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    1 | Introduction


    Dawn Mannay, Alyson Rees and Louise Roberts


    
      Setting the scene
    


    
      THIS OPENING CHAPTER provides the reader with an insight into the rationale for bringing together this edited
      collection, Children and Young People ‘Looked After’? Education, Intervention and the Everyday
      Culture of Care in Wales. It sets out the aims and scope of the volume, as well as providing an overview
      of the following chapters and the ways in which they connect to the core themes of education, social policy,
      practice, research, and the everyday lives of care-experienced children and young people in the Welsh context.
    


    
      All researchers have stories to tell about why they chose to research particular topics, and the book’s editors
      have been involved in work with children and young people in the care system and care leavers, linked with
      academic research, consultations, teaching and social work practice (Mannay et al., 2015, 2017; Pithouse and
      Rees, 2014; Roberts, 2017; Roberts et al., 2016, 2017). This experience has engendered an admiration for the
      care-experienced populations we have encountered, and, at the same time, a disappointment that, despite social
      research and policy interventions, they are faced with pervasive educational and social inequalities, which can
      have consequences for their transitions to the workplace and their sense of security, self and ongoing stability.
    


    
      A range of valuable work has been undertaken across the United Kingdom, for example, in England (Berridge, 2012;
      Diaz, 2018; Kenny, 2018; Morriss, 2018; O’Higgins et al., 2015; Sebba et al., 2015; Stein, 2006; Woodhouse,
      2018), Scotland (Aldgate and McIntosh, 2006; Hill, 2011), and Northern Ireland (Fargas Malet et al., 2014).
      Additionally, there has been a sustained international interest in the educational experiences of and outcomes
      for care-experienced children and young people (see Benbenishty and Zeira, 2012; Brady and Gilligan, 2018;
      Jackson and Cameron, 2010; Matheson, 2015; Nho et al., 2017). In Wales, there has also been a significant body of
      work undertaken on, and with, care-experienced children and young people, and this edited collection is an
      attempt to draw together and showcase these insights in one volume, to consolidate this empirical and
      methodological knowledge base.
    


    
      In this collection, we engage with the accounts of researchers working in different traditions, including
      education, psychology, policy studies, sociology and social work. The volume therefore brings together distinct
      scholarly traditions, providing an opportunity for reflection across disciplinary boundaries, and shedding new
      light on common problems and opportunities stimulated by research in the field of social care. The volume also
      introduces a range of contexts and sites, such as the home, the school, contact centres, educational
      institutions, and the natural environment. In exposing readers to these different disciplinary practices and
      research contexts, we hope to encourage them to reflect on how this knowledge can inform their own fields of
      interest.
    


    
      We have three main aims in this volume. To this end, we have divided the book into three sections, each hosting
      five chapters, which respectively deal with education and policy interventions, the lived experiences of
      care-experienced children and young people, and research methodologies. These themes are inevitably interrelated,
      but shifting the focus to each aspect has enabled an emphasis on specific elements of the care system. The book
      aims to provide the reader with an in-depth understanding of all of these important areas, to sketch out a
      picture of key studies, approaches and recommendations in the contemporary Welsh landscape, and, at the same
      time, to offer fundamental insights that will be useful for a more international readership.
    


    
      As documented in the rest of this chapter, each section offers contributions from scholars with a genuine
      commitment to improving policy, practice and research. The authors also share a respect for the views of children
      and young people in care. For this reason, we have not used the term ‘looked after children’ in the abbreviated
      form LAC. Despite its use in policy documents and related publications more widely, its association with the word
      ‘lack’ is problematic – ‘young people do not like being referred to as “LAC” as they are not “lacking” in
      anything’ (Children’s Commissioner for Wales, 2017, p. 11). Accordingly, this edited collection focuses on what
      can be done to best support care-experienced children and young people, from the perspective that they are unique
      individuals with the abilities, aspirations and attributes to forge successful and fulfilling futures.
    


    
      Education and policy intervention
    


    
      Within Wales, the United Kingdom, and internationally children and young people in care achieve poorer
      educational outcomes compared to individuals not in care (Jackson and Cameron, 2014; Mannay et al., 2015;
      O’Higgins et al., 2015; Sebba et al., 2015). Since devolution, in 1999, the Welsh Government has advanced a
      number of targeted educational approaches, with existing provisions being summarised in the current strategy for
      the education of children in care in Wales (Welsh Government, 2016). Educational attainment is not the only
      predictor of success (Berridge, 2012), nonetheless, poor educational outcomes can have serious consequences for
      future life chances of care-experienced children and young people (Jackson, 1994). This is particularly salient
      in the landscape of a competitive employment economy, which places a central significance on the importance of
      qualifications (Brown et al., 2013). Consequently, this opening section is interested in setting a context for
      the background of the care population in Wales, and then charting research that explores educational experiences,
      outcomes, and the interventions put in place that seek to alleviate the educational disadvantages experienced by
      children and young people in care.
    


    
      It is important to establish a broader picture of the ‘looked after’ population in the Welsh context.
      Accordingly, this section begins with a chapter from Martin Elliott titled ‘Charting the rise of children and
      young people looked after in Wales’. The numbers of applications through the law courts to place children in
      Wales in out-of-home care have illustrated an unprecedented rise, leading to the claim that children in Wales are
      now one-and-a-half times more likely to become ‘looked-after’ than those in England (Drakeford, 2012). These
      increases have a significant impact on services, and the quality of care and education for children and young
      people. Accordingly, Elliott presents an analysis of large-scale quantitative data sets to offer a more nuanced
      understanding of this changing landscape, at the level of the nation, and more locally in relation to the
      differential patterns illustrated between Local Authorities within Wales.
    


    
      The following chapter, ‘Educational interventions for children and young people in care: A review of outcomes,
      implementation and acceptability’ offers the reader an evaluation of educational interventions and their
      measurable impacts. Gwyther Rees, Rachel Brown, Phil Smith and Rhiannon Evans reviewed the best available
      evidence on interventions intended to improve educational outcomes for children and young people who have resided
      in care. The authors’ systematic review identified 15 evaluations reporting on 12 interventions, including the
      Letterbox Club and Multidimensional Treatment Foster Care for Adolescents (MTFC-A). The chapter demonstrates that
      the current evidence base is mixed, with existing evaluations being the subject of numerous methodological
      limitations; and the authors argue that future research must focus on developing theoretically sound
      interventions that maximise the likelihood of demonstrating effects.
    


    
      Rebecca Pratchett and Paul Rees then consider the experiences of a particular section of the ‘looked after’
      population. ‘Exploring the educational attainment and achievement of children who are “looked after” in formal
      kinship care’, reports on their work with a group of children in formal kinship care aged eight to 18, from two
      local authorities in south Wales. The evidence base on educational outcomes for children and young people in
      kinship care remains limited (Leslie et al., 2005), and this chapter makes an important contribution to
      considering the literacy and numeracy skills of children in ‘formal kinship care’ settings. The authors suggest
      that kinship carers’ access to birth parents and the continuity afforded by kinship care may have the potential
      to compensate for other disadvantages that are sometimes observed in care placements; and that this is an
      important area for further exploration.
    


    
      This emphasis on the potential for good educational outcomes also features in the chapter, ‘Promoting the
      education of children in care: Reflections of children and carers who have experienced “success”’. In this
      chapter, Paul Rees and Amy Munro move away from an emphasis on poor attainment and instead consider how ‘success’
      can be defined and promoted. Reflecting on a study involving children and young people in care in one local
      authority in Wales, and their carers, Rees and Munro examine what ‘success’ and ‘happiness’ means for these
      participants. Children and young people discussed the positive effects of ongoing birth-family contact, open,
      warm and respectful relationships with carers and the carers’ family, positive friendships with peers, basic
      needs being met, partaking in hobbies and interests, and having someone to talk to and share problems with. For
      Rees and Munro, ‘success’ for children and young people in care can only be achieved through an holistic
      understanding of their needs, and this can only be realised if those who live and work alongside them share a
      common language and understanding.
    


    
      In ‘Transitions from care to higher education: A case study of a young person’s journey’, Gemma Allnatt also
      focuses on ‘success’ in relation to care-experienced young people who gain a place in university. Allnatt draws
      on a wider study with twenty-one young people, which considered how support from social services and universities
      helps those in care to complete their university studies. The study explored participants’ subjective views of
      their journey through the care system and to university. The case study presented in the chapter touches on
      themes that were common across the sample such as traumatic childhood events, overcoming significant hurdles to
      get to university and succeed, and continuing chaos and turmoil in personal circumstances. Allnatt provides a
      convincing argument that current systems of support for students are often disorganised and inadequate, so that
      the relative ‘success’ of those who prosper in higher education is often in spite of, and not because of, the
      help that is made available.
    


    
      The culture of care and the everyday lives of children and young people
    


    
      The chapters in this section all draw from empirical research findings. However, rather than a specific focus on
      education and policy intervention, there is an interest in the more mundane aspects of everyday life and the
      salience of relational encounters. The chapters all emphasise the profound significance of children’s and young
      people’s family and non-family relationships on their lived experiences, development and well-being. Examining
      how the ordinary becomes troubled and the extraordinary normalised (Gillies et al., 2013), the chapters move
      across the spaces of the ‘home’, the contact centre, the natural environment and life course transitions. The
      authors’ present problematic accounts, while at the same time offering a range of nuanced insights that can be
      drawn upon to improve the lives, and futures, of care-experienced children and young people.
    


    
      The first space explored is the foster home in Alyson Rees’, ‘The daily lived experiences of foster care: the
      centrality of food and touch in family life’. Focusing specifically on children’s and young people’s experiences,
      Rees documents the mundane, often overlooked, yet important spaces of interaction and everyday rituals within the
      home, including touch, food and other practices related to physical nurturing. The home is often seen as a type
      of sanctuary, which is particularly impervious to forms of research inquiry (Lincoln, 2012; Mannay, 2018),
      however, in engaging with care-experienced participants, Rees was able to perceive this familiar yet unknown
      space of ‘home’. The risk of abuse allegations mean that the importance of closeness and touch, as a means of
      reassurance to children within social care relationships, is often devalued (Biehal, 2014). However, Rees clearly
      illustrates the ways in which these relational aspects are significant in fostering, helping to create, and
      maintain, a sense of value and belonging for children and young people in care.
    


    
      In ‘The natural environment and its benefits for children and young people looked after’, Holly Gordon moves
      beyond the enclosed space of the home to consider the benefits of outdoor spaces. The chapter reflects on the
      ‘Fostering Outside Play’ project, which aimed to improve the mental and physical well-being of children and young
      people looked after by supporting foster carers and practitioners to provide them with opportunities for play in
      the natural environment. Drawing on accounts from foster carers, Gordon argues that the natural environment can
      engender benefits for care-experienced children and young people, and that the potential of this under-used
      resource deserves further discussion, research and development within social care services for children.
    


    
      Joanne Pye and Paul Rees return to a more confined setting in their chapter, ‘Factors that promote positive
      supervised birth family contact for children in care’. Supervised contact between children and their birth
      parents involves other groups, including carers, contact supervisors, and social workers. The chapter explores
      questionnaire and interview data generated with these key stakeholders, who were involved with the process at a
      single contact centre in south Wales. Pye and Rees contend that effective communication and relationships
      supported the promotion of positive supervised contact, but that these were often disrupted by the nature of the
      tightly controlled environment, a lack of understanding of the process, inappropriate and unrealistic
      arrangements, and inaccurate or inadequate knowledge around the prescribed roles, related responsibilities and
      expectations. The chapter underlines the importance of promoting positive contact rather than contact per se, and
      offers a series of recommendations to inform and improve current practice.
    


    
      ‘Yet another change: The experience of movement for children and young people looked after’, by Rebecca Girling,
      considers the impacts of stability and transience. Girling conducted interviews with young people aged between 15
      and 17, in private residential homes in Wales, which reflected on their care journeys. Movement and change are
      part of the culture of care and play a significant role in shaping children’s and young people’s life
      experiences. However, Girling’s findings illustrate the ways in which change can create a sense of psychological
      instability alongside the physical movement. For Girling, relationships are key in creating a sense of stability
      and belonging, or extenuating instability, and she recommends that more attention is given to the relational
      aspects of placements to improve the chance of success in other areas of vulnerable children’s and young people’s
      lives.
    


    
      In Wales, five times as many young people in state care become pregnant compared to the general population of
      under-18-year-olds in Wales (Craine et al., 2014), and Louise Roberts considers early parenthood for young people
      in and leaving state care. ‘“A family of my own”: When young people in and leaving state care become parents in
      Wales’ draws from qualitative interviews with parents and leaving care professionals to explore these
      transitions. Young motherhood is often a source of pride and respect marking an important transition to adulthood
      (Gillies, 2007). However, the chapter illustrates how this becomes contaminated for care-experienced parents, who
      can be stigmatised as a result of their care status and assigned a presumed incompetency. Roberts argues that
      young people in and leaving care face significant barriers as they transition to parenthood, and that these
      require effective systems of support, rather than discourses of judgement, to prevent cycles of intergenerational
      care experience; and enable young people to have a family of their own.
    


    
      Participatory, qualitative and collaborative approaches
    


    
      As the chapters in the two preceding sections document, insights into policy and practice can be attained through
      in-depth qualitative interviews, detailed attention to patterns in data, and systematic reviews of existing
      studies. Additionally, research with children and young people in the care system, care leavers and those who
      foster and adopt can also provide useful insights into the associated challenges, successes and everyday
      realities of participants. The findings of these projects often offer new knowledge and perspectives; however,
      the research process, not simply its output, is an important area for consideration. Consequently, this section
      is interested in the ‘doing’ of research, in particular methodological approaches that work directly with
      participants and involve participatory, qualitative, reflexive and collaborative techniques.
    


    
      The relationship between researcher and researched is key to the effective data production (Pole, 2007).
      Accordingly, in the opening chapter Claire Palmer builds on earlier work stressing the importance of ‘locating
      the self’ (Coffey, 1999, p.17), and reflects on relationality and positionality in the research process.
      ‘Positionality and reflexivity: Conducting qualitative interviews with parents who adopt children from foster
      care’, draws on a larger Welsh cohort study focusing on children who are placed for adoption. The chapter
      reflects on a qualitative aspect of the study that explored the motivations of parents who adopt older children
      and the processes by which they decided to adopt. Methodological considerations arising from interviewing
      adoptive parents are discussed, providing the reader with important insights including the impact of the
      researcher on the setting, the emotional impact of conducting a study, and how researchers can be affected by the
      process of exploring sensitive topics in the field of social care.
    


    
      ‘Sandboxes, stickers and superheroes: Employing creative techniques to explore the aspirations and experiences of
      children and young people who are looked after’, by Dawn Mannay and Eleanor Staples, also considers fieldwork
      relationships. The authors argue that traditional interview techniques in the social sciences can inadvertently
      mirror social work practice, and document their introduction of creative methods to enable a more participatory
      research encounter. Focusing on the technique of sandboxing and emotion sticker activities, Mannay and Staples
      reflect on how providing participants with the opportunity to lead research activities through the creation and
      discussion of visual artefacts created a more neutral space where children and young people could engage with
      research on their own terms. The chapter does not present these techniques as a panacea for shifting hierarchical
      power relations in the field. However, it does illustrate the ways in which this approach can enable children and
      young people in care to both communicate their subjective experiences, and offer concrete suggestions for
      improving their educational trajectories.
    


    
      In the following chapter, ‘A view from a Pupil Referral Unit: Using participatory methods with young people in an
      education setting’, Phil Smith also offers some reflections on his work with participatory and creative research
      approaches. Resonating with the mainstreaming of a commitment to children and young people’s participation in
      research, the study adopted a mosaic approach (Clarke and Moss, 2001), and worked directly with participants to
      design and select research approaches that were suited to their individual interests and preferences. The study
      embedded a number of creative activities within a traditional ethnographic fieldwork design, including drawing,
      story work, photography, and walking tours. Care-experienced young people are over represented in Pupil Referral
      Units and this multimodal approach allowed an insight into the everyday experiences of this alternative education
      setting. However, the chapter also notes the difficulties and limitations of creative and collaborative
      techniques, providing a useful background for other researchers interested in applying a participatory, mosaic
      approach.
    


    
      ‘Enabling care-experienced young people’s participation in research: CASCADE Voices’, considers collaboration
      beyond the fieldwork process, exploring how young people can be actively involved in generating ideas for
      research applications, informing the conduct and design of research studies, reviewing research tools, acting as
      peer researchers, and contributing to analysis and dissemination. Eleanor Staples, Louise Roberts, Jennifer
      Lyttleton-Smith, Sophie Hallett and CASCADE Voices discuss a range of case examples to illustrate what can be
      achieved in a collaborative partnership between social researchers and care-experienced young people. The chapter
      demonstrates how the positioning of young people as ‘experts by experience’ (Preston-Shoot, 2007) can engender
      effective, respectful and productive working relationships and produce more informed research outcomes.
    


    
      The closing chapter of the section, ‘Lights, camera, action: Translating research findings into policy and
      practice impacts with music, film and artwork’, offers innovative approaches to disseminating research findings.
      Dawn Mannay, Louisa Roberts, Eleanor Staples and the youth and community organisation Ministry of Life consider
      ways of moving beyond the standard academic outputs of the report or journal article, and employing art, music
      and film to engage with wider and more diverse audiences. The authors discuss issues of ethical representation,
      accessibility, and the practicalities of building relationships across the disciplinary boundaries of social
      sciences and the creative industries. The chapter argues that although traditional research outputs are useful
      and valuable, to extend the audiencing of findings and recommendations, and contribute to changes in practice for
      care-experienced children and young people, more creative and multimodal formats are necessary.
    


    
      Conclusion
    


    
      The following chapters are all structured around the central theme of the care system in Wales, its relationship
      with educational outcomes, the everyday lived experiences of care-experienced children, young people and care
      leavers, and approaches to research. Despite a proliferation of legislative action in response to differential
      outcomes, the relative educational, employment and life-course disadvantages of individuals who have experienced
      the care system remains a pressing issue of widespread national and international concern. The rest of this book
      reflexively explores the changes and continuities within the political landscape and the geographical areas that
      constitute Wales. Nonetheless, despite this focus on the local and the national, the chapters each introduce
      insights, reflections and recommendations about the care system and its impacts, which will be useful for readers
      across geographical contexts, who have an interest in improving the lives of children, young people, and wider
      family networks.
    


    
      The concluding chapter will revisit the aims set out in this introduction and consider the key points from the
      three sections, linking these to the overarching themes spanning this edited book. It will summarise what the
      collection tells us about the culture of care in Wales. As well as looking back, the chapter will also look
      forward, suggesting future academic research and emerging policy agendas from the volume, and considering the
      future of Children and Young People ‘Looked After’? Education, Intervention and the Everyday
      Culture of Care in Wales.
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      Introduction
    


    
      THERE HAS BEEN an unprecedented increase in recent years in the numbers of applications through the law courts
      in England and Wales to place children in out-of-home care and in the numbers of children becoming ‘looked after’
      overall (McGhee et al., 2017). This increase has often been attributed to the publication of a review in 2008
      into the death of a young child, Peter Connelly (Department for Education, 2008) and the ensuing media attention,
      the so-called ‘Baby P effect’ (CAFCASS, 2009). From a Welsh perspective, as will be discussed later in this
      chapter, there is evidence to suggest that children in Wales are now one-and-a-half times more likely to become
      ‘looked after’ than their peers in England (Drakeford, 2012). Welsh local authorities also have some of the
      highest rates of children ‘looked after’ (per 10,000 children) across England and Wales. Whilst having overall
      rates generally much higher than those of English local authorities, there is also significant variation between
      local authorities in Wales. Reducing the numbers of children in care has become an identified goal of the Welsh
      Government (Drakeford, 2015), therefore the investigation of both the differences in rates between England and
      Wales, and the variation in rates between Welsh authorities is likely to make a valuable policy contribution.
    


    
      This chapter is drawn from quantitative research undertaken to explore: the numbers and characteristics of the
      children and young people ‘looked after’ in Wales; the higher overall rates in Wales relative to those in
      England; and the variations in rates of children and young people coming into care between local authorities
      within Wales. The analyses were undertaken on both publicly available aggregate data and child-level data (data
      relating to individual children rather than total numbers at a local authority or country level) relating to
      children ‘looked after’ as part of an Economic and Social Research Council funded three-year doctoral research
      study. The chapter will present the analysis of the data collected each year through the children ‘looked after’
      data return (also known as SSDA903), conducted in both Wales and England and reported by every local authority.
      This annual return provides information on all the children in care in Wales on the census date of 31 March (for
      example, demographic characteristics including age, sex and ethnicity) and their placements (for example,
      placement type, legal status and category of need) (Stats Wales, 2014; Welsh Government, 2014a).
    


    
      This chapter will, firstly, highlight comparisons between Wales’ and England’s children ‘looked after’
      populations over time, and, secondly, compare the twenty-two local authorities within Wales. The period covered
      by the data (2003–14) is one for which Wales and England operated within broadly the same legislative framework,
      albeit one within which organisational structures and policy directions were diverging. The period immediately
      after the data analysis illustrates further divergence, as Wales enacted its first primary social care
      legislation, the Social Services and Well-being (Wales) Act 2014.
    


    
      Quantitative analysis in social work research
    


    
      There has been a case made for many years that the use of quantitative methods is weak within the social
      sciences, linked in no small part to a lack of quantitative skills amongst social scientists. For example, in the
      position statement ‘Society Counts’ (British Academy, 2012, p. 1), serious concerns were raised that ‘the UK is
      weak in quantitative skills, in particular but not exclusively in the social sciences and humanities’. This lack
      of quantitative research evidence is reflected just as strongly in the field of social work research in the UK.
      In the 2001 Research Assessment Exercise (RAE), it was highlighted that ‘quantitative work, while sometimes of
      very high quality is rare and not always good when found’ (Higher Education Funding Council for England, 2001, p.
      4). By the 2008 RAE report, whilst some improvements were noted in regard to quality, the limited amount of
      quantitative research in social work was still highlighted (RAE, 2009).
    


    
      The historic issues identified regarding quantitative analysis skills amongst social work researchers are
      arguably reflected in the minimal use of readily available data. This was highlighted by Maxwell et al. (2012),
      who identified a range of large-scale, non-social work specific, longitudinal studies that are readily available
      within the UK which include information regarding children, young people and their families and their use of
      social work and social care services, but which were rarely harnessed by researchers (Elliott, 2015). One of the
      areas where quantitative methods can be used is in respect of the analysis of local authority administrative
      data.
    


    
      Whilst there is the noted overall relative paucity of quantitative social work research and related use of
      quantitative data sources, for research using administrative data such as the SSDA903 there has historically been
      a very different picture in terms of their use in England and Wales. A number of large-scale research projects,
      often prompted by government departments or working groups, have been undertaken in England regarding children
      ‘looked after’ using such administrative data. For example, Statham et al.’s (2002) study, commissioned by the
      Department of Health for the Children’s Budget Pressures working group, utilised administrative data to look at
      the numbers of children in care. Whilst some research has been undertaken in Wales, such as the ‘In Figures:
      Looked after Children Research Paper’ (2009), conducted by the Members Research Service within the National
      Assembly for Wales, and ‘Research on differences in the looked after children population’ (Cordis Bright, 2013),
      studies which include Wales within their scope or which have a specific focus on Wales have historically been
      relatively limited. It is unclear whether this was due to a lack of social work academics within Wales with the
      requisite quantitative skills and interest in using these data for research or limited academic and policy
      interest in researching service use and outcomes in Wales using quantitative research methods.
    


    
      Children ‘looked after’ in England and Wales: A comparison over time
    


    
      The publicly available data allow a picture to be gained of changes over time. For example, the overall country
      level rates of children ‘looked after’ within England and Wales can be compared over a number of years.
      Calculation of rates per 10,000 of the child population based on the number of children ‘looked after’ on the
      census day each year (31 March) allows such a comparison to be made. As illustrated in Figure
      2.1, these analyses highlight that between 2003 and 2014, the rates of children ‘looked after’ in Wales were
      consistently higher than those in England. Such comparison also shows that the gap in rates has increased
      markedly during that time. In 2003, the overall rate in Wales was nine children per 10,000 higher than that in
      England. By 2014 the gap in rates had increased to 31 children per 10,000.
    


    
      Figure 2.1 shows that the trajectory of rates in these countries prior to 2009 were
      different. Whilst overall rates in Wales were increasing year on year, in England they had started to decrease.
      This type of analysis also enables an insight into the impact of particular events on rates of children looked
      after. For example, Figure 2.1 shows increases in overall rates in both England and Wales
      from 2009, which demonstrate the aftermath of the publication of the serious case review into the death of Peter
      Connelly and the subsequent media attention his case attracted, the so-called ‘Baby P effect’ (CAFCASS, 2009).
      Whilst the effect of Peter Connelly’s death is observable within the rates of children in care in both countries,
      the rate of acceleration was greater in Wales, which prompts questions about the reasons for this difference.
    


    
      Similarly, in recent years there has been much made of the statistic, derived from analysis of routinely
      collected data, that children in Wales are now one-and-a-half times more likely to become ‘looked after’ than
      their peers in England. This raises questions about causal attributes, and the extent to which this difference
      may be related to, for example, socio-economic conditions or the levels and types of services. The ability to
      look at quantitative data that illustrates differences between countries and changes over time can therefore be
      the catalyst for discussions about the nature of current social work policy and practice and the potential need
      for change.
    


    
      If the rates of children and young people who are ‘looked after’ per 10,000 of the child population are
      calculated for all the local authorities in England and Wales it is possible to consider where local authorities
      in Wales are in terms of intervening in children’s lives by placing them in care, relative to others. Table 2.1 illustrates the 10 local authorities in England and Wales with the highest rates of
      children in care on 31 March across a five-year period; and a high proportion of those in the ‘top 10’ come from
      Wales. Between 2010 and 2014, of the 10 local authorities in England and Wales with the highest rates, between
      four and six of those authorities were Welsh. To put this into perspective, there are 152 higher level local
      authorities in England and only 22 unitary authorities in Wales. That means that in 2012 over a quarter (six
      local authorities – 27.2 per cent) of all Welsh local authorities had the highest rates overall.
    


    
      
        Figure 2.1: The rates of
        children ‘looked after’ per 10,000 child population in England and Wales
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        Table 2.1: The ten highest
        rates per 10,000 by local authority in England and Wales 2010–14
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      A further area of comparison between Wales and England is provided at the other end of the spectrum of rates of
      children in care. Comparison of the lowest rates in each country also provides an interesting insight. In the
      period between 2010 and 2014 the authority with the lowest rate per 10,000 of the child population in Wales had a
      rate each year which was over twice that of the equivalent lowest rate authority in England. In fact, in 2013 the
      difference in these lowest rates was approaching a threefold difference (2.8 times).
    


    
      During the period 2010 to 2014 there were 174 local authorities across England and Wales (22 in Wales). One
      English authority, the Isles of Scilly, had no children ‘looked after’ during this period. With this authority
      excluded, the remaining 173 authorities can be divided into quartiles to allow investigation of the distribution
      of Welsh local authorities within these quartiles. Table 2.2 illustrates that rates for
      Welsh authorities are not equally distributed across quartiles. With the exception of 2013, over three-quarters
      of Welsh local authorities have rates per 10,000 which place them within the 50 per cent of local authorities
      with the highest rates per 10,000 across England and Wales. Even when 2013 is considered, with 72.5 per cent of
      authorities placed within the first two quartiles, the distribution of authorities is still unequal. Conversely,
      in relation to the 4th quartile, the 25 per cent of local authorities with the lowest rates per 10,000, only one
      Welsh authority is present within this quartile in 2010 and 2011, and thereafter there are no Welsh authorities
      within this quartile, with all authorities being within the 3rd quartile or above. This illustrates a picture
      where rates in Wales are skewed towards the higher levels of intervention when considered in the context of rates
      across England and Wales.
    


    
      
        Table 2.2: The number of
        Welsh local authorities in each quartile by rates per 10,000 (England and Wales)
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      Changes in the child population and rates of children in care
    


    
      There is clearly a difference between both the actual numbers of children in care and the overall child
      population of England and Wales. It is therefore much more useful and meaningful to express these figures in
      other ways. Converting numbers of children and young people ‘looked after’ into rates per 10,000 of the child
      population enables adjustment for these differences. In order to do this it is necessary, first, to establish the
      child populations for each country for the period being considered to calculate population adjusted rates. What
      consideration of the mid-year population estimates used for such calculations for the period covered by the
      administrative data highlights are child population changes that have an effect on the comparative figures.
    


    
      For example, during the period from 2003 to 2014, Wales had a decreasing child population (under 18 years).
      During this period there was a reduction of 23,900, a decrease in the child population of more than 3.75 per
      cent. In England, during the same period, the child population increased by 380,951, an increase of 3.4 per cent.
      This would suggest that, in the case of Wales, there have been an increasing number of children becoming ‘looked
      after’ from a child population, which is reducing in size, whilst in England although numbers of children in care
      increased, this was against a background of an overall child population that was also increasing.
    


    
      In order to identify the impact on rates per 10,000 of the changes in child population in both England and Wales
      an unadjusted rate was calculated. This allows some quantification of the effects of demographic changes on the
      rates in each country and on the gap in rates between them. This was done using the child populations for England
      and Wales in 2003 to calculate rates per 10,000 for the years 2003 to 2014. This is therefore based on the
      assumption of no variation in overall child population during the period being considered. In 2014 the difference
      in rates of children ‘looked after’ between England and Wales was 32 children per 10,000. Had the overall
      children’s population remained at 2003 levels and not decreased in Wales and increased in England, as highlighted
      earlier, the gap in rates would reduce to 26 children per 10,000. This is based on the fact that three children
      per 10,000 of the rate in Wales is accounted for by more children coming into care from a reducing child
      population. In contrast, in England a further difference of three children per 10,000 is accounted for by more
      children entering care from a child population that was increasing at the same time. This suggests that in making
      comparisons of rates over time, some attention needs to be paid to what has happened not only to the numbers of
      children in care but also to changes in the overall child population from which these rates are calculated, which
      may contribute in part to the reported differences.
    


    
      Local authority level comparison
    


    
      Whilst analysis of country level data shows an increase in likelihood of children in Wales entering care than
      their peers in England, analysis of the administrative data relating to the twenty-two local authorities within
      Wales, allows consideration of whether that is the case for all children living in Wales; whether there is
      variation between authorities; and the extent of that variation. When rates of children ‘looked after’ on the
      census day in each local authority are calculated for each of the 12 years between 2003 and 2014, the most
      striking first impression from this data is the level of variability between local authorities in Wales. Children
      in Monmouthshire, for example, are on average less likely to enter the ‘looked after’ system than children in
      England based on a comparison of the authority’s rates for 2003–14 and the overall English rates for that period.
      Conversely, based on their rate per 10,000, in 2013, for example, children in Neath Port Talbot were almost three
      times more likely to enter public care than children on average would in England during the same year.
    


    
      Whilst there is a group of local authorities (Monmouthshire, Wrexham, Flintshire, Pembrokeshire, Ceredigion,
      Carmarthenshire) whose rates routinely fall below the all Wales average figure, equally there are authorities
      whose rates are consistently higher (Neath Port Talbot, Torfaen, Merthyr Tydfil, Bridgend, Rhondda Cynon Taf,
      Blaenau Gwent). Within this complex picture there are also authorities such as Caerphilly who appear to break
      with the prevailing trend in rates in England and Wales. Having had a rate (70 per 10,000) which was above the
      Wales national average in 2003 (64 per 10,000), the same authority by 2014 had a rate (71 per 10,000) below the
      average for Welsh local authorities (91 per 10,000).
    


    
      Children ‘looked after’ and the wider population of vulnerable children
    


    
      The children ‘looked after’ population is a subset of a much larger population of children and their families in
      Wales who are known to local authority social services departments. It is therefore important to consider the
      numbers of children who are ‘looked after’ within this wider context of vulnerable children within a local
      authority area. Each year on 31 March, alongside the SSDA903 data, each Welsh local authority also collects and
      submits data for the Children in Need Census [1] (Welsh Government, 2014; Welsh Government, 2014c). The data collected ‘covers all children
      receiving support which is financed from children’s social services budgets, including those supported in their
      families or independently and children on the child protection register’ (Welsh Government, 2014c, p. 5). It is
      therefore important to explore what relationship exists between the numbers of children ‘looked after’ and the
      wider population of children in need in each Welsh local authority.
    


    
      
        Figure 2.2: Scatterplot of
        mean children ‘looked after’ rates (2010–14) against mean children in need rates (2010–14)
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      Figure 2.2 is a scatterplot, produced using the average rate per 10,000 for both children
      ‘looked after’ and children ‘in need’ for each Welsh local authority. The mean averages were calculated using the
      rates per 10,000 for both groups of children for a five-year period (2010–2014). The graph shows that broadly
      there is a relationship between rates for ‘looked after’ children and children ‘in need’. Specifically, those
      authorities with higher rates of children in need are usually those with higher rates of ‘looked after’ children
      and vice versa. The graph does, however, also identify some authorities where this is not the case.
    


    
      For example, Ceredigion (Cere) and Swansea (S) have very similar mean rates of children in need over the period,
      344 and 341 per 10,000 respectively. However, there is a significant difference in their mean rates of children
      ‘looked after’. Swansea, with a mean rate of children ‘looked after’ of 121 per 10,000 population, has a rate
      which is almost double that of Ceredigion, with a rate of 61 per 10,000. Similarly, there are noticeable
      differences between Ceredigion and authorities such as Flintshire (F) and Pembrokeshire (Pe) and their rates of
      children in need. Whilst these authorities have a mean average of ‘looked after’ rates, which are within six
      children per 10,000 of each other, there are significantly larger gaps between their children ‘in need’ rates.
      With a rate of only 148 per 10,000, Flintshire has a children ‘in need’ rate which is less than half of
      Ceredigion’s at 344 per 10,000. Similarly, Pembrokeshire has a mean average rate per 10,000 of 214, which is 130
      children per 10,000 lower than that of Ceredigion. These differences between certain local authorities have
      provided a useful focus within the child-level analysis.
    


    
      The relationship between deprivation and rates
    


    
      One of the key aims of the research reported here is to consider the relationship between rates of children
      ‘looked after’ in Wales and deprivation. The intention in undertaking the initial analysis of aggregate level
      data, some of which is outlined here, was not only to provide a context for the child-level analysis that makes
      up the majority of the study, but also to inform decisions about how that child-level analysis is undertaken. To
      explore the relationship between deprivation and rates of children ‘looked after’ at the local authority level in
      Wales, an analysis was undertaken using two variables: the mean ‘looked after’ children rates per 10,000
      (2008–14); and a measure of ‘neighbourhood’ level deprivation. In order to make comparisons between
      ‘neighbourhoods’, units of comparison called Lower Super Output Areas or LSOA were used. LSOA are constructed
      from geographies containing a population of between 1,000 and 3,000 people living in between 400 and 1,200
      households and are used for the reporting of small area statistics in England and Wales in the Population Census;
      for ease we will refer to these in terms of ‘neighbourhoods’.
    


    
      
        Figure 2.3: Mean rates per
        10,000 children ‘looked after’ (2008–2014) relative to the proportion of LSOA in 10 per cent most deprived
        (WIMD, 2014)
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      To identify any relationship between deprivation and rates of children ‘looked after’ an analysis was undertaken
      using the percentage of ‘neighbourhoods’ within a local authority which are in the 10 per cent most deprived in
      Wales based on the overall Welsh Index of Multiple Deprivation (2014). The percentage of ‘neighbourhoods’ at a
      given level of deprivation within a local authority is the recognised method of undertaking such comparison at a
      local authority level in Wales (Welsh Government, 2014b). Therefore, the 10 per cent most deprived were selected.
    


    
      Figure 2.3 shows the mean rates per 10,000 children ‘looked after’ for each Welsh local
      authority plotted against the percentage of ‘neighbourhoods’ in the 10 per cent most deprived based on the Welsh
      Index of Multiple Deprivation (2014). The scatterplot has been produced with a trend line, which illustrates the
      mean average rate for a given proportion of deprived ‘neighbourhoods’ based on the ‘observed’ mean rates in
      Wales.
    


    
      The scatterplot appears to show a relationship between levels of neighbourhood level deprivation within a local
      authority and its ‘looked after’ children rates. As the proportion of neighbourhoods within the 10 per cent most
      deprived in Wales within local authorities increases it appears that broadly the rates of children in public care
      in those authorities also increases. The scatterplot does, however, highlight some authorities: for example,
      Torfaen and Neath Port Talbot, which have ‘observed’ rates per 10,000 that appear to be substantially higher than
      the rates that would be ‘expected’ based on the proportion of ‘neighbourhoods’ in those authorities in the 10 per
      cent most deprived in Wales.
    


