re-telling the whole story / plot over and  
over again.

2.  The medium level of the communicative process
 

Diagram 3 - Medium level

The medium level refers to the television program Barnamaz el-Buliz that is 
the message received within the context of the Anti-Atlas villages. It refers 
to television program as a source for communication in the community, 
conversation children overhear and possibly integrate in their play. In this 
context children and adults receive and interpret the audiovisual coded 
message edited by journalists through the physical transmitter system 
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3.  The micro level of the communicative process   

 
Diagram 4 - Micro level

The micro level refers to the message enacted in the play activity 
“Gendarmes and hashish smugglers” taking place in a context of a specific 
open air playground. The players are the senders as well as the receivers. 
Their interaction takes place through non-verbal and verbal behaviour 
encoded by toys, gestures and dialogues that are channelled through 
different modalities. Therefore, this is the level where it is possible to 
observe the degree of inspiration for the play activity, that can also be seen 
as a evidence for TV influence in play among non-westernized patterns  
and children.32y5j035j035patte<</ActualT33.37
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Conclusion
The limits to this paper have led the authors to elect a specific example to 
work about and to illustrate the communicative dimensions of play. This 
example is acknowledged to be inspired by media contents, especially by 
television contents, as explained in the introduction. There are, nevertheless, 
other dimensions that can be explored, either considering this example of 
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the players themselves as well as the communities and the broadcasted 
schedules that are at stake in each case. The third conclusion constitutes 
a challenge and regards the widening of this research. In fact, several 
gendered research has been conducted in western countries proving that 
toys and play artifacts can be used according to several guidelines, most of 
which are said to be inspired by the television contents. The fact that there 
are already some other recordings of other play scenes lead by female 
players leaves the authors the chance to continue this work, providing 
future research under similar interrogative perspectives. The proposal will 
address 1) the inclusion of the semiotic perspective and 2) the inclusion of 
some other episodes of boys and girls play that are now and have already 
been recorded in the same area of the W04ordink(,432nJc)50(5h1h fu1,739.927934 will also )]TJ.T*.[(inclndeØa Jc)re thoJc5gy devecoame.927934yw37of the narrative at uctures that are 
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view as the core issue of bullying in the school and how do they want to 
address this?
	 This study followed three distinct cycles of PAR through inquiry, 
action and reflection.  Cycle one investigated the bullying definition used 
by the school in terms of how it is understood from the viewpoint of 
students, teachers, and parents. Cycle two investigated the concept of the 
‘snitch’ and how safe students feel to report school bullying. Cycle three 
focussed on dissemination. Through these cycles, a school anti-bullying 
policy was devised and improvements to how the school deals with bullying 
implemented. 

Key words: bullying, participatory action research, young people, private 
day and boarding school

