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Richard Lister Provost, UCS

Welcome to this fth edition of the Childhood Remixed publication,
our online journal promoting the interdisciplinary study of children
and childhoods.

Childhood Remixed has been brought to you by colleagues
in the The Unit for the Study of Childhood and Youth, part of iISEED,
the Institute for Social, Educational and Enterprise Development.

The publication follows the hugely successful international Children
and Childhoods conference at UCS last year. The biennial event welcomed
over 90 delegates from around the world. Prestigious key note speakers,
Professor Kirsten Stalker from the University of Strathclyde and Professor
Ann Phoenix from the Thomas Coram Research Unit, University of London
opened each day of the conference with their talks on contextualising
disabled childhoods and childhood wellbeing.

This edition of Childhood Remixed is made up of contributions
from presenters who attended the Children and Childhoods conference
and therefore offers a be tting eclectic mix of interdisciplinarity.

University Campus Suffolk is at an exciting time in its develop-
ment. In October 2015 we achieved Taught Degree Awarding Powers,

a signi cant step in our journey towards independence which we hope
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Associate Professor Subasi Baybuga, Nurse Abdulmenaf Kilinc
and Nurse Selman Coskun
Mugla Sitki Kocman University School of Health Sciences

Abstract

The study was conducted at Mugla S tk Kocman University (n:151) in April
2013. 55.6 % of the participants were aged between 22 -24. Out of the

total participants, 56.3 % were females and 5.3 % were from East Anatolia
Region. 78.0% of them met street children and declerated that street
children were shinig shoes, using glue and etc. When they faced these
street children, 47.3% felt pity and 4.2 % had a fearful reaction. 46.2 % of
the participants had communication with street children, 53.3% thought

that the society had preconceived ideas about them. They declareted that
street children had some core issues such as lack of housing (54.3%), lack of
nutrition (3.3%) and education (10.6%). Participants reported that the street
children had health problems, including communicable diseases (54.0%),
chronic diseases (9.3%), and disrupted mental health (22.0%). 53.0 % of
the participants expressed that providing services for this group was not

suf cient, and suggested that they should be taken under the protection of
the government (57.4 %), should be educated adequately (25.2 %) and given
advisory support regarding vocational and career opportunitites according

to their abilities and skills (17.4 %), also more than half of the participants
(66.2 %) wanted to get involved in activities for helping street children.

Keywords: Street Children, University students, Opinions

Introduction

Currenty, the increasing number of street children is one of the most
important, social and global problems all over the world. Although the
exact number of street children is not known (Sharma and Joshi, 2013,
p.137), some organisations produce local estimates of the total number
of street children in different regions of the world (Thaba, Ghatane and
Rimal, 2009, p.273). The Asia-Paci c region is home to nearly half of the
world’s children, including large numbers of street children (Udin et al.,
2014, p.1151). It is estimated that up to 120 or 150 million children live on
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the streets all throughout the world (roughly 30 million in Africa, 30
million in Asia and 60 million in South America) (Mandalazi and Umatr,
2013, p.1; Subarna, 2014, p.63). For example, India alone is home to the
world’s largest population of street children ( Sharma and Joshi, 2013,
p.137), estimated to be 18 million. Also, there are about 445,226 street
children in Bangladesh at present and the number is continuously rising
(Udin et al., 2014, p.1151). In Turkey, although the studies have been limited
for revealing number of the street children, (Glunes ve Kalayc , 2004, p.5)
number of street children have increased, at least 42,000 children are
estimated to be living or working on the streets. The data related to exact
number of street children is not available. UNICEF (2002, p.89) de ned the
street children into three classi cations: candidates for the street, children
on the street, and children of the street. Children on the street are those
with a tendency of working on the streets during the day and returning to
a home at night. These are children who work and maintain fairly regular
relationships with their families. Children of the street are those who live
on the streets without any functional family support. They have no home
to return to, and often do not have any family protection or supervision
(Ennew, 2003, p.15), also the streets are where they eat, sleep, play and
make friends (Njoroge et al., 2013, p.217).

Majority of street children come from poor families, hunger, running-
away from home, torture by step-mother/father, unemployment, rural
to urban migration, rapid urbanization, war, political instability, natural
calamities, family breakdown and violence including physical, emotional
and sexual abuse, and also uncontrolled population increase and unequal
distribution of income, deprivation from education were the main reasons
that caused them to leave their families (Thaba, Ghatane and Rimal, 2009,
p.273; Eme et al. 2009, p.11; Kocadas, 2011, p. 51; Gebrehiwet et al. 2014,
p.11; Udin et al. 2014, p. 1151).

These factors are interrelated, affecting children’s experiences of
family life and their social, economic, and psychological coping strategies,
both on the street and at home (Abdellah, 2015, p.820). These children
are usually devoid from basic human and all sort of child rights and have
inadequate access to food, clothings, accommodation, education, social
facilities and services (Ra, 2012, p.194; Udin et al. 2014, p.1151; Subarna,
2014, p. 64). Mandaliza (2013, p.1). Most of the street children are living in
various kinds of health risks, specially high degree of exposure to sexual
abuse, suffering from victims of drug addiction, general exploitation,
criminal acts, physical violence, verbal abuse, and monetary extortion by
peers and adults, including parents, other relatives, police, and sex work
clients (Ra, 2012, p.194; Woan, 2013, p.316). As street children have no
inadequately protection and supervision by responsible adults for living on
the street (UNICEF, 2002, p.89; Islam, Debroy and Sarma, 2014, p.233 ), they
grow up without companionship, love and protection, having no access
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to education or medical services, losing all dignity and becoming an adult
before even having been a child (Mandaliza (2013, p.1).