    
      To test whether the relationship between rates and levels of deprivation is statistically significant and the
      extent to which the proportion of deprived neighbourhoods within local authorities explains variations in rates
      between those authorities, a linear regression (Field, 2013) was undertaken. The regression analysis shows that
      there is a statistically significant relationship between rates of children ‘looked after’ and the proportion of
      neighbourhoods in each local authority that are in the 10 per cent most deprived in Wales. The linear regression
      indicates that variations in the percentage of neighbourhoods in the 10 per cent most deprived in Wales within a
      local authority explains 34.2 per cent of the variation in mean rates of children ‘looked after’. This would
      appear to suggest that levels of neighbourhood level deprivation within a local authority play an important role
      in explaining variations between local authority rates of children ‘looked after’. However, the flipside of this
      is that it also suggests that, whilst 34 per cent of the variation can be explained by the proportion of
      neighbourhoods in the 10 per cent most deprived in Wales, 66 per cent of the variation is explained by other, as
      yet unidentified, variables. Within the context of trying to develop understandings of the factors impacting on
      variations in rates between local authorities, this would suggest that deprivation is potentially a significant
      factor, but in conjunction with a range of other factors.
    


    
      Final thoughts
    


    
      The preliminary findings presented within this chapter suggest that in comparison to English local authorities
      there is potentially something different happening in the pattern of children becoming ‘looked after’ in Wales
      and that pattern has been different for many years. At a country level, both England and Wales appear to have had
      their overall rates affected by the so-called ‘Baby P effect’ (CAFCASS, 2009) and that is observable within the
      data; but, as noted earlier, rates have been higher in Wales for many years, were already rising before 2009, and
      the increase has been more pronounced since. Both here in Wales and in England there have been calls in recent
      years to reduce the numbers of children in care (Drakeford, 2015; Tickle, 2016). Given the paucity of research
      undertaken in Wales on the numbers of children ‘looked after’ and changes over time, the data outlined here
      provide much needed comparisons, which can inform these debates.
    


    
      Equally, within Wales there are often substantial differences in rates between local authorities, even when
      differences in their child populations are taken into account. The data presented show a relationship between
      levels of relative deprivation within local authorities and the rates of children becoming ‘looked after’. From a
      policy perspective, this engenders an argument for more joined-up thinking around poverty reduction and child
      welfare services, a point further made in the context of Wales by the report by Elliott and Scourfield (2017).
      However, deprivation is only one of a number of factors that influence rates of children in care. Factors that
      cannot be identified through these data, such as organisational culture and leadership, services and community
      resources and levels of risk aversion in social work practice (Hood et al., 2016), may all play a role in the
      variation between local authorities and the observed changes over time. Further understanding of the influence of
      these factors requires fine-grained qualitative research within organisations, and in and across local
      authorities.
    

  


  
    3 | Educational
    interventions for children and young people in care


    A review of outcomes, implementation and
    acceptability


    Gwyther Rees, Rachel Brown, Phil Smith and Rhiannon
    Evans


    
      Introduction
    


    
      CHILDREN AND YOUNG PEOPLE in care have poorer educational outcomes compared to the
      general population in the United Kingdom (UK) (Sebba et al., 2015; Rees and Stein, 2016) and in other countries
      (Vinnerljung and Hjern, 2011; Berger et al., 2015). National attainment data reports that 23 per cent of
      care-experienced young people in Wales obtain five GCSEs (Grade A*–C), compared to 60 per cent of the respective
      total student population (Welsh Government, 2016). Educational disadvantage continues into higher education, with
      lower rates of university access and completion. Of young people in care, it has been reported that only two per
      cent in Wales are estimated to enter higher education compared to approximately 50 per cent of the general
      population (Welsh Audit Office, 2012). It should be noted that there are some issues related to reporting of care
      leavers’ engagement with higher education (see Allnatt, 2019 [Chapter 6
      this volume]); however, overall there are pervasive gaps across all stages of education.
    


    
      It is important to address these issues and this chapter reviews the best available evidence on educational
      interventions intended to improve educational outcomes for children and young people who have resided in care. It
      describes existing interventions and provides a summary of evaluation outcomes. The chapter then discusses the
      relevance of reported interventions and associated evaluation outcomes to the context of children and young
      people in care in Wales.
    


    
      Methods
    


    
      The interventions presented in this chapter were identified through systematic searching of academic journals,
      databases and websites to retrieve relevant materials. As part of a wider study relating to the aspirations,
      outcomes and experiences of children and young people looked after (Mannay et al., 2015), we searched for studies
      that reported evaluations of interventions intended to improve educational outcomes of children and young people,
      aged up to 18 years, who were currently or had previously been in care. Included evaluations were limited to
      randomised controlled trials (RCTs), which have been reported as the most scientifically robust approach to
      evaluating intervention effectiveness (McGovern, 2001). RCTs involve the random allocation of individuals to
      receive an intervention or to carry on with usual practice. Outcomes between the two groups are compared, and, if
      favourable in the group that received the intervention (when controlling for all other factors that may explain
      the difference), we can state that the intervention is effective (Bryman, 2012).
    


    
      To be included in the review, evaluations had to be reported since the issuing of the UK Children Act (1989) and
      be published in the English language. We searched 12 databases for relevant studies, retrieving 2,514 results,
      with a further 16 identified through consultation with international experts. We removed duplicated references,
      leaving 1,620 studies, with titles and abstracts then independently assessed for relevance by two researchers.
      Disagreements about inclusion were resolved through discussion with a third researcher. Sixty studies were
      considered to be relevant and full texts were independently assessed by two researchers, leading to 45
      exclusions. A total of 15 evaluations reporting on 12 interventions (including different versions of the same
      named intervention) were subsequently included in the review, representing the highest quality of available
      evidence. Full technical details of the systematic review are provided in Mannay et al. (2015) and Evans et al.
      (2017).
    


    
      The design and outcomes of educational interventions for children and young people in
      care
    


    
      The 12 interventions included in the systematic review were diverse in terms of delivery settings, who delivered
      them, and the characteristics of the children and young people included as participants. Seven of the
      interventions were evaluated within the USA, two were in Canada, and two were in the UK. The fact that most
      interventions were evaluated outside the UK should be borne in mind when considering the relevance of evidence
      within the Welsh context. These interventions are discussed in the following sections.
    


    
      Fostering Individualized Assistance Program (FIAP)
    


    
      Fostering Individualized Assistance Program (FIAP) is a wrap-around service delivered by family specialists
      serving as family-centred, clinical case managers and home-based counsellors, working across all settings to
      tailor services for individual children (Clark et al., 1998). The target population is children and young people
      aged seven to 15 years old in foster care. The intervention addresses a range of outcomes, including school
      absence, suspension, student drop-out and number of changes in school placements. Evaluation was conducted in the
      USA and included 54 individuals in the intervention group and 77 receiving usual practice (control group).
      Positive impacts were reported on the number of days that intervention group were suspended from school compared
      to control group, with control group members also more likely to be suspended from school than those who received
      the intervention (OR = 2.5, p = < .05). There was no impact on the upper number of school absences (more than
      40 per cent of school days missed), extreme number of school to school movements (more than three per year), or
      school drop-out.
    


    
      Early Start to Emancipation Preparation (ESTEP)
    


    
      The Early Start to Emancipation Preparation (ESTEP) intervention is a home-based tutoring programme delivered by
      undergraduate and graduate students to young people aged 14 and 15 years in foster care (Courtney et al., 2008;
      Zinn and Courtney, 2014). Tutors meet with the children and young people within the care setting twice a week,
      delivering up to 50 hours of tutoring in mathematics, spelling, reading and vocabulary curriculum. The aim is to
      improve participants’ reading and mathematics skills, as well as empowering them to use other educational
      services and resources. Development of a mentoring relationship is also anticipated between tutor and student,
      helping young people acquire skills and experience in developing healthy relationships. Tutors receive one day of
      training on the intervention and further supervision and development twice a year. The intervention has been
      evaluated within the USA, and included 246 individuals in receipt of the ESTEP intervention and 219 individuals
      who received usual practice. Outcomes for both groups were assessed at 26.8 months following commencement.
      Measured outcomes were academic skills, grade completion, Grade Point Average (GPA), high school diploma
      completion, and school-related behaviour.
    


    
      Results reported no impact on academic skills, including word letter identification, calculation, or passage
      comprehension, and no impacts on grade completion, GPA, high school diploma or school behaviour. The authors
      attributed this to the high number of individuals in the study having mental health and/or behavioural problems,
      reporting that 6.5 per cent of participants in the study experienced post-traumatic stress, 26.1 per cent had a
      learning disability and 35.1 per cent were participating in other specialist educational programmes prior to the
      study. Those delivering the intervention did not have specialist training to meet these diverse, additional
      needs, leading the authors to suggest that outcomes may be improved with more highly trained tutors. The study
      also reported conflicting participant views of the intervention, with some young people expressing a preference
      for school-based over home-based approaches, potentially due to them being less stigmatising (Courtney et al.,
      2008).
    


    
      Teach Your Children Well (individual and group)
    


    
      Teach Your Children Well is a structured reading and mathematics tutoring programme for six to 13-year-old
      children in foster care (Flynn et al., 2011, 2012; Marquis, 2013; Harper, 2012; Harper and Schmidt, 2012), with
      two versions. One offers direct instruction by trained foster carers (Flynn et al., 2011, 2012; Marquis, 2013),
      consisting of three hours of tutoring per week (two hours’ one-to-one reading practice, 30 minutes’ reading aloud
      by the foster child, and 30 minutes’ self-paced instruction in mathematics). A second version includes small,
      group-based curriculum delivery by trained university students, with groups comprising three to four children.
      One study of the group-based approach reported on a 25-week version (Harper and Schmidt, 2012), whilst a second
      study considered a 30-week version (Harper, 2012).
    


    
      All intervention evaluations have been conducted in Canada (Flynn et al., 2011, 2012; Marquis, 2013; Harper,
      2012; Harper and Schmidt, 2012). The evaluation of the individualised version by Flynn et al. (2011; 2012)
      included 42 individuals in the intervention group and 35 receiving usual practice. The study found that the
      intervention had positive effects on sentence comprehension (E.S. = 0.38, p = .035) and mathematical computation
      (E.S. = 0.46, p = .009), but no impacts on reading or spelling. Flynn et al. (2011) further report that mental
      health problems, attention deficit hyperactivity disorder (ADHD) and other pre-existing behavioural problems can
      reduce the effect of the intervention on academic skills. Foster carers’ perceptions of the intervention were
      explored, with 79 per cent stating that they would recommend the tutoring programme (Flynn et al., 2011, 2012;
      Marquis, 2013). Evaluation of the group-based version of Teach Your Children Well included 33 children in the
      intervention group and 35 continuing with usual practice (Harper, 2012; Harper and Schmidt, 2012). Outcomes were
      mixed, with positive impacts on reading (E.S. = 0.42, p = .002) and spelling (E.S. = .038, p = .004), but not on
      sentence comprehension or mathematics.
    


    
      Multidimensional Treatment Foster Care (MTFC)
    


    
      Multidimensional Treatment Foster Care (MTFC) is targeted at females aged 13 to 17 years old who have been in the
      juvenile system (Leve and Chamberlain, 2007). Participants move into placements with trained specialist foster
      carers for an average of six months, for behaviour monitoring, weekly meetings with a therapist and a range of
      skills-based training. An evaluation of the intervention has been conducted in the USA, with intended outcomes of
      improved homework completion and school attendance. Evaluation comprised 37 young people receiving MTFC and 44
      receiving usual practice. The intervention indicated a positive impact on homework completion at three to six
      months (p = < .05) and at 12 months (p = < .05), with individuals in the intervention group also spending
      approximately 150 per cent more days per week on homework at 12 months, while those receiving usual practice saw
      a decline in homework completion. The evaluation also reported improvements on school attendance (p= < .05) in
      the intervention group.
    


    
      Multidimensional Treatment Foster Care for Adolescents (MTFC-A)
    


    
      Multidimensional Treatment Foster Care for Adolescents (MTFC-A) is a UK intervention, based on the principles of
      MTFC, providing nine months of specialist training and brief aftercare to foster carers (Green et al., 2014). The
      intended group for the intervention is children and young people in foster care aged 10 to 17 years old.
      Intervention outcomes are academic skills and school attendance. Evaluation of the intervention compared outcomes
      for 20 individuals in the intervention and 14 individuals receiving usual practice. The evaluation was conducted
      in the UK and did not report effects for any outcomes.
    


    
      Head Start
    


    
      Head Start is an early education and care programme in the USA (Lipscomb et al., 2013), targeted at disadvantaged
      children aged three to four years. It provides community-based, wraparound services focusing on child development
      and parental support to improve the development of pre-academic skills and quality of child–teacher
      relationships. Several evaluations of Head Start have been conducted, but Lipscomb et al. (2013) are the first to
      report on the specific impact on children and young people in non-parental care. In this study, the sample
      comprised 76 per cent of individuals living with relatives, 13 per cent living in foster care, and 11 per cent
      living with non-relatives. As part of the evaluation, 154 children received the intervention and 99 individuals,
      also in non-parental care, received usual practice.
    


    
      Head Start participants reported positive impacts on pre-academic skills six months following the start of the
      intervention (ß = 0.16, p = .02). At 18 months follow-up, Head Start continued to demonstrate some effect on
      pre-academic skills (ß = 0.12, p = .05), but only where there had been gains in pre-academic skills, positive
      teacher–child relationships, and behaviour at six months. Teacher–student relationships also improved at six
      months following intervention commencement (ß = 0.30, p < .01), with some of the effect retained where there
      had been other improvements in measurements at six months (ß = 0.17, p = .02).
    


    
      The Letterbox Club
    


    
      The Letterbox Club focuses on children aged seven to 11 years old in foster care (Mooney et al., 2016), and
      involves gifting personalised educational resources to children, including books, stationery items, and
      mathematical games. Parcels are delivered monthly over a six-month period and, while the intervention does not
      rely on or demand foster carer involvement, it is hoped that they will engage with the learning process.
    


    
      There have been several evaluations of the Letterbox Club, but Mooney et al. (2016) provide the first RCT to
      date. The study was conducted in Northern Ireland, and involved 56 children receiving the intervention and 60
      continuing with usual practice. Evaluation measured reading skills and attitudes to reading and school. Findings
      demonstrated no impact on reading accuracy, reading comprehension or reading rate. At approximately eight months
      following the intervention commencement there was no difference between the two groups for attitudes towards
      reading or for attitudes towards school. The study included a qualitative exploration of children’s perceptions
      of the intervention, finding mixed views. Some individuals liked the books, while others felt that they were not
      pitched at the right level or were already familiar. The intervention is based on the hypothesis that children’s
      ownership of books will increase their interest in reading; however, some participants felt ‘book burdened’
      rather than ‘book deprived’, meaning increasing access did not necessarily increase opportunities to read.
    


    
      Kids in Transition to School
    


    
      Kids in Transition to School is a USA-based classroom intervention targeted at children aged six years or younger
      in a foster care placement (Pears et al., 2013). The intervention is delivered two months prior to a child
      starting kindergarten and for two months following commencement. Children attend 24 sessions, in groups of 12–15,
      with groups lasting approximately two hours and focused on a range of skills, including development in early
      literacy. Sessions are delivered by a graduate-level teacher and two assistant teachers. Foster carers attend
      eight parallel meetings intended to develop their capacity to support the child in practising newly acquired
      skills, routines and behaviour. Carer groups are delivered for two hours fortnightly by a facilitator and
      assistant. Evaluation was conducted with 102 children who received the intervention and 90 who continued with
      usual practice. The programme was noted for its high level of adherence to the provided materials, with 100 per
      cent of material being covered in the carer group and 98 per cent being covered in the child group. Results
      showed the intervention had a small effect on early literacy skills (E.S. = 0.26) and on self-regulatory skills
      (E.S. = 0.18), but no significant effect on pro-social skills.
    


    
      On the Way Home
    


    
      On the Way Home is targeted at young people aged 13 to 18 years old identified as having, or being at risk of
      having, a disability (Trout et al., 2013). The 12-month intervention is delivered when young people leave a
      period in residential care and return to live within the family home. Each family is assigned a trained
      consultant who delivers the majority of the intervention. Components include: Check & Connect, which involves
      the consultant working with a school mentor to monitor school engagement and working with the family to ensure
      their involvement in educational goals; Common Sense Parenting, involving one-to-one sessions for parents on the
      skills required to support academic and behavioural success; and homework support. Over the course of the
      intervention, family consultants can expect to spend approximately 138 hours with each family, with primary
      intended outcome of continued school enrolment. Evaluation of the intervention compared outcomes for 47 young
      people who participated in On the Way Home, and 41 individuals who received usual practice. The intervention
      provided no evidence of effect on maintenance of enrolment in a school placement.
    


    
      Educational Specialist
    


    
      Educational Specialists are certified special education teachers placed within child welfare agencies (Zetlin et
      al., 2004), with knowledge of the rules and regulations of the school system and available educational resources.
      Children and young people are referred to them by social workers when they are encountering unresolvable
      educational barriers. The specialist then advises the child welfare agency, provides advocacy for the young
      person, and investigates alternative school options where necessary.
    


    
      Evaluation of the Educational Specialist service was conducted in the USA, and involved 60 children receiving the
      intervention and 60 assigned to usual practice. Measured outcomes were mathematics test achievement, reading test
      achievement, and grade point average (GPA) over a 24-month period, in addition to special education status,
      school attendance and number of school placements. The study reported differences in mathematics test achievement
      scores and reading test achievement scores between the intervention group and usual practice group before the
      intervention was delivered. However, following the intervention there was no difference between the two groups
      for mathematics (p = .082) or reading (p =.448) and no reported effect on GPA. For special educational status,
      there were 18 young people in the intervention group recorded as being in special education at the start of the
      study, which was reduced to nine at 24 months. In the usual practice group, the number decreased from 10 to
      seven. The significance level of this finding is not presented. There was no indicated impact on school
      attendance, and those receiving usual practice actually appeared to fare better at 24 months, with similar
      results found for number of school placements. Between the start of the study and 24-month follow-up, the number
      of schools attended dropped from an average of 1.30 to 1.18 in the intervention group, and from 1.28 to 1.12 in
      the usual practice group, meaning a more significant reduction in the number of school placements in the usual
      practice group (p < .05).
    


    
      Discussion
    


    
      Our systematic review demonstrates that the evidence base for interventions addressing the educational outcomes
      for children and young people who have been in care is limited. Five interventions reported an effect for
      academic skills: Kids in Transition (Pears et al., 2013); Headstart (Lipscomb et al., 2013); the individual-level
      Teach Your Children Well (Flynn et al., 2011, 2012; Marquis, 2013); and both the 25-week and 30-week group-based
      Teach Your Children Well (Harper, 2012; Harper and Schmidt, 2012). One intervention, the Multidimensional
      Treatment Foster Care for girls leaving the youth justice system (Leve and Chamberlain, 2007), reported an effect
      for homework completion. Three interventions indicated an effect on school attendance, suspension or drop-out:
      Multidimensional Treatment Foster Care (Leve and Chamberlain, 2007); On the Way Home (Trout et al., 2013); and
      the Fostering Individualized Assistance Programme (Clark et al., 1998). The latter of these reported impacts on
      extreme absences and suspension, although mainly for the older subset of participants. Only the Head Start
      intervention (Lipscomb et al., 2013) demonstrated a positive effect on teacher–student relationships. The impact
      of programmes on the number of school placements is unclear. No interventions demonstrated an improvement on
      academic achievement and grade completion, school behaviour, or academic attitudes. Green et al.’s (2014)
      Multidimensional Treatment Foster Care for Adolescents, the Letterbox Club (Mooney et al., 2016), and the ESTEP
      programme (Courtney et al., 2008; Zinn and Courtney, 2014) found no positive effect for any outcome measured.
    


    
      The findings from the review should be treated with caution due to a number of limitations with both delivery of
      the interventions and the study design utilised. Studies did not consistently report on how much of the
      intervention was delivered as planned or on the quality of delivery. This means it is unclear whether cases of
      ineffectiveness may be due to the intervention being inherently problematic, or that it has not been implemented
      properly. For example, the ESTEP programme did not demonstrate effects, but only 61 per cent of the intervention
      group actually received it (Courtney et al., 2008; Zinn and Courtney, 2014). This was explained by the average
      wait of 15.3 weeks between assignment to the intervention and actual commencement, with 13 per cent waiting up to
      two years to start. Further barriers to receiving the interventions included the transience of care placements,
      which meant children sometimes moved on before the intervention started, conflict between carers and children,
      and carers being too busy to support learning processes (Flynn et al., 2012).
    


    
      There was also variation in the methodological quality of studies, with a number of clear limitations ensuring
      that we are unable to make any certain claims about which interventions work. Studies had small sample sizes or
      did not report the sample size required to calculate a statistical effect. In order for a study to be able to
      ensure that statistical analysis is able to detect any changes in outcomes, they must include a minimum sample
      size. A power calculation should be undertaken to ascertain the requisite sample size. Only two of the identified
      interventions had evaluations with a sufficient sample size based on a power calculation (Flynn et al., 2012;
      Harper, 2012; Marquis, 2013). Two studies with power calculations were underpowered (Green et al., 2014; Mooney
      et al., 2016). The remaining studies did not report a power calculation. There was also a likely risk of
      contamination, whereby participants in the usual practice group ended up receiving the intervention. For example,
      in the ESTEP evaluation 12 per cent of the usual practice group received the intervention, whilst 19 per cent
      received other types of comparable school-based tutoring programmes during the evaluation period (Courtney et
      al., 2008; Zinn and Courtney, 2014). Contamination is important as it reduces the differences between the two
      study groups and can lead to the underestimation of intervention effects. Further details on studies’
      methodological limitations are reported in the full systematic review (Mannay et al., 2015; Evans et al., 2017).
    


    
      The relevance of educational interventions within the Welsh context
    


    
      The methodological limitations associated with the evaluations included in the review means that we are unable to
      unequivocally claim which, if any, interventions are effective. Yet even if evaluations demonstrated
      methodological robustness, it would still be difficult to argue that ‘effective’ interventions could directly
      improve the educational outcomes for children and young people in Wales. This is because despite the review
      including evaluations of international interventions, the majority were conducted in the USA or Canada. We do not
      know how contingent intervention processes and outcomes are on the specific cultural and social characteristics
      of these contexts. As such, it is unclear if interventions effects could be replicated in a Welsh context, and
      the degree of adaptation that may be required to ensure cultural sensitivity.
    


    
      The wider research study that encompassed this systematic review has explored the relevance and acceptability of
      the interventions included in this review for children and young people in care within the Welsh context (see
      Mannay et al. 2015; Evans et al., 2016). Focus groups, facilitated by peer researchers from Voices from Care
      Cymru, were conducted with 26 care-experienced young people aged 16 to 27 years old in Wales. Young people
      identified positive features of interventions, including their focus on improving social and emotional
      competencies. However, for the large part, most young people felt that existing interventions would not address
      the structural determinants of their educational disadvantage. These barriers extended to include the lack of
      resources allocated to children and young people in care in Wales, placement instability, and the entrenched
      stigma and negative perceptions around their educational ability (Mannay et al., 2015, 2017). Participants also
      touched on the lack of minimum educational qualifications specified for foster and residential carers, and how
      this could lead to interventions and support being offered by individuals who themselves lack knowledge and
      skills (see Mannay et al., 2015).
    


    
      As part of the qualitative element of the wider study, young people explored their preferences for different
      types of delivery agents and modes of intervention (Mannay et al., 2015; Evans et al., 2016). Generally,
      participants preferred interventions provided by carers, due to the excessive number of professionals already
      involved in their lives. Importantly, they also expressed a preference for interventions that are universally
      accessible, rather than those that are specifically targeted at children and young people in care, although some
      individuals indicated that they would like the opportunity to share their experiences with others who have been
      in care. Indeed one of the key recommendations from the wider research report was that universal programmes
      should be ‘open to all children and young people... as they may be less stigmatising and more beneficial for a
      wider demographic’ (Mannay et al. 2015, p. 121). Therefore, it is important to note that within the systematic
      review only one intervention was more universal in its approach, namely Head Start (Lipscomb et al., 2013).
      Although the methodological limitations outlined above should be considered, the intervention did report positive
      educational outcomes for individuals in non-parental care. Such findings might encourage us to think beyond
      interventions that are targeted at vulnerable subgroups, and to focus on more universal, structural
      interventions.
    


    
      Young people’s identification of limitations with existing interventions highlights the importance of engaging
      them in developing educational approaches (Evans et al., 2016). This resonates with a key action point included
      in the Welsh Government’s (2016) strategy Raising the ambitions and educational attainment of
      children who are looked after in Wales. The strategy drew on the recommendations of the wider study
      (Mannay et al. 2015) and it emphasises the need to involve children and young people in action planning so that
      they have a say in the decisions that affect them. However, despite increasing calls for co-production of
      interventions with the populations that they are intended to engage (Wight et al., 2015), there remains limited
      practical guidance on how this process of co-production is best facilitated. There have been moves to articulate
      the steps required to move from tokenistic forms of participation towards effective co-produced research and
      practice (see, for example, Staples et al., 2019 [Chapter 15 this
      volume]). However, further research needs to be conducted to extend these examples of best practice, and further
      our understandings of how children and young people in care can have a voice in decision-making processes.
    


    
      Conclusions
    


    
      The present chapter has reported on a systematic review of educational interventions addressing outcomes for
      children and young people in care. It is apparent that the current evidence base is mixed, with existing
      evaluations being the subject of numerous methodological limitations. Future research needs to focus on
      developing theoretically sound interventions that maximise the likelihood of demonstrating effects, whilst
      evaluating these with methodologically robust study designs. Given the variability of international social care
      systems, and the children and young people that they care for, progression in intervention development and
      evaluation should also include a focus on the adaptability of effective programmes to different contexts and
      populations.
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      Introduction
    


    
      PRACTITIONERS ARE ROUTINELY faced with the challenge of having to consider which type of care placement is best for a
      child who is not able to live with their birth parents. Consideration is typically given to the probable outcomes
      of each option in key areas such as well-being and education. For a sizeable proportion of the care population,
      formal kinship care (where the child is placed with family or friends by the state) is the choice that is made.
      Practitioners are increasingly encouraged to evidence their decision making. While there is a growing body of
      literature to suggest that outcomes for children who are in kinship care placements are relatively favourable in
      respect of, for example, placement stability (Koh, 2010) and positive birth-parent relationships (Berrick, 1997),
      the evidence base on educational outcomes remains limited (Leslie et al., 2005).
    


    
      In this chapter we report on a study involving a group of children in formal kinship care aged eight to 18 (n =
      21) from two local authorities in south Wales. We report on their level of attainment and achievement in literacy
      and numeracy. Although we found that the children’s average performance was much lower than that of their peers
      in the general population, many were performing within the average range. Similarly, more than half had reading
      skills in keeping with their cognitive ability. Throwing useful light on the relative efficacy of formal kinship
      care placements, we also note that as a group they performed as well in literacy, in fact marginally better, than
      children in other types of care placement. We do stress, however, that their literacy and numeracy skills remain
      a cause for concern and call for all involved to maintain higher expectations. We also call for greater
      consideration of how care-related experiences may impact individual curriculum subject areas differently.
    


    
      Background
    


    
      Precise information on the total number of children in the United Kingdom (UK) who are not living with a birth
      parent, but cared for by a relative, is difficult to obtain. There is no legal obligation on families to inform
      the state when a child is being cared for by a close relative. Selwyn and Nandy (2014) have estimated from census
      data that around 1.4 per cent (9,200) of children in Wales are living in kinship care. The term kinship care is
      an eclectic term, used in many different ways, depending on the legal and operational criteria that is applied
      (see DfE, 2011). For the purpose of this chapter it is helpful to have an understanding of the two most commonly
      used categories of kinship care. ‘Informal kinship care’ typically refers to full-time care provided by a
      relative (other than parent) or friends who have a prior connection with the child, where the child has not been
      placed by the state. In contrast, ‘formal kinship care’ refers to care provided by a relative or family friend
      where the child has been placed by the state. Children in ‘formal kinship care’ are typically ‘looked after’ and
      their carers approved as foster carers following assessment. Previous research has shown that formal kinship
      carers tend to experience greater financial hardship and household overcrowding than unrelated foster carers
      (Farmer et al., 2013). They also tend to be less well educated, trained and remunerated than non-related foster
      carers (Wade et al., 2014).
    


    
      In Wales, the proportion of the ‘looked after’ population who are in ‘formal kinship care’ has risen to 16 per
      cent and as many as one in five (21 per cent) of all foster carers are ‘formal kinship’ foster carers (see
      StatsWales, 2016). Even though the use of ‘formal kinship care’ has increased, research on the outcomes of these
      children has been limited. Much of the research has been undertaken overseas and focuses mainly on issues such as
      reunification rates, placement stability, mental health and behaviour (see Fechter-Leggett and O’Brien, 2010;
      Testa, 2001; Winokur et al., 2014, 2015; Wu et al., 2015). The findings of these studies have also provided mixed
      results (Bell and Romano, 2015). While evidence suggests that the needs of children in ‘formal kinship care’ are
      similar to those in mainstream placements, it is unclear whether those needs are sufficiently met (Farmer and
      Moyers, 2008; Selwyn and Nandy, 2014).
    


    
      Children in care have long been recognised as especially vulnerable to low educational attainment (Colton and
      Williams, 2006; Mannay et al., 2015). In Wales, for example, the attainment of five A*–C General Certificate of
      Education (GCSEs), a key national benchmark, is achieved by around 80 per cent of the general population, whereas
      around 11 per cent of care leavers attain at this level (DfE, 2016; Statistics for Wales, 2016). Furthermore, 43
      per cent of care leavers are not in education, training or employment by their 19th birthday (Statistics for
      Wales, 2016). Yet research on the education of children in ‘formal kinship care’, who now form a sizeable
      proportion of the care population, is limited. Winokur et al. (2014) conclude from the few studies that do exist
      that there is no detectable difference in educational outcomes for children in ‘formal kinship care’ than for the
      wider care population, but they call for more research. It is vital that research establishes not only the
      relative level of attainment, but the effectiveness of ‘formal kinship care’ in promoting individual educational
      achievement.
    


    
      Studies have suggested that factors which impede the educational progress of the wider care population, such as
      the latent effects of early abuse also affect those in ‘formal kinship care’ (Sawyer and Dubowitz, 1994). The
      impact of early abuse and trauma on a child’s ability to connect with educational systems is often apparent
      irrespective of where they are placed (Bombèr, 2007). However, for those in ‘formal kinship care’ some of the
      impact may be lessened. It is more common, for example, for these placements to be in close proximity to the
      child’s birth address and catchment area school, reducing discontinuity in schooling (Testa, 2001). Local schools
      often have knowledge of several generations of the child’s family, and an established relationship with them
      which cannot be easily replicated elsewhere. Consistency of school placement may also allow for the embedding of
      behavioural programmes where needed (Dubowitz and Sawyer, 1994; Leslie et al., 2005). Others have suggested that
      the open demonstration of socially appropriate familial affection that is permissible in ‘formal kinship care’
      can assist the child to form relationships with others (Berrick et al., 1994; Johnson-Garner and Meyers, 2003;
      see also Rees, 2019 [Chapter 7 this volume]).
    


    
      Research examining the educational performance of children in care is complicated by challenges in assessing
      educational achievement: the extent to which the child is reaching their perceived potential. Instead, the
      majority of studies have focused on attainment: mastery of a skill or acquisition of specific knowledge. Routine
      publication of examination data by government agencies, for example, offers a readily accessible means of
      evaluating attainment, but the value of the data for estimating educational achievement is questionable. Deciding
      on who to compare the children’s performance with is also complicated and contentious: should performance be
      compared with, for example, the general population of children, the wider care population, children from the same
      socio-economic backgrounds or children with a similar level of cognitive functioning?
    


    
      A core aim of the present study was to offer some insight into the relative performance of children in ‘formal
      kinship care’. In seeking to fulfil this aim we first provide an overview of the level of attainment in literacy
      and numeracy of a sample of children in ‘formal kinship care’. Secondly, we compare their level of attainment to
      that of the general population and their literacy with a large sample of children in care. Thirdly, we examine
      their level of achievement in literacy and numeracy, based on any difference observed between their predicted
      scores (based on their cognitive functioning) and their actual scores.
    


    
      Methods
    


    
      Sample and participants
    


    
      The participants were drawn from two local authorities (LAs) in south Wales: one rural, the other urban. On the
      Welsh Index of Multiple Deprivation approximately 22 and 28 per cent of wards in the two LAs fell within the
      bottom quartile (most deprived) of all wards within Wales.
    


    
      Participant inclusion criteria
    


    
      To be defined as being in ‘formal kinship care’ and invited to participate in this study, children had to be
      living full-time with a close relative other than their birth parents (for example, grandparent, aunt, uncle,
      sibling or step-parent) to whom they were related by blood or marriage, or, a carer with whom they had a
      pre-existing relationship (kith). They also needed to be legally ‘looked after’, eight to 18 years of age and
      living within the boundaries of the ‘home’ local authority (LA).
    


    
      In total 54 children and young people met the inclusion criteria. Social workers were contacted regarding the
      appropriateness of proceeding in each case. The carers of the children were contacted and full explanations of
      the aims of the study provided. Finally, the remaining children were contacted and, following an explanation of
      the study, asked whether they wished to participate. Overall, 21 children agreed to participate (nine males; 12
      females). The mean age was 13 years one month, with a range from nine years five months to 17 years one month.
      All of the children attended mainstream schools. Two of the children were in receipt of a Statement of Special
      Educational Needs.
    


    
      Reasons for non-participation are provided in Table 4.1. Approval for the study was given by
      the Director of Children’s Services of each participating LA and Human and Health Sciences, Swansea University.
    


    
      Carer qualifications
    


    
      Eighteen of the carers shared information on their qualifications, around half of whom had no formal
      qualifications. The remaining carers held qualifications ranging from Level 3 (GCE A’ Level) through to Level 8
      (Doctoral level).
    


    
      
        Table 4.1: Reasons for
        non-participation
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      Measures/instruments
    


    
      We chose to use the following standardised measures that could be administered at any point in the child’s
      education and still yield comparative data.
    


    
      Wechsler Abbreviated Scale of Intelligence (WASI-II): The WASI-II is an established
      standardised measure of cognitive functioning for children and adults aged six years to 90 years (Wechsler,
      2005). Four subtests comprise a Full Scale Intelligence Quotient (FSIQ): Block Design, Vocabulary, Matrix
      Reasoning and Similarities. The FSIQ is considered to be a good predictor of educational performance (Hrabok et
      al., 2014). Reported reliability coefficients are high.
    


    
      Wechsler Individual Achievement Test, Abbreviated (WIAT-II-UK): The WIAT-II-UK is a
      standardised test of academic attainment for children and adults (Wechsler, 2005). UK norms are available. It is
      comprised of a number of subtests including, for example, Word Reading, Spelling and Numerical Operations.
      Reliability coefficients are high.
    


    
      Bespoke measures: We also used bespoke interview measures relating to a wide range of
      well-being issues such as sense-of-self and relationships with others, which will be reported on in more detail
      elsewhere. Aspects of measures allowed for the children and their carers to comment on education.
    


    
      Design
    


    
      It is possible to directly compare attainment on the WIAT-II and cognitive performance (FSIQ) standardised scores
      to gain a basic insight into the extent to which a child is achieving. Generally speaking a child who obtains the
      same score or higher on the attainment measure can be said to be achieving. We also used a more complex model
      that takes into account norm sample discrepancy distributions. This allowed us also to check the magnitude of the
      discrepancies we observed against the frequency they occurred in the norm sample. One sample z tests were used to
      compare differences in the mean scores of the study sample and general population (norm sample) data as well as
      the wider care population (Rees, 2010, 2013).
    


    
      Key findings
    


    
      Literacy and numeracy standardised scores
    


    
      
        Table 4.2: Literacy and
        numeracy standardised test scores
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      Comparison with general population (norm sample)
    


    
      When compared with general population norms, the children’s mean score was significantly lower in Reading,
      Spelling and Numeracy (z = –3.71, –3.78 and –5.15 respectively, p < .0001 in each
      analysis).
    


    
      Comparison with the wider population of children in care
    


    
      Reading and Spelling scores were compared with the performance of a looked after sample on the British Ability
      Scales, Achievement Scales (BAS, II). For context on the wider larger sample see Rees (2013). As the numeracy of
      the wider looked after population was not assessed in the Rees (2013) study, comparison was not possible. The
      Reading and Spelling tests used in the Rees (2013) study correlate well with those used in this study.
    


    
      Children in kinship care in the wider sample (Rees, 2013) were not included in this analysis to avoid
      like-with-like comparison. The data suggest that the average level of literacy of children in ‘formal kinship
      care’ is very similar to that of the wider population of children in care. The differences are not statistically
      significant.
    


    
      
        Table 4.3: Comparison of
        literacy of children in ‘formal kinship care’ and wider care population
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      Achievement in literacy and numeracy
    


    
      The average level of cognitive performance (WASI-II, FSIQ) was recorded as x¯ = 84.29
      (standard deviation = 10.67).
    