Introduction
Research has shown that constant bullying can undermine the health 
and wellbeing of vulnerable young people (Smith, 1999; Morrison, 2002; 
Juvonen et al. 2003). Bullying is not a new phenomenon, as can be 
evidenced from classic literature and modern film (Carter and Spencer, 
2006). More recently, bullying has beenomF0e2325 bullying has beenomF
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Defining bullying
Prevalent writers in the field of bullying research agree that in order for a 
bullying episode to have occurred the following characteristics need to be 
observed: aggressive behaviour, power imbalance and repetition (Olweus, 
1995; Smith and Morita, 1999; Rigby, 2000).
	 Carlisle and Rofes (2007) suggest that many researchers regard 
bullying as a cluster of different behaviours under the theme ‘aggression’ 
with ‘verbal aggression’, ‘physical aggression’ and ‘relational aggression’ 
as subthemes.  Writers such as Menesini et al. (2002), Oliver and Candappa, 
(2003), Naylor et al. (2006), and others concur with Carlisle and Rofes 
(2007). Despite these concurrences, discrepancies have been noted between 
the behaviours that young people and adults associate with bullying 
(O’Brien, 2009). Craig at al. (2000), Menesini et al. (2002) and Sawyer et al. 
(2011) found that adults tend to react more to cases of physical aggression 
than to verbal and psychological aggression. Indeed findings from Sawyer 
et al. (2011) suggest that most parents regard physical bullying as the most 
serious form of bullying and some parents do not believe their child has 
been bullied unless a physical attack has occurred. Studies involving young 
people ind�E6w)]TJ.0 -6ome34de32gl53ildycal033ny5, w09.364 TD.[(beu4 enes in]Nio3l)50(hrJtl)50(hrJtl)016sD 21 RoG(o0(y\037tyo vep24)50(k�D 21 i, o1w9)-40(0eE034en6iIBep24)50(k�D037)]TJ.0 -1.364 TD.[(been buh)2(tac)5051)133n2ouG TJ.0 -1.36 14(o& ]TJ.0 -1.364 TD022n30p26soci0316tein]NiygyhrJtl)50(hin)20(o37S�g)207ad S)20(ang and�E6h \201’0�peyTD.[((021iwade37ofe32]N(3 any7enes�.364 TD.eyTD4)50(k h33lt anIr022IBu2cwo3l)50(0035, 255e3ful�anJt anIlu2leom S)2033dieO\016viD.[(pe0 -1.364 024w�n037�/Span<</ActualText<FEFF0009>>> BDC 030ne�(32�Tj.EMC 03.273 0 Td0(32026iD.[(GlieGoncu�1) an amS)20(awyecu�h\035un\030yTD.[((021\027ltsIr16nJt22iew221)20(awyg)207k4vhfulJad0Tj.-3.273 ned026C40035, w09.364 TD.[(ben04uMgical�thact morin04uyy\021 Mnk3ecu�o0(y\037tp37fOs026soci0016tee3TD4)50(k03c)50(holMgica to ca037w()2033�(k h35n. Indeed findings fromb37of2037pa�h)w6vi\03034d(.36 14(oas ocy0d. Sw6vI4y0d.²TD.[((6D 21 R)2032y5, w09.364 TD.[(beu4 enesde32gOl at)25(tac)50(k h(hiyIr16nJt22�\035uw3n\030yTD.[((021n]N(3 nJ17iedlyggd has )]TJ.0 -1.32yIr16nJt035st )]35uw3Oc)50(k ouG T262.32yIr16nJly]TJ.0 -1.32yt al. ((k�DGoc)50(k h243n\03021e32g30n34.yD 21 V034.�37h3.[((a�I TD022 21u7((kiIBephap(k h37S)2033d\037yvh035me2 TD022 4503204)101u7G enesdM, 2552(t�]TJ.0 -6.�2n30p26(\037\013 as9.364 TD.17 S)2033dd�g)2022wuc)505)133n27)]TJ.0 -1.32p(lw)]TJ.0 -6oJ037hgg�n2o1w9216teAl)0164�anJt27og)20(ysi1 )]35u37R)203224ur)25(reTD.[(b23t6s9[(b23t6�I TD013dde13g037pOTD.[2n04ulw)t h33lt64 TD.[(be�al03c)50(h�d�E6ome25)25(tk23X05-6oJesiio)133n26026soc�223rJtl7 gat)25(n37alh35n. Ind24ur)25(r 21 i, o1w9)-40(0tl)05gylJA026026sociw9)-40(0eE0037ds026soci04)-40(0\037\013.0 -1.364 TD.[(33le37wca121\027\030O\6026soci0016e33�o0(y\0�h)s9.3643D 21 ‘30cuon.y7enesd(32dee�ci04)-in)20(o37S�g)207d S)20(ad S)2033dv4 TD.e051)133n2� V0343234.y\w17ie[(33le035, w09.364 TD.[(beu40(y026(\037ofyw1v4 TD.221�beom� -6.�t22ie��h)�)203224u�obt ani2yIr16nJt23ol)20(aI2wo)133n266030TD.[(b2)2032y55nw16nalh3037anIw037as9.364 TD.17y5st )3037anh7as9.364022w A02dn]N(33234M)133n2(hfu�ylct64 TD037Tj.035 ca011026TD.eyTD4)566030TD.t27og� TD.17b� TD.17 wuvh1hfu�MbPw04t�]TJ.03c216e24e34s o031 ad-16i42e[(33lu2yt�eop343234[(b2)20030cn2\0303424ur)25(re5p34331 )3037ofu0d.²TD.[((6D 21 R)2032)3037anh7as9.364 TD.17y5Ã2g3iIB�w16ni2yIr16nJly]TJ.0 -1.32ud has 
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a characteristic of bullying (Naylor et al. 2006; Cheng, 2011). OFSTED 
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provide oppressed people with the tools they need to make changes in their 
lives (Veale, 2005). Gergen and Gergen (2008) suggest that PAR expands on 
the ideas of social constructionism in three ways:

1.  Researchers work collaboratively with research participants.
2. There is no separation of ‘professional researcher’ and the 
    communities under study.
3. Sharing of knowledge is actively encouraged between the’ 
    professional’ researcher and the ‘co-researchers’. 

In keeping with this ethos, 3 cycles of PAR took place throughout the project 
by the research team comprised of me as the adult researcher and students 
in the school as co-researchers. Cycle 1 explored the bullying definition 
used by the school and examined how satisfied or otherwise students, staff 
and parents were with how bullying is dealt with by the school. Cycle 2 
explored the concept of ‘the snitch’ (or reporting bullying) as identified as an 
issue by the students themselves.  Finally cycle 3 focussed on dissemination 
of the findings and implementation of the recommendations made. 
Underpinning this framework was the following research question: What 
do young people in this private day and boarding school view as the core 
issue of bullying in the school and how do they want to address this? Ethical 
approval was sought from the university research ethics committee at each 
data collection stage. 

The Research Design—3 cycles of PAR
Cycle 1
Six self-selecting students (3 boys and 3 girls) from year 8 to year 10 were 
recruited to the projei1dres 0l(030cro addru5d.tT003 MS221dpnts (30013032re�y  staf)25(-30rLI w8 �inni212)]TJ./T140371238yw021Is.-1.364 Ttyyy3sseIh34yie03s 3e�912
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incidents of bullying are dealt with. However students exposed their fears 
about the consequences associated with reporting bullying or ‘snitching’:

“I lost friends because of it” (year 10 girl, boarder)
“Teachers acted without telling us what they were going to do, ended up 
being excluded more” (year 13 girl, day student).
“I didn’t want to be known as a snitch” (year 8 boy, day student)

In addition, students were unclear about what ‘serious’ and ‘not serious’ 
bullying signifies for them:

“Because it wasn’t really serious one and if someone reports it then this 
person becomes the new for bullying” (year 11 girl, boarder)
“wasn’t severe enough” (year 10 boy, day student)
“because it was not a big deal …” (year 10 boy, boarder). 

These emerging findings were explored further in cycle 2.
	 Like cycle 1, questions for cycle 2 were decided by the team together.  
We opted for a paper questionnaire for the students and staff members to 
complete and we sent emails directly to parents from the school mail base.  
We received 61 responses from students, 10 from staff and 177  
from parents. 
	 In order to explore the questionnaire data further with students, 
R4U opted for a ‘gonzo approach’. This is an ethnographic approach which 
encourages a merge of participation and observation (Tedlock, 2007), the 
idea being to “tell it like it is” (Tedlock, 2007: 120). The approach used was 
one where R4U organised some focus groups and interviews and invited 
their peers to join. Nobody elected to attend a focus group but we had 
9 student volunteers for interview. Students were given the choice to bn6een.bn6>47ectedo10326  ((0ryro3(9inJec(7C37h0 gI )Tj.EMC (olkn6>47e’)125(.� -1.364 TD.[(t35 Wndtea037A(9iJfr3221tpr�(hoicn2ne27oaye 032ts)]TJ.((exp22nw5iJ&35n4U org6>47- se )30re.722J&3enat�ei�r7whehobody\030i)05Cb035body ((0Iwited )]TJ.0 -1.364 TD.[(J�(hoicÃ5npI )Tj.EMC)22n)20(I)125(.�)22I7o3(9iyD.[(:024e �)22I7\037�)22�e to bn6e�)22�\022ew5035nPanIfu)22n)20(�(h)50()22�e3)50()22�r 3o)22I7\40r7whet)25()12n)20(v�()22�&c)50(h�)22�\023u)22n)20(y7c)50(hoic025 )]T7ande13esI)125(. 027o3(9i�w032Jec(7C37� gI )Tj.EMC (\022- s40n.bn6>4ryy7027o3(0032w5i)1256031hu46cf503eny4� p1).221tp"wiIIfu\037(T)115042(k,y)50(7om parents. )Tj./Span<</ActualText ienIet4503enl�sI)125(.032.b2032w5p30stiogroe30 032ts)]TJ.(7the�we R’�sI)12526 aeleITj.EM25e30 0037wher
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more readily available in the school. Students suggested that bullying 
happens at their school due to financial issues where students on 
scholarships are particularly vulnerable. Some students saw the bully as 
‘having nothing better to do’ and some considered bullying being about 
popularity and fitting in. Finally, students considered ‘difference’ with regard 
to accent and tone for example, while others thought bullying happens to 
students who are considered ‘weaker’ than others.