As a result, street children are a highly vulnerable group among the
risk groups in the society, and cope with various situations due to their life-
style and stigmation by society. They are most often viewed as delinquents,
criminals, drug addicts, and simply the rubbish of society. As it is shown
above situations lead to self-exclusion from society, there is no provision
of services for street children.

It is known that today’s children are the future of society, for creating
the world of tomorrow. Therefore, all sectors of society should take the
necessary steps so that we can build a better future of society. Community
involvement and contribution is very important to provide services for
the street children. University students constitute an important part of the
society. They are participants to work and perform various activities in
the society. It is thought that the present study is valuable in that it shows
opinions of university students towards street children and encourages
them to join in empowering street children.

The aim of the study
The descriptive study was carried out to research the opinions of university
students related to street children.

Materials and methods

This study was conducted in Mugla Sitki Kocman University, which is
located in the western part of Turkey. 151 university students participated
in the study. A questionnaire form was used for collecting data and this
was done in person at the university campus in April 2013. Questionnaire
form included a total of 25 questions. A pilot study was conducted by the
authors on 10 university students. Before data collection the subjects were
informed the aim of the study and written consent was obtained from each
participant. The lling of the questionaire usually took about 10 minutes.
Obtained data were evaluated by frequency and percentages by using
Statistical Package for Social Sciences for Windows (16.0). Demogra c
characteristics of participants were evaluted as independent variables, also
opinions towards to street children as dependent variables in the study.

Results

The ndings showed that 29.7% were educated in Education Faculty

and 25.8% in Nursing. 55.6 % were ages beetween 22 -24, 56.3 % were
female. 99.3% were unmarried, 77.5% had nuclear family, 89.3 percent

had security system, 16.6% were from South Anatolia Region (Tablel).
77.5% of participants met street children, while selling something (paper,
tissues, water and bag )(68.0%), shining shoes (17.0%), using glue (10.2%),
respectively. Participants described street children as they had poor family
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relationships (18.1 % ), non-parents (3.5 %), orphan (58.3%), living on
the street (18.1%), forced to work on the street (2.0%) in the table 2. Not
included in table 2, respondents stated that street children work on the
street such as selling tissues, water, napkins; 57.4%, cleaning car glass
during heavy traf c on the streets; 8.1%, begging; 20.9%, drag dealing;
2.7%, snatching 5.4%, and also at the same percent street children (5.4%)
shoe shiners, garbage collectors, drug courier 5.4% respectively.

As shown table 2, while subjects faced street children; they felt
pity (52.1%), feared (4.2%), and also communicated with street children
(46.2%). Some of them (41.0%) had dif culties in communicating with street
children, some reasons expressed for these dif culties: excessive anxiety
and angery (45.7%), language problems (5.0%), embarrassed (16.9%), a
few of them (5.0%) did not want to talk to street children.

pittowards street children.



valuable for gaining knowledge and close some gap about this topic.

In the present study, 77.5 % of participants met street children, while
selling something 68.3 %, shining shoes 17.0 %, using glue 10.2% and
sleeping, begging etc.).



general public disliked them, 28% mentioned they were seen as hooligans
and that they should be forcefully removed from streets, while 24.9%
reported that the general public was very supportive (UNICEF, 2002, p.97).
57% children on the street are victims of violance by the police and 36.7%
by common citizens (Ribeiro, 2008, p.90). All of mentioned above and
continuous exposure to harsh environmental conditions and the nature

of their life-style threatens their mental, physical, social and spiritual health
(Thaba, Ghatane and Rimal, 2009, p.272), and leads to feel aggression
towards other people and has negative effetcs on the street children’s
physical and mental development.

Participants described that street children had poor family
relationships (18.1%), non-parents (3.5%), and orphan (58.3%) in the study.
These underlying factors can be some causes pushing children onto the
streets. When children start to live on the street, they have no available
protection and supervision by adults. These situations threaten children’s



and to encourage the society to make a positive impact. Topics related to
vulnerable groups especially street children should be put in education
curriculum. Furthermore, comprehensive and analytic research on opinions
of society on street children should be done on larger participation.
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Dianne Belcher-Hackett
Student, BA (Hons) Early Childhood Studies, University Campus Suffolk

Abstract

The purpose of this research was to discover the possible correlation
between pre-school children’s television programmes; the main choice

of media for children (Gutnick et al. 2011), and the promotion of the ever
increasing internet usage in 5 and under age group children (Ofcom, 2014
p.7) by the use of oral, visual and written means. The data collected could
be used to advice policy guidance for compulsory e-safety guidance in
pre-school establishments and not just limited to schools (Ofsted, 2014). A
guantitative content analysis research design was implemented in order to
discover the frequencies in which the internet was referred to by the means
of verbal and non-verbal communication. The analysis took place on the
week beginning 9th February 2015 for ve days Monday — Friday. The time
was selected due to being the most popular for children to be participating
in television viewing (Ofcom, 2003 p.15). The pre-school child’s channel
CBeebies was chosen due to its popularity in the selected age group (BARB,
2014 online).