    
      Direct comparison between literacy and numeracy scores and cognitive performance:
    


    
      63 per cent (n = 13) of the children obtained Reading and Spelling scores the same or higher than their cognitive
      test score; 48 per cent (n = 10) of the children obtained a Numeracy score the same or higher than their
      cognitive test score.
    


    
      Comparisons based on norm group distribution of differences:
    


    
      52 per cent (n = 11) of the children obtained Reading scores as high, or higher than the score predicted by
      cognitive ability and age.
    


    
      48 per cent (n = 10) of the children obtained Spelling scores as high, or higher than the score predicted by
      cognitive ability and age.
    


    
      23 per cent (n = 5) of the children obtained Numeracy scores as high, or higher than the score predicted by
      cognitive ability and age.
    


    
      Discussion
    


    
      Performance relative to general age-matched population
    


    
      When compared with the general population of children of their own age, the average level of educational
      attainment of the children in this study was found to be low, at a statistically significant level. More
      positively, a large proportion of the children were attaining in the average range or above in Reading and
      Spelling. This finding is a helpful reminder that average (mean) attainment should be interpreted with caution.
      Expectations at the individual level should not be based on the average group level performance. The findings
      demonstrate that low attainment in literacy is certainly not an inevitability; in fact, ‘below average’
      attainment was the exception. In contrast, only one-quarter obtained numeracy scores in the average range for
      their respective age group and none were attaining above the average. The disparity in the relative level of
      attainment between literacy and numeracy will be discussed further.
    


    
      The data indicate that low attainment, when it does occur, can be seen long before the end of statutory
      schooling: all but one had not reached the end of school examinations. It is vital that educational intervention,
      when needed, is offered before the approach to end of school examinations. The move within Wales to record and
      report end of Key Stage test data for all children in care may help in the early detection of low performance.
      The use of more sophisticated tests with acceptable psychometric properties, would also be a good way forward
      with children in ‘formal kinship care’.
    


    
      Performance relative to the wider population of children in care
    


    
      No statistically significant differences were observed in the average literacy attainment of a larger sample of
      children in care and this group of children in ‘formal kinship care’. It would be difficult to argue from this
      data that children in ‘formal kinship care’ are either advantaged or disadvantaged compared to other placement
      types.
    


    
      Robust data on the numeracy of the wider population of children in care was not found in a search of existing
      literature. There are a small number of small-scale studies that report some data. Jackson et al. (2010), for
      example, assessed four children in care with the WIAT-II and reported a mean standardised score of 75 on the
      numeracy subscale. As these four children were all attending a special school for children with emotional and
      behavioural difficulties it would be questionable to use this mean as an estimate of the average level of
      numeracy of the wider care population. Further research and data on the numeracy of children in care is needed.
      All of the children in this group were attending mainstream school in contrast to 81 per cent of children in care
      (comparative data drawn from Rees, 2013 and adjusted, to exclude those in kinship care). This supports, to some
      degree, the argument that ‘formal kinship care’ promotes engagement in mainstream schools and associated
      benefits.
    


    
      Performance relative to cognitive functioning
    


    
      Direct and distribution informed comparisons of predicted and actual performance suggest that the children are
      generally performing at a level in literacy that is commensurate with their current cognitive functioning. That
      is to say, at the individual level, their literacy was as might reasonably be expected given their cognitive
      reasoning.
    


    
      Although direct comparison of predicted and actual scores in numeracy suggests a similar pattern, when norm group
      differences are used for comparison, a large proportion (77 per cent) of the sample was found to be
      underachieving to some extent. For the majority of these children the degree of their underachievement in
      numeracy would still be insufficient to trigger additional support in many schools although the threshold varies
      widely across schools. The threshold can be influenced by a school’s philosophy of education, methods of
      assessment and resources. Schools typically recognise, however, that if support is not given to a child
      experiencing extensive underachievement frustration occurs, which manifests itself in many different ways.
    


    
      It might reasonably be expected that where the level of underachievement is so great that it occurs in less than
      10 per cent of children, support might be given. If this somewhat arbitrary threshold is applied to the dataset
      18 per cent (n = 4) of the children in this sample would warrant support in numeracy. This is similar to that
      observed with reading and spelling: 23 per cent (n = 5), 14 per cent (n = 3) respectively.
    


    
      Differences between literacy and numeracy
    


    
      There are clearly subtle differences in the performance of the children in literacy and numeracy. More children
      appear to struggle to perform well in numeracy even if their underachievement is not extreme enough to receive
      support. It is possible, of course that as knowledge, skills and concepts in number are acquired in a more
      sequential way than in literacy, disruption to learning has, therefore, a greater impact on numeracy development.
      Even if the number of school changes is low, the impact of emotional disturbance due to care-related issues may
      be far higher than for their peers. It is important that educationalists are alert to the disparate impact across
      the curriculum. Careful curriculum-based assessment may help to identify these differences and inform
      interventions.
    


    
      Limitations
    


    
      This study, although providing novel data on ‘formal kinship care’, does have a number of limitations that must
      be highlighted. The number of children involved in this study was relatively small. Similarly, the entirely
      appropriate gatekeeping of access to children in ‘formal kinship care’ and the declined invitations to
      participate may have led to some sample bias. There is also a long history of debate around the predictive
      validity of cognitive tests (see Rowe, 1991). Most would agree that no cognitive measure is a pure measure of
      cognitive ability and accept that cognitive tests may contain unintentional social and cultural bias (see Miller,
      1996). In the same vein, children who have experienced early trauma and much disruption in early childhood may be
      especially disadvantaged on formal tests. For this reason the cognitive test scores may be an underestimate of
      the children’s true abilities. Care does need to be taken, therefore, when using cognitive tests as a means by
      which to assess achievement. Conversely, as has been pointed out, without any indication of how a child is
      functioning cognitively, the extent of achievement will remain largely unknown.
    


    
      Conclusion
    


    
      This chapter has focused primarily on the performance of a group of children in ‘formal kinship care’ in literacy
      and numeracy. Functional skills in literacy and numeracy are the key to the wider curriculum and vital for
      educational success. Success in acquiring these skills is dependent upon many factors, but it has long been
      recognised that parental support is one of the most important ingredients. For these children in ‘formal kinship
      care’, the scope for parental support is severely restricted and yet many are still managing to perform within
      the average range or above. It would appear that the alternative care that the carers are providing is
      beneficial. As Broad (2007) has noted, there has been some unsubstantiated concern that the growth of kinship
      care placements may lead to children being placed in inappropriate placements with poor outcomes. In the
      educational context we found no evidence to suggest that ‘formal kinship care’ is less beneficial than other
      placements including non-kinship foster care. Further, many of the children in this study were attaining at a
      rate in literacy, and to a lesser degree numeracy, that is commensurate with their perceived cognitive ability
      and age. It is reasonable to anticipate that the majority of the group will have sufficient functional literacy
      and numeracy to allow them to demonstrate their knowledge of the academic curriculum in public examinations.
    


    
      As Broad (2007) notes, kinship care is not a panacea for children separated from their birth parents. As is the
      case with all other placement types, kinship care does not suit every child and risks can arise in these families
      as with all others. While this is a small-scale study it does suggest, however, that the academic performance of
      children in formal kinship care is no weaker, at the group level, than that of children in better-resourced
      non-relative foster care placements. The kinship carers’ access to birth parents and the continuity of care
      afforded by kinship care (see Andersen and Fallesen, 2015) may help to compensate for other disadvantages that
      are sometimes observed in kinship care placements (Farmer et al., 2013; Wade et al., 2014).
    


    
      However, these findings suggest that the literacy and numeracy skills of children in ‘formal kinship care’ remain
      a cause for concern when compared to their non-care-experienced peers. Therefore, future research should explore
      how children’s and young people’s experiences may impact individual curriculum subject areas differently, and
      what strategies can be put in place to best support the educational trajectories of children in ‘formal kinship
      care’.
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      Introduction
    


    
      The educational performance of children in care has been a cause of concern for decades (see Mannay et al.,
      2015). Much energy has gone into highlighting this concern and in calling for improvement (Welsh Government,
      2016). However, there has been far less focus on the identification of educational ‘success’ and how it can be
      secured. Drawing on a large study of the characteristics, experience and views of children in care in Wales (see
      Rees, 2013), this chapter considers how ‘success’ can be defined and promoted. Encouragingly, our research
      demonstrates that educational achievement can be secured for children in care. We argue, however, that
      educational ‘success’ is inextricably linked to all other aspects of a child’s life and experience including
      contact with birth relatives, relationship with carers, peer group friendships and the extent to which they
      genuinely understand why they are in care. For success to be achieved there needs to be an understanding of the
      whole child and a holistic approach to meeting their needs. Consequently, it is unlikely that any single agency
      will be able to offer independently all that a child in care needs and, therefore, effective interagency
      collaboration is essential.
    


    
      Defining ‘success’
    


    
      The answer to the question ‘What constitutes success for children?’ varies depending on
      who is asked. Within literature the views of children, parents/carers, educators, social workers and policy
      makers differ. Statements such as ‘they are happy’ or ‘fulfil their potential’ are common, but generally
      nebulous. In the absence of an agreed definition, evaluating whether ‘success’ is being secured is fraught with
      difficulty. The United Kingdom (UK) articulated its aims for children, as demonstrated in the five Every Child Matters ‘outcomes’. Similarly, underpinned by the United Nations Convention on the Rights
      of the Child, the Welsh Government (2004) has penned seven core ‘aims’ which form the heart of its Rights to Action agenda. These aims now inform all new legislation and provide the framework for the
      State’s inspection regime. The Welsh Government’s education and training inspectorate, for example, now routinely
      reports on how well individual schools promote children’s well-being.
    


    
      Defining ‘success’ for children in care is especially complex and can appear as an ‘elusive notion’ (Pithouse and
      Rees, 2014, p. 19). From the State’s perspective, setting aspirational targets for educational attainment is
      logical, but may lead to other meaningful performance at the individual level being overlooked and undervalued.
      However, for children in care and those around them, some of the more subtle measures of performance are what
      matter most. For example, Coulling (2000) explored ‘success in education’ with children in care and a range of
      practitioners, concluding that ‘engagement in education’, ‘positive socialisation’ and the ‘reaching of
      potential’ (the child’s ability to do his or her best) were viewed as ‘success’ rather than examination
      performance.
    


    
      Data on the educational performance of children in care has many shortcomings with ‘weaknesses... and... gaps in
      data’ reported (Thomas, 2012, p. 4; see also Allnatt, 2019 [Chapter 6
      this volume]). Similarly, a review of interventions aimed at improving educational outcomes for children in care
      in Wales concluded ‘the existing evidence-base for educational interventions is generally weak’ (Mannay et al.,
      2015, p. 113; see also Rees et al., 2019 [Chapter 3 this volume]). The
      most commonly cited data on the education of the care population are General Certificate of Secondary Education
      (GCSE) examination grades, but this provides an incomplete picture as many children leave care before they take
      the examinations. The ability of GCSE data to provide insight into educational ‘success’ is also questionable as
      they reflect ‘attainment’ (mastery at a given level) rather than ‘achievement’ (the extent to which performance
      matches capability). The generally low attainment of children in care has been associated with pre-care
      experiences, disrupted schooling and the low socio-economic status of birth families (Forrester et al., 2009;
      Berridge, 2007; Rees and Holding, 2014). To gain an understanding of achievement, not just attainment, robust
      data is required on children’s biological, social and educational history.
    


    
      The phenomenon of ‘resilience’ in the face of adversity (Luthar et al., 2000; Rees and Bailey, 2003) has given
      rise to hope that it may have an impact on the educational context for children in care. Lambert (2001), for
      example, advocates that attention be paid to relationships with family members, social networks, leisure
      activities, and secure attachments. Some have argued for the primacy of certain factors in developing resilience,
      such as the child’s attachment to the caregiver, but few empirical studies on the educational resilience of
      children in care have been undertaken (Flynn et al., 2004).
    


    
      In the context of differing perspectives on what constitutes ‘success’ for children in care, the limited utility
      of group level attainment data and the absence of an agreed framework for softer outcome measures, exploration of
      the views of children and their carers on ‘success’ is warranted. Accordingly, this chapter describes the
      findings of a qualitative follow-up to a quantitative study that had identified ‘success’ in a group of children
      and their carers. These children considered themselves to be doing well educationally, socially, emotionally and
      behaviourally. Their carers and teachers shared their views. The children were attending school regularly and
      achieving at the expected level, relative to cognitive ability. Our aims were to ascertain the children’s and
      carers’ views on:
    


    
      •  What (in general) constitutes ‘success’ for children in care?
    


    
      •  What (in general) promotes ‘success’ in the lives of children in care?
    


    
      •  What led to ‘success’ for them?
    


    
      •  What advice they might offer teachers?
    


    
      Additionally, we were keen to consider the characteristics and practices of the children and carers, with a view
      to identifying commonalities.
    


    
      Methods
    


    
      This study followed on from research involving all children in care aged seven to 15 years of age in one local
      authority in Wales (n = 193). Children were all assessed on measures of mental health, cognitive ability,
      emotional literacy, socialisation and educational functioning (see Rees, 2013). Their carers and teachers also
      completed relevant versions of the measures on the functioning of the children. A range of other data was also
      collated: for example, legal status and school attendance rate. Children were considered to have met the
      ‘success’ criteria if all of their ratings on the measures fell within the average range (or above), their
      literacy scores were close to their predicted scores (reflecting achievement rather than attainment) and their
      school attendance was ≥85 per cent. In short, all available data indicated that the children were doing well. A
      check was also made with social workers and the current status of the care placement considered.
    


    
      All of the ‘success’ criteria were met by 30 children. It was not possible to proceed to interview in all cases
      as, for example, some children had left care or were experiencing ill health. A total of 17 children and 14
      carers (three carers had sibling pairs) agreed to participate and were interviewed separately. The average length
      of time from assessment to interview was 13 months.
    


    
      The mean age of the interviewed children was 11 years (range eight to 15). Nine were male. The average length of
      time in their current placement was three years two months (n = 16 ≥ 12 months); and all of the children were in
      foster care, two in formal kinship foster care. All children attended mainstream school and two were the subject
      of a statement of special educational needs. Sixteen had regular contact with a birth parent(s), one had
      voluntarily withdrawn. The average length of time the carers had acted as foster carers was nine years and the
      average number of children cared for over that time was 11. The highest educational qualification held by any
      carer was Level 3 (A Level). Six had no academic qualifications.
    


    
      Semi-structured interview inventories were constructed for use with the children and carers. A pilot study
      revealed that when children are asked ‘What do you think success for a child is?’ a
      common response is ‘they are happy’. A projective technique was therefore designed and
      piloted with a view to exploring what ‘happy’ means from the child’s perspective. An
      artist was commissioned to draw a gender neutral image of the face of an imaginary child in a ‘happy’ state and a
      second picture of same child with a ‘sad’ expression. The images enabled scope for gender specific projection
      while optimising consistency of stimuli. At the appropriate point, each child was presented with the first image,
      informed that the picture represented an imaginary child and asked to confirm the emotion. They were then asked
      to imagine that the child was ‘in care’ and to suggest reasons why they might be ‘happy’. The same process was
      then followed with the second image. Responses were recorded by hand, collated and thematic analysis undertaken
      (Braun and Clarke, 2006).
    


    
      Summary of responses
    


    
      The themes are referred to in order of frequency of occurrence, the most common first. When asked the question
      ‘What is “success” for a child in care?’ children often discussed positive personal
      affect; happiness; positive caring relationships with carers and carers’ family; achievement in school;
      ambitions; friendships with peers; and having a secure/stable/caring home. Other responses, although less
      frequent, included successfully managing behaviour; developing character; acceptance (of the past and reasons for
      being in care); open relationships; ability to concentrate; and hobbies/interests.
    


    
      As anticipated, most of the children used a form of the word ‘happy’ in their initial response and the projective
      technique was administered. Resonating with constructions of ‘success’, the image of the happy child was
      associated with ongoing birth-family contact; open, warm and respectful relationships with carers and the carers’
      family; and positive friendships with peers. Children also suggested that the happiness of the pictured child
      could be due to them having someone to talk to, a pleasant care environment, an understanding why he or she is in
      care, needs met (clothing and food), hobbies and interests, and a willingness to share problems.
    


    
      The image of the sad child was linked to limited or no contact with birth family; having no friends; not getting
      on with their foster family; being bullied; and not understanding why they are in care. Other responses were
      related to issues of safety; wanting to live with their ‘real’ family; a lack of basic resources; having a
      sibling still at home or adopted by another family; nobody listening to their concerns; not doing well in school;
      feeling that being in care is no better than being at home; birth-family bereavement; and adverse (‘bad’) early
      experiences.
    


    
      Carers defined ‘success’ for children in care in relation to happiness and emotional stability; positive
      well-being; feeling loved; good social awareness and social skills; friendships and social acceptance; positive
      behaviour, acceptance of rules, trustworthiness; engagement in/doing well in school; good communication skills
      (especially around emotions); a sense of belonging; independent thinking; responsibility; and confidence. Carers
      also saw the child’s acceptance by the foster family, ongoing contact and the child engaging in hobbies as
      indicators of success.
    


    
      Factors both the children and their carers thought had promoted ‘success’ in their case included foster carers;
      school/teachers; personal motivation; peer group friendships; birth family; hobbies and interests; willingness to
      share problems; and support from a project worker. Foster carers placed particular value on the provision of love
      and care; moral guidance; praise; behaviour management; advocacy; household routines and holidays. They felt that
      it was important that carers were empathic, good listeners, patient, encouraging, persevering, protective and
      understanding; and encouraged open communication as well as trust. Factors including joint placement of siblings;
      educational/teacher support; good ‘matching’ by social worker; carer and child spending leisure time together;
      children finding something they are good at; and intense carer input during first three months of placement, were
      also positioned as advantageous.
    


    
      Teachers were also cited as a source of support by children if they could: listen; assist in the communication
      between the child and their carer; protect them from bullying; help with their learning, explain schoolwork in a
      meaningful way; provide a fun, interesting and rewarding learning environment; help them to focus, concentrate
      and achieve; provide ideas on possible careers; and give advice on healthy living.
    


    
      Discussion
    


    
      As all the children were in foster care it may be tempting to cite this in support of foster care rather than
      other placement types, but caution is necessary as the majority (74 per cent) of the original sample were also in
      foster care. Nevertheless, it is reasonable to argue that foster care can provide fertile ground for ‘success’.
      In keeping with previous research findings, the carers’ educational qualifications were limited (see Department
      for Business, Innovation and Skills, 2012). However, this had not prevented the children from achieving in
      school, but it is possible that as the children draw close to end of school examinations and the academic demands
      of the curriculum intensify, further challenges may arise. In contrast to academic qualifications, the foster
      carers had considerable fostering experience, supporting the view that carer experience is an important
      ingredient for ‘success’.
    


    
      Children positioned positive affect as an authentic hallmark of ‘success’. As difficult as it may be to evaluate
      ‘happiness’, it is what the children value. Accordingly, evaluative frameworks that pay little attention to
      children’s happiness have limited validity. The projective technique proved helpful in unravelling how
      ‘happiness’ is defined by the children and generated many more comments regarding birth-family contact than the
      more general question, ‘What is “success” for a child in care?’ It is also significant
      that when asked, ‘Who are the most important people in your life at this moment?’ the
      first response of most of the children (n = 13) was a birth parent or close birth relative. Although birth-family
      contact is controversial, the potential benefits of ‘contact’ are widely accepted (Biehal, 2007; Winter and
      Cohen, 2005).
    


    
      The finding that 26 of the 30 children met the ‘success’ criteria and all but one who took part in the interviews
      were having regular contact supports this view. The children’s views will resonate with practitioners who know
      how extensively contact can impact on all aspects of the child’s life including education (Moyers et al., 2006).
      The children gave examples of how contact influences their emotions even in the school setting, but suggested
      this is not an insurmountable problem as they can successfully manage the impact. It is also important to note,
      however, that contact is not always a prerequisite to ‘success’. A small minority of children declined contact.
      The children’s responses do suggest, though, that consideration of the frequency and quality of contact is
      critical.
    


    
      The children also see a positive, caring and stable relationship with their carer as vital for their ‘happiness’.
      This critical relationship will be discussed more fully as the children’s comments on the role that carers have
      played in promoting their ‘success’ are considered. A salient point at this juncture, however, is that the
      children view the quality of the relationships they have with others, especially their carers and their carers’
      family as major determinants of happiness. For these children, happiness is not the product of one relationship
      within the home or school, but appears to be the composite of them all. This is mirrored in the findings of
      Pithouse and Rees (2014).
    


    
      Some children felt that having a true understanding of why care is necessary is vital for emotional well-being,
      and limited understanding deleterious. They saw a profound difference between head knowledge, acquired by having
      been told why alternative care is necessary, and a genuine understanding. We came to see that what characterised
      these children was the latter. Moreover, they were no longer striving for reunification in the short term. Most
      appeared to harbour this hope for the longer term, but had reached psychological equilibrium regarding their
      current care plan. For many, regular birth-family contact, strong relationships with carers, peer group
      friendships, school life and an understanding of why they were in care was maintaining this equilibrium.
    


    
      The responses offered by carers largely mirror what might be expected from loving parents. They spoke
      passionately and at length, which we read as highly significant: they had spent much time reflecting on the
      issue. They view ‘success’ as emotional stability in all relationships and settings. The fact that education did
      not always feature explicitly in the carers’ responses does not imply, therefore, that it is unimportant in their
      eyes. Instead, the carers spoke more often about successfully equipping children for the future and the
      importance of transferable life-skills. It may be that they see emotional security as a prerequisite for
      educational achievement.
    


    
      While the children had associated birth-family contact with ‘happiness’, the majority attributed their own
      ‘success’ to their carers. This may be partially explained by the way these carers, without exception, viewed
      their role in relation to the birth family. They expressed an acceptance of the importance of the birth family in
      the eyes of the child, even when they felt frustrated by the birth family’s actions. Many of the carers spoke of
      a conscious decision to “never speak ill” of the child’s birth family. By respecting the importance of the birth
      family, the carers seemed to have gained the trust of the children. Alongside a non-judgemental attitude, these
      carers had a well-formed view of what the children wanted from them: a place of happiness, love, care, sense of
      belonging, empathy, understanding, patience, perseverance, advocacy, protection, clear routines and boundaries.
      The fact that all but one of the children reported being ‘happy’ or ‘very happy’ in their care placement (and the
      remaining child ‘okay’) strongly suggests that these carers not only understood but delivered what the children
      wanted from them.
    


    
      Many of the children identified school as having played a major part in their ‘success’. Thirteen described
      themselves as happy or very happy in school, while the rest said they felt okay. They appeared to particularly
      value school staff who are ‘there for me to talk to’ and ‘patient’, a point that has been observed in other research (see Mannay et al., 2017). Several spoke
      of how certain curriculum subjects had inspired them. School life was seen by many as highly important as it
      allowed them to socialise without having to share all of the details of their care situation. School friends with
      whom they could ‘laugh’, ‘have fun’ and ‘have a
      hug from’ helped them cope with stress.
    


    
      Education did not feature extensively in the first response of carers. Similarly, when asked to indicate the
      frequency with which they spoke with school staff, more than half said ‘once a month or less’ and four ‘rarely’.
      Less than half knew the name of the designated teacher [1] for children in care. Despite these potentially concerning findings, exploration of their
      practices revealed that they had considerable involvement in the children’s schooling. While, for example, few
      could name the designated teacher all could name at least one member of school staff they could speak to if an
      issue arose. Most stressed that effective dialogue happened when needed, rather than at reviews.
    


    
      All the children were over seven years of age, but several carers still read with them regularly. Most carers
      actively helped the children with homework and drew on their own family network if they lacked knowledge or
      confidence. The majority also diligently attended parents’ evenings and all other school events. Only one carer
      never attended, but explained that there was an understanding that, as a way of optimising their involvement, a
      birth-family member would attend instead. Most carers had expended much thought, effort and money on arranging
      their home to ensure that the child had a quiet place to work. All but two children had a desk of their own and
      ready access to at least one room designated for quiet study. The remaining two children made use of the kitchen
      and living room at agreed times. Despite the additional time commitments and cost all carers encouraged
      extra-curricular activities.
    


    
      Comments made by carers in response to ‘What promotes success for children in care?’
      revealed a common belief in the importance of education as reflected in statements such as ‘encourage them to do well in school’. The carers were not only encouraging the children to recognise
      the value of education, but supporting them in practical ways: they were investing heavily in the children’s
      education. Interestingly, The Fostering Network (2014) has presented research evidence on the intrinsic
      motivation and values of foster carers, and have called for greater emphasis on the recruitment of what they
      refer to as ‘pioneering carers’ whose principal motivation appears to match the carers interviewed in this study:
      ‘doing the right thing’ and contributing to the improvement of society.
    


    
      Carers are often the people children in care turn to when they want to be heard, but there may be occasions when
      a child feels unable to speak with their carer. The children said they want teachers to listen to them on a wide
      range of issues and, at times, act as confidants. While teachers are well aware of their obligations to promote
      the well-being of children, some might still be hesitant in involving themselves in discussion on care-related
      matters. Yet, the message from these children is that they want teachers to work with them on their relationships
      with carers outside school. Given that each school year, children spend around 25 per cent of their waking hours
      in school it is understandable that they see teachers as more than academic tutors. It is also possible that the
      turnover of social workers encourages children to look elsewhere for continuity of support: an audit by the Care
      Council for Wales in 2014 revealed that only 57 per cent of social workers in Wales had been in their current
      post for at least three years (CCW, 2014). Children also see teachers as protectors, primarily from bullying. The
      frequency with which children mentioned bullying suggests that it is a genuine concern for them. Whether they
      feel more susceptible to bullying than children who are not in care is unclear, but the fear is real and teachers
      need to be cognisant of this.
    


    
      The breadth of roles that the children feel teachers can fulfil is broad and highlights the need for schools to
      tailor their support to the needs of each child. It is also important not to lose sight of the fact that the
      children also want teachers to focus on helping them to learn (Mannay et al., 2015). Listening to children talk
      about their care placements and relationships outside school should not be at the expense of learning.
      Interestingly, a number of the children spoke about the nature of the learning environment that children in care
      benefit from. This was typically described as an ordered, safe, studious, fun and friendly place. Such
      observations are likely to resonate with the views of their peers, but it must be remembered that these children
      may also be using the school environment as a setting in which they can temporarily detach, psychologically as
      well as physically, from reminders of previous abuse and/or neglect. School may for some children be one of the
      few places they can experience a degree of normality (Davey and Pithouse, 2008). Providing a place in which
      children can learn in an enjoyable and psychologically relaxed way is all the more important for children who
      have experienced trauma and abuse (Bombèr, 2007).
    


    
      Resilience research has shown that having aspirations for the future is associated with positive outcomes (Rees
      and Bailey, 2003). It is significant, therefore, that the children had remarkably well-formed ideas on future
      careers (see also Mannay et al., 2015). Many identified aspiring to work in the helping professions such as
      social work, psychology, teaching and the police. Whether the seeds of interest in these goals were planted by
      their experience or carers and/or teachers is uncertain. The finding is a reminder, though, that all those
      working alongside children, especially teachers, need to actively promote longer term aspirations (see also
      Taussig et al., 2007).
    


    
      Conclusion
    


    
      The interviews confirmed how difficult it is to define ‘success’ for children in care, but, paradoxically, many
      of the messages converge: ‘success’ for children can and must be viewed holistically. The child’s emotional state
      lies at the heart of what they and their carers consider ‘success’ to be and that is dependent on what is
      happening in all spheres of their life. From the child’s perspective, therefore, a discrete term such as
      ‘educational success’ is something of a misnomer.
    


    
      While the study design did not allow for robust quantitative analysis, the frequency with which some themes arose
      emphasises their importance. These include birth-family contact, the quality of the relationship with the carer
      and peer group friendships. Any attempt to improve the educational outcomes of children in care without also
      attending to these issues is unlikely to succeed. Conversely, to disregard the central importance of education
      may have a damaging effect on other domains: for example, frustration in the learning environment and
      disengagement from school can be the catalyst for placement breakdown. Therefore, it is important to stress that
      by identifying these factors we are not implying that other factors are unimportant.
    


    
      An acceptance that ‘success’ for children in care can only be achieved through a holistic understanding of their
      needs leads to the conclusion that those who live and work alongside them must share a common language and
      understanding. No individual will possess all of the knowledge, skills and resources that are necessary to meet a
      child’s needs. Many steps have been taken to break down professional boundaries that exist which have previously
      inhibited joint working, but more work is needed. Additionally, the high level of insight that these carers had
      of the children’s emotions, especially around birth family, was significant. It is through experience that the
      carers had developed a respectful approach and thoughtful scripts to assist in their conversations about birth
      families.
    


    
      Despite possessing few academic qualifications the carers had sought to convey to the children how important they
      viewed education to be. They were actively supporting the children’s education, often sacrificially. When they
      lacked the requisite knowledge or resource they problem-solved, creatively marshalling the necessary support. In
      many ways, this models the way forward for all those who are charged with meeting the multifaceted needs of
      children in care.
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      Introduction
    


    
      INDIVIDUALS WHO HAVE been brought up in care often have greater health and housing needs and are more likely to come
      into contact with the criminal justice system in adulthood (Schofield et al., 2012); and it is argued that a
      substantial proportion of care leavers do not achieve the necessary levels of educational attainment to secure
      stability, safety, and independence (Welsh Government, 2016). There is significant research exploring the
      challenges associated with the educational achievements of children and young people in care (Berridge, 2012;
      O’Higgins et al., 2015); and attendance at university can be one way of protecting against the effects of social
      exclusion and enabling upward social mobility (Jackson and Cameron, 2014).
    


    
      As Cameron et al. (2012, p. 387) contend, ‘educational participation is positioned by policy makers across Europe
      as a key route to social inclusion through the acquisition of knowledge and skills that enable employment’. Yet,
      going to university from care is relatively rare compared to the general uptake in young adults (Jackson and
      Cameron, 2012). Consequently, there is an emerging interest from researchers and policy makers nationally and
      internationally to identify the factors that help or hinder higher education success for care-experienced young
      people (Jackson and Cameron, 2014; Mendes et al., 2014).
    


    
      Research carried out by Mannay et al. (2015) demonstrated that despite entrenched negative stereotypes associated
      with the academic abilities of young people in care, most aspired to succeed in education, articulating career
      ambitions where degrees were a requirement. A disparity between care leavers and their peers in the UK has been
      noted in earlier publications. For example, the Office for Fair Access (OFFA, 2017) suggested in 2012 only six
      per cent of care leavers entered university compared to 60 per cent of the general population. However, despite
      high aspirations in Wales it is estimated that only 220[1] Welsh domiciled students defined as care leavers enrolled on a higher education course in
      2015/16 (Higher Education Funding Council for Wales, 2017). This figure represents just 0.7 per cent of the total
      Welsh domiciled new entrants in 2015/16. In an increasingly competitive job market, where more roles require
      degree level qualifications (Jackson and Cameron, 2012), it remains a concern that so few care leavers enter
      university.
    


    
      It is worth noting here that caution should be applied to the reliability of these statistics, as the Welsh
      Government does not routinely collect the numbers of young people leaving care and in higher education.
      Similarly, approximately seven per cent of young people do not keep in touch with local authorities once they
      have left care and may not be included in official figures (Welsh Government, 2016a). Furthermore, young people
      in the care of a local authority in Wales sometimes choose to attend a university outside Wales. Official figures
      will also not capture those who leave care and return to higher education in adulthood. Nonetheless, the
      pervasive gaps in higher educational attainment between looked after populations and their peers warrants further
      attention and this chapter will be concerned with exploring the challenges that young people face when moving
      from the care system to university study in Wales.
    


    
      Research context
    


    
      Focusing on the UK, Jackson (1987) argued that care-experienced children and young people are being failed by
      both the care and the education system. Her research demonstrated how those in care were over represented in
      school exclusions and very few were obtaining the General Certificate of Secondary Education (GCSE)
      qualifications necessary to continue in education. At this time, the educational achievement of those in care was
      not a priority for either social services or education authorities. As Cameron et al. (2015, p. 26) note, when:
    


    
      the Children Act 1989 came into force there was little interest in the education of children in care. Britain was
      still a very class-based society and concern for education was mainly a characteristic of middle class parents.
    


    
      Since then a number of changes have been implemented to support and encourage academic success, with the
      introduction of Looked After Children Education (LACE) teams, school based social workers and dedicated
      safeguarding staff in schools (Cameron et al., 2015). Additionally, the higher education application process now
      allows applicants to identify themselves as a care leaver, which triggers student support services to provide
      advice and assistance before and during the application and transitioning process (Jackson et al., 2005).
    


    
      Accordingly, it is now accepted that those in care are an extremely vulnerable group, requiring a significant
      amount of support to ensure they have healthy and prosperous futures (Jackson and Höjer, 2013). Furthermore,
      failures to address the needs of young people in care are costly for both the individual and the state (Johnson
      and Mendes, 2014). Consequently, policy makers have recognised that education, and in particular involvement in
      further and higher education, plays an important role in facilitating young people’s well-being. This includes
      improving career prospects, earnings, physical and mental health, access to and participation in broader social
      and community relationships (Mendes et al., 2014).
    


    
      However, an interest in exploring the success stories of those leaving care and achieving high levels of academic
      achievement, has been juxtaposed with mainly negative attitudes and perceptions that young people in care cannot,
      and will not, succeed academically (Harker et al., 2003). For example, Berridge (2007), recognised that the
      conceptualisation of the educational underachievement of children looked after was unhelpful, confusing and
      simplistic. The notion of underachievement failed to take into account the unique characteristics of being looked
      after because comparisons were made with general school populations. Similarly, blame for low attainment in care
      is often directed at the care system; however, there are a number of factors such as socio-economic status,
      family background and early childhood adversities that can impact on educational attainment (Forrester, 2008).
      Indeed, recent research has suggested that the care system is not inherently bad and actually those who enter
      care can do better than those brought up at home but in difficult circumstances (O’Higgens et al., 2015).
    


    
      Two key studies have explicitly focused on higher education and the experiences of care leavers, By Degree’s
      (2005) and the Young People from a care background: pathways to education in Europe (YIPPEE) project (2014). By
      Degree’s followed three successive cohorts of 50 young people with offers of places at UK universities. They
      found that young people from care who go to university and complete their studies had post care trajectories
      which ‘were much more favourable than those recorded for the vast majority of care leavers’ (Jackson and Cameron,
      2014, p. 12).
    


    
      The major cross-national project YIPPEE explored the education of young people in care beyond the legal age of
      school attendance. The collaboration between the UK, Denmark, Hungary, Spain and Sweden explored the differences
      and commonalities in the welfare regimes and their response to ensuring those in care in all European states are
      included in further and higher education to a much greater extent. They concluded that:
    


    
      Childhood adversity need not rule out educational success. Far more young people in care than previously thought
      have the ability to develop a strong learning identity and access tertiary education if we can give them the
      opportunity to do so and remove some of the many barriers that present and stand in their way (Jackson and
      Cameron, 2014, p. 263.)
    


    
      As discussed in the following section, policy and legislation are key mechanisms to remove barriers and create
      opportunities for care-experienced young people.
    


    
      Policy and legislation
    


    
      The Children Act 1989 was a landmark piece of legislation covering all aspects of social care for children,
      demonstrating a commitment on the part of the state to improving the outcomes for young people. The Act led to
      significant improvements in social work and educational practice aiming to address and improve the educational
      attainment of children and young people in care (Cameron et al., 2015). Subsequent legislation, including the
      Children (Leaving Care) Act 2000, Adoption and Children Act 2002, Children Act 2004, Children and Young Persons
      Act 2008, Children and Families Act (2014), have placed a myriad of duties and requirements on local authorities
      to address the significant attainment gap (Mannay et al., 2017). One of the main principles underpinning all
      these statutes is that the educational experience and attainment of children in care should be ‘as close as
      possible to that of children growing up in their own families’ (Cameron et al., 2015, p. 26).
    


    
      Legislation such as the Children Leaving Care Act 2000 (CLCA) acknowledges the unique difficulties those leaving
      care experience, which limit their opportunities to continue in education past the age of 16. For example, Stein
      (2006a) maintains that care leavers are negotiating transitions to adulthood and the responsibilities associated
      with adulthood at a younger age than most, often with little support. The CLCA aimed to address this accelerated
      independence by placing a duty on local authorities to provide financial, housing and emotional support to those
      leaving care, as well as a duty to provide financial security and vacation accommodation for those wishing to
      progress to university up until their 25th birthday. This was a significant development for those wishing to
      pursue an academic journey (Jackson, 2010).
    


    
      To further embed the notion of education as a priority for social services, the Children Act 2004 placed a duty
      on local authorities to promote the educational achievement of those in care. This addressed some of the concerns
      outlined in earlier research (Jackson, 1987), suggesting that authorities worked in isolation of each other
      preventing ‘joined up working’. The role of the Director of Children’s Services was created to oversee the
      education and social service function of local authorities to bridge this divide; and attend to emotional and
      physical well-being, and educational achievement, simultaneously (Harris, 2004).
    