Cycle 3
The research team devised a strategy based on the emerging data. This 
strategy was presented to the vice principal, who agreed to take this 
forward with regards to the action we had suggested. I returned to the 
school a year later and much of the action had taken place: 

1.  Year 7 induction:
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Conclusion
This paper has focussed on how a group of students at a private day 
and boarding school worked with an adult researcher to attempt to fill a 
gap in knowledge. This knowledge gap was both local, with regards to 
investigating the bullying issues within their school, but also to add to the 
limited academic debate regarding bullying in private day and boarding 
schools.  More importantly this paper has focussed on the process followed 
in order to ensure these students had the opportunities to participate in 
research into an area of importance to them.  In a report to the school R4U 
stated: “We hope that researchers in the future will take Niamh’s example 
and provide students with their own opportunity to carry out their own 
research”.  This highlights the importance of involving young people in 
research that is of particular interest to them; it provides them with a 
sense of ownership over the process and as a result they feel particularly 
compelled to ensure the recommendations are implemented in the school.  
In this respect the work of the project continues although the research  
has ended.  

 
References
Burr, V. (1995) An Introduction to Social Constructionism. London: Routledge.
Carlisle, N. and Rofes, E. (2007) ‘School Bullying: Do Adult Survivors Perceive Long-Term 
Effects?’, Traumatology 13(16) pp.16-26.
Carter, B.B. and Spencer, V.G. (2006) ‘The Fear Factor: Bullying and Students with Disabilities’, 
International Journal of Special Education 21(1) pp.299–312.
Cheng, Y.Y. Chen, L.M. Ho, H.C. and Cheng , C.L. (2011) ‘Definitions of school bullying in 
Taiwan: A comparison of multiple perspectives’, School Psychology International 32(3) 
pp.227-243. 
Cowie, J. and Jennifer, D. (2008) New Perspectives on Bullying. Berkshire: Open University 
Press. 
Craig, W. Henderson, K. and Murphy, J.G. (2000) ‘Prospective Teachers Attitudes Toward 
Bullying and Victimization’, School Psychology International 21(1) pp. 5-21.
Cuadrado-Gordillo, I. (2012) ‘Repetition, Power Imbalance, and Intentionality: Do These 
Criteria Conform to Teenagers’ Perception of Bullying? A Role-Based Analysis’, Journal of 
Interpersonal Violence 27(10) pp.1889-1910. 
Darbyshire, P. MacDougall, C. and Schiller, W. (2005) ‘Multiple methods in qualitative research 
with children: more insights or just more?’, Qualitative Research 5(4) pp.417-436.
Department for Education (DfE). (2012) Preventing and tackling bullying: Advice for head 
teachers, staff and governing bodies. Available at: http://media.education.gov.uk/assets/files/
pdf/p/preventing%20and%20tackling%20bullying%202012.pdf (Accessed: 12th April 2013).
Gergen, K.J. and Gergen, M.M. (2008) ‘Social Construction and Research as Action’ 