Five main themes were discovered throughout the analysis, the
main over-arching nding being that the majority of internet based
references occurred in the morning time slot with a signi cantly reduced
amount occurring in the evening. A reference to the internet was 3 times
more likely to appear in the morning than in the evening, appearing on
average every 9 minutes 40 seconds. However, if the results are split
between the actual programmes shown and the presenter time results
are dramatically different. An internet reference by the presenter is 2 and
a half more times more likely to appear in the presenter time than in an
actual programme, demonstrating that the presenter uses verbal and non-
verbal communication regarding the internet every 4 minutes 26 seconds
compared to every 11 minutes 48 seconds made be programmes.
Although this is a small scale research project and a larger scale project
would be advantageous in order to make more valid conclusions (Bell,
1999 p.58), the ndings have formed a number of useful themes and
began to prove that television may have an in uence in internet usage in
pre-school children and compulsory e-safety guidance in pre-school would
be advantageous.

Continued on next page...



Internet usage is greatly increasing in the 5 and under age group with more than one in ten children aged 3-4 years
old now owning their own internet-ready device (Ofcom, 2014 p.7). To what extent could pre-school

children’s television be described as promoting this increase, using verbal and non-verbal communication?
Dianne Belcher-Hackett
Early Childhood studies, University Campus Suffolk
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Nara Maria Forte Diogo Rocha
Lecturer, Federal University of Ceara
Maria de Fatima Vasconcelos da Costa
Professor, Federal University of Ceara

Abstract

On one hand, this study takes into account the historical moment of
tackling racism in Brazil, translated into af rmative action policies, most
notably through the Law 10.639/03; and on the other hand, it presents a
methodological discussion on research with children emphasizing the
assumption of children’s views. The general objective is to understand
how children comprehend the knowledge of African and African- Brazilian
culture in school. The theoretical perspectives adopted are Cultural Studies,
Postcolonial and South Epistemologies Studies, the Sociology of Childhood,
and the Historical-Cultural Psychology. This work is an ethnographic case
study carried out in a private school in kindergarten and elementary school
in the fth biggest city in Brazil. The corpus consisted of eld diaries

and video recordings of the activities performed by children as well as
transcribed interviews (of families and school staff). The maintenance and
dynamics of child social groups were based on previous cohabitation,
gender, and presence or absence of disability. The black ethnic-racial
identity was taken at rst by children as a control strategy in the peer
group (a black girl was discriminated), and that strategy was neutralized
by the school. The signi cance of African and African-Brazilian history and
culture is marked by heterogeneous discourses and selective invisibility,
organizing itself in a performative and paradoxical way. The placements

of children ranged between approximation / identi cation / recognition

and rejection / cancellation of ethnicity / black / African race, anked by
greater identi cation with indigenous and European / white, reproducing
interpretively the paradoxes perceived in how African culture is transmitted
in school and in Brazilian society.

Continued on next page...



Introduction

This paper summarizes the ndings of Rocha’s thesis (2015) that deals
with the perspective of childhood cultures in the context of early childhood
education, during the process of teaching African and African-Brazilian
history and culture (Law 10.639/03). The guiding question was: how do
contemporary children, who experience the uprooting and the obliteration
of their ethnic-racial belonging, understand the knowledge of African

and African-Brazilian history and culture mediated by the school? It
aimed to understand, in general, how they interpret such knowledge in
school. Speci cally, we discussed the role of the early childhood school
as a mediator of knowledge about African and African- Brazilian history
and culture; we debated the ow of meanings attributed by children to
ethnic-racial relations in school and discussed their ethnic-racial relations
experience in the school context, from the perspective of childhood
cultures. Thus, we focused on racial-ethnic identities, from the children’s
point of view, when inserted in af rmative pedagogical practices of African
and African-Brazilian history and culture.

Context of the Study
Education as a scene of knowledge and power legitimacy brings into
play the desirable development and acceptable actors of human
development, in personal and collective terms. The construction of
identities, their metamorphosis and maintenance, have a privileged place
at school. As it is understood in the Law 10.639/03, schools are important
mediators of knowledge about African and African-Brazilian history and
culture. This is a law that recognizes the racist heritage in the structure
of Brazilian society and the need of a political commitment in order to
educate on how to combat it. How does the school get to ful | this role?
What teaching strategies are used to cope with this task? How do children
engage in these strategies?

The discursive place of blackness in Brazil is paradoxical. As race
and ethnicity are social constructions, Brazilians sometimes reject
identi cation with their black roots, especially as body aesthetics, or
celebrate the presence of African culture in Brazil’s history and dalily life.
“Brown” is widely used as a racial classi cation category by the Brazilian
population and institutions. This is a good example of this paradox, as
it reveals the deletion of the black race / ethnicity, and the impossibility
of identi cation with the white race / ethnicity. “Brown” is a category
without racial-ethnic identi cation, built as a result of unsuccessful efforts
toward a whitening of the Brazilian people, through European immigration
at the beginning of the twentieth century. The reconnection with Africa
in terms of its epistemology is therefore strategic, as the Law 10.639/03
considers, by expanding the understanding that this continent, as well as
an archaeological cradle of humanity, is also a source of knowledge such as
music, mathematics and philosophy.

Continued on next page...