    
      In the Welsh landscape, there has been a policy and legislative commitment to promote and support the educational
      achievement of those in care in Wales (Welsh Government, 2016b). The Welsh Government has used the powers
      devolved to Wales to implement policy that promotes the interests of those in care in Wales. For example,
      ‘Towards a Stable Life and Brighter Future’ (2007) set out guidance on strengthening educational arrangements,
      which include the designation of LACE coordinators to oversee education plans and most importantly bridge the gap
      between education and social services.
    


    
      The Social Services and Well-being (Wales) Act 2014 underpins the delivery of improved outcomes for children and
      their families. This required local authorities to have special regard to the education and training needs of
      children in care, particularly when making decisions about placements. More recently, the strategy document
      Raising the Ambitions and Educational Attainment of Children Who Are Looked After in
      Wales (2016b) has demonstrated a further commitment to improving educational attainment of
      care-experienced children and young people.
    


    
      Another important step towards addressing some of the issues facing those leaving care and improving the numbers
      of young people remaining in education post-16 is the introduction of ‘When I’m Ready’ (Welsh Government, 2016a).
      The scheme was set up by Welsh Government in 2015 and made legal by the Social Services and Well-being (Wales)
      Act under post 18 living arrangements. ‘When I’m Ready’ allows for young people to stay in their foster
      placements beyond the age of 18 and up until the age of 25 if they are involved in a programme of education or
      training [2]. Arrangements are
      organised and planned from the age of 16 in accordance with the Pathway Plan, which sets out the details of
      support required to ensure smooth transitions from care to adulthood including the support required to choose,
      apply and enter university. However, despite these positive developments in policy and legislation, it remains
      important to explore the factors that help or hinder the transition to university from care; to not only shed
      light on the topic but give a voice to those who have been in state care and are often overlooked in educational
      contexts. The following section discusses the individual experience of a care leaver in higher education.
    


    
      Alice – the journey
    


    
      The findings discussed here were drawn from a doctoral study, which considered how support from social services
      and universities helps those in care to complete their university studies. The study worked with young people (n
      = 21), exploring their views, experiences and opinions of their journey through the care system and to
      university. While all of the participants presented unique narratives, there were commonalities that are
      typically found in the care population; all had suffered traumatic events in their childhood necessitating care
      of the local authority and they had all overcome significant hurdles to get to university and succeed, often
      against a backdrop of continuing chaos and turmoil in personal circumstances.
    


    
      This section will discuss one participant’s account, and focus on the themes of placement stability,
      determination, motivation and stigma, as a framework to understand how care leavers negotiate their care status
      within transitions to higher education. A 19-year-old young woman, referred to by the pseudonym Alice, was at the
      beginning of her first year of university at the time of the research. Alice was studying at a Welsh university
      that had received the Buttle Trust Quality mark because of its excellent work in supporting care leavers (Buttle
      UK, 2015). Alice had lived with her foster carers for four years, in a rural part of Wales. Before this
      placement, Alice and her sister had lived in four other settings, as well as having experienced an unsuccessful
      return to her birth father. Alice and her sister were then placed successfully with long-term foster carers Mary
      and Jim. Alice spoke of many happy occasions with Mary and Jim, including family holidays. However, before
      leaving for university the relationship between Alice and Mary had become strained, which impacted on her
      transition and her ability to plan for the future.
    


    
      Placement stability: The role of foster care and support services
    


    
      It is widely acknowledged that fostering can be a preferable option, for replicating a stable family environment
      (Schofield and Beek, 2005). However, children and young people can be moved a significant number of times during
      their care career, often to the detriment of overall well-being including the negative impact on educational
      welfare (Ward et al., 2005). Most young people in the UK will move three times on average during their childhood
      and adolescence; but, those in care can experience this number of moves in just one year (Ward, 2009). Alice had
      five placement moves through her care career, and although the most frequent placement moves were in her early
      years of primary school age, she reflected on these moves during the interview, explaining how each of these
      moves disrupted her education:
    


    
      Alice: I don’t think I actually finished a whole year in primary school... I liked school
      a lot... I was just sick of moving around.
    


    
      Achieving permanency for children and young people is rare in part because of the principles enshrined in law and
      children’s rights that children should be brought up in their birth families as far as possible (Schofield et
      al., 2012). Most children will return home when it is deemed appropriate and safe to do so. However, Ward (2009,
      p. 1117) notes that when there are concerns, social workers and courts struggle to ‘acknowledge that some parents
      will not be able to overcome their difficulties sufficiently to resume care of their children within a realistic
      timescale’ and returning home prematurely can often be more harmful.
    


    
      Although Alice did find a permanent and stable placement in her later teenage years, her childhood and early
      teenage years were transient, involving movement between temporary and emergency placements and a brief return to
      her birth father. She reflected on the impact this return had on her physical and emotional well-being:
    


    
      Alice: I was living in an emergency placement on a farm I loved it because they had loads
      of animals but then I had to leave. I went to live with my dad for a while [but] ended up having alopecia at
      eight years old because of stress, my dad’s girlfriend would shout at me and blame me for pulling it out but it
      used to fall out in my hands.
    


    
      For Cameron et al. (2015) the last placement before leaving care is the most crucial for supporting continuing
      education; and leaving care is both accelerated and compressed, making it difficult and sometimes impossible to
      stay in education (Stein, 2006b). Alice’s last foster placement was one which she felt able to call home and
      achieved a sense of belonging (Biehal, 2014). She changed her surname by deed poll to reflect the foster family
      name and recalled happy experiences as a family unit, including structure, routine and educational support, which
      involved ‘homework hour’ every day after school.
    


    
      However, difficulties emerged in the placement when it came to transitioning to university. While she was the
      first person in her birth family and foster family to go to university, she received little support in the
      transition to university, both physically and emotionally.
    


    
      Alice: They say they are proud of me for going to university... I told them two weeks
      before I was moving to uni. Mary and Jim told me they couldn’t afford the fuel to take me and my stuff to halls.
      That was fine because I have my own car but it would have been nice to have a bit of support. Everyone’s parents
      are coming down to say hello, to see if they have settled in, they [foster carers] haven’t done anything.
    


    
      There was also some confusion around her accommodation status for the holiday period, as the placement was not
      part of the ‘When I’m Ready’ scheme and plans had not been discussed during meetings with social services before
      the start of the academic year. There was also no discussion about the possibility of leaving some personal
      belongings at the placement or if she was able to return there at weekends. Similar to findings from other
      studies and wider evidence on leaving care, there is often ambiguity and uncertainty about financial and housing
      entitlements for those leaving care but remaining in education (Cotton et al., 2014).
    


    
      Alice did not know where she would live during the Christmas holidays and was in discussion about the possibility
      of remaining in her student accommodation if necessary, a service offered by the university under the Buttle
      Quality Mark (Buttle UK, 2015). The availability of university accommodation out of term time has proved to be an
      essential safety net for many care-experienced young people, offering security and reassurance for those in
      situations where foster placements or contact with birth family is not an option.
    


    
      Alice was also complimentary of the support she received from the university through a widening participation
      scheme. ‘Summer University’ provides an opportunity to experience university life before making a decision to
      accept an offer.
    


    
      Alice: There are taster lectures, you get given assignments to do and put it on Turnitin
      [3]. They teach you how to use
      Blackboard [4] and tell you about
      university life.
    


    
      At the time of the interview, Alice did not know if her placement with her foster carers would remain ‘open’ for
      her to return on a formal or informal basis. This type of arrangement would ordinarily have been discussed as
      part of a Pathway Plan, but limited contact with social work staff had made it difficult to make concrete
      decisions before term commenced. This was a cause of unnecessary concern and upset during a time when she felt
      she should be enjoying and integrating into university life. Alice discussed how she struggled with managing big
      changes in her life and stated that her current situation was proving to be a significant adjustment:
    


    
      Alice: I don’t like change... and this is proving to be a big change.
    


    
      These feelings resonate with the experience of many young people transitioning to university and leaving home for
      the first time, although for most young people they have strong family ties, which may counteract negative
      feelings. In contrast, those transitioning from care are often doing so on their own and are often solely reliant
      on university support services to offer emotional and physical support (Cotton et al., 2014).
    


    
      Self-determination, motivation and challenging stigma
    


    
      A comparative study of care leavers and young people who lived at home but received social work support found
      that those leaving care had:
    


    
      [a] surprising level of motivation to continue their education despite the fact that in doing so they face
      formidable obstacles and needed an exceptional degree of determination and self-reliance to succeed. (Cameron,
      2013 in Jackson and Cameron, 2014, p. 13.)
    


    
      Jackson and Ajayi (2007) maintain that one of the main driving forces in academic success is located in the
      individual motivations of a young person. The determination to prove to carers, birth family, teachers and social
      workers that they are academically capable can be motivational; for Alice, it was her foster carers who did not
      believe that she would get into university because of difficulties she experienced in college.
    


    
      Alice: Before they kicked me out I said I was interested in studying psychology at
      university and she [foster carer] said ‘what do you know, you can’t even pass your A levels’. I was like ok I’m
      going to prove you wrong. The next exam I got 56 out of 60, I told her and she was like ‘I’m really proud’.
    


    
      The determination to prove others wrong motivated Alice to pass the examinations necessary to apply for
      university. As Mannay et al. (2017) highlight, there is still a perception grounded in professional assumptions
      that being ‘looked after’ negates academic success. Such assumptions, while often triggering additional support
      for learning, have also been associated with ‘pity and (sometimes false) sympathy’ (Mannay et al., 2017, p. 14).
      While the intention is to support and recognise the individual learning needs of young people in care, it has
      been found that allowances given in education such as absences or exclusions from completing homework have
      downplayed the capabilities of young people to succeed academically. There is also the risk that this approach
      can limit the opportunities for young people to be academically challenged and realise aspirations. Alice found
      this to be the case when teachers put her forward for supported learning:
    


    
      Alice: I disagreed with them about my reading ability. I can read. I am not dim. I can
      read. I have a small library at home. I have been reading since I was a child.
    


    
      The dominant discourse associated with those in care is one characterised by notions of ‘trouble’ and ‘concern’
      (Mannay et al., 2017) and an identity that is synonymous with failure often burdens those leaving care, adding
      additional pressure to otherwise difficult transitions. Alice felt the weight of her care status in the first few
      weeks of university when her peers were receiving visits to halls of residence from parents:
    


    
      Alice: Everyone’s parents are coming down to visit them. I have heard nothing from them
      [foster carers], or seen anything of them. Everyone in my halls has support from their families, I don’t.
    


    
      Similarly, when asked about the support she had received from her social worker to transition and settle in
      university she felt the stigma attached to her care identity even more profoundly:
    


    
      Alice: It’s just going to be really awkward when he [social worker] comes to do his visit
      and I have to introduce him. Hello friends, this is my social worker. They will not know what to say and probably
      ask me questions that I don’t want them to know about because I haven’t talked about my past.
    


    
      Support from social work staff was lacking in Alice’s narrative, reflecting findings from earlier research
      (Jackson and Ajayi, 2007). For Alice, communicating with her social worker in the first few weeks of starting
      university was very difficult, which is a concern as the first few weeks are a critical stage in the settling and
      transitioning phase, where a great deal of support is required (Cotton et al., 2014). Alice wanted to meet with
      her social worker as she had been told by another care-experienced student that she could access additional
      financial support from the local authority. However, when she contacted the social services department she
      discovered that he had left his post and she would be allocated a new social worker.
    


    
      Individual determination and motivation to succeed act as powerful enablers for young people transitioning from
      care to university (Cotton et al., 2014). Alice’s circumstances show that despite limited support from foster
      family and social services, she effectively negotiated transitioning to university from care. Her motivation to
      succeed academically despite a lack of support from her foster family spurred her on to ‘prove people wrong’.
    


    
      Conclusion
    


    
      Alice’s account illustrates facilitators and barriers to academic success within state care. It is important to
      consider the subjective experiences of care-experienced young people in providing an informed evidence base that
      will drive policy and practice changes. For Cameron et al. (2015, p. 191), it is important that social workers
      ‘take the long view’ when making decisions about the welfare of a child, ensuring that going to university is a
      viable option for all and is openly discussed at the earliest opportunity. For university to be considered a
      normal part of the trajectory after leaving care, a number of issues still need to be resolved.
    


    
      Of particular concern is the persistent problem with securing long-term placement stability, and challenging the
      negative perceptions and attitudes to the academic capabilities of those in care. Information and advice
      regarding university attendance for individuals from a care background is limited, ambiguous and does not explain
      the authorities’ responsibilities clearly enough. Sharing ideas and practices amongst professionals will identify
      what works, such as ‘summer school’ programmes, which have proved to be beneficial for some. It should also be
      noted that those taking on the role of foster carers require specific and targeted training for the provision,
      support and encouragement of a young person’s educational needs.
    


    
      Alice’s account of her care and educational experiences has highlighted that a number of areas of service and
      support need immediate improvement. Her determination to succeed in the face of adversity merely magnifies the
      fact that there are too few like her emerging from the care system and succeeding academically. For many, the
      barriers in accessing higher education, and indeed the risks associated in doing so, are just too great. This is
      unacceptable in a society where good quality employment calls for a good quality of education. Robust mechanisms
      and support from all stakeholders need to be in place and readily accessible to ensure that young people who are
      looked after are able to access and prosper in higher education because of, and not in spite of, the help that is
      available.
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      Introduction
    


    
      THIS CHAPTER DRAWS on the findings from an empirical study that examined the interior world of foster care in
      Wales. While much research in foster care has not managed to incorporate the voice of the child (Elden, 2013),
      this chapter focuses specifically on children’s and young people’s experiences, and on the often
      taken-for-granted aspects of care. The chapter considers the importance of bodily practices in foster care (with
      specific attention being paid to self-care, touch and food), as vital aspects of well-being. This study on
      everyday care helps to illuminate and extend our understandings of bodily practices, and how they contribute to
      improving the experience of being in foster care and subsequent sense of well-being. The chapter concludes with a
      section on belonging and argues that bodily practices as constituents of care make a significant contribution to
      a sense of becoming part of the foster family and should merit far more attention.
    


    
      Bodily practices
    


    
      Bodily practices are those practices which families require ‘a member to engage in... rituals performed by and
      enacted on the body that create, maintain and display membership of the group’ (Davidman, 2011, p. 209); these
      might relate to expectations of families eating together, clothing the body and reciprocal touch. Bodily
      practices are not much discussed in the fostering or social work literature, nor are they widely addressed in
      social science, which is surprising given their centrality to everyday life (Morgan, 1996, p. 157). Morgan (1996)
      demonstrates ways in which the sociology of the body can contribute to our understanding of the physical doing of
      and enacting family. It is widely recognised that physical care, protection and nurturing of children by parents
      or carers is fundamental to their well-being (Christensen, 2000). Yet notions of the body and embodiment are
      rarely included in social work assessment materials and debates, nor much invoked in social work’s professional
      standards and procedures (Pithouse and Rees, 2014). It is taken for granted that the foster child can enter a
      family with relative ease and quickly come to understand the nuances of household relationships and negotiate the
      boundaries of interpersonal living in the confined space of the family home. This settling into the family is
      rarely straightforward and much depends upon carers and their birth children being able to articulate family
      expectations and respond to the child and their needs in ways that allow a trusting intimacy to develop. The
      child, initially a stranger, becomes a family intimate in a relatively short time, making issues of the body and
      touch important topics of enquiry.
    


    
      Touch as a bodily practice is vital for all people as reassurance, as a means of communication and as a vital
      part of parenting (Cameron and Maginn, 2008). Yet because of the risk of abuse allegations (Inch, 1999; Sinclair
      et al., 2004; Biehal, 2014; Plumridge and Sebba, 2016) it may be that some children in foster care are rarely
      touched. The social work profession has become much less likely to view touch as a means of reassurance to
      children within social care relationships. Current social work practice can be viewed as inhibited by fear of
      accusation and litigation, rather than an overriding concern for a child’s emotional well-being (Piper et al.,
      2006, p. 151–5). Gilligan (2000, p. 67) noted this fear of allegation when undertaking focus groups with male
      foster carers and observed that ‘the risk of allegations being made against male carers was a frequently cited
      concern. It can rob the male carers’ role and relationship of spontaneity’. Fear of allegations is central to
      carers giving up their role (Plumridge and Sebba, 2016) but may also be inhibiting their daily family and bodily
      practices (Morgan, 1996).
    


    
      With regard to the specific family (and bodily) practice of eating, there is limited guidance in relation to
      foster care, with the exception of the Caroline Walker Trust’s ‘Eating well for looked after children and young
      people’ (Caroline Walker Trust, 2001) and ‘Promoting the health and well-being of looked-after children’
      (Department for Education and Department of Health, 2015); what is written highlights the health aspects of
      eating, rather than its social and relational importance. Children typically learn to structure their
      understanding of time through the eating of food, thus ‘the cycle of breakfast, lunch and supper is the first
      framework into which they slot their waking experiences’ (Ennew, 1994, p. 129).
    


    
      There is a reported link between child and adolescent well-being and families eating together, which is thought
      to lead to less conflict, more trusting and helpful relationships and higher life satisfaction (Elgar et al.,
      2013). Food has a social and symbolic significance, particularly insofar as it involves the relationships of
      those who partake in the ritual of sharing meals (Emond et al., 2013). Mennell et al. (1992, p. 115) note that
      those who eat together are also often tied to one another by friendship and mutual obligation: ‘Sharing food is
      held to signify togetherness, an equivalence that defines and reaffirms insiders.’ Mealtimes not only allow
      families to enact and display family life, but are an everyday event through which young people recognise
      themselves as ‘family’ (Ashley et al., 2004; Finch, 2007). It is interesting, therefore, to explore how children
      in foster care experience family eating practices, whether families typically eat together and the significance
      of this for feelings of belonging (Biehal, 2014) and membership.
    


    
      Methods
    


    
      The data in this study are drawn from a small-scale, in-depth qualitative study of a purposive sample of stable
      foster care placements in Wales (Pithouse and Rees, 2014). The definition of ‘stable’ was families having
      provided placements that had not broken down and had lasted as long as needed (Leathers, 2006) for at least one
      child. All of the children had been living with the family for at least one year. The assumption was that stable
      placements provided by experienced carers might make for easier access and participation, which in turn could
      facilitate a more revealing encounter in which the mundane processes of day-to-day care-based relationships could
      be explored. The study aimed to take a ‘worm’s eye view’ and capture the living, breathing realities of daily
      life for children and young people in foster care. The study took a strengths-based perspective, focusing on what
      works well in foster care, particularly relevant in light of the underpinning ethos of the Social Services and
      Well-being (Wales) Act 2014. Ten foster families took part in the study. There were 16 children in foster care,
      aged nine to 18 living with the families and one adopted child. The research aimed to gain the perspectives of
      all members of the foster families, including the birth children, and a variety of data generation techniques
      were used.
    


    
      This chapter focuses specifically on the data generated with nine fostered and one adopted participants (n = 10).
      All children and young people completed eco-maps displaying their networks of relationships and these helped to
      inform the subsequent interviews (Holland, 2011); some participants (n = 5) also chose to complete audio diaries
      or written diaries (n = 1) over a one-week period. The creative digital method of audio dairies was used to
      facilitate freer communication and reflection (Arthur et al., 2014). The audio-recorded interviews and diaries
      were transcribed and subjected to qualitative methods of coding, categorisation and thematic analysis, alongside
      the data generated in interviews (Seale, 2012).
    


    
      Research into children’s lives at home is difficult in terms of gaining access to a private social space
      (Lincoln, 2012). They rarely occupy positions of power within the domestic arena and this is particularly the
      case for children and young people in foster care, whose position within the family can be precarious. Once the
      foster carers agreed to take part in the research, accessible information sheets and consent forms were produced
      for all participants. Children and young people were interviewed in the foster/adoptive home one-to-one and were
      made aware that their comments would not be shared with carers. Pseudonyms are used throughout the study, and due
      to the small scale of the study other potential identifiers have been omitted to preserve anonymity. Data have
      been carefully stored in accordance with the Data Protection Act 1998, and ethical approval for this study was
      provided by Cardiff University.
    


    
      The body and touch
    


    
      The data highlighted the critical importance of bodily care as a basic indicator of warmth and inclusion in the
      family. The importance and symbolic nature of bodily care appeared to be very important for the participants, and
      regularly arose in their interview and diary data (see also Cameron and Maginn, 2008). The ordered routine of
      personal, physical care provided by the families was both comforting and reassuring for the participants and they
      valued the nurturing aspects of this care. The participants in one family provided a clear demonstration of this;
      the family home contained three girls (fostered, birth, adopted), and a male and female foster carer. Examples
      from the girls’ audio diaries reflect the significance of bodily caring including the provision and enjoyment of
      food, which helped in securing a child’s sense of security and comfort:
    


    
      Had a bath, now I’m going to sort out my clothes for tomorrow... I straightened my hair and it looks nice. I
      changed my belly bar. (Audio diary, Melonie, foster child, age 13)
    


    
      Now I’m in bed and after dinner we had some chocolate chip ice cream. Then I went up for a nice warm bath and
      washed my hair. Then I done my teeth and went downstairs to say goodnight to my dad and then I jumped in bed and
      my Dad and Mum came up and said goodnight. I am going to have a very nice sleep. Night, night. (Audio diary,
      Carla, adopted child, age nine)
    


    
      My food was warm and delicious and the hot bath was lovely, especially when I lie listening to the rain. Thank
      you. (Audio diary, Helen, birth child, age 13)
    


    
      As suggested in these diary extracts, it was the individualised and embodied routines of care for each of the
      girls that, irrespective of their being fostered, adopted or birth child, demonstrated to them a sense of warmth
      and belonging within a nurturing family environment. Similarly, in another family, Nadia talked about the
      organisation of washing routines and bodily care:
    


    
      He [foster carer] always makes us wash our hair and have a bath or a shower. We don’t get out until we’ve done
      it, which is different (from own family experience) really... I go in the bath first, then Libby gets in, then
      Jake. They are really strict about that. (Nadia, foster child, age 15)
    


    
      The regularity, ordering and attention paid to bodily care, even when directed, was greatly valued, especially
      when this was in contrast to their previous experiences. A vital aspect of bodily care is that of touch and
      physical reassurance; and Callum noted the importance of touch, signifying care and concern over and above that
      which had been anticipated:
    


    
      Just small things she said like um (when upset) letting me know that it would be alright, and comforting me and
      little gestures like hugging me... (Callum, foster child, age 16)
    


    
      The participants were keenly aware that they could expect to be cared for from a practical perspective but were
      less clear about what to anticipate by way of demonstrations of affection through touch or play – they welcomed
      this when it occurred but were not sure they had a right to expect this. Those carers who were willing to enact
      affection in addition to good physical care were deemed to be giving more than expected and to be demonstrating
      exceptional care. This was the case for all participants, regardless of their gender, and was appreciated from
      both of the foster carers:
    


    
      He [foster carer Josh] is a real people-person. He is a very funny person and a very serious person as well. I
      found living with him he’d mess about ‘do you want a fight’ just messing around we just got on so well from the
      moment I came here. He was very hands on, he’d put his arms round me and stuff. Again gestures... from both Hazel
      [carer] and Josh... with Hazel embracing... it would be when I needed it whereas with Josh it would often be as a
      friendly arm around. Hazel would be a motherly hug. (Callum, foster child, age 16)
    


    
      And then I put my [eczema] cream on. Then I said goodnight. My Mum and Dad came in and gave me a goodnight kiss.
      Night, night (Audio diary, Carla, adopted child, age nine)
    


    
      As highlighted in the background section, a discourse of fear in social work and foster care, the focus of which
      is often on abusive touch, may well distort fostering practice in that it diminishes the full potential of a
      nurturing relationship. Many children in the care system will have difficulty in expressing emotion (Bazalgette
      et al., 2015) and may have come not to expect physical contact with their carers. Additionally, children in care
      may have experienced physical and sexual abuse (Pithouse and Rees, 2014) and thus may be more anxious about
      touch, or, conversely, they may be in even more need of positive physical reassurance. Children in such
      circumstances need positive role models in order to help them understand and experience that touch can and should
      be reassuring and nurturing.
    


    
      One young person asked her foster carer ‘why people hug’ and was suspicious of such alien behaviour, as she did
      not understand the importance of physical reassurance, but gradually came to understand and enjoy a ‘cwtch’ (a Welsh language expression describing a cuddle or hug). Children centralised the importance
      of physical reassurance as playing a significant part of the experience of positive foster care. It is, however,
      important to recognise that foster carers and birth children do have allegations made against them by children
      (Plumridge and Sebba, 2016) and this can have a huge negative impact. Thus, it would not be difficult to conceive
      of some fostering scenarios as arenas of mutual distrust and surveillance, whereby both child and carer warily
      suspect the motives of the other. None of the children in this study had made allegations against their carers.
      One of the adult birth children in the study noted that in the past an allegation had been made by a child, and
      she became very careful about touch. This aspect of ‘suspicious care’ could potentially be very damaging,
      inhibiting a healthy approach to physical expressions of warmth.
    


    
      The participants also discussed various ways in which the presence of pets who jumped on laps and slept on beds
      was hugely comforting. Nine of the 10 families in the study had pets in the home; and foster carers as a group
      are reported to have more pets than other families (see Triseliotis et al., 2000). One young person was keen to
      show me an information letter for children new to the foster home; it introduced all of the five pets by name and
      included photographs of each, before introducing the adults. Some children chose to place pets in their eco-maps
      and others referred to them as family members. ‘Here is Sam [dog] and I am going to draw a picture of other
      people too’; the significance of human–pet relationships in children’s creation of family has been noted by
      others (Briheim-Crookall, 2016; Mason and Tipper, 2008). Gabb (2007, p. 9) suggests that affection and touch of
      pets may not be the same as human-to-human relationships, but nevertheless ‘should remain within the intimate
      equation’. Data, particularly from observation during interviews (where pets were sitting on sofas and running
      around homes) would suggest that where physical touch and intimacy is restricted for a child, their presence
      takes on an even greater significance and many lessons can be learnt by children regarding the care of pets.
    


    
      Food
    


    
      Although food was not a specific theme of the initial interview schedule, it soon arose across most interviews
      and recorded diaries and rapidly became a key topic. The meanings and activities associated with food and
      mealtimes illuminate how families nurture children and signify their inclusion in the foster home. Participants
      appreciated how the families displayed many of the principles of good parenting through their approach to food,
      particularly warmth, responsiveness and consistency (Cameron and Maginn, 2008). In this way, a sense of
      membership and belonging was engendered for children and young people.
    


    
      Catering to children’s ‘faddiness’ can be seen as part of spoiling and being an indulgent parent. However, this
      so-called ‘spoiling’ was well received by some participants in the study and helped to establish a sense of worth
      and inclusion. Young people’s food preferences can be seen in terms of ‘food personae’ (Brannen et al., 1994, p.
      162), that is, those habits and preferences which are seen as an intrinsic part of a young person’s identity. We
      all have a particular history of relationships to food that include our likes and dislikes; similarly, in the
      foster home the food preferences of children and young people become part of a process of their recognition as an
      individual. Thus, responding to preferences can act as a source of affirmation, which oils the wheels of family
      relations and helps embed the foster child’s position in the family. Families seemed to be able to strike a
      balance between indulgence and providing a tailored response to the needs and desires of children and young
      people, who in turn adapted to the routines and conventions of the foster home, thereby generating harmony. As
      Nadia explains:
    


    
      Yeah. We’ve all got our own seats, mine is there, Dawn sits there, Libby there, Jake there etc. You have what you
      feel like. We say we don’t mind; we don’t all like vegetables, but we do all have soya. (Nadia, foster child, age
      15)
    


    
      The enjoyment of food and the partaking of meals featured as key moments in participants’ daily lives, and
      offering choice about food was seen as particularly important. Knowledge of food preference (food personae) was
      part of getting to know a child or young person, and catering for their needs. Indeed, it was evident that all
      the carers, to varying degrees, were catering for the food preferences of the participants, whilst also setting
      routines and expectations around mealtimes. In this study, most families ate together, with the fostered children
      and young people being both listened to and contributing to the food agenda. Participants especially talked about
      the type and amount of food consumed. Food and mealtimes helped them understand the structure of their day and
      seemed to greatly enhance their enjoyment of it. Melonie recorded her enjoyment of food to which the foster carer
      had introduced her. She spoke with enthusiasm about trying new foods and developing her food palate:
    


    
      We had spaghetti and salad all mixed up. We had coleslaw in a dish and cottage cheese – that was nice ’cos Liz
      got me on that. (Audio diary, Melonie, foster child, age 13)
    


    
      Other participants in different families also noted this change to a healthier diet as part of their food
      repertoire. For example, Carmel, spoke of past and new foods:
    


    
      Researcher: Is that the kind of food you were used to eating? Carmel: No, [we used to have] chips, food in the
      deep fat fryer. (Foster child, age 10)
    


    
      Food practices
    


    
      The significance of food practices and routines were frequently noted. For example, when Carmel talked about her
      first day in the foster home she recalled being asked to take part in the preparation of food and how this had
      become a memorable and important ritual that continued for some years:
    


    
      I remember Grandma [foster carer’s mother] here, she lived just round the corner and every Thursday she used to
      make pasta round here. She was doing pasta for us when [the day] I came. (Carmel, foster child, age 10)
    


    
      Similarly, Nadia spoke of clear responsibilities with regard to mealtimes that in her view helped promote a sense
      of expectation and reciprocity:
    


    
      We take it in turns to lay the table, clear away and put things in the dishwasher... (Nadia, foster child, age
      15)
    


    
      Nadia goes on to observe that mealtimes were a time where particular conduct and contributions were established
      and normalised. Thus, mealtimes entailed:
    


    
      Manners, respect. Everyone, every week takes turn to set the table and clear away, like say if it was my turn I’d
      be doing it just before dinner and someone dries and someone washes up.
    


    
      As Greishaber (2004) contends, the significance of clearly defined expectations around food, mealtimes,
      preparation and clearing up of the dishes is part of being socialised into roles, identities and membership. For
      the participants, such processes and rituals were profoundly important in establishing a sense of becoming part
      of the ‘production’ of family.
    


    
      The ‘proper’ meal is at a table, it is ‘shared and promotes sociability and talk’ (Ashley et al., 2004, p. 125;
      see also Elgar et al., 2013). Family talk is part of a family eating together, in which mealtimes become a place
      and time for positive family conversation and interaction. In this study, eating together was a routine but also
      an important means of communing and interacting. Eating together offers an opportunity for parents to show an
      interest in the child’s day (Fisher and DeBell, 2007) and nearly all the carers, children and young people
      commented on how they looked forward to the sharing of stories and new experiences at mealtimes. In his diary,
      Stuart eagerly anticipates sitting down at the dinner table so that he can discuss recent events:
    


    
      And now I am waiting for tea to be ready, which is good then we can sit down and talk about what happened
      today... (Written diary extract, Stuart, foster child, age 18)
    


    
      The participants frequently commented that meals were an important time when they could share news, concerns,
      problems and, sometimes, secrets:
    


    
      Over dinner we had a little chat because some people in my class are misbehaving. (Audio diary extract, Carmel,
      foster child, age 10)
    


    
      We sit at the table and we have to spill it all out when we’ve got a secret. (Lilly, foster child, age 12)
    


    
      We basically get together and sort it out, in the kitchen over the table while having food. (George, birth child,
      age 15)
    


    
      Greishaber (2004) argues that eating regimes can be interpreted as disciplinary techniques through which families
      and the individuals within them are socialised. Mealtimes can provide a site for resistance and can generate
      frustration for all parties concerned. Consequently, the ways in which carers chose to manage the family eating
      experience was important. For example, Lilly recalled unpleasant experiences in previous foster homes over the
      consumption of food:
    


    
      In my old house you had to eat everything, every scrap of food. Here they just say leave it... (Lilly, foster
      child, age 12)
    


    
      Lilly’s current carer caters for her food personae and also allows her to leave food and this was seen as caring
      and helpful by Lilly, although clearly food intake will in some cases have to be regulated by carers.
    


    
      Most of the participants spoke of the significance of the traditional Sunday lunch, and the practice of the
      family gathering for this event:
    


    
      We always sit at the table for Sunday lunch and everyone gets together. (Lilly, foster child, age 12)
    


    
      We have a cooked dinner every Sunday. (Carmel, foster child, age 10)
    


    
      This idea of a ‘cooked dinner’ as a vehicle for family communion is still likely to resonate with a sizeable
      element of the UK population and a particularly symbolic event for children and young people in foster care. The
      regularity of mealtimes was a reassuring and comforting structure for some participants, which made them feel
      safe and cared for. Ashley et al. (2004, p. 124) note the importance that is attached to food because it is
      symbolic of the significance and respect paid to the consumers of the meal: ‘home cooked meals are seen as imbued
      with warmth, intimacy and personal touch which are seen as markers of the personal sphere’. There is an emotional
      ‘warmth’ to food that can signify responsive parenting and reinforce a sense of care and belonging. In eating the
      food that has been prepared for them, children implicitly display their appreciation of what has been provided.
      For example, Callum described how his foster carer catered for his food needs and how this experience denoted a
      significant change in his sense of well-being:
    


    
      Dinner – regular 6.30. Almost like clockwork! Food is very important. I do have a very good appetite and that has
      only happened since I came here. I never used to be able to finish one helping of food and now I can finish about
      five... Hazel is a really good cook. I do have a miles better appetite here than I do anywhere. When I go out to
      a restaurant I can eat but when Hazel puts on Sunday lunch and if there is any left overs, I pile them on my
      plate. (Callum, foster child, age 16)
    


    
      For several of the participants, food had been a troubling aspect of their past. This was because they simply had
      not had enough food, or sometimes too much access to unhealthy meals. In either event most had a history of
      households where they could not anticipate there would be a reliable supply of good food. Such experiences are
      likely to be linked to neglectful parenting, and Callum described at length how his birth family contrasted with
      the foster home over this very basic matter of a decent meal eaten in comfort:
    


    
      I used to have to eat very quickly because if I didn’t there would be hands in, nicking bits of food because
      there was so many of us [children] living in one house. We grew accustomed to each other and so we used to fight
      for food and stuff because there was never enough sausage and chips and stuff. Now I don’t have to fight for the
      food but I still eat very, very quickly. Now I’ve never had it so easy, I get twice as much and I don’t have to
      fight for it. (Callum, foster child, age 16)
    


    
      In the same way that inconsistent parenting can cause unhappiness and insecurity for a child (Bowlby, 1969), so
      inconsistent provision of food can generate anxiety for children. In summary, it is evident that the therapeutic
      potential that resides around the preparation and consumption of regular well-cooked and tasty food can help
      children and young people feel more at home.
    


    
      Conclusion
    


    
      Bodily practices, including food and touch, are mundane aspects of family life, often overlooked and not overtly
      discussed in the fostering agenda, yet they have the potential to enhance the fostering experience. Food
      practices, which incorporate the foster child, help them to feel part of the family (Elgar et al., 2013).
      Similarly, touch and physical nurturing affirm feelings of self-worth and acceptance. These contribute to perhaps
      some of the most significant aspects of fostering, helping to create a sense of value and belonging (Biehal,
      2014). It is the focusing down and understanding of daily life gleaned from the children’s worm-eye view that can
      help illuminate what really matters. Studies of long-term care (Biehal, 2014; Schofield et al., 2012) have
      identified the need for a sense of belonging and mutual connectedness as ‘part of a family’ as being vital, and,
      therefore, these must feature in any understanding of successful care. Importantly, this chapter has illustrated
      the ways in which bodily practices have huge potential to be utilised therapeutically to support children,
      develop feelings of belonging and create a sense of family. Consequently, this area would benefit from further
      research and interrogation, which could inform policy and practice, and thereby improve the everyday lived
      experiences of children and young people in care.
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      Introduction
    


    
      CONSIDERATIONS OF THE natural environment within social work literature are on the increase. Nature is widely
      recognised as having both positive and restorative effects on humans (Barton and Pretty, 2010; Townsend and
      Moore, 2005). Whilst it has been known anecdotally for generations that contact with nature can have positive
      effects, there is now an established research base which evidences a strong connection between well-being and
      contact with nature (Kellert and Derr, 1998; Kuo and Taylor, 2004; Louv, 2008). Such research utilised the
      methods of ethnography, interviews, surveys and observations. However, in recent years, technological advances
      have led to scientific experimentation: for example, the use of electroencephalography (EEG) has evidenced lower
      frustration levels when accessing nature (Aspinall et al., 2013).
    


    
      Whilst the research base for adults outweighs that of children, research that focuses on children’s play in the
      natural environment is well established and should be of great interest to children’s practitioners. The right to
      play has been recognised as a critical part of a child’s healthy development and well-being on both a national
      and a global scale. The focus on well-being in Wales has been significantly enhanced by the introduction of the
      Social Services and Well-being (Wales) Act 2014. The Act sets out the definition of well-being, which covers
      several domains including physical, intellectual and emotional well-being, as well as recreation and social
      well-being; and all of these domains could be considered relevant in relation to children’s play in nature.
    