96

Smith, P.K. (1999) ‘England and Wales’ in Smith, P.K. Morita, Y.  Junger-Tas, J. Olweus, D. 
Catalano, R. and Slee, P. (eds) The Nature of School Bullying: A Cross National Perspective. 
London: Routledge, pp. 68-90.
Smith, P. K. and Morita, Y. (1999) ‘Introduction’ in Smith, P.K. Morita, Y.  Junger-Tas, J. Olweus, 
D. Catalano, R. and Slee, P. (eds) The Nature of School Bullying: A Cross National Perspective. 
London: Routledge,  pp.1-4.
Tarapdar, S. and Kellett, M. (2011) Young People’s Voices on Cyberbullying: What can age 
comparisons tell us?. London: The Diana Award and The Children’s Research Centre: The Open 
University.
Tedlock, B. (2007) ‘Ethnographic Evocations’ in Strecker, I. and Marcus, V. (eds) Astonishment 
and Evocation. Volume 2 [e-book] pp.118-136. 
Thompson, F. and Smith, P.K. (2012) Anti-bullying strategies in schools – What is done and 
what works. Available at: http://www.bullyingandcyber.net/media/cms_page_media/55/
Thompson-Smith2.pdf (Accessed 3rd April 2013).
Thomson, P. and Gunter, H. (2008) ‘Researching Bullying with students: a lens on everyday 
life in an innovative school’, International Journal of Inclusive Education 12(2) pp.185-200.
Veale, A. (2005) ‘Creative Methodologies in Participatory Research with Children’ in Greene, 
S. and Hogan, D. (eds) Researching children’s experience: Approaches and Methods. London: 
Sage pp.253 - 272.
Vreeman, R.C. and Carroll, A.E. (2007) ‘A Systematic Review of School-Based Interventions to 
Prevent Bullying’, Archives of Pediatrics and Adolescent Medicine 161 pp.78-88.

<< CHILDHOOD REMIXED  FEBRUARY 2014



97

Ranjana Ray
Ranjana Ray, M. Sc., Ph. D. in Anthropology (Calcutta University) and 
special diploma in Anthropology from Hawaii University, USA as East West 
Center Fellow (Fellowship of Federal Govt. of USA. She is former Professor 
and Emeritus Fellow, department of Anthropology, Calcutta University. At 
present Anthropological Secretary of the Asiatic Society , An Institute of 
National Importance, 228 years old), 1, Parlk Street, Kolkata 700016 (elected 
since 2006). She continues teaching as guest faculty in the departments of 
Sociology, Women Studies Research Centre, Calcutta University and also is 
guest faculty for Indology, Ramakrishna Institute of Culture and Research, 
Kolkata.  She has research experience for a total of 49 years. Out of these, 
last 32 years she worked as Faculty of the department of Anthropology, 
Calcutta University, since 1974. Some of her research topics are 
Environmental adaptation, Mother and Childcare, Marginalized community 
problems, Criminology, Indigenous crafts, Women and development, Aged 
people and their problems, Prehistory and Protohistory of India, Cultural 
heritage and cultural Resource Management, Human Evolution. She has 93 
scientific papers published in both national and International journals and 
eight edited volumes to her credit. Two of them are in press.

Nandini Bhattacharya
Nandini Bhattacharya, M. Sc., Ph.D (Anthropology), University of Calcutta. 
After post graduation in Anthropology with first class marks, she began 
her carrier as a part-time lecturer of Anthropology in a college under 
University of Calcutta. At the same time she also started her Ph. D. research 
in the same university. She joined Anthropological Survey of India as 
Senior Research fellow and continued with her Ph. D. programme among 
the Tiger Prawn seed collectors (Meendharas) of Sunderbans, with a 
sustainable approach. Completion of her Ph. D. degree took place with a 
fellowship of the University Grants commission under the Departmental 
Special Assistance programme of the department of Anthropology, Calcutta 
University. She worked in the social development sector as research 