Theoretical framework

The theoretical framework consisted of a matrix made of Sociology of
childhood (Corsaro, 2011; James et al., 1998), Epistemologies of the South
(Santos, 2010), Postcolonial Studies (Fanon, 2008; Quijano, 2010) and
Cultural Studies (Hall, 2006). From the sociology of childhood, we have the
understanding of childhood as historical and social time and children as
subjects and agents (James et al., 1998), able to co-create culture in relative
autonomy with the adult world (Corsaro, 2011). Adults and children are
positioned by issues of class and race/ethnicity, constructed as hierarchical
and unidirectional positions, in which the younger would be submitted to
the older, by their vulnerability at birth. Santos’s (2010) Epistemologies of
the South contributed to the understanding of the construction of binary
terms (black/white, north/south, culture/nature) and how they survived,
even after the decline of colonial societies. Thinking like those authors
made us better prepared to understand how children, even in submission
situations, can produce knowledge denouncing the world’s current crisis in
its ways of understanding. Postcolonial studies (Quijano, 2010) provided a
re ection on the colonial relations that are still part of the globalized life and
educational relations. They also established efforts to break away from the
living legacies of colonialism. Identity, through Cultural Studies (Hall, 2006)
is perceived as a social construction that is negotiated in relation, marked
by the maintenance of racism.

The broader cultural social and historical context, which comprises
school, children and families, is highlighted by the dispute over the
discourses about the black and African issues in Brazil. The paradoxes of
this context are:

a) the fact that Brazil, even with an extremely uid perception of race

/ ethnicity and not presenting a de ned “color line”, also features

several hierarchies based on race/ethnicity, as for example, school racial
bullying, preference for white phenotype as a synonym for beauty;

b) the abysmal social indicators of wealth, education and violence,
placing white men as privileged and black women as impaired,
coexisting with the racial democracy ideology—that claims the existence
of equal conditions, denying prejudice;

c) the selective visibility of Africa as an exotic ethnicity allied to positive
af rmation of Brazilian identity as black, stay side by side with the
continuity of a silencing about the whiteness and its privileges.

Literature review

In Brazil, Cavalleiro (2011), in a seminal work on racism at school, breaks
the silence on the situation of ethnic-racial relations in childhood education.
While she herself considered her search as one more in the set of
information about black people’s experience in Brazil, her study has indeed
become a reference for understanding the black child in kindergarten. As

Continued on next page...



a teacher of children aged between four and ve years, the researcher
noticed the existence of a negative identity in black children, and feelings
of superiority in white children at this early age. She observed children,
families and environment from three pre-school classes in a public school
in Sao Paulo. She focused on verbal expression, nonverbal practices and
pedagogical practices. The study, conducted in the mid-1990s, concluded
that schools and families ignore the multi-ethnic character of the global
society as well as racism in Brazilian society, remaining silent about
prejudiced practices suffered in their daily life. Cavalleiro (2011, p.101)
states: “It is therefore essential to draw up a work that promotes mutual
respect, recognition of differences, that can talk about them without fear
and without prejudice”.

Gomes (2002) discussed links between the school and the black
identity, based on the view that schools share values, beliefs and prejudices
that are important in identity negotiation processes. The author argues that
schools’ approaches to contents in literature and history made ethnic-racial
and gender issues invisible, contributing to the fragmentation of ethnic-
racial identity of children and identifying racial difference as a disability. She
highlighted the fact that the identity process is not restricted to the private
sphere, and to emphasize this fact, she brings to the relational context the
black identity issue at the school. This approach, in addition, brings white
people to an ethnic-racial experience in a multi-ethnic culture.

Costa, Colaco and Costa (2007) tell us about the emblematic report
of a teacher, challenged by a student who complains of a colleague that
had referenced skin colour as a racial insult. Initially, the teacher seeks
to protect the child, bringing her close and then, when the situation is
repeated, encourages children to adopt an af rmative attitude, claiming that
she is, indeed, black. This procedure is an example of how the child who
practiced racial bullying was subtly not questioned, since the teacher only
dialogued with the one that was complaining. This leads us to think about
the dif culties of tackling racism, which is always the burden of the one that
is, already, being harmed; in this case, the black child.

The aims and objectives of the study
The main question was: how do children, set in a culture strongly marked
by rootlessness and the obliteration of the ethnic-racial belonging,
interpret ethno-racial identities transmitted in the school context of an early
childhood education tackling racism? As hypotheses:
a) The meanings attributed by the children in their interpretive
reproduction (Corsaro, 2011) of the African and African-Brazilian history
and culture, is a reposition of the constituent interracial con icts of
Brazilian society, which also are present at the school;
b) These meanings are constructed as paradoxes in which children
articulate the ambiguities of a broader cultural experience, marked

Continued on next page...



by racism and tensioned by equality values recommended by the
pedagogical school intervention and the interracial interaction with their
peers, where inequalities tend to reappear.

Methodology
This study was a school ethnography with children (Corsaro, 2011),



seen as separate and xed phenotypes groups, ideological forms. In
this way miscegenation is seen as dissolution of the black group. So
they do not transform this into another group, but simply disappear.

It is also be confused the cultural, social and economic history with
the biological perception of race and miscegenation. So, the denial of
African descent in their historical aspects is wrongly done based on
the dissolution of the black as a concept of mestizaje. However the
same conceptual operation is not repeated with the white ones or with
what is considered as European culture.

Such voices paradoxically wish to maintain white privilege as invisible

along with the subordinate place of the black population while coexisting
with the demand for more equal relations between whites and blacks. To
this end, they denounce privileges in history but deny their maintenance.
This dialogized heteroglossia (Faraco, 2011), in which the discourses on
race/ethnicity appear wrapped in disagreements, constraints, controversies,
ambiguities and paradoxes, is not random. As we learned from children, the
black race/ethnicity is organized through Selective Invisibility.