    
      Additionally, the Welsh Government recognises that play in the natural environment helps children learn about the
      world they share with others and that play is a behavioural imperative and instinctive desire (Welsh Assembly
      Government, 2002). The Welsh Government has produced policies recognising play as a right for children in Wales
      (Welsh Government, 2006; Welsh Government, 2012). Such policies reflect children’s play as a right which has been
      enshrined in the United Nations Convention on the Rights of the Child (UNCRC):
    


    
      Children have the right to relax and play, and to join in a wide range of cultural, artistic and other
      recreational activities. (UNCRC, 1989, Article 31: Leisure, play and culture)
    


    
      To date there has been no primary research into the benefits of nature for children and young people looked
      after. However, nature appears to have particular benefits for those who are experiencing mental fatigue and
      stress (Kaplan, 1995; Aspinall et al., 2013). It is therefore possible to transfer this knowledge to the looked
      after population, whilst considering the differences that alternative care may bring. This chapter explores the
      potential benefits of outdoor play in nature for children and young people looked after.
    


    
      It begins with a discussion about how foster carers can promote play in the natural environment by providing
      opportunities for play, which promote resilience, learning and the promotion of a secure base. An overview of
      current research and theory will be presented as well as a reflection on the reduction of children’s play in
      nature. Considering the importance of children’s play in nature, the chapter then presents a case study relating
      to a Welsh-based project, ‘Fostering outside play’, involving Learning through Landscapes
      [1], Play Wales [2] and the British Association for Adoption and Fostering
      (BAAF) Cymru [3]. The project aimed
      to promote the physical and mental well-being of children by engaging with foster carers and practitioners to
      encourage high-quality outdoor experiences of play in the natural environment and provide a practice-based
      example of this subject.
    


    
      The chapter advocates the benefits of a risk-competent approach, which seeks to empower children and maximise on
      the numerous benefits which play in nature has to offer. A risk-competent approach reflects the work of Schiffer
      (1993), who argued that risk taking increases a child’s competence and actually promotes health rather than
      endangering health. This approach supports children in becoming risk competent, which is described as a ‘process
      of becoming knowledgeable and skilled in assessing risks and therefore acquiring the competence to take risks
      more safely’ (Eichsteller and Holthoff, 2009, p. 2).
    


    
      Promoting play in nature
    


    
      A child’s physical, cognitive, emotional and social development is effected by their relationship with others,
      particularly their attachment to primary carer(s). The development of a secure attachment to a carer can provide
      the opportunity for positive attachments to be developed in the future (Quiroga and Hamilton-Giachritsis, 2016).
      Both theorists and practitioners are in agreement about the need for children to have a secure base, which offers
      reliable, consistent care within a nurturing setting. Schofield’s and Beek’s (2014) secure base model, drawn from
      attachment theory, identifies dimensions of caregiving which promote healthy attachments. A secure base is of
      particular importance for children and young people looked after who are likely to have experienced significant
      adversity in their early childhood, loss and separation from primary carers and siblings, as well as placement
      moves and disruptions (Mannay et al., 2015; see also Girling, 2019 [Chapter
      10 this volume]).
    


    
      Whilst attachment can be impacted upon by the child’s age when placed and the duration of placement, the
      relationship-building process between a child and foster carer can support the child in processing loss and
      trauma (Quiroga and Hamilton-Giachritsis, 2016). The presence of a secure base affords children the ability to
      explore the world whilst feeling a sense of safety (Schofield and Beek, 2014). In contrast, the absence of a
      secure base can result in feelings of alienation and anxiety leading to a lack of trust in others, lower levels
      of confidence and frequent emotional distress. It has been suggested that the perceived continuity (Cobb, 1959)
      and reciprocity (Abram, 1996) experienced in nature can reflect attributes of a secure attachment (Hordyk et al.,
      2015). Therefore, this chapter argues that the natural environment can support the development of a positive
      attachment to others and build resilience. In addition to this, it is also suggested that the natural environment
      itself can act as a secure base for children.
    


    
      Researchers have asserted that the natural environment can be used to protect children from life’s stressors
      (Caspi et al., 2000; Wells and Evans, 2003) and to aid in the development of resilience capacities (Corraliza et
      al., 2011; Ungar and Liebenberg, 2008). Studies have demonstrated the bonding between children as a result of
      shared experiences of exploration and discovery (Hordyk et al., 2015). This can include the natural environment,
      which can offer opportunities for excitement, joy and play. It has also been suggested that children are able to
      explore difficult emotions whilst using nature as a safe space (Hordyk et al., 2015). However, for the natural
      environment to nurture children, they need to be receptive to the experience. This requires the foster carer to
      have a strong understanding of the child’s background as how the child perceives the outdoors needs to be
      carefully considered. For example, a child may associate the outdoors with fear and uncertainty if they have
      previously been sent outside as a punishment prior to their removal (Gordon, 2014).
    


    
      Foster carers can offer considerable support to children’s play in nature through the key areas of permission,
      time, space and materials, which will now be briefly discussed in turn. The issue of permission is crucial as
      children who have been removed from families may have missed out on opportunities to play. This may mean that
      during the initial stages of a child’s placement the foster carer may need to offer additional support during the
      play process. However, this should change once the child becomes more familiar and comfortable with play. Foster
      carers need to understand the importance of play, and in particular play in the natural environment. Play Wales
      (2013) suggest that adults may try to over regulate play and attempt to organise how it takes place. Therefore,
      foster carers need to strike a balance between supporting children and being mindful about not taking the lead in
      children’s play. This involves allowing children to direct their own play and intervening only at specific times.
      This can include when children directly ask carers to play, when a child is experiencing distress or when a
      dispute occurs which requires adult intervention. Permission requires a supportive attitude, which avoids
      dismissing play as a waste of time or implementing needless restrictions based on misplaced fears.
    


    
      In relation to time, foster carers can promote play by ensuring that children are given time to do so. If foster
      carers understand the value and importance of play across the developmental domains they are more likely to
      ensure that time is made available for play – particularly play in nature. There will be benefits for the foster
      carer when spending time in nature, as well as the whole family unit. Opportunities for play in nature need to be
      factored in for children, despite the busy schedules with school, contact and hobbies.
    


    
      Space is also important, and foster carers can support children with accessing natural spaces by accompanying
      them to green spaces. Foster carers can spend time with children whilst out on nature walks, on the beach or in
      the woods. They can also support children in accessing green spaces in their local area. Children playing outside
      in their own communities will be more likely to develop a sense of belonging. In addition to this, foster carers
      need to be tolerant of how children’s play spaces may look. As play can often be messy and noisy, such spaces may
      appear chaotic to adults (Play Wales, 2013).
    


    
      Lastly, materials should be considered. In recent years, play has become increasingly commercialised, with
      parents succumbing to advertising pressure, which targets children. Commercial products often remove the onus of
      creating play away from children. This can impact on key characteristics of play such as spontaneity and
      imagination. Foster carers can offer children resources that promote creative play such as ‘loose parts’, which
      includes materials such as: water, sand, boxes, wood and tyres, and any other material that can be adapted during
      play (Play Wales, 2013). The introduction of loose parts into play has the potential to promote problem solving,
      imagination and spatial awareness. Loose parts can also consist of leaves, grass, sticks, stones, wood, sand,
      flowers and rope, and are normally found in abundance. These resources are extremely useful in promoting
      imaginative play and offering a soothing and sensory play experience (Nedovic and Morrissey, 2013).
    


    
      Research and outdoor play
    


    
      Proximity and access to green spaces can provide opportunities for children and young people looked after;
      however, children need support from foster carers and practitioners to be afforded such access. Several studies
      have considered children’s proximity to nature. A Scottish study revealed that children who resided less than 20
      minutes away from a green space had better mental health than those who lived further away (Aggio et al., 2015).
      In another study, children living close to nature had scored themselves higher on self-worth global measures than
      their peers (Greenleaf et al., 2014). Proximity and access to nature allow children the opportunity to practise
      and refine skills as they grow older (Little and Wyver, 2008). In addition, this contact can support the
      formation of friendships (Nedovic and Morrissey, 2013). A research review by Korpela (2002) found that children
      and young people’s descriptions of their favourite places frequently involved the natural environment. These
      settings were associated with feelings of calmness and relaxation.
    


    
      Spending time in nature has been associated with improved mental health and behavioural symptoms in children
      (Chawla, 2015). Psychological difficulties in adolescents are believed to be on the increase, with estimates of
      depression rates amongst 15 to 16-year-olds doubling from 1980 to 2010 (Nuffield Foundation, 2013). Childhood
      anxiety and depression have gained recent attention in the United Kingdom (UK). It is known that experiences of
      early trauma can lead to difficulties in managing stress throughout the life course (Rees, 2010), which places
      children and young people looked after at an increased risk of poor emotional and mental health. A few studies
      have explored the impact of the natural environment on Attention Deficit Hyperactivity Disorder (ADHD) symptoms.
      For example, a study by Taylor et al. (2001) found that the natural environment contributed to the reduction of
      ADHD symptoms which were exacerbated in non-green settings. Another study which involved 450 children found
      similar results, with symptoms reducing after outdoor activities in nature compared to activities undertaken in
      indoor or built outdoor spaces (Kuo and Taylor, 2004). Furthermore, a study by Faber Taylor and Kuo (2009)
      involved children aged seven to 12 years old with ADHD diagnoses undertaking tests after walking through either a
      green space, a downtown area or a residential area. The children who had accessed the green space were the only
      group to show improved concentration, comparable to the effects of ADHD medication.
    


    
      Whilst the evidence base for reduced stress and restoration in nature is strong, research which specifically
      focuses on teenagers remains limited (Greenwood and Gatersleben, 2016), with some studies indicating that there
      are additional considerations for this age group. Attempts to explain this apparent lesser impact have referred
      to the different adaptive priorities in the adolescent stage of development (Kaplan and Kaplan, 2002). Research
      in the UK involving 120 young persons aged 16 to 18 explored their stress and mental fatigue levels in both
      indoor and outdoor settings, either alone or with a friend. Restoration levels amongst those in outdoor settings
      were higher than the indoor group, and there was also an additional increase in restoration levels for those who
      were with a friend whilst being outdoors (Greenwood and Gatersleben, 2016). As well as differences in age, there
      appear to be differences in gender. However, the identified gender differences relate to additional constraints
      being placed on females by concerned carers as well as societal norms. Natural spaces are not equally available
      to all children, with restrictive notions of gender roles and safety fears impacting on females’ access to nature
      (Alexander et al., 2015).
    


    
      Reduction in play in nature
    


    
      Children are experiencing a decrease in the amount of time they spend outdoors in nature. This appears to be
      particularly the case for children living in the West, where opportunities for outdoor play have reduced over the
      last two decades (Hofferth, 2008; Little and Wyver, 2008). Several reasons for this decline have been proffered,
      including an increase in new technologies, a risk-averse approach by parents, carers and policy makers (Little
      and Wyver, 2008), as well as a reduction in green space (Bilton, 2005; Little and Wyver, 2008; Louv, 2008). A
      survey by Worpole (2003) involving 500 children from the general population found that:
    


    
      •  45 per cent were not permitted to play with water
    


    
      •  36 per cent were unable to climb trees
    


    
      •  27 per cent were not permitted to play on climbing equipment
    


    
      •  23 per cent were not permitted to ride bikes/play on skateboards.
    


    
      A reduction in time spent outdoors leads to a reduction in exercise, which is associated with increased rates in
      obesity and related health conditions such as diabetes and heart disease (Carrera-Bastos et al., 2011). This
      reduction has also been associated with fatigue, a lack of emotional control, depression and increased aggression
      (Kuo and Sullivan, 2001; Lee and Maheswaran, 2010; Weinstein et al., 2009). A disconnect with nature and the
      emotional, psychological, and physical consequences it produces, prompted Louv (2008) to coin the term
      ‘nature-deficit disorder’ in his book The Last Child in the Woods.
    


    
      The increase in new technologies has led to a shift in how many children and young people spend their free time.
      Several studies have explored the harmful effects of teenagers’ increased usage of technology (David-Ferdon and
      Hertz, 2007; Oshima et al., 2012; Von Marees and Petermann, 2012). Rikkers et al. (2016) conducted a survey on
      children’s mental health in 2013–14. Levels of internet and gaming usage were high amongst young people with
      reported behavioural difficulties. The research concludes that there is a link between internet usage and gaming,
      and mental disorders and risk taking in young people. However, the research could not explain if internet/gaming
      usage was a precursor to these issues or occurred as a result of them (Rikkers, 2016).
    


    
      If one was to consider how much time children spend engaging in unstructured play in nature compared to time
      spent indoors using electronic media, the disconnect between children and nature becomes apparent. For example,
      Childwise (2013) found that UK children are spending more time in front of a screen each day (around 4.5 hours)
      than they spend exercising outdoors throughout the entire week. These are important considerations for foster
      carers and social workers. Whilst it is important for adults to not appear anti-internet, it is also important
      for foster carers to establish clear household rules on internet use which recognises the value of accessing the
      internet but also the need to keep children safe online and physically active (Fursland, 2011).
    


    
      Becoming risk competent
    


    
      Foster care households are highly regulated in regard to their suitability to care for children who are separated
      from their families (Nutt, 2006). This involves a lengthy, in-depth fostering assessment, compulsory training,
      supervision, unannounced visits to their households, annual reviews, and general monitoring and oversight by a
      fostering service as well as a fostering panel. Foster carers may not only feel accountable towards the fostering
      service, but also to the children’s birth families who often continue to have regular contact with children (see
      Pye and Rees, 2019 [Chapter 9 this volume]). With this in mind it is
      not surprising that foster carers can seek to avoid activities which may involve risk:
    


    
      The natural desire to blame someone when something goes wrong can mean that those who care for children are
      fearful of allowing them to participate in activities which involve any risk because of fear of litigation
      (Hewitt-Taylor and Heaslip, 2012).
    


    
      Adults may restrict or refuse to allow children to engage in play in nature because of concerns for safety, other
      demands on the children’s time, such as school work, and their own lack of familiarity with natural spaces (Louv,
      2008). How adults perceive risk impacts on the way they enable learning opportunities for children and a
      risk-avoidance approach is currently dominant (Hewitt-Taylor and Heaslip, 2012). However, risk also affords the
      opportunity for empowerment and self-determination, and it has been suggested that exposure to some degree of
      risk allows children to make judgements and take control of situations, which promotes resilience (Hewitt-Taylor
      and Heaslip, 2012).
    


    
      Case study
    


    
      Reflecting on the literature presented in the previous sections, arguably, outdoor play can engender positive
      benefits for children looked after; and there are many ways that foster carers and social workers can promote
      play in nature for children. The case study presented here offers an example of practice that recognised the
      benefits of play in nature and sought to develop the skills of foster carers, which ultimately sought to improve
      outcomes for the children they provided care for.
    


    
      The ‘Fostering Outside Play’ project emerged from a gap in provision that had been identified during a previous
      project ‘Parents as Partners in Play Cymru’[4], which engaged families with complex needs through outdoor play. Fostering Outside Play aimed to
      improve the mental and physical well-being of children and young people looked after by supporting foster carers
      and practitioners to provide them with frequent, high-quality opportunities for play and exploration in the
      natural environment. In addition, the project sought to demonstrate to social care professionals the rationale
      for affording such opportunities to children. The course learning outcomes involved developing an understanding
      of play principles and aimed to ensure foster carers were able to provide appropriate support to children when
      engaging in outdoor play in nature.
    


    
      The Fostering Outside Play project was undertaken with Swansea Local Authority fostering service and supported
      four social care practitioners and nine foster carers for a six-month intervention. The nine carers had 18
      children (ranging in age from nine months to 16 years) in placement. The project activities included the
      development of a training module underpinned by play work principles and no-cost/low-cost activities. Two
      half-day workshops were delivered, which saw foster carers learn skills from outdoor play workers and an
      experienced social care practitioner employed by Learning through Landscapes. This supported the foster carers in
      learning new techniques. As one foster carer noted: ‘I thought I knew a lot about outdoor play but this course
      has helped me see outside the box.’
    


    
      The course content allowed the foster carers to reflect on their personal memories of childhood outdoor play and
      the benefits that outdoor play had afforded them. Group discussions were held regarding the ways adults can
      support child-led play based on the play principles of: time; space; permission; materials; and the value of
      playfulness. The course provided the opportunity to consider how foster carer competencies could be met through
      providing children with opportunities for outdoor play in nature. A variety of practical activities which
      involved the use of using natural materials for creative play were undertaken. The course also included
      reflective exercises, which focused on implementing change and the learning which had occurred, as illustrated in
      this foster carer’s account:
    


    
      I have thoroughly enjoyed these training sessions. I love the outdoors and felt that I didn’t really need any
      training in this area, but I was so wrong! It has helped me go back to my childhood and remember how important
      play outdoors was for me as I grew up. We all felt a bit silly at times but the way in which everything was done
      was wonderful, we did stuff together, joined in as much as we felt comfortable with, and shared stories, which
      was great fun.
    


    
      The course was supported by a briefing paper to promote an understanding of the theory and research underpinning
      the course content (Gordon, 2014). Additionally, the foster carers were introduced to a risk–benefit approach
      (Ball et al., 2012), initially through a case study which they were then able to bring into practice through the
      undertaking of ‘play space audits’ during activities.
    


    
      The foster carers were also given diaries to record outdoor engagement and any observations. Telephone
      consultations sessions then occurred between the foster carers and the project manager. During these
      conversations foster carers were encouraged to utilise green spaces, including their garden space, to promote
      play. A final half-day workshop occurred that gave foster carers the opportunity to share experiences and
      observations with the other group members. The training was deemed a success and was enjoyed by all. For example:
      ‘Very enjoyable experience that I will remember for a long time and intend to share with others, especially the
      children I care for.’
    


    
      A pre- and post-training questionnaire was completed by participants to measure time spent in the nature
      environment, as well as changes in physical, mental and emotional well-being. This demonstrated that, after the
      course, children were spending 33 per cent longer outdoors during weekends and more children were cycling and
      socialising outdoors. Some foster families began new activities including skate-boarding, scootering, climbing
      trees, outdoor water and sand play, and river and woodland play, and felt more empowerment to adopt a
      risk-competent approach. In the project one foster carer reported:
    


    
      When 14-year-old Joanne came to me for her first respite visit, I just couldn’t get her to talk. In the end, I
      persuaded her to go down to the beach with me for a walk. We didn’t need eye contact and could chat side by side
      as we walked and collected materials for her to do a collage.
    


    
      This practice example was underpinned by knowledge and research and overall the project upskilled and gave
      confidence to foster carers in promoting outdoor play in nature, which impacted on the children in their care.
    


    
      Conclusion
    


    
      This chapter has provided the reader with insight into how the natural environment can potentially engender
      benefits for all children, including children looked after. The natural environment is an unexploited resource
      for foster carers and practitioners who often struggle to support children experiencing overwhelming emotions and
      difficulties in forming trusting relationships. Taking risks within play is both a need and wish for most
      children (Ball et al., 2012). The risk-competent approach discussed in this chapter provides the opportunity for
      a normalisation of care, which builds resilience whilst retaining a nurturing environment.
    


    
      The academic literature relating to children and nature is well established, however there are several research
      gaps which remain. For example, the research base would benefit from consideration of how family systems are
      impacted by experiencing nature together (Chawla, 2015). Whilst no research on the natural environment and
      children and young people looked after has taken place, other research is transferable to this group and
      additional considerations highlighted. Furthermore, the example of the ‘Fostering Outside Play’ practice case
      study demonstrated the potential opportunities for social care to promote play in nature, which could be
      replicated by fostering services to promote placement stability by reducing household stress. Ultimately, the
      natural environment remains an under-used resource and it is hoped that this chapter will encourage further
      discussion, research and development in nature-based approaches within social care services for children.
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      Introduction
    


    
      INTERNATIONALLY, THE FAMILY is recognised as the ‘fundamental group of society and the natural environment for the growth
      and well-being of all of its members and particularly children’ (United Nations Convention on the Rights of the
      Child, UNCRC, Preamble, p. 3). Unsurprisingly, therefore, the right to family life and direct contact with birth
      parents is enshrined in international law and conventions. The UNCRC (Article 9) states that when a child is
      separated from one or both of their parents, the child has the right to maintain personal relations and direct
      contact with them on a regular basis. However, for many children in the care system, contact is restricted and
      takes place less frequently than they would like (Timms and Thoburn, 2006).
    


    
      The duty to promote birth family contact is set out in legislation (see section 8 of the Children and Families
      Act 2014 and the Social Services and Well-being (Wales) Act 2014, section 95). The Code of Practice (Part 6:
      Looked After and Accommodated Children, Welsh Government, 2015) that accompanies the Welsh legislation notes that
      continued contact between a child in care and their family is a ‘key principle’ of the Act (paragraph 50),
      reminding local authorities of their duty to ‘endeavour to promote contact between the child and their
      parents...’ (paragraph 51). Yet the legally imposed duty is not without qualification. Legislation and guidance
      repeatedly states that this duty does not apply if contact would be contrary to the child’s best interests.
      Practitioners have to balance the child’s right to contact with their own professional judgement on the best
      interests of the child. This requires a thorough knowledge of the child, the birth family and a multitude of
      other factors. It is often highly emotive for all involved (Macaskill, 2002) and may come under the close
      scrutiny of the courts.
    


    
      In addition to fulfilling the caveat that governs the fundamental right of children to see their parents, contact
      can serve many other purposes (Taplin, 2005), and be used as a tool or practice resource (Neil and Howe, 2004).
      Given that children in care are at risk of a range of poor outcomes (Welsh Government, 2016; Fernandez, 2013),
      the finding that contact can be a positive influence is of considerable interest to policy makers and
      practitioners (Boyle, 2017; Berridge and Cleaver, 1987; Sinclair, 2005; Rees, 2013). Conversely, some have
      highlighted the potentially adverse impact of contact (Moyers et al., 2006; Loxterkamp, 2009). Although
      legislation suggests that the weight of evidence is in favour of the importance and potential benefits of
      contact, research literature on the subject is limited.
    


    
      Evaluating research on contact is challenging precisely because it takes many different forms, and researchers
      often consider a range of distinct types of contact within one study. Contact can be supervised or unsupervised;
      face-to-face or indirect (telephone or post); and, with a single parent, both parents, and/or other family
      members. Similarly, contact varies in respect of frequency, duration and location. Knowledge of these factors,
      and others, are needed when making comparative statements on impact. Another possible reason why the research is
      inconclusive is that there remains a lack of clarity on how to define ‘positive’ contact (Triseliotis, 2010).
      Positive contact is likely to be the goal of all involved and their perspectives on what this ‘looks like’ is an
      important consideration.
    


    
      This chapter draws on a Swansea University and Economic and Social Research Council funded study carried out in
      Wales that explored the views of a large number of individuals (N = 165) who were actively engaged in supervised
      contact (Pye, 2017). Participants fell within five discrete categories: young people, birth family members,
      carers, contact supervisors and social workers. The chapter summarises what these key stakeholders considered
      positive contact to be and explores five interrelated themes that were prominent in the participants’ discourse
      around positive supervised contact, namely communication, support, knowledge, context and consistency. More
      themes emerged but these were selected given their perceived level of importance and utility. The chapter
      demonstrates how relatively small changes in practice have the potential to promote positive supervised contact.
    


    
      Methods
    


    
      A mixed method design was employed to gain the views of the key participant groups (young people, birth family
      members, carers, contact supervisors, social workers) who were involved in supervised contact at a single contact
      centre in south Wales. Their views were gathered in two sequential phases.
    


    
      In Phase 1, which was primarily quantitative, general views on the importance of contact, training and support
      were explored through structured questionnaires (N = 165). These were completed by nine young people, 38 birth
      family members, 72 carers, 31 social workers, and 15 contact supervisors. We also collated the views of
      respondents on their own experience of supervised contact in relation to the family unit that they were a part
      of, or working with (each discrete family unit consisted of a child or sibling group, at least one birth parent,
      a carer and associated professionals). No child or parent belonged to more than one family unit, but clearly some
      social workers and contact supervisors (and to a much lesser extent carers) were involved with several families.
      Social workers, contact supervisors and carers working with more than one family were asked to respond in respect
      of each family unit, accounting for the larger number of responses collected. Therefore, in all, we collected
      views on the experience of 90 discrete family units (N = 477 responses). The responses of the different groups
      were compared.
    


    
      In Phase 2, which was primarily qualitative, bespoke semi-structured face-to-face interviews were undertaken with
      participants connected to 22 of the 90 family units. These 22 family units were chosen as they had recently
      commenced supervised contact and were likely to be experiencing the final stages of contact within the duration
      of the study. Multi-perspective thematic analysis (Braun and Clarke, 2006) was used to explore their responses:
      this included data from two young people, 17 birth family members, 17 carers, 16 social workers and 12 contact
      supervisors (N = 64).
    


    
      What is positive contact?
    


    
      While subtle differences in emphasis were observed between participant groups, analysis of the quantitative and
      qualitative data suggested a large degree of consistency in how they defined positive contact. Above all, it was
      clearly felt that contact needs to be purposeful. For some, purpose and meaning was thought to be the achievement
      of major goals such as successful rehabilitation or the stabilisation of an alternative form of permanence, but
      for others the facilitation of emotionally warm interactions during contact appeared to be the primary purpose.
      Despite reported differences over the perceived purpose, clarity around the purpose of contact appeared to be
      valued by all.
    


    
      Participants contended that for contact to be positive, arrangements had to match the purpose. If the purpose
      was, for example, to assess parenting capacity or quality of familial relationships, then ill-prepared, haphazard
      sessions of limited duration were unlikely to provide a realistic and holistic picture. For many of the
      participants, contact was positive if it was well matched to the purpose, timely, sufficient in quantity and
      consistent.
    


    
      Participants also suggested that for contact to qualify as positive, it needed to be stimulating. This
      necessitated a session that was engaging, focused and allowed for natural play and conversation between the child
      and the birth family. In addition, adults considered the extent to which children enjoyed contact to be a major
      indicator of quality. For example, one social worker commented:
    


    
      [It’s] positive if I can see that he’s laughing and chuckling, he’s playing with his toys, he is going up and
      down as he does, I know he has enjoyed himself.
    


    
      This view was confirmed by a young person who stated that the most positive thing for her was ‘that I spend time
      with them and we have a whale of a time’.
    


    
      For many professionals and carers, the extent to which the child’s safety and well-being was protected featured
      highly in their definition of positive contact. Professionals and carers were less concerned, given the tightly
      controlled environment, over the physical safety of the child and more concerned about their emotional security.
      They were fearful that comments made by birth family members about, for example, their care plan might disrupt
      the child’s sense of security outside the contact. Birth family members had very limited concern about safety
      within contact sessions, but acknowledged using the sessions to gain an insight into the child’s safety in their
      care placement, so for them, too, assurance of the child’s safety featured within their own definition of
      positive contact.
    


    
      This research was able to explore participants’ views on supervised contact over several months, typically from
      the commencement. The views of each participant group illustrated a perception that contact sessions change and
      can become more positive or negative over time. The following discussion highlights salient factors that
      influenced such shifts in views, emphasising their importance during the initial stages of contact in promoting
      positive supervised contact.
    


    
      Salient factors which can promote positive supervised contact
    


    
      From the responses of the participant groups, a number of common themes emerged which provide a useful framework
      when reflecting on the promotion of positive contact. These themes include: the quality of communication between
      all involved; the availability of formal and informal support (including training); knowledge of contact; the
      setting; consistency of contact; and, the attitude of each participant toward supervised contact. We now briefly
      examine each of these themes in turn.
    


    
      Communication
    


    
      Almost without exception participants viewed effective communication between themselves and others as critical to
      the achievement of positive contact. However, the ways in which the various participant groups saw their own and
      others’ communication did not always match the views of the other participant groups. Social workers, for
      example, generally perceived the quality of their communication and relationship with birth family members,
      carers and contact supervisors more positively than other groups did. The mismatch of views was most pronounced
      in respect of social workers and birth family members, where social workers perceived the quality of their
      communication and relationship with birth family members far more positively than did birth family members. A
      mismatch in views highlights potential difficulties in communication in terms of expectations and experiences.
    


    
      Social workers believed that they involved birth family members, carers and contact supervisors in planning
      supervised contact to a greater extent than these groups felt they had. Birth family members, carers and contact
      supervisors felt they should have been consulted and involved in planning arrangements to a greater extent. They
      also felt that limited attention had been paid by social workers to their wishes and feelings. Examples of poor
      communication and consultation generated negative feelings and inappropriate arrangements. In contrast, some
      non-social worker participants who had, in their view, experienced good communication with the relevant social
      worker considered many of the arrangements made to be suitable. These preferred arrangements considered and
      respected the established routines of the children, the importance of which was emphasised especially in respect
      of high-frequency contact. Good communication also avoided unrealistic contact arrangements which could lead to
      parental non-attendance and, ultimately, to contact being restricted or stopped.
    


    
      Effective communication between participant groups was also considered to be essential for the development of
      relationships between adults involved in supervised contact. Participants felt that the setting in which
      supervised contact took place often inhibited more open dialogue. For example, carers and birth family members
      noted the absence of any dedicated space within the contact centre for them to develop a working rapport. The
      presence of birth family members at initial contact planning meetings, and the point of handover following
      contact, was felt to hinder open communication for carers and contact supervisors respectively.
    


    
      For carers, a source of anxiety and another perceived barrier to communication was the hostility they felt birth
      family members directed towards them, demonstrated through reflections such as ‘working myself up all morning
      have I done everything right’ and ‘what are they going to pick on today?’. A number of carers had decided that
      the best option was to have minimal contact. Many participants recognised this to be the case in their own family
      unit, and regretted how the gulf between the carers and birth family members had prevented the exchange of
      valuable knowledge and insights, all of which could have made the supervised contact more profitable and
      positive.
    


    
      There was some recognition that although social workers had, at times, understood communication from other
      participant groups, they did not always act on what they had been told. Some groups were accepting that social
      workers were trying to balance the multiple, and sometimes conflicting, views and needs of all those involved.
      There was a clear impression among many participants that arrangements were frequently geared towards the birth
      family’s needs, and sometimes at the expense of the young person. Some participants felt that all needed to be
      regularly reminded that supervised contact is for the benefit of the child, not the parent.
    


    
      It was evident from the interviews that effective communication and relationships supported the promotion of
      positive supervised contact. Effective communication and amicable relationships were seen as powerful in
      alleviating the anxiety of the child. Carers in particular stressed the importance of communicating an
      encouraging and positive attitude towards contact ‘even if you don’t feel like that’. Carers noted that children
      carefully read the interactions of all those involved and had a remarkable ability to ‘pick up any vibes so, you
      just make it a positive event rather than be negative about it’. The carers considered their own outlook and
      behaviour around supervised contact to be crucial in making it a positive experience for the children. They felt
      the children enjoyed contact more and found it easier to interact with their family if they, as carers, adopted a
      positive and open approach to communication and supervised contact generally. A positive working relationship
      also defined how comfortable birth family members felt within contact which, in turn, was thought to aid the
      quality of interaction with the child:
    


    
      Contact Supervisor: If they are feeling uncomfortable in a contact and feeling
      intimidated by me or anything, that’s going to impact on their interactions with their children.
    


    
      The establishment of open communication and relationships was influenced by the knowledge base of individuals.
      For example, carers’ willingness to engage with birth family members was closely tied to their knowledge of the
      family. Inaccurate or inadequate knowledge around the prescribed roles, related responsibilities and expectations
      (due to inadequate communication) was a common barrier to effective communication and positive relationships.
      Conversely, open communication and positive working relationships facilitated access to mutual support.
    


    
      Through experience, many of the participants had come to appreciate that the quality of communication between
      themselves and others involved in supervised contact had changed over time, often for the better. Many suggested
      that the greater the frequency of supervised contact, the more positive the working relationship became. Greater
      frequency seemed to make birth family members less anxious during contact, enhancing their ability to seek and
      receive support from contact supervisors and subsequently improving the quality of contact sessions:
    


    
      Birth Family Member: I feel I can talk to her a lot better now, in the beginning I was
      very wary, but now I feel like I can talk to her about anything.
    


    
      Support
    


    
      The complexity, emotional sensitivity and potential consequences of supervised contact demands that appropriate
      support be provided to all involved. Understandably, in this study the focus of much of this support was often on
      the child. However, professionals also discussed the emotional and practical support they were providing to birth
      family members before and after contact. Conversely, birth family members reported a lack of emotional support
      and often felt that they had been left to process powerful emotions alone. This need for emotional support among
      the birth family members, if met, may have helped to make the experience of supervised contact more positive for
      all involved.
    


    
      The support needs of contact supervisors, carers and social workers differed. Contact supervisors felt they had
      received good training and had a clear sense of being part of a structured and supportive team. However, carers
      and social workers were often critical about the lack of support they had received. They reported receiving only
      minimal training and for some this contributed to a lack of clarity about their role. The feeling that they were
      unsupported and ill-informed engendered feelings of negativity towards supervised contact sessions and undermined
      the quality of contact in many cases.
    


    
      Some systems put in place to support contact were also considered by social workers to be detrimental. For
      example, social workers’ experience of formal support through staff supervision was said to focus on the most
      pressing risk factors within children’s cases. As a result, detailed consideration of birth family contact was
      sometimes not deemed to be a priority, but, as noted by one participant, had the potential to store up problems
      for the future:
    


    
      Social Worker: Supervision is concentrating on the more complicated stuff which is
      worrying because sometimes the easier stuff... is a ticking time bomb.
    


    
      The mode of operation of the supervised contact team was also perceived by some to be, at times, a barrier to
      promoting positive supervised contact. Lengthy referral and gate-keeping procedures, threshold criteria, resource
      limitations and a lack of assumed responsibility were felt to limit the ability of social workers to arrange
      timely, consistent and appropriate contact.
    


    
      Knowledge
    


    
      Professionals considered a sound knowledge of the principles of supervised contact to be essential for the
      facilitation of positive contact. However, as discussed earlier, some social workers reported that their
      knowledge base was limited due to inadequate training. They described an organisational outlook that social
      workers simply ‘do what has always been done’ when arranging contact. Some social workers questioned this
      practice, with one commenting, ‘Is that good enough for the child? Is that really the best way to decide on
      contact?’
    


    
      Many social workers felt they did not possess the necessary knowledge to promote positive contact. Newly
      appointed social workers, in particular, were concerned that their knowledge of contact was weak, as one
      confided: ‘It is a terrifying responsibility when in truth you do not know what you are doing’. Financial cuts
      and resource limitations were felt to be a barrier to accessing formal training. However, while having knowledge
      of one’s own role is essential, having knowledge of the role of others participating in the same supervised
      contact is equally important, and participants were often unclear on the role that others were performing. Birth
      family members in particular were often confused about the role of the carer, social worker and contact
      supervisor, but there were also some contrasts between how contact supervisors and social workers saw their
      respective roles.
    


    
      Knowledge of the child, birth family members and case history were also seen as important for positive contact.
      Inadequate or out-of-date knowledge compromised the contact supervisors’ ability to support children and young
      people, manage overt risks (physical harm, dealing with challenging behaviour), as well as more covert risks
      which could re-traumatise children:
    


    
      Contact Supervisor: it could be a really closed down contact... we don’t know if there’s
      triggers, we don’t know if there’s any words that that child’s been sexually abused and using words to trigger
      off things, we just don’t know, do we, if we haven’t been told?
    


    
      A number of social workers emphasised their limited personal experience of caring for infants and felt this
      inhibited their ability to assess:
    


    
      Social Worker: Not having children of my own... I know the basics, I know if you know a
      bottle is too hot, how a bottle is sterilised I don’t really know... so parents could be doing it wrong but
      because it looks ok to me, you know then it is frightening. You know the responsibility is huge.
    


    
      Knowledge of what was expected of all involved in the contact session was also seen by many as pivotal in
      achieving positive contact. Overwhelmingly, birth family members felt that minimal preparatory work had been
      undertaken with them and they simply did not know what to expect. For many, this lack of knowledge had led to
      emotional upset, fear and anxiety. Birth family members reported that the lack of information provided to them in
      advance had directly impacted on their behaviour and interaction with the child, and one commented, ‘I just
      didn’t know what I wasn’t and what I was allowed to do’.
    


    
      The few birth family members who did report having been given information in advance noted that it was brief and
      very basic, ‘obvious, common sense stuff’, focusing upon what they could not do rather than ‘positive things’.
      Professionals acknowledged that a lack of preparation could leave birth family members feeling anxious and the
      provision of more positive information would enhance interactions and contact more generally.
    