99

Continued on next page…

In the present paper, the authors made an attempt to point out a unique 
situation where neither the universal definition nor the Indian legal 
and constitutional Acts are valid in the background of a very specific 
environmental zone, the mangrove forest region of coastal Bengal, the 
Gangetic delta in Eastern India. In this connection, it may be mentioned that 
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Process of tiger prawn seed catching
Prawn seed catching is taken up mainly by landless people. They live in 
shacks on the river banks. Ebb tide is the best time for catching prawn 
seeds. With the onset of the low tide they get into the water with their nets. 
It may be any time of the day or night.
	 Women and children spend hours in the water, fishing for prawn 
seeds with hand or drag nets. They usually cover about half a kilometre 
to one kilometre in every attempt. Children play an important role in 
identification and segregation of tiger prawn seeds (meen) from the haul 
of mixed aquatic fauna in the catch. Usually children from the age of 5 are 
employed for this work. They are not paid but help as assistants to their 
mothers, sisters or other relations. They follow the catchers (meendharas) 
along the river bank, often in thick deposit of mud.
	 The collection in the net consisting of muddy river water, many 
zooplanktons and phytoplankton, is poured in an aluminium vessel. With 
the help of a bivalve shell, the tiger prawn seeds are segregated from other 
catch and kept in a white enamel dish. The tiny black coloured seed is visible 
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of meendhara families was 194, amounting to 1010 people, 535 males and 
475 females (Table-1). It may be seen from the table that there are as many 
as 369 (36.53%) persons, belonging to the age group of 0-15. Graph-1 is an 
overall reflection of literacy among the meendharas.It appears that out of 
children between age group of 5 to 15, 78 boys (7.72%) and 56 girls (5.54%) 
have attended primary school.  There is a definite gender difference in terms 
of attending school. Case studies have shown that though some of the girls 
had been sent to school at the age of 5 but had to leave school eventually to 
assist in meen segregation to help the family income.
	 Graph-2 shows the age-wise distribution of population, whose main 
occupation is meen catching. From this table it may be seen that meen 
catching practically begins from the tender age of 6. However, the bulk of 
the meen catchers belong to the age group of 11 to 45. In this profession 
females outnumber the males.
	 As far as the children are concerned, there is a division of work 
among the meendharachildren. They are either directly involved in dragging 
the net or are there to help segregating the prawn seeds. Graph-3 shows 
the percentage wise distribution of children who are directly involved 
in meencatching. Children, both male and female from the age of 5 are 
associated with this job from beginning to the end. Both boys and girls 
within the age group of 5-14 years accompany their parents to the river 
bank, from dawn to midnight whenever necessary.
	 Further division is made of the childrenmeendharasas those assisting 
in prawn seed catching and those who are actually dragging the nets 
standing in the water(Graph-4). There is a clear age-wise distinction between 
assisting and catching. Children, both male and female who are fourteen 
years of age or above haul the nets in the water.
	 Those children assistants not only identify the prawn seeds, but 
sometimes drag nets with their parents from the embankments, which 
needs much physical labour. When they are not dragging nets, they take 
care of the catch, utensils and other fishing gears on the river bank.
	 Prawn seed catching as an occupation has given rise to interesting 
social phenomena. Bride preference for a meendhara is from another 
meendhara family. Each meendhara family works as an economic group. 
It is also a basic production unit. Everyone, whether male or female, child, 
adolescent or adult works for the family as a whole. The socio-economic 
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protein. Children get far less average K. Cal than the standard requirement. 
Gender bias against  the girl child is present in food distribution. It is a 
dismal situation as far as meendharas are concerned.

Childhood for Meendhara children
The above findings show how meendhara children are negatively affected 
because of the environment in which they live and the abject poverty they 
face for the lack of other opportunities than fishing. The adverse effect on 
childhood may be summarised as follows:

1. Children associated with tiger prawn seed catching are not getting 
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Table 1—Age and sex wise distribution of population of  
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Graph 1

Graph 2

Graph 3
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Alice Stringer
I am in my third and final year as an English student and wrote ‘Eve’ last 
year as part of the Short Story module. We had very few guidelines, the 
main one being that the story had to be between 2,500 and 3,000 words 
which mine only just falls into! We could choose any topic that we felt we 
could approach which ensured that each individual story was completely 
unique and original. The main story line of ‘Eve’ comes from personal 
family experience; however, the content and the characters in the story are 
fictional. I knew that I wanted to write a story about the difficulties of cancer 
but I was very aware that the topic needed to be approached with both care 
and caution.
	 I am interested in pursuing fictional writing as a career after 
completion of my English degree in the summer.