The Selective Invisibility consists of discourses that address negative
representations to black people and make invisible positive representations
about them, operating in reverse compared to whites. Thus, the response
of children to the pleas made by the school to transmit knowledge about
African and African-Brazilian history and culture appeared subtly, marked
by strangeness, silences, deletions and denials regarding the black race /
ethnicity as in children’s discourses below:

[...] teacher asked:—What does Africans enjoy doing ? Hugo quickly
answered:—They enjoy being slaves!
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The research reported on here was concerned with children considered to
be at risk of disengaging with education on transition to secondary school.
The research was commissioned by the Cambridgeshire Children’s Trust
to try and understand the underlying issues for these children. Mental
wellbeing is increasingly being seen as the business of schools with
programmes that emphasise wellbeing and competence rather than illness
(Weare and Markham, 2005).

The concept of ‘wellbeing’ encompasses both physical and mental
health. We can think of ‘mental tness’ in a similar way to ‘physical
tness’, both contributing to wellbeing. Health promotion specialists
are increasingly aware that health related behaviours are shaped and
constrained by a range of social and community contexts, and that the ways
in which individuals relate to wider social networks and communities have
important effects on health and well-being. Neighbourhoods where people
know each other and trust each other and where they have a say in the way
the community is run can be a powerful support in coping with the day to
day stresses of life which affect health (Morrow, 1999).

The case for promoting mental tness

e Promotion of child mental wellbeing has been especially important
in UK policy. There is speci ¢ concern about children who are at risk
or who are disadvantaged and whether promotion of wellbeing at
a young age could change and improve their trajectories to achieve
better outcomes at later points in their lives. A key part of children’s
social networks and communities is their school. The transition from
primary to secondary school is a time when children can become
disengaged from education and there is recognition that vulnerable
young people may bene t from transitional programmes to support the
move to the new school environment. Educational success enhances
life opportunities and we already know that:educational disadvantage
becomes entrenched by age 11.

e early education is not just about literacy and numeracy but also about
developing children’s social and emotional skills.

Continued on next page...



 the intergenerational cycle of poverty condemns children to a life
without the chance to succeed.
(Allen and Smith, 2009) not sure how the 3 different affects link or are
relevant to the move from primary to secondary ed?

Wellbeing may beone of the mediators for successsful outcomes. Allen and
Smith (2009) focus on the need to intervene as early as possible in a child’s
life to break the circle of disadvantage and underachievement to help each
child achieve their full potential. Their report emphasizes the importance
of working with parents and families to address the cultural and material
elements of a child’s home life which impact upon later attainment. The
evidence points to the possibility that remedial action at 11 years of age
is often too late to make a substantial difference to the child in question,
whereas intervention far earlier in childhood will be the most effective. We
also know that poor mental health at 16 is a signi cant determinant for poor
mental health outcomes into adulthood (Case Fertig & Paxson, 2005).

The case for promoting mental tness can be developed, but how
do we know which children and young people need such interventions
and what would be the best interventions? Early intervention is a dif cult
concept since if it is universally offered, it is expensive and includes many
people who do not need it, but it is unpopular to target early interventions
for children.

The rationale for intervention in terms of mental health would include that:
» Children with poorer health have lower educational attainment, poorer
health and lower social status as adults;
* Physical health is not as strongly associated with poor outcomes as
mental health

The concept of intervention suggests that something needs to change. For
example, if a child is behaving badly in school then an intervention could
help by working with the child to develop better coping skills to help the
child understand why the behaviour is not allowed, helping the child to
change their current behaviour.

Designing interventions

Poor educational achievement is highlighted in the literature as a risk
factor for becoming NEET (Not in Education, Employment or Training) as
adults. Factors which can be linked to poor educational attainment include
negative experiences at school, lack of self-con dence and self-esteem,
and persistent truancy. The community of school seems a promising area
for intervening to promote mental wellbeing although it is hard to separate
out the contribution of mental wellbeing to educational outcomes. Should
a public health approach be taken (as in vaccination programmes) where



all children are offered school based interventions? This is an appealing
approach as it does not label children in the way that a more targeted or
focussed intervention would. Merry and Spence (2007) found no evidence
that universal interventions worked as a promising prevention in schools
to reduce depression. This nding is disappointing as using schools as

a way to promote mental wellbeing is a promising model and cost
effective model.

The transition to secondary school is a moment when poor
engagement in education can be consolidated. It is often commented on
that teachers can identify children who may have dif culty, and this study
was designed to examine the mental wellbeing of children about whom
teachers were concerned. These children were offered a summer activity
programme to help their move to secondary school.

While popular, there are mixed ndings concerning the effectiveness of
activity projects:
 Itis very dif cult to evidence effectiveness for activity programmes on
the emotional and social wellbeing of ‘at risk’ youth ;
 |tis also very hard to show that early intervention of any sort improves
outcomes for students and young people.
(Lubans, Plotnikoff, and Lubans, 2012)

Targeted interventions focus on children identi ed to be ‘at risk’. A child
who has more than one characteristic which can be argued to be risky
becomes more likely to suffer harm and the risk of potential harm becomes
greater (Bynner, 2001).