    
      Some birth family members and professionals said they did not know why the contact was being supervised, or the
      purpose of the contact. This may reflect inadequate or misinterpreted communication; nevertheless, a lack of
      clarity about the need for supervised contact could hinder the ability of contact supervisors to ensure the
      safety of the child. For birth family members, this may lead to feelings of resentment and hinder the
      establishment of positive relationships. The absence of a shared knowledge could also result in the creation of
      false beliefs and unnecessary restrictions that hamper child–parent interactions being implemented. However, the
      acquisition of knowledge over the course of several sessions changed the feel of supervised contact for many
      participants. For example, birth family members having acquired meaningful knowledge around what to expect and
      what was expected of them resulted in a more positive view of supervised contact. However, the acquisition of
      such knowledge stemmed from the experience of supervised contact over time rather than information being formally
      imparted:
    


    
      Birth Family Member: Now it’s okay but in the very beginning it was absolutely horrendous
      because I was frightened that if I’m doing something wrong or I was being watched all the time, but it’s nice,
      it’s alright now because like I’ve just got to forget they’re sitting, I’ve got to forget where I am, I’ve got to
      forget that it’s supervised and I’ve got to, you know, I just get on with it. But it’s better now.
    


    
      Context
    


    
      The environment within which contact takes place has the potential to influence the interaction between a child
      and their birth family. In the contact centre in which this study took place, the children, birth family members,
      carers and social workers repeatedly highlighted the physical environment as restrictive, artificial and sterile.
      For example, a social worker commented that they were ‘trussed up and stuck in a little box’. Similarly, birth
      family members used the adjectives ‘grim’ and ‘claustrophobic’. There was a general acceptance that meaningful
      engagement was difficult to achieve in this context. It also hindered the ability of birth family members to
      manage their children’s challenging behaviour and impacted upon the families’ general frame of mind. As one
      social worker remarked:
    


    
      If you put somebody in a black room they are going to have a black mood, if you put somebody in a yellow room
      they are going to be a bit happier.
    


    
      However, the restrictive nature of the environment was felt by a minority to provide privacy, with one young
      person noting, ‘nobody else knows what you’re doing in the rooms... so nobody can butt in your business’.
      Nevertheless, there was a general consensus that age-appropriate resources and outdoor facilities would alleviate
      boredom, stress, tiredness and promote a more enjoyable, engaging and dynamic setting. Many participants accepted
      that a lack of finance restricted what could be done, but there remained a view that professionals needed to be
      creative.
    


    
      Supervised contact necessitates the presence of a contact supervisor and this resulted in many birth family
      members feeling judged, uncomfortable, anxious and disempowered. Some professionals recognised the impact this
      had on how they interacted with their children. For example, a contact supervisor commented:
    


    
      Some parents cannot be themselves... I know parents who have said they are too embarrassed to even read their
      child a story because I am sitting in the room.
    


    
      Parents were often highly anxious about making mistakes. At times, birth family members also felt contact
      supervisors over-involved themselves and this detracted from their ability to engage with their child. Some birth
      family members found it difficult to control their emotions and found themselves behaving in a cautious and
      unnatural way with their children. It was felt that a system of monitoring, which did not necessitate the
      physical presence of a supervisor, may be more beneficial in terms of promoting positive interactions. For
      example, one social worker suggested:
    


    
      Two way mirrors would improve it to observe it and you could even go I suppose if you spent money the video kind
      of monitoring possibly an observation room as well where you could observe behind a two way mirror?... I think it
      would give a very different session.
    


    
      However, some social workers acknowledged that they rarely thought about the impact of the setting on all
      involved:
    


    
      Sometimes you can get into a position where you see people as clients or parents and you don’t consider the
      environment that you are putting them and the child in and how that affects everybody.
    


    
      Consistency
    


    
      Consistency influenced the acquisition of knowledge, the quality of communication and the availability of
      support, all of which impacted upon the quality of interactions. For example, conflicting knowledge provided to
      birth family members by different professionals led to confusion and anxiety during contact. Consistency in
      arrangements (facilitated by communication) was important to ensure disrupted routines did not lead infants to be
      ‘tired’ (Carer) or ‘cross’ (Contact Supervisor). With regard to older young people, consistency was important to
      ensure activity routines and free time was respected:
    


    
      I’ve got lots of things going on all week... I’ve got after school club, Tuesday, contact, Wednesday, nature club
      and after school club. Thursday, contact. Friday, after school club.
    


    
      Furthermore, consistently arranged contact promoted parental attendance. This was reinforced by one young person
      who stated a contact session was positive if ‘they [parents] turn up and have fun’ and negative ‘if they don’t
      come’. Consistency in the form of a familiar adult undertaking the role of transportation was also felt to lessen
      young people’s anxiety so they ‘don’t have an extra face because they see a lot of people’ (Carer). Similarly,
      consistency of the contact supervisor aided the development of positive relationships and resulted in birth
      family members feeling more comfortable during contact and being able to access more support. However, the
      logistics of contact, the number of individuals who need to be accommodated and the work commitments of key
      individuals made consistency in supervised contact difficult to achieve.
    


    
      Attitudes towards contact
    


    
      Despite all participant groups feeling contact was important, young people and birth family members valued it
      most highly; and birth family members often felt that the child’s social worker valued the supervised contact far
      less than they did. Although social workers repeatedly claimed to see the critical importance of contact for a
      child, they also readily acknowledged that it was difficult to prioritise due to volume of work. They also felt
      that the social work processes paid insufficient attention to contact:
    


    
      Social Worker: We do all these assessments and we talk about a child’s health, we talk
      about their development, we talk about all of that in-depth, but supervised contact is just an add-on.
    


    
      Social workers also acknowledged that due to the many other pressures on them, and a lack of training, they found
      contact generated anxiety, frustration, vulnerability, and stress. These feelings of anxiety and frustration by
      all involved led to a sense of disempowerment for many participants but especially birth family members, carers
      and contact supervisors. These feelings appeared to consolidate over time and contributed to a lack of
      communication and poor relationships with social workers.
    


    
      An awareness of the potential for negative preconceptions about birth family members to contribute to
      unproductive contact was frequently acknowledged. Preconceptions appeared to impact heavily and adversely on
      communication, the establishment of positive relationships and the interpretation of the quality of contact
      sessions. Similarly, birth family members often held negative attitudes regarding social workers at the outset,
      due to the perception that they were responsible for the child’s situation and the need for contact to be
      supervised.
    


    
      Implications and concluding remarks
    


    
      This study has underlined the importance of promoting positive contact rather than contact per se. However, there
      is insufficient guidance on the definition of positive contact and what factors promote it. Whilst acknowledging
      the individuality of children and their circumstances, the inclusion of such information within guidance would
      promote a more coherent, unified, integrated and consistent approach to contact. A greater mutual understanding
      and appreciation of each other’s experiences, roles, responsibilities, expectations and aspirations is needed.
      Within practice this could be achieved through more effective communication and greater collaboration between
      carers, professionals and birth family members. Tailored inductions, training prior to and after commencing
      roles, joint training, effective supervision, formal and consistent guidance and reflective practice are
      recommended.
    


    
      Individuals tasked with promoting, arranging and monitoring contact have a responsibility and obligation to make
      this experience as positive as possible. A failure to promote positive contact can impact not only upon the
      immediate well-being of the child, but upon assessments and longer-term care plans. However, the diversity,
      interrelatedness and complexity of factors which define positive contact highlight that achieving positive
      supervised contact is a complex and challenging task. This is further compounded by striking differences in views
      and experiences between groups, which illustrate conflicting expectations, different agendas and unique
      standpoints. Given the individuality of children and young people and their circumstances, it is not possible to
      create detailed prescriptive guidance on contact for all cases. However, a number of factors outlined in this
      chapter have the potential to enhance relationships and promote positive supervised contact.
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      Introduction
    


    
      OUR CARE SYSTEM is home to some of the most vulnerable children in the United Kingdom (UK), most of whom have
      experienced abuse, neglect, family dysfunction or are disabled (Berridge et al., 2012). Having been removed from
      their families, authorities need to provide an environment that will offer both physical and emotional
      permanence. Children who change placement frequently often lack this permanence and can continue to face
      significant challenges later in life. Longitudinal research has evidenced this: for example, Biehal et al. (2010)
      found children who have been in stable placements for over three years have significantly better behavioural
      outcomes and make greater educational progress than children whose placements are unstable. Sinclair et al.
      (2007) also found that children who entered care when they were 11 years or older, and experienced three or more
      placements in a year had more challenging behaviour, more difficulties at school, lower ratings for emotional
      well-being and were also less likely to have formed an attachment to an adult or be settled in placement. To help
      improve these outcomes, and consequently give the chance of better futures to children from care backgrounds, it
      is important to aim to minimise placement moves by finding stable placements.
    


    
      Finding a stable placement for a child can be a challenge, particularly as children can demonstrate new
      behaviours and needs as they settle into a placement. Measuring the success of placements based upon outcomes
      such as a child’s behaviour is not always reliable, as behaviour can be both a cause and a consequence of a child
      being moved. Indeed, Biehal et al. (2010) found children in stable placements had better behavioural outcomes,
      whereas the review by Oosterman et al. (2007) found that behaviour was a robust predictor of placement breakdown,
      as was age, with older children being far more likely to experience multiple placements. However, it is often
      factors external to the child that trigger placement moves. The analysis by Koh et al. (2013) of case files found
      that the primary reason for children changing placement was related to the foster family they were living with.
      Factors such as whether there are other children in the home or whether it was a kinship placement have been
      found to influence placement stability. Children also move placements as part of local authority care plans.
      Sinclair et al. (2007) found that most placements actually matched their planned length and most moves are
      planned moves (Ward, 2009; Berridge et al., 2012). These findings are significant as decisions around placement
      length and transition are factors which are to an extent controllable and therefore can be adapted to better
      manage children’s care experiences. However, what remains unclear is whether a child’s prior knowledge and
      understanding around the reasons for a placement move also affects the success of its outcome.
    


    
      Whilst a child in care experiences an average of five placements, the majority of children do only have one
      placement (Ofsted, 2014). In Wales, 10 per cent of children in care experienced three or more placement moves in
      2015/16 (Welsh Government, 2016). It appears that it is a minority of children who experience the majority of
      placement moves (Rosenthal and Villegas, 2010) and the children who are most likely to move tend to have had the
      most traumatic childhoods and longest care histories (Elliott et al., 2016). This suggests that children
      experiencing greater movement are particularly vulnerable, and therefore managing the elements of movement that
      can be controlled should be a priority.
    


    
      Residential homes in the UK tend to have high levels of movement. Berridge et al. (2012) found that less than 56
      per cent of children remained in the same home for longer than six months. Children in residential care are more
      likely to move with less than a week’s notice, and they are less likely to report having a choice compared to
      children in foster care (Ofsted, 2014). Additionally, children in residential placements appear to be
      particularly vulnerable, with most entering a unit following placement breakdown, or due to plans for permanence
      failing rather than through plans not being made (Schofield et al., 2007). Residential care in the UK is often
      seen as a last resort placement (Boddy, 2013). These placements are used less in Wales than in England (Elliott
      et al., 2016), yet 15 per cent of children in care still stay in a residential placement for a period of time
      (Department for Education, 2011). Research on children’s opinions tells us that their comparisons of foster to
      residential care vary, with many children reporting they had negative experiences in foster care where they were
      heavily disciplined, did not feel cared for or like part of the family (Children’s Commissioner for Wales, 2016).
    


    
      Children in residential care tend to have high levels of need. The residential care population is predominantly
      male adolescents (Elliott et al., 2016), often with special educational needs, mental health problems (Berridge
      et al., 2012) and high levels of risk behaviour preceding their placement into residential care (Stanley, 2007).
      A large number have displayed violent and sexually aggressive behaviour and have engaged in self-harm and
      criminal activity (Schofield et al., 2007; Berridge et al., 2012). Boddy’s (2013) review of permanence for
      children in care found residential care has the highest risk of poorest outcomes compared to other placements.
      The 18-month review by Berridge et al. (2012) of children in residential homes found a wide variation between
      homes, but on average a third of children were excluded from school, more than half had unexplained overnight
      absences and 40 per cent had been reported to the police. With residential care having such a vulnerable
      population, and a high turnover of placements, it is not surprising that on the whole outcomes for children in
      residential care are poor. It is important that the elements over which we have control, such as finding suitable
      placements to minimise unnecessary movement, are managed to give the most vulnerable children the best
      opportunities. This chapter is based upon a Masters dissertation which looked at how children in residential care
      viewed their life stories, with the aim of understanding their experiences in order to make improvements to
      practice.
    


    
      Methods
    


    
      Semi-structured interviews were carried out with seven young people from private residential homes in Wales. They
      were five males and two females, ranging between 15 and 17 years of age. The young people had experienced between
      two and ten placement moves each, averaging 5.57. The interviewees were volunteers, recruited by sending
      age-appropriate information sheets to a large number of homes, asking managers to arrange interviews when
      interest was shown. Interviews were conducted in the residential homes, recorded on a dictaphone with the young
      person’s consent, and then transcribed. The interview schedule was developed using key questions and themes
      gleaned throughout the literature review, but the structure remained flexible, following themes raised by the
      interviewees with the aim of understanding their lived experiences (Barbour and Schostak, 2011). Thematic
      analysis of the interview transcripts was undertaken in two phases: first, total immersion in the data including
      the use of fieldnotes, creating headlines to sum up content and coding to create categories. The second phase of
      analysis focused on the construction of the accounts, looking at the language used by interviewees (Schutt,
      2011).
    


    
      Findings
    


    
      Broader concept of movement
    


    
      The consistent theme that emerged from each young person’s narrative was that the concept of movement expands
      beyond a physical change in placement. This can be demonstrated using the information shared by two of the young
      people interviewed. Going by standard measures of stability, that being changes in placement, both young people
      would have been considered to have experienced three placement moves each. However, Figure
      10.1 demonstrates that from the interviewees’ perspective they experienced six and twelve periods of change
      respectively, as in the second diagram the young person reported running away for at least three periods of time.
      These diagrams help to demonstrate the underlying theme that ran through these interviews: that movement and flux
      are not only experienced at a physical level, but also through relationships, differing expectations and changes
      in a sense of control. Each of these factors will subsequently be discussed. These findings broaden the discourse
      around reducing placement moves set out by policy and government guidance.
    


    
      
        Figure 10.1: Movement maps
        of two interviewees’ narratives
      


      [image: Image]

    


    
      In sharing their narratives the young people spoke about early life changes such as moving home with their
      family, birth of siblings and death of family members. These events are not unique to individuals within the care
      system; however, they set the scene for a sense of flux that is potentially harder to manage within an abusive or
      dysfunctional environment. Most of the young people had experienced foster placements prior to residential
      placements, and they described this change as more than a physical movement. Residential care tends to be a more
      structured environment with a greater number of rules to follow, which for some young people created a feeling of
      loss of freedom. However, others appreciated the structure as a positive change from their previous environments,
      feeling that the rules had been created properly and were fair, making them feel equal to the other residents.
      The young people’s narratives did not focus on the change in placement type but tended to discuss the impact of
      differing rules and expectations:
    


    
      John: With [previous carers] I wouldn’t have a TV or x-box in my room... when I moved to
      [new carer] she was like, there you go, here is your x-box, put that in your room... I was getting confused with
      lots of different thing happening around me. Different rules... I’ve never been able to pick what we eat in the
      week, she gave me so many options and stuff. And I told her, why are you giving me all these options. She told me
      this is life.
    


    
      For John, the change goes beyond a physical movement between two foster placements. The way he conducted his
      daily life also changed and, although these changes were considered positive, psychological adjustment was still
      required. His experience of movement extended beyond a physical change and change in relationships to one which
      challenges his understanding of ‘life’, likely increasing his sense of instability. Other than a change in
      routine, different expectations and consequences for behaviour appeared to also be affecting how well young
      people coped with the physical movement between placements. For example:
    


    
      Sam: I found it really different because there it was like all chilled out. It was a big
      house, there was a lot of staff... they would always take you out... even if you were grounded... Then I come
      here... and you have to do chores, start independent stuff... the groundings a lot different because you can’t go
      out.
    


    
      The functional differences between two residential homes meant a great adjustment for Sam; being grounded had
      different consequences, and there were different expectations placed upon her. Again, her sense of normality
      needed to adjust, enhancing feelings of instability. Research has taught us that routine is associated with
      social skills, academic and language development (Spagnola and Fiese, 2007). Therefore, when physical movement is
      coupled with a drastic change in routine and expectations, the opportunity for a young person to feel settled and
      learn to manage their behaviour and perform academically is further reduced.
    


    
      Relationships and movement
    


    
      Another prominent theme impacting perceptions of movement and placement experience is relationships. Schofield
      and Beek (2005) found just one specific change, such as a new positive relationship, or discovery of a child’s
      talent, can alter their life significantly. Good quality, consistent relationships are essential for helping
      create security and a feeling of stability, and this was reflected in the way that the young people spoke about
      their placements. Within each narrative were experiences of rejection by various professionals and adults close
      to them. Some spoke of how the lack of expectations or positive outlook for their future held by staff in
      previous placements had impacted them, so they were then glad to move on. However, on the whole young people
      spoke of building positive relationships with staff despite a changing workforce, and appeared to understand the
      boundaries of their role as staff, not parents or friends. Young people wanted respect from staff, and responded
      positively to receiving this. Many interviewees expressed the importance of staff sharing a joke with them, but
      they also wanted to be taken seriously:
    


    
      Tyler: They treated us like we were adults, they weren’t talking down to us like we were
      five year old kids. They respected you and you respected them.
    


    
      This notion of mutual respect can facilitate decision making as well as building the young person’s confidence
      and teaching them life skills for independent living. Positive relationships with staff fostered a sense of
      belonging and hope for the future:
    


    
      Grace: They believe in you. They help you the best they can.
    


    
      John: They all seem like they care, properly care. Everyone works hard.
    


    
      Within each narrative the young people spoke of their ambitions, the value that they now placed on education and
      the jobs or further study that they wanted to undertake. The flux of staff did not emerge as a concern for these
      young people. Rather, it was evident that the ability to think positively about their future and to have goals
      and aspirations came from staff members who had believed in them, been encouraging and fostered a stable
      environment where the young people felt that they were cared for. Placement change, therefore, can also cause a
      loss of these key, established sources of support for young people.
    


    
      A further prominent influence on movement was peer relationships. Other young people moving into and out of the
      placement affected perceived stability in both foster and residential placements. One young person’s foster
      carers regularly looked after children for short periods:
    


    
      Michael: Well I felt like, why aren’t I going home now? Why can’t I go home? I kept
      asking my social worker can I go live with my Dad and she was like you have to wait till you’re 16... it really
      really annoyed me. I was like they are getting to go home at the age of 7/8 and I was 14.
    


    
      The comparisons this young person makes between his placement length and others’ appears to be coupled with a
      lack of understanding about his own situation. In addition, movement of other children was likely creating
      feelings of abandonment and being treated differently. This extract highlights his perceived lack of stability as
      his persistent request was to go home, and also highlights the importance of good communication.
    


    
      Many interviewees first lived in an assessment centre before moving into their current residential placement,
      meaning they experienced regular changes in their environment. One perceived benefit of living in an assessment
      centre was having peers in similar situations who they could enjoy living with, without having to discuss their
      pasts. It was evident that not feeling judged was important to them, and living with other young people in care
      facilitated this. Young people discussed how they could support each other through the tough days, and share
      common interests. However, comorbid with having positive peer relationships was the feeling of loss created when
      one young person moved on.
    


    
      Grace: No-one cared about my past, no-one judged me... I got along with a lot of people
      and staff and everyone... but the thing with there is the atmosphere changes a lot coz you have kids moving
      out... and then you have a new kid coming in that you have never met before. The atmosphere always changed in
      that house... Four of us we got along so well and then slowly [others moved out] and there was completely new
      kids and I was the only one left... I was not always comfortable with some kids that were living there at that
      time.
    


    
      Although this young person initially had a positive experience with her peers, it was underpinned by themes of
      abandonment and instability as they moved on, leaving her behind. The nature of her environment changed as this
      movement happened around her, so whilst she was not physically moving placement, feelings of change and
      instability were still present. Additionally, as suggested in the quote above, peer relationships were not always
      positive. Each narrative described another individual with whom they had resided but had not experienced a
      positive relationship. The interviewees shared how this had negatively impacted their functioning. One used the
      term ‘living hell’, and when a young person is in this environment it is going to be hard to feel a sense of
      permanence. Emond (2014) found that, despite peer relationships being a source of both stress and support, it is
      an area that adults who support individuals in residential care tend to overlook. These findings suggest, and the
      Children’s Commissioner for Wales’ (2016) research with young people in residential homes supports the idea, that
      matching residents in a placement is vital to increase perceived stability and create a happy living environment.
    


    
      Agency within movement
    


    
      Within each narrative, placement moves were perceived differently, depending on the young people’s experience at
      each placement. Sometimes they had not wanted to move and did not understand why movement was forced upon them:
    


    
      David: I said to my social worker, why can’t I stay? Why can’t there be a different
      alternative?
    


    
      This sense of helplessness was not uncommon. Some young people did not voice their opinion as they felt it would
      make no difference. They felt that their opinions did not matter and they would just be wasting the social
      worker’s time. Similarly, the Children’s Commissioner for Wales (2016) found that some young people felt moving
      to residential homes was a punishment. However, other young people had positive experiences of being listened to
      in residential care. These narratives described changes that they felt they had been consulted about, or
      described times they had remained informed whilst attempts to action their requests were ongoing. In those
      situations, even when decisions were made against their requests, young people had a positive outlook:
    


    
      Sam: It wasn’t my choice... it was the best thing that could have happened really.
    


    
      On the whole, these young people were able to look back and reflect upon past decisions, and see them
      differently, particularly if the decisions were associated with a sense of agency. Whether this is through
      therapy, their need to positively reframe situations, or the benefit of hindsight, it is hard to tell. However,
      the knowledge that young people can look back at an event they once considered negatively and understand why it
      happened, demonstrates the value in communicating with young people.
    


    
      Agency is defined as the capacity of a person to exercise control (Bandura, 2001). Phase two analysis of
      transcripts revealed that the language used and the manner with which young people constructed their accounts
      conveyed a greater or lesser sense of agency associated with each move. This sense of agency affected their view
      of the placement. Most young people had experienced unwanted moves which were beyond their control, and they
      described these transitions using terminology such as the following (author’s own emphasis):
    


    
      Grace: They were gonna secure me... but instead of securing me
      they put me...
    


    
      Stuart: They shipped me off up here. They didn’t tell me or
      nothing.
    


    
      Sam: Me and [name] got placed into a foster home.
    


    
      Tyler: [foster carers] was like we can’t keep you here if you are messing up your school
      work so they kicked me out of that placement.
    


    
      The verbs used indicate that the young people felt that they lacked agency in the decisions being made around
      starting or changing placements. This created a sense that movement was being done to
      rather than in consultation with them. Furthermore, the verbs used in the above extracts
      are powerful, associated with a strong and definite action. The choice of verb could be seen to further reflect
      the powerlessness felt in these situations.
    


    
      The language used when moves are anticipated is very different, and the young people spoke with a sense of agency
      around the placement change in these circumstances. This is seen clearly when the young people describe
      transitioning between the assessment centre and their current placement, because they enter the assessment centre
      with the knowledge they will move within six months.
    


    
      John: I moved here.
    


    
      Stuart: Then I come here.
    


    
      Language of agency is also seen when young people have expressed their views to their social worker about moving
      prior to the transition:
    


    
      Michael: I don’t want to live anywhere down south. They was like, right then you are not
      moving anywhere down south... I come up here. And this is the best place ever.
    


    
      This young person evidently felt that he had been listened to and had some influence over where he was placed.
      This sense of ownership is often associated with a more positive experience within the new placement. However, it
      is important to recognise that even if a young person does not want to move or initially dislikes the placement,
      they can still retain a sense of agency if moving was anticipated or discussed with them.
    


    
      Grace: I used to stay in me room, didn’t used to eat because I didn’t like it here
      because I was in my other place [assessment centre] for six months.
    


    
      Here, although a negative situation is described there is no negative agency associated with the act of moving.
      This extract does, however, demonstrate that whilst communication is vital, there is more to facilitating
      positive placement moves than a young person having prior knowledge and expectation of the change.
    


    
      Creating movement
    


    
      Young people spoke predominantly with a language of agency about moves that were planned: for example, moving on
      from an assessment centre or knowing they were in a short-term foster placement. Some placement change was a
      result of circumstances beyond the young people’s control, such as foster carers getting new jobs or foster
      carers’ family situations changing. A number of interviewees spoke about placements ending because of a foster
      carer’s abusive behaviour towards them. This was again associated with a sense of powerlessness. Many narratives
      revealed the young people’s perception that placement change was triggered by their own behaviour:
    


    
      David: I was only there for a week and then I f**ked things up.
    


    
      John: At one point I was in so much trouble I could have been killed or sent to prison,
      so that’s why I got, why I ended up here.
    


    
      Whilst their behaviour may have been a contributing factor to the placement move, the young people placed a large
      emphasis on it being their fault, without also considering external factors. The term ‘placement breakdown’ is
      used frequently within policy, literature and among professionals. However, it was not a term the young people
      used. They gave more specific reasons. The nature of the term implies a sense of failure, which reflects
      negatively on the young person and their view of that situation. For young people to be able to process what is
      happening and why, clarity of communication is vital.
    


    
      Finally, some narratives revealed that young people forced their own movement by absconding as a method of
      expressing their views and ensuring that they were heard. Having run away repeatedly due to the abuse happening
      in foster care, a few narratives detailed the relief at being found by the police. Movement through absconding
      was a form of control or a coping mechanism and, whilst it contributed towards instability, by absconding young
      people were forcing their own agency. One interviewee, who absconded because her reports of abuse were being
      ignored, later said she would tell others in a similar situation not to abscond because you ‘end up back in
      secure [unit]’. This statement suggests that this individual has learnt an association between her coping
      mechanism and negative consequences. She demonstrates agency by absconding, which is a cry for help as she feels
      that no one is listening to her. However, this chosen act of movement is met with a restriction on her freedom,
      causing her to feel punished. The concept of sensemaking (Weick, 1993) needs to be applied in these situations.
      Sensemaking is defined as the ongoing viewing and interpretation of everyday reality to make sense of situations
      and direct our responses. Here, young people and professionals see a different reality, which leads to different
      interpretations of the behaviour. It is essential that consideration be given to the reasons behind elected
      movement, as well as young people’s understanding behind forced movement.
    


    
      Conclusion
    


    
      A placement in residential care is part of the journey for many young people who go through the care system.
      Despite best efforts to provide stability for all children who are looked after, movement and change are part of
      the culture of care and play a significant role in shaping children’s life experiences. The research this chapter
      has summarised explored the idea that placement change is a broader concept than physical movement between
      placements. Between any two placements, young people can experience a change in routine, expectations around
      their behaviour or consequences for their actions, all of which require substantial adaptation. Significant
      changes can also trigger questions about what ‘normality’ is, further creating a sense of psychological
      instability alongside the physical movement.
    


    
      Relationships are key in creating a sense of stability and belonging but can also cause instability. Young people
      value being respected by carers and staff members. Knowing that the adults supporting them believe in their
      capability to succeed fosters similar belief in the young people. Peer relationships need to be carefully
      managed; experiencing movement of peers into and out of their homes can greatly affect young people’s sense of
      stability and their experience of the placement. Young people need to understand the reasons for and timescales
      around being in placement, so that comparison with others is minimised. Placement of new peers should be matched
      so that a stable environment is not unsettled, and when young people move on, awareness is needed around feelings
      of loss or abandonment.
    


    
      Movement between placements is often necessary and is sometimes forced by young people themselves. This can be
      through behaviours such as absconding and it is vital that understanding of triggers behind such behaviours is
      explored so that responses by adults are a solution not a punishment. A sense of agency held by the young person
      tends to help a positive transition between placements, even when the movement is against their wishes. Young
      people want to feel listened to, be given advanced warning and be kept informed. Immediately finding the right
      initial placement for every child in our care system may be an unrealistic ideal but giving consideration to the
      broader concept of movement and how it can best be managed will hopefully provide greater stability and thus
      improve the chance of success in other areas of our vulnerable children’s lives.
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      Introduction
    


    
      THIS CHAPTER CONSIDERS early parenthood for young people in and leaving state care in Wales. Currently, little is
      known about how many young parents are themselves parented by the state, the support that is available to those
      who need it, or the outcomes experienced by families with one or both parents in or leaving the care system. This
      includes how many children remain in the care of their parents, how many are subject to Children’s Services
      intervention and how many are separated from their parents and subject to court orders. This chapter provides
      details of an ongoing research study undertaken within the Children Social Care Research and Development Centre
      (CASCADE) at Cardiff University. The origins of the research will be outlined, together with some emerging
      findings of the research to date. Drawing on qualitative interviews with parents and leaving care professionals,
      the chapter will highlight some key barriers facing young parents in and leaving care: namely experiencing
      stigma, being vulnerable to discrimination and having inadequate access to support. It will argue that continued
      policy and practice development is required to give young people in and leaving state care the best chance of
      preventing cycles of intergenerational care experience and of ‘having a family of their own’.
    


    
      Early parenthood for young people in and leaving care
    


    
      National and international evidence suggests that young people in and leaving state care are more likely than
      their peers to experience early pregnancy and parenthood (Biehal and Wade, 1996; Dixon et al., 2004; Del Valle et
      al., 2008; Vinnerljung and Sallnäs, 2008; Mendes, 2009; Roca et al., 2009; Oshima et al., 2013; King et al.,
      2014; Courtney et al., 2011). In Wales, an audit of teenage pregnancy by Craine et al. (2014) found that more
      than five times as many young people in state care presented as pregnant (five per cent) compared to the general
      population of under 18-year-olds in Wales (0.8 per cent). Reducing teenage pregnancy is a long-established policy
      goal within England and Wales (Welsh Assembly Government, 2010; Welsh Government, 2012). For young mothers, it is
      associated with a range of disadvantage, including living in poverty, lower educational attainment and economic
      activity, poor housing and health inequalities (Public Health Wales, 2016). The likelihood of such disadvantage
      may be compounded for young parents in and leaving care, who by nature of their care status already face a
      heightened risk of poor outcomes (Social Care Institute for Excellence, 2004).
    


    
      Despite such concerns, early parenthood may be perceived favourably by some young people in and leaving care. As
      Stein (2006, p. 274) has discussed, young people leaving care experience an ‘accelerated and compressed journey
      to adulthood’; moving to independence at an earlier age than their non-care-experienced peers. In this way, the
      idea of ‘settling down’ and starting a family may be experienced at a comparatively early stage. In a review of
      the US literature, Svoboda et al. (2012) noted that young people have high hopes for family life and want better
      parenting experiences for their children than they had themselves. This resonates with Connolly et al.’s (2012)
      international review of qualitative research, which observed that young people in care may associate having a
      baby with stability, family, closeness and love.
    


    
      For young people with limited economic prospects, parenthood may be a positive aspiration, offering a socially
      accepted role and status (Haydon, 2003). Similarly, pregnancy may be considered ‘a force for good’ (Mantovani and
      Thomas, 2014), signifying positive change and/or hope for the future in otherwise chaotic lives (Barn and
      Mantovani, 2007). Indeed, the positive impact of parenthood on young people’s lives has been observed in several
      studies. For example, Wade (2008) reflected that parents interviewed as part of a leaving care study for the
      Department of Health were largely positive about their new family lives and reflected warmly on being needed and
      having a sense of purpose. Similarly, Maxwell et al. (2011) noted the potential for motherhood to be a positive
      and repairing experience while Chase et al. (2006, p. 442) observed that parents in their study frequently
      attributed children as having ‘turned their lives around’.
    


    
      Despite being a positive life event for some young people, emerging evidence suggests that young parents in and
      leaving care are at increased risk of compulsory child welfare intervention and intergenerational experiences of
      family separation. In North America an examination of social work records, concerning 2,487 children born to
      young people in foster care in Illinois, concluded that parents in state care were more likely than other
      adolescent parents to experience child welfare involvement (Dworsky, 2015). Jackson Foster et al.’s (2015) large
      cohort study found that adults who had previously been in state care were more likely to report having a child
      placed in foster care in comparison to the general population (nine per cent versus 1.1 per cent). Moreover,
      Courtney et al.’s (2011) longitudinal study found care leaver mothers were six times more likely to report living
      apart from at least one biological child by age 25/26. In England, the Centre for Social Justice (2015)
      highlighted a worrying number of care leavers’ children being taken into care, with 10 per cent of parents having
      experienced their own child entering state care within the preceding year. Emerging evidence also suggests that
      women with experience of state care are over-represented amongst women who are subject to repeat care proceedings
      (Broadhurst et al., 2017).
    


    
      In terms of research in Wales, with the exception of Craine et al. (2014), little of what is known about young
      parents in and leaving care originates from a Welsh context. There are no official statistics detailing the
      numbers of young people who are pregnant and/or who are parents. There is also no published data on outcomes for
      families where one or both parents is in or leaving care and it is unknown how many are ‘successfully’ parenting
      or how many experience compulsory child welfare intervention. The post-doctoral research project discussed in the
      following sections was designed to investigate the experiences and outcomes of families where one or both parents
      is a young person in or leaving state care (up to the age of 21 or 25 if in education, training or employment) in
      Wales.
    


    
      Methods
    


    
      The idea for the research came from young people and adults associated with Voices from Care. CASCADE has a close
      working relationship with young people connected to the organisation and is committed to their experiences being
      at the heart of the Centre’s work and shaping the research that is undertaken (see Staples et al., 2019 [Chapter 15 this volume]). Young people and adults connected to the organisation
      had discussed their concerns about support availability and outcomes for young parents who were care-experienced.
      While for some the experience was positive, in too many instances young parents had encountered significant
      difficulties and challenges, including occasions where they had been subject to compulsory safeguarding
      assessment and intervention. Over the course of developing the research idea with both voluntary and statutory
      professionals, there was widespread agreement that this was a challenging area of practice and one which would
      benefit from research attention. Funded by Health and Care Research Wales, the study has several stages. At the
      time of writing the project was ongoing and scheduled for completion in 2019.
    


    
      Stage one involved initial exploratory interviews with care-experienced parents. The interviews were designed to
      provide insight into the experiences of parents in Wales and highlight the salient issues to inform future parts
      of the fellowship project. Two third sector agencies, with a support remit spanning south and west Wales,
      recruited eight parents to take part in a qualitative interview. Two parents were the primary carers for their
      children but six had experienced the permanent and compulsory removal of their child or children. At the point of
      interview, 12 of the 16 children born to the participants were in state care or had been adopted. Further details
      about this phase of the study are outlined in Roberts (2017).
    


    
      Stage two was a review of the international literature. A scoping approach was adopted which combines systematic
      search techniques with a relatively broad subject focus including both published and unpublished literature
      (Arksey and O’Malley, 2005). The review identified a range of evidence including examinations of parent
      experience, risk and protective factors in respect of early pregnancy and parenthood and an emerging evidence
      base concerned with outcomes for families where one or both parents is care-experienced. Concerns have been
      raised by third sector organisations in Wales about responses and support provision available for parents in and
      leaving state care (Voices from Care et al., 2016). Yet despite ‘many calls to action’ (Fallon and Broadhurst,
      2015, p. 4) there is a dearth of evidence in respect of ‘what works’ when seeking to support care-experienced
      young people as parents.
    


    
      Stage three aimed to investigate the current numbers, support provision and outcomes for families where one or
      both parents is in or leaving care in Wales. Qualitative interviews were undertaken with representatives of
      leaving care services from each of the twenty-two local authorities across Wales. The interviews were designed to
      explore practice experience, as well as consider local responses to young people in and leaving care who are
      expecting a child or who are parenting. In addition, local authorities were asked to complete a survey requiring
      non-identifiable data about each young person currently expecting a child or who was a parent. The survey was
      designed to examine current numbers of young parents, professional perceptions of risk and protective factors in
      respect of parenting, as well as the extent of additional support and intervention by statutory social services.
    


    
      During this phase of the research, the author collaborated with colleagues working on the Wales Adoption Study
      (see Anthony et al., 2016 for further details). The study comprised the records of all children placed for
      adoption by every local authority in Wales between 1 July 2014 and 31 July 2015. This involved the review of 374
      Child Assessment Reports for Adoption records (Roberts et al. 2017). Analysis concluded that care leavers were
      over-represented amongst birth parents whose children were placed for adoption. Despite less than 1 per cent of
      children being in state care (Welsh Government, 2016), 27 per cent (n = 96) of birth mothers and 19 per cent (n =
      45) of birth fathers were recorded as care leavers (Roberts et al., 2017).
    


    
      Stage four was an in-depth prospective case study of young people nearing the birth of their child. Qualitative
      interviews were conducted with the mother and/or father, and if appropriate with key professionals including
      social workers, personal advisers and carers. Follow-up interviews approximately three and twelve months later
      were also planned. This stage was intended to generate rich data on barriers and enablers to successful outcomes
      for this group in the early stages of parenting.
    