Eve

I can hear her breathing. Not the slow, deep breathing of sleep, but the 
shallow interrupted breathing of restlessness. I can hear her heart vibrating 
the bed springs, rattling up through my pillow. I can feel the slight static that 
is pulling up the hairs on her arms; I know that she is awake. And yet I do 
not move to comfort her. I do not part my lips to speak.

At six weeks, the embryo is officially a foetus. In Uganda, if a pregnant 
woman saw a lunar eclipse; they believe the baby will have a harelip. I can 
feel his heat radiating into my bubble of ice; I want to be cold. I like how 
he pretends to sleep for me; I could not bear him being obviously awake. I 
want him here, but I need to be separate. I want to feel anger boil up inside 
me, I want to feel hate shooting from my eyes, I want to feel hurt tearing at 
my insides. But then I would have to wake up.

I can see her body sitting across the table from me, but I can not focus 
on the features that shape her face. I used to see her hazel eyes when I 
looked at her, but now all there seems to be is darkness. She lives as a 
shadow. When I look at her, I can see the group of cells bursting through her 
silhouette, pulsing as they grow, moulding her. And us. And I would not let 
this happen. But she would not stop it.

“Is there anything on that you want to watch?”
“Is there anything on?”

<<
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 At week eight, the foetus is looking more human. The eyes are forming 
under the skin on its face, and the limbs are looking more like little arms 
and legs. Turkish women are discouraged from looking at monkeys for fear 
the child will look like one. My eyes glance over him, but they can not find 
a resting place. I steady them on the calendar that sits just above his left 
shoulder. It is the 29th today. The month is almost over. I want to go and 
comfort him, to take his hands and tell him there will be other chances; I 
want to hold his head against my neck. But I do not know if there will be 
other chances. When I took the test, his cheeks were wet with joy. But in the 
consultation his eyes were sealed, no rush of emotion came forth. He held 
my hand as the doctor went through what would have to happen. He spoke 
with the doctor of “Osteosarcoma,” “chemotherapy,” “statistics.” I hear 
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“Can I see the picture?”
“You want to see the picture?”
“Yes. Can I?”
“You don’t have to ask.”

Looking at him now, I can see that lines have started to scar his face with 
sleepless nights. He is engulfed by the picture as if it is the first time he has 
seen it. He had stayed behind to talk to the sonographer while I was outside 
waiting for him. I was waiting by the wrong car. He did not show me the 
photograph until we were home, leaving it on the table for me to find.
	
Her fingers lingered a moment, caught on the tackiness of the photograph. 
At first, it is as if you will never see anything, but then the pixels suddenly 
jump into line and it all becomes clear. I can see the curve of our baby’s 
head, and I trace the spine. I sketch out the little legs, a tiny bump at the 
bend of the knee ready to kick out. And the arms, from the elbow’s point 
to the very tip of every single finger, I outline. The profile is faultless; 
smoothed chin; the rise and fall of millimetre lips. And the nose that 
reminds me of hers.
	
At fourteen weeks, the heartbeat is strong. Twice as fast as an adult’s. In the 
U.S., dangling your wedding ring over your belly will show if it is a boy or 
a girl. I watch him talking to the neighbours, shifting on his feet. Twice his 
eyes role towards the house, but he can not see me. The room is spotless. 
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Seventeen weeks, and the eyes are framed by lashes. Chinese women 
make a conscious effort to steer clear of evil spirits, funerals and sex while 
pregnant. The stairs creak under the weight of both of us; it can not support 
two. The phone sits on its own table in the hall way. The weakened sun only 
reaches as far as the window sill, gently warming the frost that still clings 
there. I can feel his gaze on my cheek, waiting for me to eat. The corners 
of the sandwich are already curling. I feel the thin skin that the bread had 
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