Interventions to prepare children for secondary school

Several summer school projects have aimed to help children transition
between primary and secondary school, but while the results are promising
the research suffers from being small in scale with fairly minimal
outcomes. Rock Up, an Australia project was very small in scale with no
control group, but does show how work can be done with children ‘at

risk’ to improve their transition (Carmen et al, 2011). The project worked
with 13 children, age ten years, and identi ed by teachers as being at risk
of disengaging from formal education as they started secondary school.
The children either had individual time with a support worker or group
activities to facilitate the transition and promote wellbeing for the children.
The support workers also worked with parents to help them learn skills to
support their child with the transition. Whilst the sample is small, the results
are interesting. The students reported feeling more con dent and less
worried about the transition. Parents also said that their children seemed
to get a lot out of the intervention and that they enjoyed it. The qualitative
data collected showed that there was improvement from pre-intervention

Continued on next page...



to post-intervention. The reported bene ts were not sustained on follow
up. However, sustainability is a common problem in early intervention
programs and the bene ts the children felt and the ndings should not be
dismissed due to lack of sustainability. It could be argued that selfreport
about con dence and concerns about the transition is a biased measure
and this is why in the study described below we have used a standardised
measure of wellbeing.

Martin et al. (2013) surveyed 21,065 students who went to summer
schools or who were in comparison schools. The majority of the data
collected centred on whether the children enjoyed the summer school
and whether they felt more prepared for their secondary school. The vast
majority of schools and children considered the summer school a success
and found them enjoyable. Students did say they felt more prepared for
the transition and less worried about attending, but it is unclear whether
the children actually had a smoother transition because of the summer
school, even though the children thought they would. The study found that,
of those invited, more girls than boys took part in the summer school, also
that those from an Asian background were less likely to attend if invited.
Whilst 83% of those who were invited did attend the summer school it is
important to remember that some children who were identi ed as being
from disadvantaged backgrounds did not attend. The children who do not
attend universal programmes may well be those who could potentially
bene t most.

Another summer school aimed to make sure that children from
disadvantaged backgrounds did not experience a reduction of numeracy
and literacy skills over the summer. The summer school consisted of
numeracy and literacy classes in the morning and activities in the afternoon.
There were no signi cant differences between the intervention group and
control data and both groups experienced a loss in skills in numeracy and
literacy over the summer (Siddiqu et al, 2014). Whilst ‘summer loss’ is
common for children, the results are disappointing. This study is a good
example of how early interventions aren’t guaranteed positive results
simply because the funding and execution was implemented. It is very
hard to design a universal programme that is likely to articulate with the
participants needs.

A Transitions Project for Children Identi ed by Teachers

The project was concerned with children considered to be at risk of
disengaging with education on transition to secondary school. The children
were identi ed by teachers and the research was designed to look at their
mental wellbeing (age 10-11 years), just prior to a summer transitions
project and their transition to secondary school, and then again at the end
of their rst year at secondary school. The project examined whether the
children identi ed had mental health vulnerability and whether the summer

Continued on next page...



transition project and rst year in secondary school impacted on this.

10 primary schools were involved in the study, feeding into 2
comprehensive secondary schools. For each child that the teachers were
concerned about (n=48), the teachers completed a Strengths and Dif culties
qguestionnaire (SDQ) and identi ed the reasons for their concern. The SDQ
is a validated instrument measuring mental wellbeing. Following this the
students were offered transitions projects over the school summer holidays
and then repeat SDQ’s were completed by the students tutors at the end of
their rst year at secondary school. Ethical approval was granted by Anglia
Ruskin Ethics Committee and consent was sought from all parents whose
children were identi ed as in need of additional support in the transition.
For a full report on the project see Akister, 2014.

Findings

At the beginning of the project, the SDQ scores indicate mental health
problems for 48% of the children about whom the teachers were concerned.
Additionally, there were signi cant correlations between the teachers’
reasons for concern and the subscales of the SDQ: high SDQ scores

for emotional distress correlated with teachers concerns about anxiety,
behaviour and attendance; high SDQ scores for behaviour dif culties and
Hyperactivity correlated with teacher concerns about behaviour (Fishers
Exact Test, p<0.05; see Akister, 2014).

The change in the overall stress scores (from 48% to 13%) and
emotional distress scores (from 40% to 15%) pre- and post-summer activity
project suggest effectiveness for the project, speci cally in the domain of
self-con dence and self-esteem known to be important for educational
attainment.

For some of the children, behavioural dif culties and hyperactivity
are the major reasons for concern. There was little change in the subscales
of the SDQ relating to behaviour: hyperactivity (from 42% to 41%);
behavioural dif culties (from 23% to 18%).

These results indicate that teachers are accurately identifying
children who are vulnerable in the transition to secondary school. This
project supports the approach of targeting activity projects on specic
needs, as the wellbeing of those children with emotional distress is
greatly improved, and maintained over a 12 month period, whereas for
those children with behavioural dif culties, no signi cant improvement is
sustained. It is interesting that the measure of wellbeing gives such a clear
indication for the success of the project and this suggests that the design of
the project which aimed at improving self-con dence and peer relationships
is effective. That such a project is not successful at improving behaviour
means that we should not place all the children who are of concern in the
same project. A project aimed at helping with transition will have mixed
results if those with mental health problems are included with those with

Continued on next page...



behavioural problems. Speci ¢ projects targeted at behaviour are needed in
addition to those promoting self-con dence.

Conclusion

Overall

e The SDQ (Strengths and Dif culties Questionnaire) scores for Overall
Stress suggests improved wellbeing for 35% of the students in the
study one year after they began secondary school;

e Teachers are accurate in their concerns for vulnerable children
approaching the transition to secondary school. There is good
correlation between teachers concerns about self-esteem and anxiety
with the SDQ scores for emotional symptoms.