    
      In the final stage of the study (stage five), an advisory group consisting of key stakeholders, namely parents,
      statutory and third sector professionals, will review the study findings. The group will assess current needs and
      consider whether current services and responses across Wales are adequate. Where appropriate, recommendations
      regarding further policy and service development will be made to Welsh Government. The remainder of this chapter
      provides an overview of the key themes emergent from the research to date and draws upon qualitative interview
      data generated with parents in stage one and leaving care professionals in stage three.
    


    
      Barriers to ‘a family of my own’
    


    
      When faced with the prospect of parenthood, the vast majority of parents that participated in the project or
      whose stories have been told by professionals, wanted to be ‘good’ parents and build close relationships with
      their children. Outcomes for these families varied, with some thriving in their parenting role, with others
      experiencing compulsory Children’s Services intervention. However, over the course of the research recurrent
      themes have emerged in respect of the barriers faced by young people in and leaving care in respect of parenting:
      namely the potential for them to experience stigma and discrimination because of their care histories, and the
      limited support young people can access, if needed, to help them in their parenting role.
    


    
      Stigma and discrimination
    


    
      Goffman’s (1963) conceptualisation of stigma explored the potential for assumptions or expectations to be made
      about an individual’s social identity based on personal characteristics or attributes. While young parents face a
      range of negative labelling associated with teenage pregnancy (Ellis-Sloan, 2014), young people in and leaving
      care can also be stigmatised as a result of their care status. A ‘presumed incompetency’ (Mantovani and Thomas,
      2014) has been identified in previous research, as has a professional tendency to perceive intergenerational
      patterns of care to be ‘inevitable’ (Rutman et al., 2002). Over the course of this research, the impact of
      previous experiences, either before care or during care, on parenting capacity was repeatedly questioned:
    


    
      I mean their experience is going to obviously impact on their ability to parent... most relationships and
      experiences of parenthood is skewed or is dysfunctional so it’s not going to have a good impact. There are some
      young people that do absolutely brilliantly and you think oh my gosh where did they learn that from because they
      come from households of neglect or sexual abuse (Leaving care professional)
    


    
      We were both in care for similar reasons. Violence was a massive part of it, that’s what’s made them [social
      workers] a bit nervous, the fact that whether or not we would treat him [son] the same way. (Parent)
    


    
      These quotes suggest young people face assumptions that their ability to parent is inhibited or damaged by their
      previous experiences. In sentiments not uncommon within the study, professionals often expressed surprise if
      young people demonstrated positive parenting ability. As described by the parent, more commonly there was concern
      or suspicion that parents would replicate abusive behaviours and/or had not experienced good parenting, and
      therefore did not know how to be a good parent themselves.
    


    
      Related to stigma, the potential for young parents in and leaving care to be discriminated against has also been
      raised within the research. As a ‘known name’ within the authority, professionals acknowledged that young people
      were more likely to come to the attention of Children’s Services. The majority of leaving care professional
      respondents stated that there was no official policy for responding to young people who presented as pregnant.
      Some stated there had been a general move away from automatically referring young people for pre-birth
      assessment. However, a minority of respondents acknowledged that there was ‘an unspoken policy of every looked
      after child needs to be referred’ (Leaving care professional) for a pre-birth assessment.
    


    
      I don’t think you’ll find it written down anywhere but there’s an expectation that they will be referred onto
      children’s services as unborn yeah. I don’t agree with that because I think each case should be assessed on its
      own merits but there is... a blanket expectation that they should all be referred onto children’s services... I
      think that there is a long held view that looked after children who become parents will inevitably fail, or
      struggle, and will need additional services put in. (Leaving care professional)
    


    
      In an effort to resist expectations to make a formal referral to the safeguarding team, one professional
      respondent discussed how the leaving care service had opted to undertake their own parenting assessments:
    


    
      We’ll do the [parenting] risk assessment to, that’s really to justify why we’re not referring... we use that to
      like I say to justify why we’re not referring because I think some people feel that well they’re looked after
      they must have a referral you know and I don’t think that should be always be the case. (Leaving care
      professional)
    


    
      While the sentiment of this team’s response was well meaning, young parents in and leaving care are nevertheless
      subject to assessment that other parents would not expect from those supporting them. Moreover, the practice is
      motivated by efforts to identify and manage risk as opposed to identifying if and in what ways the young person
      can be supported.
    


    
      For parents who are subject to a safeguarding assessment, professionals also have access to a wealth of
      historical information, which is not available for families with little or no previous involvement with statutory
      services. The influence of such information, regardless of concerns for accuracy or continued relevance, has been
      criticised by some respondents:
    


    
      Once they [Children’s Services] found out I’d been in care that was it, they went back pulled up all the files,
      read them all seen what had happened... they read those records some of which had been written ten years
      previously. They judged me and used it against me. (Parent)
    


    
      Our bottom line really is ‘would you say that for any other child’? And if the answer is ‘well actually probably
      not but we know the history’, well that shouldn’t be the case then. (Leaving care professional)
    


    
      Such comments imply that records previously used to record a young person’s support needs have the potential to
      be re-framed in terms of risk when transitioning to parenthood.
    


    
      Support
    


    
      The availability and adequacy of support for parents in and leaving care has been a recurrent focus of discussion
      over the course of the research. Local initiatives described by participants included therapeutic support during
      pregnancy, mother and baby foster placements, short breaks for children with foster carers, as well as support
      groups and parenting courses facilitated by leaving care professionals. However, the availability of such
      initiatives across local authority areas is highly variable, with some initiatives described as ‘one off’
      interventions, as opposed to ongoing support provision. Efforts to develop a model of good practice and create
      greater parity of provision across Wales are hampered by a lack of evidence in terms of impact and efficacy of
      specialist initiatives (Finnigan-Carr et al., 2015). Significant challenges also exist in developing service
      responses which can meet the range of potential needs of both parents and children, as well as ensure
      accessibility in rural and urban areas. Discussing the potential development of peer support groups, one
      respondent commented:
    


    
      The geography of the county doesn’t help with doing group work, it takes you all your time to get young people
      into one place. (Leaving care professional)
    


    
      Moreover, service development and sustainability can be inhibited by fluctuating demand for parenting support
      provision, with variable and changeable numbers of parenting young people within and across local authorities. As
      noted by one respondent:
    


    
      We go through little cohorts... so at some point we’ll have you know maybe x number of parents going on at the
      same time and then at other times we might have you know a couple of pregnancies... it’s not like you have such
      significant numbers that you can systematically think this is a service that we’re going to need to provide now.
      And I think that’s probably one of the stumbling blocks. (Leaving care professional)
    


    
      Key tensions emerged regarding attempts to improve supportive responses. These included debates about what
      support should be offered, for how long and for what purpose. The development of support specifically aimed at
      care leavers was a contentious issue; for some, a recognition of a young person’s previous experiences was
      important and opportunities for parents to meet others with shared understanding of the care system provided
      valuable opportunities for peer support.
    


    
      [Young parents in and leaving care] feel a bit conscious about attending some of those [universal services]
      because they are generally older parents who have got a good social network and they feel as though everyone is
      looking at them if they turn up and feel as though they’re being judged and watched. (Leaving care professional)
    


    
      Yet for other respondents, targeted support was viewed as stigmatising and compounded notions that parents in and
      leaving care were likely to be struggling and in need of monitoring. Similarly, the time-limited nature of
      support from the state as parent/grandparent was criticised by some respondents:
    


    
      we stop working with people at either 21 or 25 and I think even sort of 20, 21 is still very young... to be able
      to manage the realities of having a child then, even if there were no other concerns attached to that. (Leaving
      care professional)
    


    
      some of the needs of young people and children who have been through the care leavers system are way past the
      sort of 21 mark (Leaving care professional)
    


    
      Extending support availability has links to wider social work tensions about supporting independence or
      encouraging dependency. Moreover, support provision post age 21/25 may be neither wanted nor needed for some
      parents in and leaving care. As noted in Roberts (2017), some parents within the study were desperate for support
      but none was forthcoming, while others were offered comprehensive packages of support but found these were
      intended to assess or monitor parenting capacity as opposed to providing meaningful help. Such concern was
      subsequently recognised by one professional respondent:
    


    
      Young parents coming through the system it doesn’t feel like support, it sounds awful, yeah it does feel almost
      like policing, [they are] being watched and it’s token positive; ‘oh she is engaging well with social services
      BUT...’ (Leaving care professional)
    


    
      Despite such tensions, several respondents believed that service responses should seek to better replicate the
      type of support that non-care-experienced parents would typically expect from extended family:
    


    
      I think we’d have to look at the sorts of services that normal everyday grandparents provide, general support,
      kind of babysitting, helping out financially now and again, just the sort of stuff that we, as a council, don’t
      do. (Leaving care professional) Yeah I think [corporate parents] need to have a better understanding and
      recognition in terms of what they would do for their own children when they’re a parent, the support that they
      would provide, the babysitting on a weekend so they could go away or have a night out or go out for a meal. I
      guess it’s those little things that a lot people take for granted that care leavers don’t have the opportunity to
      have really which makes it twice as hard for them. (Leaving care professional)
    


    
      Conclusion
    


    
      Young people in and leaving care face significant barriers as they transition to parenthood. There is potential
      for them to face stigma and discrimination, and to have inadequate access to support. In highlighting the
      potential for disadvantage, it is not the intention of this research study to add to the perception that all
      parents in and leaving care will have support needs or experience difficulties as parents. Many examples of young
      people parenting successfully, with and without the assistance of support, have been provided over the course of
      the research. The range of parenting support needs that have been discussed during this study are commonly shared
      by all parents, regardless of age and care-experience. However, what tends to be different for parents in and
      leaving state care is the limited resources they have available to them and the judgements and perceptions of
      those around them.
    


    
      Of particular concern is the vulnerability of those young people who do require support with parenting. The
      findings suggest that not only is the available support inconsistent and/or insufficient, the potential to
      improve such provision is inhibited by a range of factors, not least underdeveloped ideas about the nature of the
      role and responsibilities of the state as grandparent. Further policy and practice development is required,
      including local and national policies which make explicit a commitment to supporting young parents with their
      children, to ensure that young people in and leaving care are provided with the best chance of preventing cycles
      of intergenerational care-experience and of ‘having a family of their own’.
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      Introduction
    


    
      THIS CHAPTER FOCUSES on qualitative interviewing as a method of eliciting data from parents [1] who have adopted older children (aged four and
      over) from the looked-after system. The chapter is drawn from my PhD study [2] on the transition to parenthood for adopters of older
      children. Data for my study were collected as part of a national study of adoption, the Wales Adoption Study
      [3]. In the wider study, mixed
      methods were used and data were drawn from three sources: social services documentation on every Welsh child
      placed for adoption in a 13-month period; questionnaires completed by adoptive parents; and qualitative
      interviews with adopters. However, in this chapter the method of qualitative interviewing will be centralised.
    


    
      The chapter first outlines the context of adoption in the looked-after system in Wales, using quantitative data
      to illustrate the experiences of those placed for adoption at older and younger ages. The motivations of parents
      who adopt older children and the processes by which they decided to adopt an older child are also explored. The
      latter part of the chapter reflects on my experience of interviewing adoptive parents who had recently had a
      former looked-after child placed with them for adoption. Methodological considerations arising from the interview
      process are discussed, including the impact of the researcher on the research setting. I also reflect on the
      emotional impact of conducting research and how researchers can be affected by the process.
    


    
      Adoption from foster care in Wales
    


    
      Since the late 1960s, social changes such as the increased availability of contraception, the legalisation of
      abortion, the reduced stigmatisation of single and same-sex parents, and welfare payments for single parents have
      changed adoption practice in England and Wales. The Adoption and Children Act 2002 (ACA 2002) (implemented in
      2005) reflected the shift in circumstances of the children waiting for adoption, to older children who had been
      in local authority care, rather than relinquished babies (Ball, 2002, 2005). Importantly, the ACA 2002 made
      provision for children to be adopted without the consent of their birth parents (Doughty, 2015). The ACA 2002
      remains the key legislation regarding adoption in England and Wales, but there has been some recent divergence in
      policy between countries as adoption is a devolved area. A key development in adoption provision in Wales is the
      establishment of the National Adoption Service, which was launched in November 2014, in response to Welsh
      Government’s Social Services and Well-being Act 2014.
    


    
      A minority of children leave local authority care through adoption. On the 31 March 2015, there were 5,615 Welsh
      children in the looked-after system (Stats Wales, 2017). During the 13-month period from 1 July 2014 to 31 July
      2015, the Wales Adoption Study identified that 374 Welsh children were placed for adoption. My study focuses on
      those who parent children who are older at the point of adoptive placement, as research has indicated that
      members of this group are more at risk of experiencing adoption disruption than children placed at a younger age
      (Selwyn and Meakings, 2015; Selwyn et al., 2014). Adoption disruption is the term used when a child prematurely
      leaves the adoptive family home. I define older children as children aged four and over at the time of placement.
      Out of the 374 children placed in Wales in the study period, 86 were aged four and over. The oldest child placed
      for adoption in the study period was aged nine (n = 1) and the youngest were under the age of one (n = 94).
    


    
      An analysis of pre-adoption experiences shows that older-placed children had experienced more abuse in all
      categories, more neglect, more significant injuries and had been exposed to more domestic violence (except for
      prenatal domestic violence) than younger children. Older-placed children spent longer on average living with
      birth parents (meaning they were likely to have spent longer in an abusive environment), experienced longer
      periods in the care system, were subject to a higher number of placement moves, on average, than younger
      children, and had more failed reunifications than younger-placed children. These trends in pre-adoption
      experiences are illustrated in Figure 12.1.
    


    
      
        Figure 12.1: Pre-adoption
        experiences in Wales, 1 July 2014 to 31 July 2015 – Wales Adoption Study
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      There is evidence to suggest that cumulative exposure to Adverse Childhood Experiences (ACEs) has negative
      long-term consequences for the individual, such as poor physical health (Felitti et al., 1998), and can increase
      the likelihood of risk-taking behaviours (such as drug taking and sexual promiscuity) and poor anger control
      (Anda et al., 2006). An exploration of Adverse Childhood Experiences (ACEs) within the Wales Adoption Study found
      that a greater percentage of children who were placed for adoption at age four or over had experience of each
      indicator of adversity, with the exception of parental mental illness (Anthony and Shelton, 2017).
    


    
      The long-lasting impact of increased exposure to early adversity experienced by older adoptees, may mean that
      this group could prove more challenging to parent, perhaps accounting, at least in part, for the higher level of
      family breakdown for older-placed children (Selwyn et al., 2015, 2014). In the Wales Adoption Study, adopters
      responded to questionnaires which asked how well they felt they were adjusting to adoptive family life
      approximately a year after the child had been placed. Those who had adopted children who were older at time of
      placement were experiencing more difficulties than those who had adopted younger children. For example, 46.2 per
      cent said they were facing unexpected or many difficulties, whereas this was true of only 11.1 per cent of
      parents who had adopted younger-placed children (χ² (1) = 12.359, p = < .001). These figures are indicative of
      the potential challenges associated with parenting an older child. Through qualitative interviewing it has been
      possible to move beyond the figures, and gain a nuanced understanding of the subjective experiences and
      motivations of parents who adopt an older child.
    


    
      Interviewing adopters of older looked-after children
    


    
      This section presents some findings from the qualitative interviews conducted with adopters of older children,
      foregrounding both the usefulness of the interview approach and the sensitive nature of the research topic. The
      interviews enabled insights into the multiple factors that influence the decision to adopt a child, which, in
      some instances, may not have been available to the social workers who were assessing the adoptive parents, due to
      the power dynamics involved in the adoption assessment process. It is notable that the interviewee below felt
      that, to some extent, prospective adopters answer social work questions in ways that reflect what they think
      social workers want to hear. The ‘home study’ referred to below is the series of home visits, in which the
      assessing social worker gets to know prospective adopters, to decide whether to recommend them as potential
      adoptive parents:
    


    
      Rebecca: I think the home study is contrived, a lot of it is utterly pointless and if you
      are bright you know what they want to hear... don’t get me wrong we were very honest, but if you were clever you
      would know.
    


    
      Although parents in the study generally stated that they had been open and honest with their assessing social
      worker, the power imbalance implicit in the adoption process, whereby the social worker is the key gatekeeper in
      securing a child, could be a barrier to frank discussions. Arguably, there is also a power imbalance in the
      interview setting – the interviewer sets the topic, asks the questions, chooses what to probe further and decides
      when the conversation is over (Brinkmann and Kvale, 2015). However, the different dynamic of the research
      interview, combined with the anonymity offered to interviewees, may have allowed for adoptive parents to more
      openly reflect on the adoption process, without worrying about potential repercussions. Therefore, through
      qualitative interviewing, different information is brought to light than that which is available to social work
      professionals.
    


    
      Fourteen parents of older children were interviewed in the study. Eleven out of the fourteen families who
      participated cited infertility or health issues as the primary reason for pursuing adoption. During the
      interviews, several parents explained how they had tried fertility treatments or had experienced multiple
      miscarriages. For the remainder, in two instances, the parents did not mention health or infertility issues, but
      had considered (and decided against) fostering as a route to parenthood. In the final family, the parents’
      motivations were altruistic and linked with their religious beliefs.
    


    
      Many of the adopters had a long-held desire to become a parent, and described the family that they had
      ‘always wanted’. This suggests a role played by fantasy in the transition to adoptive
      family life, as the longed-for child is imagined by the prospective parent, as illustrated in the following
      interview extracts;
    


    
      Sophie: I always wanted a little girl so I had, I really
      wanted... an 18-month-old ideally, like, I don’t know, I had a picture of a little blonde 18-month-old [laughs].
    


    
      Jennifer: And we’ve bought a caravan to go away on the weekends now and... yeah, it’s
      just being a family now and that’s what we’ve always wanted and yeah, it’s hard but we
      certainly wouldn’t change it.
    


    
      As prospective adopters, the interviewees had been asked by social workers to give their preferences about their
      future child. Several adopters noted that they ideally wanted the ‘perfect child’, who had not experienced
      prior-adversity or who did not have ongoing high-level health or emotional needs, but they knew this was highly
      unlikely due to the nature of adoption from care in the UK context. Adopters expressed preferences regarding the
      child’s age, gender and appearance. The adopters were also asked what they felt they could not cope with, in
      terms of the child’s needs and past experiences. Some felt that they would be unable to cope with the potential
      challenges presented by a child who has experienced certain types of abuse. Notably, several parents felt they
      would be unable to support a child who had been sexually abused. These conversations and decisions were a
      difficult part of the process. Some adopters explained that they were mindful when they were expressing their
      preferences that they were still undergoing assessment and so felt pressured to say that they would be happy with
      certain attributes that they felt concerned about. Due to this, several parents detailed how their preferences
      had changed considerably through the process, to ensure that they would be successful in procuring a child.
    


    
      The interviews enabled an opportunity for adoptive parents to share nuanced, detailed and experiential accounts,
      which provided fascinating insights into the process of adoption, from their initial thoughts on their future
      child to the point that the match was decided and agreed. In several families, multiple and, at times,
      overlapping reasons were given for accepting a match with an older child. Most commonly, adoptive parents had
      initially hoped to adopt a younger child, but through the process of assessment had altered their preferences
      regarding the child’s age.
    


    
      Adopters were sometimes encouraged early in the process by their social worker to widen the age bracket that they
      would consider. Adoptive parents were often receptive to the suggestions of the assessing social worker and, in
      many cases, altered their preferences accordingly. In other cases, the adopter decided to consider older children
      due to lack of links being made with younger children, thereby widening their criteria to secure a match. Several
      parents who did not fit the normative model of the ‘perfect’ parent (single or older parents), felt they had been
      overlooked for matches with younger children in favour of those who did fit the model. Several parents felt aware
      that they were effectively competing for children with other prospective adopters.
    


    
      A key motivation was the altruistic notion of rescuing a child who may not otherwise have had the opportunity of
      a stable home. This thinking was pertinent as prospective adoptive parents were aware that older children were
      less likely to secure an adoptive home. For others, the primary reason for choosing an older child was due to
      their own age, as they did not want to be considered the ‘elderly’ parent of a very young child. Another common
      theme in decision making was the idea that by adopting an older child this meant that developmental issues would
      already be apparent. There was a sense that, by adopting an older child, there would be less developmental
      uncertainty. Phillip provides an example of this type of thinking:
    


    
      Phillip: ...To be honest with you I think in the end we ended up broadening our age
      bracket you know? I think we were comfortable with around [age] two and I think we sort of like set it at a
      window of around about [age] six because we felt that that sort of cut off any... medical issues and by then we
      probably know behaviourally where things were at as well.
    


    
      Some adopters had been encouraged by social workers to think in this way. Evidence suggests that developmental
      issues are particularly prevalent in the looked-after population (Ford et al., 2007), and therefore, as
      prospective adopters, interviewees were keen to have a clear understanding of their future child’s developmental
      needs.
    


    
      Reflecting on the interview data, for most parents interviewed, infertility or health issues were the main
      initial motivation for deciding to pursue adoption. For many, the desire to become a parent was a long-held one
      and parenthood was something about which they had fantasised. The main reasons for adopting an older child
      involved: a widening of criteria to secure a match; altruism – the idea of giving a child a chance for permanency
      that they may not have had otherwise; a consideration of the ages of current family members; and to guard against
      developmental and behavioural uncertainties. Arguably, all of these factors are emotive and emotional, and
      experiences which necessitate a relational aspect, the interview conversation, to explore parents’ subjective
      understandings of the adoption process. However, interviewing is not always straightforward and the following
      section offers reflections on the fieldwork process.
    


    
      Qualitative interviewing and reflexivity
    


    
      The use of qualitative interviews made it possible to gain understandings of the complex processes through which
      adopters negotiated their decision to adopt an older child. As Brinkmann and Kvale (2015) note, ‘through
      conversations we get to know other people and learn about their experiences, feelings, attitudes, and the world
      they live in’, and can attempt to ‘understand the world from the subject’s point of view’. Similarly, for May
      (2001), ‘interviews yield rich insights into people’s biographies, experiences, opinions, values, aspirations,
      attitudes and feelings’. In qualitative interviews, the researcher is the instrument; they are an active
      respondent, who shapes the way the interview is conducted and influences the responses that are elicited (Pezalla
      et al., 2012). Researchers bring their own identity (Berger, 2015) and preconceptions, and reveal things about
      themselves, both verbally and non-verbally within the interview process (Abell et al., 2006; Jordon, 2006).
      Consequently, it is important to consider the interview context and the impact of the individual researcher upon
      the interview data.
    


    
      Coffey (1999, p. 17) stresses the importance of ‘locating the self’ by recognising the impact that the
      researcher’s identity has on the research setting, as well as the impact of fieldwork on the individual. Some
      relevant issues to consider in relation to researcher positionality include gender, race, age, sexual
      orientation, immigration status, personal experiences, linguistic tradition, beliefs, biases, preferences,
      theoretical/political/ideological stance, and one’s emotional response to the participant (Berger, 2015). It is
      therefore important that researchers reflect upon their impact on the data they collect and the way in which they
      interpret that data. Researchers are not neutral or objective, they are ‘imperfect social actors’ (Ellingson,
      2006, p. 299). One way to recognise the impact of the researcher is through self-awareness and reflexive thinking
      throughout the research process (Koch, 1994). Reflexivity can be defined as:
    


    
      The process of continual internal dialogue and critical self-evaluation of researcher’s positionality as well as
      active acknowledgement and explicit recognition that this position may affect the research process and outcome.
      (Berger, 2015, p. 220)
    


    
      Accordingly, researchers should critically assess their interactions within the research setting, to engage with
      their embodied and emotional placement in the research (Ellingson, 2006; Ezzy, 2010). There are several ways in
      which researchers can increase self-awareness, such as keeping a reflexive journal about the process, writing
      themselves into fieldnotes, recording analytic and methodological decisions in memos, and being reflexive about
      each decision made (Barry et al., 1999; Koch, 1994). Reflexivity adds quality to research by accounting for the
      researcher’s own biases and therefore adding to the trustworthiness of the research (Berger, 2015; Koch, 1994).
      As discussed in the following section, in this research I was careful to reflect on my positionality, and its
      impact on the data produced.
    


    
      Similarity, difference and self-disclosure
    


    
      In examining the impact that I had on the interviews, I considered my own identity and the points of similarity
      and difference between myself and the interviewees. My identity is multifaceted. There are several aspects that I
      could focus on (for example, as a social worker/research novice/white/middle-class person), but the element of my
      identity which I have chosen to focus on here is my identity as a pregnant woman. At the time of interviewing, I
      was between 14 and 30 weeks pregnant with my first child. As stated earlier in the chapter, most adoptive parents
      within this study had come to the decision to adopt due to infertility, miscarriage or other pregnancy-related
      health issues. I was therefore cautious about how I approached this point of difference, as I was worried that it
      may cause friction in my relationship with the adoptive parents, or serve as a painful reminder of the grief and
      loss that they had experienced.
    


    
      The concepts of the researcher as an ‘insider’ or ‘outsider’ and the impact of this on the setting have been
      widely discussed (see Daly, 1992; Mannay, 2010; Morriss, 2015; Wiederhold, 2014). There are possibilities and
      pitfalls associated with both positions. Outsiders may miss key factors or lack understanding because they do not
      have lived-experience of the research topic (Berger, 2015). Insiders, in contrast, may risk overfamiliarity with
      the area and therefore need to find ways to ‘make the familiar strange’ to study it (Mannay, 2010). A further
      problem for insiders is that participants may not explain their experience as fully, assuming that, due to their
      shared experience, explanation is unnecessary (Daly, 1992; Morriss, 2015).
    


    
      However, the binary categories of insider/outsider are simplistic. Our identities are far more complex than this.
      As Wolf contends (1996, p. 16), ‘A number of feminist researchers reject this simplistic dichotomy of
      insider–outsider. Some feminists say they felt they were neither insider or outsider or both simultaneously’. As
      an interviewer, in many ways I was an insider. For example, as a well-educated, middle-class, professional
      person, I was from a class background similar to that of most of my participants. I live in the same city as some
      of them. I understood the cultural references made by my participants and I understand what it is to live in the
      Welsh context. I am a white, married, heterosexual – similarities shared by many participants. Furthermore, I was
      also embarking on the journey to parenthood. Simultaneously, I am an outsider. I am not an adoptive parent and I
      have not experienced the process of becoming an adoptive parent. My participants had been recipients of social
      work services as prospective adopters, and later, as adoptive parents, whereas I, as a former social work
      practitioner, have only ever been the deliverer of services and never the recipient.
    


    
      It is worth considering here the issue of what is disclosed, both purposely and unintentionally by researchers
      and how this can influence the responses elicited at interview. Participants were likely to respond to me in
      particular ways because of things I cannot help but reveal about myself – such as my ethnicity, age, gender and
      accent. Furthermore, I chose to reveal some things about myself: for example, participants could see my marital
      status as I chose to wear my wedding ring. My pregnant status was something that I was eager to hide, as I felt
      that it was unlikely to be helpful in establishing my relationships and building rapport with participants. My
      body betrayed me, and, as the weeks progressed, my pregnant form became increasingly evident. I actively tried to
      conceal my pregnancy by choosing my clothing carefully and by trying not to communicate my pregnancy through my
      posture or body language. For example, in one interview, the interviewees suggested that we sat on bar stools
      around the kitchen counter. Sitting at the kitchen counter for three hours whilst pregnant was uncomfortable, but
      I did not want to reveal my discomfort to the couple, in case this prompted a further consideration of why I was
      uncomfortable. In this instance, I am certain that I was overthinking the matter, but the example serves to
      illustrate the ‘performance’ that I was giving to the participants and the lengths I was going to in order to
      manage the impression I was giving to others (Goffman, 1959).
    


    
      I felt uncomfortable about the ethical implications of concealing my pregnancy. There is a long-established
      tradition in feminist research whereby self-disclosure is encouraged to conduct research in a non-hierarchical
      manner (Oakley, 1982; Yeo et al., 2014). However, it is common for researchers to downplay or emphasise elements
      of their identity to build rapport (Reich, 2013). As I was conducting the interviews as novice researcher in a
      multidisciplinary research team, I felt a sense of corporate responsibility for the data, and this impacted the
      ways in which I conducted the interviews and how I dealt with ethical issues in the research (Rogers-Dillon,
      2005). Whilst in many ways I felt an affinity with adopters who had made the recent transition to parenthood, as
      I was considering the prospect of my own journey to parenthood, I did not know if this view would be
      reciprocated. I felt slightly less anxious about my pregnant state around adopters who already had a birth child,
      although this may have been misguided, as several participants had experienced secondary infertility and may have
      found it insensitive to be interviewed about this by a pregnant researcher. It is difficult to know how I would
      have been perceived had I been more willing to openly display my pregnant state.
    


    
      I do not know if most of my participants had any inclination that I was pregnant. If they did, it is not possible
      to know what impact this had on their responses to the interview or their feelings about me as an interviewer.
      During the process of interviewing, only one adopter asked me about my pregnancy, and this happened at the
      beginning of the interview. The participant did not seem to be upset or overly concerned about the fact I was
      pregnant, but my sensitivity to the issue made me feel flustered, and meant that I did not probe about the
      couple’s reasons for adopting as I may have done had my pregnancy not been mentioned. At the end of a subsequent
      interview, I was asked whether I had any children. The participant had several birth children, had been a foster
      carer and had chosen to adopt a child in her care. Due to the circumstances of the adoption and having completed
      the interview itself, I felt less concerned about revealing my pregnant state than I did with the previous
      adopter.
    


    
      The desire for sensitivity to my participants had a profound impact on my own perception of myself as a pregnant
      person. I was intensely aware of my changing body and my desire not to upset adoptive parents leaked into my
      everyday experience of pregnancy. I reacted irritably to friends and family members who commented on my changing
      figure. I became anxious about my growing bump and made every effort to hide it, not just during interviews, but
      at all times. The nature of the research impacted my perception of my situation. I felt enormous guilt about
      having been able to conceive easily whilst feeling ambivalent about the prospect of parenthood. The injustice of
      fertility weighed heavily on me, especially when comparing myself to those who had been desperate to become
      parents, and yet had been unable to conceive. Although I had been looking forward to conducting interviews, I was
      eager to finish the interviews before my pregnancy became too visible. I was aware throughout the fieldwork that
      I was negotiating my own sense of parenting identity whilst talking to new (adoptive) parents about their
      experiences of the transition to parenthood.
    


    
      These feelings were often unwelcome; however, emotional responses can be helpful in the process of research. As
      Coffey (1999, p. 158) maintains:
    


    
      Emotional connectedness to the process and practices of fieldwork, to analysis and writing is normal and
      appropriate. It should not be denied or stifled. It should be acknowledged, reflected upon, and seen as a
      fundamental feature of well-executed research.
    


    
      Reflexivity, then, can enable the researcher to understand their emotions throughout the research process and can
      be beneficial in terms of protecting them from experiencing negative consequences because of emotionally
      identifying with research subjects (Benoot and Bilsen, 2016). It can be difficult to acknowledge the emotions
      caused by research as ‘it goes against the image of dispassionate science’ (Rogers-Dillon, 2005, p. 445).
      However, reflexivity is important in terms of ensuring researcher safety and to conduct ‘ethical and
      emancipatory’ research (Malacrida, 2007, p. 1339). Experiences in the field can shape how data are interpreted,
      and ‘failure to name these emotions and responses might lead them to become expressed in other ways such as in
      how we write about that person’ (Mauthner and Doucet, 2003, p. 419). However, there are limits to what it is
      possible to access through reflexivity, as our understandings of what influences the process of meaning making is
      only ever partial and may become clearer with the passing of time and distance (both emotional and intellectual)
      from a research project (Mauthner and Doucet, 2003).
    


    
      Conclusion
    


    
      Through using qualitative interviews, I could explore the motivations and complex decision-making processes of
      adopters who had older children placed with them for adoption. Adoption is one way by which children leave the
      care system, and most children available for adoption from Wales have experienced the looked-after system.
      Children who are older (aged four and over) when placed for adoption have been found to be more likely to
      experience difficulties in the adoptive family home when compared to those placed at a younger age. Therefore, it
      is important to examine the subjective experience of adoptive parents, and this chapter has illustrated the ways
      in which the qualitative interview can be an effective tool to gain an understanding of adoptive parents’ views
      in relation to the care-experienced children that they parent. Qualitative interviewing has the potential to
      elicit different responses than the insights which are gleaned from social work interactions, due to the
      differing power dynamics in each situation.
    


    
      This chapter has also argued that all researchers shape the research that they conduct through their
      positionality and biographical experience, and by the ways in which they are perceived by the participants. The
      data gathered from interviews, and how that is interpreted, reflect the co-constructed experiences of both
      researcher and the researched. Consequently, researchers need to think reflexively to gain insights into their
      own performative interactions and subjective meaning making. As a pregnant researcher exploring the motivations
      of adopters, many of whom had experienced infertility and health-related issues, I was mindful of how adoptive
      parents may have perceived my pregnant form when I explored this sensitive topic. I encountered a strong
      emotional response to conducting the interviews, which not only impacted how I perceived participants, but also
      how I perceived myself as a parent-to-be. Acknowledging emotions is an important part of the research process and
      reflexivity is important in helping the researcher to manage the emotional impact of conducting research. The
      process of reflection strengthens data analysis and adds quality to research. Qualitative interviewing allowed
      for new insights into the lived experiences of adoptive parents of care-experienced children and these insights
      facilitate further understanding around the support needs of newly formed adoptive families.
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      Introduction
    


    
      AS A COMMITMENT TO children’s and young people’s participation in research about
      them has become steadily more mainstream, there has been a simultaneous increase in the variety of methods used
      to attempt to promote that participation, particularly with groups whose perspectives have traditionally been
      marginalised in policy and research (Abrahams and Ingram, 2013; Lomax et al., 2011; Mannay, 2016). In these
      studies, the basis of participants’ involvement in research has shifted from something that is done to them to
      one in which they have ‘designed, enacted and interpreted inquiries and been honoured as an authentic critical
      voice’ (Groundwater-Smith et al., 2015, p. 2). Consequently, within social and policy research, creative methods
      are often positioned as facilitating participatory relationships, whilst also being seen as ‘effective ways to
      address increasingly complex questions in social science’ (Kara, 2015, p. 3).
    


    
      This chapter draws on a study that explored the educational experiences and aspirations of children and young
      people in public care in Wales. Children and young people who are looked after are often subject to formal social
      care and legal processes that involve some form of social work encounter in which their accounts inform decisions
      about their lives. Consequently, in the study discussed here, participatory and creative techniques were
      introduced to resist the recreation of the social work interview, and attempts were made to empower participants
      to take part in the research in a meaningful way. The chapter explores the strengths and limitations of these
      approaches for working with children and young people, and gaining an insight into their perspectives,
      aspirations and everyday lives.
    


    
      Background
    


    
      The number of children and young people in the care system has been steadily increasing (see Elliott, 2019
      [Chapter 2 this volume]). In Wales, the number of children and young
      people in care at the time of this study, 2015, stood at 5,415, with this figure having increased by 20 per cent
      in the preceding 10 years (Welsh Government, 2015). Nationally and internationally, care-experienced children,
      young people and care leavers are reported to perform less well than the general population across a range of
      educational outcomes (Jackson and Cameron, 2010; Sebba et al., 2015; Matheson, 2015; see also Allnatt, 2019
      [Chapter 6 this volume]).
    


    
      To gain an insight into these differentiated patterns, some studies (Holland et al., 2010; National Fostering
      Framework, 2016; Ross et al., 2009; Wilson and Milne, 2016) have employed research methods, which centralise
      care-experienced children’s and young people’s subjective accounts of their experiences. However, the majority of
      studies are weighted towards the words and ideas of researchers, professionals and policy makers, rather than
      those of the children and young people themselves (Winter, 2006; McLeod, 2007). By relying on the accounts of
      adults who work with (or on) children and young people, it is unlikely that meanings made by children and young
      people about their education will be understood. Consequently, structural and organisational changes which
      meaningfully benefit their lives are not likely to be realised.
    


    
      Importantly, listening to the views of children and young people can potentially inform prevailing discourses
      around care and education, and contribute to informed policy making and practice. The significance of this
      becomes clear when considering the range of government initiatives in Wales and the United Kingdom (see the
      Children Act 2004, the Children and Young Persons Act 2008, the Social Services and Well-being (Wales) Act 2014),
      which have yet to significantly improve educational outcomes for care-experienced children and young people. This
      raises the fundamental question of whether current policies adequately respond to the complex causes of the
      attainment gap (Berridge, 2012; Stein, 2012). Consequently, research approaches need to consider how best to work
      with children and young people to enable their views to be communicated, heard and acted upon.
    