Emotional Symptoms—Internalising Behaviour
» The transitional Project had a positive impact on student’s emotional
distress and self-con dence;
e The subscale where there is most improvement in the high category is
Emotional Distress (35%).

Behavioural Symptoms—Externalising behaviour
» There is no change in SDQ scores for behavioural dif culties;
» There is no change in hyperactivity.

The mental wellbeing of young people is a major factor in the educational
outcomes they are able to achieve and in their life opportunities. Early
intervention projects are very attractive as we can identify children with
dif culties quite early in the educational process, but the evidence to
support universal ‘one-size- ts-all’ interventions is very mixed. Our research
suggests that teachers are accurate in identifying young people with poor
mental wellbeing and that this includes two main groups: those with
emotional distress (internalising) and those with behavioural dif culties
(externalising). If targeted ‘early intervention’ approaches are taken
focussing either on internalising or externalising expressions of distress,
we suggest that the outcomes will be much more positive than in those
projects where everyone is offered the same universal early intervention.
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Abstract

This action research project investigates the impact of mixed age
grouping on the emotional development of two-year-olds, in light of

the UK government initiative to create more funded places for two-
year-olds in Early Years settings. Children’s emotional development, as
indicated through observations related to Laever’s scales of wellbeing and
involvement, was studied in relation to changes made in the emotional
environment of a preschool setting. It was found that children’s strong
relationships and high quality interactions with staff were the most

signi cant factors in supporting their emotional development. This nding
builds on the existing research literature which has highlighted that mixed
age grouping bene ts younger children cognitively, but there is a risk that it
may impact negatively on children’s emotional development. It shows ways
in which young children’s emotional development can be supported to
make mixed age grouping a positive and bene cial experience for them.

Introduction

Since Field (2010) and Allen (2011), there has been a strong focus on early
intervention. New government initiatives supporting early intervention,
supported by Field (2010: 38-40), highlighted how vitally important the
early years are to children’s future life chances, and that an individual's
life chances begin to be determined as early as pregnancy. Field also
pointed out the economic bene ts of early intervention, as investing

in disadvantaged young children at an early age would improve their
outcomes and cause them to require less investment later in life. Allen
(2011: xii-xiv) builds on this, stating that an absence of appropriate
support for children in their earliest years is causing many of the costly
and damaging social problems in our society, and that intervening at

a later stage is often more costly and less effective. One element of
the UK government’s response to these reports has been to create a
new entitlement to free early education for two-year-olds, building on

Continued on next page...



the existing entitlement for three- and four-year-olds. As a result, from
September 2013, around 130,000 new funded places were created for the
most economically disadvantaged two-year-olds, deemed as those who
qualify for free school meals or who are looked after children, from the
term following their second birthday (Children and Young Persons England,
2012). Local authorities also had the ability to offer places to children not
meeting these criteria at their own discretion (DfE, 2012). From September
2014 the number of places available was extended to around 260,000.
Although this is not a stipulation of the policy, many of these places for
two-year-olds were expected to be made available in preschool settings,
creating more mixed age grouping in settings that have previously catered
primarily for three- and four-year-olds.

Mixed age grouping has already been occurring to an extent in Early
Years settings in the UK, however Nutbrown and Page (2008: 91-92) draw
attention to a situation where many settings which in the past operated as
preschools or playgroups have lowered the age group to admit children
from two years old in order to make their setting more sustainable and
remain nancially viable, as many children in England start school the
term after their fourth birthday, even though the statutory age to start
school is the term after their fth birthday. They suggest that in some of
these settings not enough thought has been given to the differentiation
of organization, curriculum and environment necessary for these younger
children. This raises questions as to the impact of such mixed age grouping
on the cognitive and emotional development of these younger children,
in particular their emotional development, and the potential dangers of
widening such mixed age grouping without due care being given to the
needs of the youngest children. It is for this reason that this research project
aimed to investigate the impact of mixed age grouping (namely having
toddlers and pre-school age children in the same Early Years setting) on the
emotional development of two-year-olds.

Theoretical framework

In order to be able to discuss the emotional development of the children

in the setting, Laever's model of Experiental Education (Laever, 1994) and
its focus on indicators of emotional security in terms of wellbeing and
involvement will be employed as a theoretical framework. This model is
used as a way of measuring children’s emotional development through
observation of how at ease they are (wellbeing) and how involved they are
(involvement) in a setting at any given time. The scale consists of ve levels
with level 1, low wellbeing and involvement and level 5, high wellbeing and
involvement. ‘Wellbeing’ refers to the level to which children “feel at ease,
act spontaneously, show vitality and self-con dence” (Laevers, 2011: 1).
‘Involvement’ is indicated by concentration, focus, interest and fascination.
It is limited in that that observation can only tell us so much—we can never

Continued on next page...



truly know how the children are feeling, however Laever’'s model and its




Planning for the emotional environment

Bradford (2012), in her discussion of environments for children under three,
suggests that we need a more holistic understanding of what constitutes
an appropriate environment for these children. This requires us to look

at the child’s wider environment, both within and beyond the early years
setting, and also to view developmentally appropriate care as constituting
part of the environment. It is important to acknowledge that babies and
children under three are not the same as their older peers — they have
unique characteristics, behave in particular ways, and have specialised
needs. In particular, babies and children under three thrive on consistency.
Bearing this in mind, they should also be given regularity, predictability
and constancy of relationships, and this is where the key person approach
is invaluable. This is particularly important because ‘quality’ of the
environment should include not only the physical environment, but also
the emotional environment in which children are brought up (Bradford,
2012: 15). This includes creating sound partnerships between parents and
practitioners, and giving careful consideration to the transition from home
to school.

Jarman’s Communication Friendly Spaces Approach (Jarman, 2009)
highlights the importance of quiet, calm, re ective space, and opportunities
to snuggle in as key features of an appropriate environment for under-
threes. In particular, bright over-stimulating rooms and too much arti cial
light are discouraged. Lindon (2012: 9) also highlights that settings that
are full of movement and sound can be overwhelming for very young
children. This has implications for settings extending their pre-school
provision to include two-year-olds, as they may need to change how they
have previously approached the noise levels within their setting. However
this realisation could also have a positive impact for older children, as
reducing unnecessary noise levels can have a positive impact on attention
and listening across the age range. This in turn would help to support all
children’s language development.

Conclusion

Key messages arising from the literature are that younger children need
an environment that is secure and stable, with strong attachments. The
overarching idea is that mixed age grouping bene ts younger children
cognitively, but there is the risk that it may impact negatively on children’s
emotional development. Further work needs to be done on how to prevent
this negative impact, and this is the purpose of this study.

Methodology

This research project was based in a community playgroup that is situated
in the middle of an area of economic disadvantage in south east England,
which caters for children aged 2-4 on a part time basis (term time mornings
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Findings and Discussion
The observations carried out indicated that the two-year-olds did not make
use of the additional opportunities provided to support their emotional
environment through containment and smaller spaces (the play house and
dog baskets) in the way that the literature suggested that they would. In fact
it was often the older children that used these spaces, either to carry out
activities that they did not want the adults to see, or to meet the needs of
individual insecurities that some of those children had. This is in line with
Lindon’s (2012: 10) research, which indicates that two-year-olds do not need
a different set of resources from older children, but rather they bene t from
having access to the same resources as older children and are able to learn
to use them simply and in slightly different ways.

Interestingly, although the two-year-olds did not make much use
of the provisions made through the research to support their emotional
environment, their wellbeing and involvement scores did still improve
over the time period studied. This can be seen in the following thematic
representation of the observations, along with the wellbeing and
involvement scores which were drawn from these observations.
The key themes that arose from the observations were: the two-year-old
children’s interactions with other children, their interactions with adults,
and their interactions with the environment. The data gathered can be
represented as follows:

Continued on next page...
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How do the two-year-olds access the environment compared to

their older peers?

The ndings of this study found that the two-year-olds accessed the
environment in a very similar way to their older peers. The ndings also
indicate that the small spaces and containment are indeed useful for
providing a secure space for less secure children, but that contrary to
expectations the less secure children in the setting were not the younger
ones. The question that arises from this is what is the setting providing for
these children that enables them to feel so secure? As con rmed by the
ITERS-R survey carried out in the setting, a key feature of the provision in
this setting is the interactions. The manager has made a conscious decision
to operate with consistently low ratios of adults to children (usually 1:3
even for the older children) so that staff are more able to interact with

the children. This is in line with the idea put forward by Bronfenbrenner
(1979: 202) that such low ratios are signi cant as they enable the high
guality interactions that are so crucial to the positive development of

young children, and without which children in daycare settings may in fact
regress. In terms of the progress shown in the two-year-olds’ wellbeing and
involvement across the project, it could be that they bene tted indirectly
from the way in which the changes to the environment supported the less
secure older children.

How well do the two-year-olds integrate and settle into the

environment?

Overall the two-year-olds appeared to settle very quickly into the setting.
Child 1 took the longest to settle, and displayed a signi cant degree of
clinginess to adults for much of the study, however by the end of the
research project she also appeared signi cantly more settled and con dent
in the environment. It must be taken into account here that most two-
year-olds in the setting in which the action research was carried out have

a family member in the setting with them, whether that be a sibling, a
cousin or a parent. This was indicated in the ndings, where the two-year-
olds who were most con dent seemed to also be those who had more
siblings in the setting. However, the ndings also indicated cases where
two-year-olds who were less secure did still have family members in the
setting, suggesting that the correlation between the presence of siblings
and an increased wellbeing in the environment may not be so direct. It must
also be acknowledged that this setting is part time, which children only
attend for three hours in the morning each day. Goddard Blythe (2008: 224)
suggests that the amount of time spent in day care can have a signi cant
impact on children’s emotional development, and so these shorter sessions
must be taken into account here.
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How does mixed age grouping impact on two-year-olds’

emotional development?

Children in our setting appeared very con dent and settled, and in most
cases not intimidated by the older children. Those children who did score
slightly lower on their wellbeing and involvement in the indications of
emotional stability observations at the beginning of the study made
progress across the course of the project. This was found to be primarily
the result of high levels of adult input and interactions which facilitated
these children’s social development. In contrast with Montessori’s idea

of the environment as the third teacher (Montessori, 1912), it would

appear that here we have the teacher as the third environment, as it is the
interactions with adults, facilitated by the importance given by management
to maintaining low staff:child ratios, that provide the secure environment
that enables the children to thrive, and more signi cantly that enables those
with lower emotional development to make such good progress.

Conclusion

In terms of the impact of mixed age grouping on the emotional
development of two-year-olds, the overwhelming conclusion of this
research project points to the importance of secure and positive interactions
between adults and children. Despite the warnings in the literature about
the potential risk that mixed age grouping could pose to younger children’s
emotional development, the children in the setting at which the action
research was carried out all displayed secure emotional deve