    
      Methods
    


    
      The data presented in this chapter were generated as part of a Welsh Government commissioned study to explore the
      educational experiences, attainment and aspirations of care-experienced children and young people in Wales
      (Mannay et al., 2015, 2017). The study was conducted through the collaboration of Cardiff University’s Children’s
      Social Care Research and Development Centre (CASCADE), the Fostering Network [1], Voices from Care Cymru [2] and Spice Innovations [3]. The research team at Cardiff University analysed
      existing statistics on educational attainment in England and Wales, reviewed literature on the educational
      experiences of the care-experienced population; and conducted a full systematic review of effective educational
      interventions with children and young people who are looked after (see Rees et al., 2019 [Chapter 3 this volume]).
    


    
      Alongside the analysis of existing data, it was important to include the views of care-experienced children and
      young people. We worked with 67 participants; 22 in primary school (aged six–11); 17 in secondary school (aged
      11–16); 26 who had completed compulsory education with mixed engagement with further education (aged 16–27); and
      two in higher education. Of the participants, 27 (40 per cent) were female and 40 (60 per cent) were male. This
      sample did not directly reflect the gender balance of the public care population. At the time of the study, there
      were 2,595 girls (46.3 per cent) and 3,020 boys (53.7 per cent) in public care in Wales (Welsh Government, 2015).
      However, the sample aligned relatively closely with this distribution as well as including children from a wide
      range of care circumstances: foster care (n = 52); foster, residential and kinship care (n = 4); foster and
      residential care (n = 7); foster and kinship care (n = 1); foster care and semi-independent (n = 1); residential
      care only (n = 1); and unspecified (n = 1).
    


    
      The fieldwork with young people living independently or having left care (n = 26) included focus groups,
      organised in conjunction with Voices from Care Cymru, and a range of creative activities developed with Spice
      Innovate. The research team recruited, trained and worked with care-experienced peer researchers from CASCADE
      Voices [4] to facilitate these
      research events (see Mannay et al., 2015; and Staples et al., 2019 [Chapter
      15 this volume]). However, this chapter is concerned with the fieldwork with younger participants (n = 39),
      which consisted of activity days. These events were developed with the Fostering Network, and involved a number
      of creative and sports-based activities such as jewellery making, clay modelling, T-shirt and bag design, wall
      climbing, and ball games.
    


    
      The data production was embedded within these activity days, and children and young people had the choice of
      contributing to the research or only taking part in the accompanying activities. The research techniques included
      sticker activities, sandboxing and traditional interviews; and children and young people who wanted to be
      involved in the study pegged a piece of card with their name on to a string. These participants (n = 39) were
      given a choice about whether to create a sand-scene, which some undertook (n = 19). Others selected a traditional
      interview (n = 14) or the option to take part in an emotion sticker activity followed by an interview (n = 6). We
      offered a range of activities, in the recognition that some approaches are not necessarily appropriate to use
      with some participants or may not suit their individual preferences (see Johnson et al., 2012; Smith, 2019
      [Chapter 14 this volume]).
    


    
      Ethical approval for the study was granted by Cardiff University and all participants and their carers were
      provided with information about the study and completed age-appropriate informed consent sheets. While
      researchers make efforts to gain active consent from older children and young people (Shaw and Holland, 2014),
      with younger children ‘assent’ is often sought (Cocks, 2006). However, in this research, younger children were
      also asked to sign or mark a consent form. While no arguments are made about the validity of this as an exercise
      in gaining active consent, the children appeared to enjoy being asked to sign their name and to be given the
      opportunity to display their ‘signature’ on a document.
    


    
      Sandboxes, stickers and superheroes
    


    
      Using the emotion sticker and sandboxing activities provided a way to rebalance the interview dynamic because
      participants could lead the discussions around their visual productions and take some control over the direction
      of the interview. This participant-directed model also acted to limit the propensity for the researchers’ own
      knowledge and experiences to overshadow the participants’ accounts: ‘fighting familiarity’ (Delamont and
      Atkinson, 1995), as discussed in previous visual studies (Mannay, 2010; Richardson, 2015). Additionally, the
      activities facilitated discussions around feelings and emotions, as researchers did not need to ask direct
      questions about children’s and young people’s emotional lifeworlds (Gabb and Fink, 2015). Being non-intrusive was
      important, because we sought to resist recreating the experience of a formal interview or intervention, which
      participants would have been subject to as part of their journey into public care.
    


    
      In the emotion sticker activity, children were provided with card, paper, coloured pencils and pens, and emoticon
      stickers representing happiness and sadness, to create a mind-map of salient aspects of their school life. Where
      appropriate, depending on the age of the children, researchers helped with writing the verbal cues, and
      participants were encouraged to use the stickers to show which parts of the school and the school day they liked
      and disliked, as well as their favourite times or places. The emotion sticker activities elicited discussions
      about feelings and emotional interactions that children experience during the school day. For example, when
      discussing the sad faces placed on her school map in relation to playtime and friends, Ruby [5] commented:
    


    
      
        Figure 13.1: Emotion
        Sticker Activity
      


      [image: Image]

    


    
      Ruby: When the children get sad they don’t really do anything about it, they just say
      have you told the people on the, have you told the people on the yard? And I say no because the teachers are
      doing other things. So that’s why it is really.
    


    
      The stickers and maps also contributed to knowledge about care-experienced children’s social worlds in relation
      to placement moves, and allied issues such as changing schools, which characterise the experiences of many
      care-experienced children and young people (Jackson and Cameron, 2010):
    


    
      Jack: I don’t want to be, to go away from [name of foster carer]. I don’t want to go to
      another foster home.
    


    
      Accordingly, the maps enabled the children to both situate their feelings in the interactional and institutional
      contexts of their school life, and construct narratives about themselves as a school child, in the past, the
      present and an imagined future.
    


    
      In relation to Ruby’s comments, the ‘normative cruelties’ of school yard and classroom interactions have been
      well documented (Thorne, 1993; Renold, 2005). However, the lack of response or action from school staff was
      considered at different points in Ruby’s interview and, arguably, coping with the difficulties arising from a
      feeling that teachers do not ‘deal with things’ can be more problematic for children in care because of
      associated feelings of ‘difference’ (see Mannay et al., 2017). Jack discussed his fear of moving to a different
      foster home, and children’s placement moves are often accompanied by school moves. These can be characterised by
      inadequate information transfer between agencies, the disruption of learning opportunities, and the need to build
      new peer relations and adjust to different school regimes and practices (Zetlin et al., 2004; Jackson and
      Cameron, 2010; Pecora, 2012).
    


    
      Therefore, the visual evidence of the feelings that children experienced and managed at school is important
      child-led knowledge about the emotional landscapes in the school, which could be more actively and responsively
      managed by teachers and lunchtime supervisors. It also highlights ongoing, pervasive anxieties about stability
      that care-experienced children negotiate as part of their educational lives and identities. In this way, these
      visual materials facilitated a productive dialogue that enabled an engagement with the mundane, yet important,
      aspects of schooled lives, which may not have been possible using a more traditional, purely verbal-answer
      interview approach.
    


    
      In the ‘sandboxing’ activity, participants either created sand-scenes representing what school was like, or
      focused on their future aspirations; with an elicitation interview following the creation of the sand-scenes. The
      activity consisted of building a scene with a tray filled with sand and miniature figures and objects, including
      trees, gates, fences, cars and trucks, superheroes, work roles, fantasy figures, animals, shells and jewels. The
      sandboxing activity drew on ‘the world technique’ (Lowenfeld, 1979), which has been used extensively in play
      therapy and psychoanalytical approaches. However, here it was applied as a tool of data production, not as a
      therapeutic activity (see Mannay, Staples and Edwards, 2017). The researchers also made their own sand-scenes,
      where appropriate, and this was done concurrently, to engender a more collaborative exchange where the contents
      and meanings of the scenes could be shared. This aligned with an attempt to foster a participatory approach
      (O’Kane, 2008), and to assist in building rapport over a relatively short period of time.
    


    
      Like the emotion stickers activity, the sandboxing also provided a platform for exploring the hopes, fears and
      emotional lifeworlds of care-experienced children and young people without asking direct questions about
      participants’ feelings. For example, a desire to foster security and safety for themselves and others featured in
      many of the participants’ accounts, as illustrated in Figure 13.2.
    


    
      Sandboxing allowed children and young people to create complex visual representations of their future aspirations
      like the battle scene using soldiers and wild animals (Figure 13.2). This scene represented
      John’s desire to join the army ‘because there’s some little wars which are going on and people are trying to
      fight for their country to keep it... I want to help them and keep them going’. There was an emphasis on the
      importance of doing a job where he could keep people safe, and in gaining recognition for doing this work to
      protect people. John talked about the role that the army plays in disaster relief, explaining that he could ‘help
      everyone... if there was an earthquake’; alternatively, if he joined the fire brigade he reflected that he could
      ‘save some people and actually be a hero’.
    


    
      
        Figure 13.2: John’s
        sandbox – ‘help everyone’
      


      [image: Image]

    


    
      Many participants spoke of altruistic future selves where they would help others in their work by becoming
      superheroes, social workers, vets or teachers (see Mannay et al., 2015, 2017). However, John’s battle scene also
      illustrated an understanding that safety and security were not necessarily automatically conferred, rather that
      they were things that involved some form of negotiation, struggle or fight. This theme transferred to the
      participant’s discussion of his employment and how his wages would be related to ensuring his future family’s
      security:
    


    
      John: I wouldn’t mind anything that I could make a lot of money, just in case I have a
      family so we’re actually able to look after them and to keep them safe.
    


    
      As discussed earlier, a desire for stability and safety are often central in the experiences of care-experienced
      children and young people, which can be characterised by instability, family separations and placement moves
      (Jackson and Cameron, 2010). The creation of the sand-scene, and the mirroring activity in which the researcher
      made a representation of their aspirations, along with the ensuing conversation, enabled a discussion of these
      sensitive issues, which moved beyond the boundaries and form of the traditional social work interview.
    


    
      Importantly, sandboxing also allows scenes to be easily made-and-remade. Many visual methods lack this level of
      fluidity as they become fixed once stickers are stuck, collage pieces are glued or when ink comes into contact
      with paper. Arguably, Lego Serious Play [6] encourages experiential forms of expression and reflection that can help participants see familiar
      situations in a new way (Gauntlet and Holzwarth, 2006; Hinthorne and Schneider, 2012). However, although Lego
      bricks have the potential to be built and rebuilt, they do not necessarily have the flexibility of sandboxing;
      and to some extent, unlike sandboxing, they are reliant on particular spatial and coordination skills, which
      could exclude some participants.
    


    
      The sandboxing figures are not pliable or open to physical change, although metaphorically they can take on
      multiple and unrestricted meanings. However, even where the figures and objects were not actually malleable, they
      were placed and moved or removed and structures were built and destroyed both prior to and during the interviews.
      The sand-scenes were often decorated by the imprints of other pieces that were inserted and later taken out, and
      live enactments featured in interviews with children and young people, with one participant creating a complex
      dramatised play with the figures. The sandboxing activity was also useful in the creation of physical boundaries
      due to the flexible nature of the sand, as illustrated in Figure 13.3.
    


    
      
        Figure 13.3: Tracey’s
        sandbox – ‘that means bad’
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      Tracey demarcated a good and bad section, using the sand to clearly stake out a division between her two possible
      imagined futures. The importance of pets was notable in many of the care-experienced children’s and young
      people’s accounts of their past and current experiences, and their future lives. Pets are significant, as
      although they play an active role in fostering well-being (Briheim-Crookall, 2016), they are often left behind in
      the process of separation from the family home and later in placement moves to different foster cares.
    


    
      Here, Tracey has put snakes on the left-hand side to represent the horrible pets she would have in a bad future:
    


    
      Tracey: There will just be like horrible, like, I don’t like snakes so then that means
      bad... they are really mean pets, and I don’t really like meanness.
    


    
      Tracey also used the sand to partially bury a yellow snake, emphasising their sneakiness. The ability to
      demarcate and bury objects provided understandings about how care-experienced children and young people visualise
      their futures within conflicting narratives of the positive and the negative, and a lack of choice and agency,
      which often reflects their everyday experiences. In line with previous research (Welbourne and Leeson, 2012;
      Sebba et al., 2015), many participants in the study had experienced a disrupted education due to difficulties in
      their family home and subsequent placement moves. Therefore, having an open activity, where participants could
      create representations of their future, on their own terms, allowed space for exploring the complexities and
      uncertainties faced by care-experienced children and young people.
    


    
      Conclusion
    


    
      Whilst they are not a guarantee of full and active participation, the use of visual, creative and material
      methods do have the potential for more collaborative and participant-led data production. In this way, the visual
      offers the potential to ‘question, arouse curiosity, tell in different voices or see through different eyes’
      (Edwards, 1992, p. 54). Additionally, in this study, sandboxing and the emotion sticker activity were
      specifically chosen to resist the recreation of the social work interview.
    


    
      The formal social care and legal processes involved in placing a child or young person into public care mean that
      all of the participants would have experienced some form of social work encounter, which may have informed
      fundamental decisions about their lives (Jackson and Cameron, 2010; Mannay et al., 2015). Therefore, although
      semi-structured interviews have proved effective in previous studies (Jackson and Höjer, 2013), and they
      generated important data within this study, particularly with older participants (Mannay et al., 2015, 2017),
      they partially mirror social work practice. Arguably, this question and answer format could inhibit some
      participants from producing an account of their educational experience, lest what they say be used to determine a
      decision about their life.
    


    
      Enabling participants to lead the research by centralising their selected visual data activity also stood in
      contrast to a social work interview, in which they would have had no choice about how or whether to participate.
      Moreover, previous work with care-experienced children and young people has noted how arrangements directing gaze
      forwards, not toward each other, in car journeys, engendered a less hierarchical and more relaxed research
      encounter (Ross et al., 2009; Ferguson, 2008). Similarly, the visual activities shifted the gaze to the creative
      product, allowing less intensive and invasive forms of conversation and communication, enabling a creative way of
      interviewing that is ‘responsive to participants’ own meanings and associations’ (Bagnoli, 2009, p. 547).
      Therefore, arguably, adopting less formalised interview techniques, and introducing more flexible approaches,
      could prove beneficial in both social science research and social work practice (see Crow et al., 2008; Woodcock,
      2011).
    


    
      However, there were limitations to these approaches and they should not be seen as a panacea. For example, the
      open nature of the sandboxing activity often meant that, although child-led, the conversations moved in multiple
      directions, which were interesting and important but not related to the central research questions. Conversely,
      despite the introduction of creative data production, some of the interviews, particularly in the emotion sticker
      activity, reverted to a researcher-led question and answer style, which sometimes acted to close down
      opportunities for children to express their own ideas and experiences. These elicitation interviews illustrate
      the tensions between how best to centralise the voices of children and young people in a participatory framework,
      whilst at the same time addressing the requirements of researchers and funding bodies (Lomax, 2015).
    


    
      However, despite their limitations, these activities went some way towards facilitating care-experienced
      children’s and young people’s engagement with researchers on their own terms, and provided a space in which they
      could articulate their experiences and imagine their futures. Importantly, this more collaborative and ‘partially
      participatory’ (Mannay, 2016) approach elicited a nuanced data set in which children and young people were able
      to articulate their educational experiences and aspirations; and what they felt should change and be improved.
      These reflections and suggestions formed the basis of 17 recommendations for practice (Mannay et al., 2015),
      which in turn informed policy strategy (Welsh Government, 2016). Therefore, it is important to develop creative
      research approaches that engage care-experienced children and young people to share their stories and ideas,
      which can potentially inform policy and practice, and improve their future educational experiences and outcomes.
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      Introduction
    


    
      THIS CHAPTER REFLECTS on the use of participatory research methods in relation to an ongoing research project
      based in the alternative education setting of a Pupil Referral Unit (PRU) in Wales. Participatory methods allow
      us to place the lived experiences of participants at the centre of research, and they align with contemporary
      notions of childhood, where children are viewed as the experts in their own lives (James et al., 1998). Arguably,
      such approaches provide a space for research with young people, rather than on them (Pauwels, 2011); reducing the ‘us’ and ‘them’ dualism between the researcher(s) and the
      researched (Pain, 2004, p. 656; see also Mannay and Staples, 2019 [Chapter
      13 this volume]). In this sense, research becomes participant led, with the researcher acting as a
      facilitator, creating space for youth ‘voice’.
    


    
      In relation to education, these methods can support the school inspectorates’ emphasis to include the views of
      pupils in decision-making processes. Fielding and Bragg (2003) outline the benefits of this approach for pupils,
      including an improvement in both academic and communication skills, and a renewed sense of agency and motivation
      with schooling. Similarly, Baroutsis et al. (2016) discuss how a sense of connectedness and belonging for pupils
      is important for their learning experience, and that by being active participants who are heard, and listened to,
      a sense of belonging in school can develop.
    


    
      However, with a rise in participatory agendas and the practice of ‘youth voice’, it is important to be mindful of
      ‘both the possibilities and limitations of initiatives aimed at “giving voice”’ (Batsleer, 2011, p. 420). There
      is a need to recognise when participation work is merely ‘ticking boxes and missing the point’ (Batsleer, 2008,
      p. 141); becoming a tokenistic gesture which may silence young people, and reaffirm dominant voices.
      Participatory methods can have various connotations, and even when the research is constructed on the basis of
      young people’s agendas, interests and concerns which are then acted on to some degree, the potential power
      imbalances inherent within these research relations should still be acknowledged.
    


    
      Mannay (2016, p. 51) has argued that no study is ever carried out in a vacuum, whereby power relations cease to
      exist between the researcher and the researched. Similarly, using the work of Bernstein (1990, 2000), Arnot and
      Reay (2007) have emphasised the existence of power relations, challenging the idea that any voice can be captured
      outside this dynamic. Accordingly, a degree of structuring and moulding of ‘voice’ occurs through all research
      methodologies, and participatory research is not always necessarily more enabling for young people than other
      forms of research.
    


    
      Reflexivity, and investing the time needed to carry out meaningful participatory research can be difficult when
      research projects are increasingly restricted by time (Mannay and Morgan, 2015). However, a failure to do so can
      seriously undermine a participatory approach, which needs to be adaptable to meet participant needs and
      unforeseen circumstances during the process. It is also important for researchers to openly discuss their
      fieldwork experiences, in terms of the purpose, the challenges faced, and the compromises made. Such transparency
      and reflection can offer opportunities to recognise the differences that exist within participatory projects, and
      to what extent a piece of work has indeed been participatory, or only partially so. Accordingly, this chapter
      embraces the messiness of the research process and takes an open and reflexive approach, which can foster a
      development of participatory techniques.
    


    
      Pupil Referral Units: What we know
    


    
      Currently in Wales, PRUs are the most commonly used form of education other than at school (EOTAS), supporting
      44.3 per cent of the EOTAS pupil population during the 2016/17 academic year (National Stats Wales, 2017).
      Mainstream schools have often been unable to support the complex needs of the young people, and, as a last option
      or for exclusionary purposes, they refer pupils into PRUs as a temporary solution. PRUs are tasked with
      supporting and improving both the well-being and learning of pupils who have been referred from mainstream
      schools, in order for them to be re-integrated into the mainstream at the earliest opportunity.
    


    
      Reasons for a child or young person being referred to a PRU in Wales will vary, but a high proportion of pupils
      have been identified with a level of social, emotional and behavioural difficulties (SEBDs) (Estyn, 2015). Whilst
      pupils with these difficulties are over-represented in such settings, their voices are amongst the least
      represented when it comes to research (Michael and Frederickson, 2013; Clarke et al., 2011). Similarly, PRUs
      themselves are marginalised both in the research literature, and as a form of schooling in Wales (Children's
      Commissioner for Wales, 2014).
    


    
      The pupil population
    


    
      The number of pupils who receive their education from an institution other than a mainstream school is relatively
      low in Wales: only three per 1,000 pupils in Wales during the 2016/17 academic year (Welsh Government, 2017).
      Despite this, the needs of these pupils are likely to be great, with 88.5 per cent identified as having special
      educational needs (SEN) in addition to any SEBD, and 33 per cent eligible for free school meals (FSM), an
      indicator of social deprivation (Welsh Government, 2017). At the same time, young people in care will be more
      likely to attend PRUs as a result of often difficult and challenging circumstances during childhood (Brodie,
      2001; Blyth and Milner, 1993).
    


    
      It is important to note that for those young people who are removed from mainstream settings, the risk of further
      marginalisation in their lives is increased (McCluskey et al., 2016). The educational outcomes for pupils
      attending PRUs are routinely far lower than children in mainstream schools (Pirrie et al., 2009). As such, young
      people leaving these schools are at increased risk of unemployment, ill health and other forms of social
      exclusion (see Jackson and Cameron, 2012). Whilst PRUs comprise a relatively small proportion of the education
      section, they are an important site for examining the educational processes that can marginalise vulnerable
      children and young people. Moreover, since care-experienced children and young people are over-represented in
      PRUs, and are already at a disadvantage in terms of educational attainment and achievement (see Allnatt, 2019
      [Chapter 6 this volume]), this makes these sites particularly important
      arenas for examination.
    


    
      Background to the study
    


    
      This current Economic and Social Research Council funded, three-year study explores the daily practices, routines
      and occupational understandings of the people who work in a PRU in Wales. Pupils were also involved in the
      research, so that they could express their views and experiences of attending a PRU and provide a more nuanced
      insight into the everyday life of this alternative education setting. Pupils at the PRU had been identified with
      a level of SEBDs, which had led to their referrals, and some children and young people were also in the care
      system.
    


    
      My professional background is youth work, where young people are always the focal point of the work. Therefore,
      taking a participatory approach aligned with my previous practice, which emphasised a ‘responsibility to ensure
      that young people are given the chance to express their views’ (Gormally and Coburn, 2014, p. 872). Additionally,
      whilst research that captures the views of young people has proliferated, those with SEBDs remain some of the
      least heard within the literature (Michael and Frederickson, 2013). Consequently, it was important to acknowledge
      these social actors, who, with their own experiences and perceptions of the PRU, and through daily interaction
      with staff, mutually created the organisational culture of the setting (Day, 2004).
    


    
      Whilst there have been some recent attempts to outline good practice within PRUs in Wales (Estyn, 2015), this
      study is specifically interested in how practitioners make sense of their own performed roles. Resonating with
      Pithouse’s (1987, p. 46) research, on the occupational world of social work, the study positioned ‘the daily
      setting... as the authentic and purposeful construction of members who competently employ their own assumptions
      and “theories” of what constitutes good work’. Additionally, there has been a renewed interest in the educational
      experiences of young people in care in Wales (Rees and Munro, 2019 [Chapter
      5 this volume]; Mannay et al., 2015, 2017). Consequently, an exploratory study of PRUs in Wales is even more
      pertinent, given that those in care are much more likely to attend PRUs when compared with their peers (Blyth and
      Milner, 1993; Brodie, 2001; Sellman et al., 2002).
    


    
      This study worked with all young people in the PRU, not just those categorised as ‘looked after’; however, there
      are many parallels between the experiences of pupils in PRUs and those of young people in care. For example, both
      experience intense monitoring in their daily lives, including regular, one-to-one meetings with professionals,
      mainly to support their progress in relation to well-being needs and academic work. Accordingly, I wanted to
      limit as much as possible further scrutiny into these young people’s lives. Adopting a participatory approach,
      with creative methods, allowed pupils to choose their own levels of involvement in the study, whilst in a
      familiar environment. The following sections provide an account of the fieldwork process, in an attempt to add
      further insights into the use of participatory methods with young people in education settings.
    


    
      Research context
    


    
      The research site discussed is a PRU in Wales, which supports young people with behavioural difficulties, whilst
      also offering a service to young people who are socially anxious or school phobic. In the initial few months of
      the research, I spent most of my time with the latter category of pupils, referred to as the ‘nurture’ group. As
      all the pupils had some level of identified need, such as being school phobic, it was essential that the PRU
      catered for these needs by adopting different approaches to practice. Whilst the overarching aim was to support
      pupils to re-enter mainstream schooling, the most pressing need was often to encourage regular attendance at the
      PRU.
    


    
      Pupils were likely to associate negative experiences with schooling that had resulted in their referral to the
      PRU; consequently, encouraging pupils back into a school environment was not always an easy task. Strategies
      included a gradual approach for some pupils, with short hourly visits gradually extended to full days and finally
      a full schooling week. The setting was friendly, welcoming and informal and the number of pupils registered at
      the PRU was low (66), with average class sizes ranging between three and eight pupils at any one time.
    


    
      With a total of thirty-five staff working at the PRU and the small class sizes, this meant that staff were able
      to get to know the pupils quickly, gaining a grasp of individual personalities and needs, and forming close
      relational bonds. The relatively informal approach to practice was also seen in relation to school uniform. Key
      Stage 4 (aged 14 to 16) and 5 (aged 16 to 18) pupils could wear their own clothing, and, in addition, many staff
      were known on a first-name basis by pupils. Whilst there were clearly rules in place, which were mostly adhered
      to by the pupils, these were also up for negotiation. From my observations, staff never punished pupils, in terms
      of shouting or giving out detentions. Any issues that were raised were generally negotiated and talked through,
      mutually. Whilst hierarchical roles existed between staff and pupils, these appeared to be less prominent than
      those found in mainstream settings, as previous research has demonstrated (see Meo and Parker, 2004).
    


    
      Reflections on the fieldwork
    


    
      Between November 2016 and March 2017 I volunteered for one full day a week in the ‘nurture’ side of the PRU,
      supporting the work of school-phobic and socially anxious pupils and taking an active part in lessons, including
      well-being and drama. During this time I got to know the pupils and staff relatively well, explaining my research
      role and discussing my fieldwork plans. In total, ten pupils took part in the research, and we produced data
      about their experiences within the PRU across six weeks during one of the well-being classes. The pupils were
      aged between 12 and 15 and included six girls and four boys; the period of time they had spent at the PRU ranged
      from three weeks to three years.
    


    
      From past experience of working with young people in a youth work capacity, I was keenly aware of the importance
      of having a period of familiarisation before I began the research, to build rapport with pupils. By volunteering
      in the setting over a prolonged period of time, I hoped to gain a better understanding of the pupils’
      experiences, by developing relationships built on trust and familiarity. Pupils with communication difficulties
      and other learning needs were unlikely to open up to a stranger over a short one-off interview, therefore one-off
      research encounters were seen as an inappropriate technique to gain an understanding of the pupils and their
      schooled lives.
    


    
      Working as a volunteer in the setting involved supporting both staff and pupils with their daily work, and taking
      an active part in lessons. This ‘easing in’ period allowed me to get to know both the pupils and staff, and to
      become more familiar with the setting. In doing so, I was able to consider and tailor my research methods with
      regard to their suitability for young people’s needs as individuals, as well as the needs of the PRU setting
      itself, in terms of fitting my methods into the schooling day without causing too much disruption.
    


    
      My role did not require me to formally teach pupils, therefore, the traditional teacher/pupil hierarchy was not a
      feature of the relationship between myself and the pupils. Consequently, I could build informal relationships
      relatively quickly, talking with pupils during break times, playing football in the yard, and discussing shared
      interests, such as sport and food. By consistently attending on Thursdays, I became a part of the PRU’s weekly
      routine; and learnt about the community and its everyday practices.
    


    
      The pupils displayed a variety of skills, strengths and needs. For example, whilst some of the pupils actively
      and confidently engaged in lessons such as drama, playing musical instruments and singing songs, others never
      took part in these sessions, sitting on the periphery. There were clear differences between the pupils in
      relation to their confidence and articulation; and this differentiation meant that techniques of data production
      had to be carefully considered. For example, Cahill (2007) has documented the uneven nature of participatory
      methods, where more confident pupils have dominated proceedings, inadvertently sidelining the voices of others.
      It was important to involve all pupils as equally as possible, whilst also respecting their right to remain
      silent, and this premise aligned with a mosaic approach (Clarke and Moss, 2001).
    


    
      The mosaic approach
    


    
      Originally conceived by Clarke and Moss (2001), the mosaic approach uses a creative, participatory framework,
      focusing on the lived experience of children and young people. It combines the vocal with the visual, allowing
      participants to express their opinions both verbally and symbolically by selecting from a number of methods such
      as informal interviews, walking tours, drawing and photography. Participants can also devise their own ways of
      sharing their opinions and experiences if preferred. This approach has been used successfully with young
      children, including those who were pre-verbal, and more recently with young people in care (Quarmby, 2014).
    


    
      In the fieldwork, the mosaic approach acted as a framework, which could be adapted according to the young
      people’s needs and interests; and the requirements and restrictions of the setting. Each pupil could carry out as
      many or as few activities as they liked over a number of weeks. Once each activity was completed, these were
      added to an individual booklet. These booklets were then used for a final elicitation interview, to further
      explore the understandings of each pupil’s PRU experiences. It was important to recognise the value of more
      formal approaches to data production with young people, such as interviews, as these provided an opportunity to
      check and clarify understandings, and the meanings of the visual artefacts.
    


    
      It was also essential not to make assumptions about creative or participatory methods being more suitable for
      research with young people. As Thomson (2007) contends, participatory models of research can be useful with
      children, adults and young people; but some participants prefer, or are more comfortable taking part in
      traditional forms of research, centralising an interview style. For example, there is evidence to suggest that
      being asked to draw or write in front of others can cause anxiety for young people, because of issues around
      artistic ability (see Mannay, 2016). As many young people in PRUs have been identified with special educational
      needs, including difficulties with reading and writing, I wanted to ensure that my research methods were
      sensitive towards any such anxieties. Therefore, participant choice was centralised, and, in addition to creative
      and visual approaches, informal interview discussions were available to participants as an option for data
      production, along with participant observation techniques.
    


    
      Creating data
    


    
      An arrangement was made with staff that one of the weekly well-being lessons was allocated to the research
      project. Along with support staff, myself and the pupils sat around one of the large tables and I reminded
      everyone about the purpose of the research, and that pupils could choose to sit out of any or all of the
      activities if they wished. The activities were generated from initial discussions about the ways in which pupils
      could represent their experiences, and young people wrote all their ideas down on pieces of paper in the middle
      of the table. Enabling pupils to design their own methods for data production was in keeping with a participatory
      approach, as it involved them in the design of the research, rather than simply adopting a partially
      participatory approach, which constrained their involvement to producing data (Mannay, 2016).
    


    
      In the first session, many pupils were keen to make drawings and to write stories about their experiences. Whilst
      I was available to give any advice when invited, I left the pupils to their own devices for the majority of the
      session. Some participants wrote about their personal experiences of becoming pupils in the setting, whilst
      others drew pictures of their favourite things in the PRU, including staff and specific days they had enjoyed
      together. The staff were pleased with the artefacts produced by the pupils and the ways in which they
      communicated the positive impacts of their experiences at the PRU. Throughout this session I was conscious of
      staff presence, and how this could potentially limit some of the pupils’ capacity to raise difficult issues or
      complaints about their PRU experiences. Some pupils nonetheless communicated negative experiences from their PRU
      schooling in this session, such as particular lessons or areas of the building they did not like. Additionally, I
      hoped that the final one-to-one elicitation interviews would become a space where pupils felt comfortable about
      discussing any further difficult experiences.
    


    
      These research tasks appeared to support staff, reaffirming to them the importance and relevance of their daily
      work, and the strong bonds that existed between pupils and staff. For example, when one pupil showed a member of
      staff the story she had written, about how the PRU had supported her in changing her life around, the teacher
      became emotional, and expressed that they were very proud of the pupil. Importantly, these creative activities
      provided opportunities for participants to raise topics, which they may not have articulated in everyday
      conversations about their educational setting.
    


    
      In one session, the pupils asked if they could take me on a group tour of the PRU, to show me the things they
      valued the most. We recorded the conversations along the way, and pupils also took photographs. We were
      accompanied by one of the well-being staff and a teaching assistant. Whilst I acknowledge the ‘intrusive
      presence’ of the researcher during the data production, attempting to step-back and allow pupils to lead the
      activity during the tour, this inadvertently left space for ‘the “intrusive presence” of significant others’
      (Mannay, 2013, p. 136). Staff members were keen to offer advice and suggestions to the pupils about locations to
      visit and which photographs to take. Whilst I valued the support of staff in the sessions, their presence also
      meant that some pupils were steered through parts of the activities, inhibiting the participatory nature of the
      research and the voice of the young people. Additionally, as the recorded tours became a group activity rather
      than the individual approach originally anticipated, this meant that dominant pupil voices took centre stage in
      the resulting audio recording, silencing more reticent voices (Gallagher, 2008). Due to time constraints it was
      not possible to do future tours with individual pupils, which could have generated greater insights into the
      lived experiences of individual pupils.
    


    
      Concluding and thinking forward
    


    
      Overall, using participatory methods as part of this ongoing research project proved a useful way of gaining rich
      ‘data’ from a group of PRU pupils about their experiences of school. These creative methods allowed those pupils
      who often sat on the periphery of daily schooling activities to take part and produce their own work; which could
      have proved much more challenging through traditional research methods. Accordingly, the variety of methods used
      from the mosaic approach were useful in supporting these weekly group tasks in the limited amount of time
      available, with pupils who displayed a range of needs.
    


    
      On the whole, the pupils appeared more comfortable working in groups: whilst this was useful, in that more pupils
      took part, it also meant that dominant voices took centre stage in certain tasks, marginalising other voices.
      Furthermore, as the sessions took place within class time and in the presence of staff, this made it increasingly
      difficult to escape the power dynamics of adult/child where the voices of young people were structured by adult
      voices. In this PRU, where supporting the needs of pupils was paramount to the vocation of staff, this meant that
      staff were likely to be a constant presence on some level during the research process. It is also worth
      considering that the potential for adults to structure the voices of young people may be particularly pertinent
      to those in care who routinely have interactions with adults in a range of settings in the course of their
      day-to-day lives, including social workers, therapeutic practitioners and bespoke education support teams.
    


    
      This resonates with concerns held by Walmsley and Johnson (2003), who question whose story is actually being told
      within participatory research. I attempted to mitigate such concerns by providing a space for each pupil to talk
      openly about their experiences, reflecting on their creative artefacts in one-to-one and group elicitation
      interviews. Incorporating these interviews into the research plan provided a space for pupils to talk openly,
      away from staff members, and allowed me to pay attention to what may have been missed, as well as check that the
      pupils were happy with my interpretations of their creative outputs.
    


    
      I also intend to work with pupils to explore how the research findings can be disseminated, in keeping with a
      participatory approach from design, to fieldwork, to dissemination. Attending the PRU Pupil Council will offer
      opportunities to discuss the research findings, and put forward changes for practice suggested by the
      participants. The power dynamics at play within school settings, and between young people and adults more
      generally within society, can act as a barrier to enacting change. For some young people in care, a sense of
      powerlessness over certain aspects of their lives is likely to be felt particularly acutely. However, within a
      PRU, which tends to be characterised by less intense and overt hierarchical relations between staff and pupils,
      and through the informal, mutually respectful relationships that exist between them, this provides opportunity
      for pupils to make suggestions, and, potentially, for these to be heard and responded to by adults. It is
      important to outline at the start of any participatory project that change cannot and does not always occur, but
      that any meaningful engagement with pupil voice does involve listening and acknowledgement, as well as acting to
      some degree on this voice. A failure to do so can seriously harm any future involvement of pupils in such
      practices.
    


    
      As discussed at the outset of this chapter, marginalised young people often lack a sense of belonging and
      connectedness in relation to school, and particularly those who have been referred out of mainstream schools
      (Baroutsis et al., 2016). Including these pupils in decision making that affects their lives, and creating a
      space in which to have a voice and to be heard are, perhaps, then crucial for these young people, in terms of
      supporting them once more in gaining a connectedness with school. Despite the challenges which we as researchers
      working with children and young people must continue to recognise, these participatory techniques should be seen
      as a useful mechanism for fostering young people’s engagement with school. What is more, they offer enormous
      potential to allow the voices of young people in care to be heard and represented in and through research, in
      relation to matters affecting their lives.
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      Introduction
    


    
      CASCADE VOICES is a collaboration
      between Voices from Care Cymru (VfCC), a user-led organisation that upholds the rights and welfare of children
      and young people with experience of public care, and CASCADE, the Children’s Social Care Research and Development
      Centre, based at Cardiff University. The group is made up of care-experienced young people who have been trained
      in social research methods and it advises on all aspects of research, from design to dissemination. Its aim is to
      embed the voices of young people who have experience and expertise in relation to social care services within
      research on health and social care topics.
    


    
      Membership is open to all care-experienced young people in Wales and for those who wish to be involved, CASCADE
      researchers provide training over two days. The training is run twice a year. This introduces young people to the
      purpose of social research and the importance of ethical practice, whilst also providing opportunities to try out
      some traditional and creative social research techniques. Following the training, young people are invited
      periodically (typically bi-monthly) to consult and collaborate on a wide range of projects. Any individual or
      organisation wishing to consult with the group is charged a fee that is passed on to VfCC to cover administrative
      costs and the young people’s expenses. The group is an ongoing collaborative project; members remain involved for
      as long as they wish and there are no requirements in terms of attendance. Meetings are facilitated by a CASCADE
      researcher, supported by a member of staff from VfCC. The work of CASCADE Voices has included generating ideas
      that have turned into successful research bids, informing the conduct and design of research studies, reviewing
      research tools, acting as peer researchers, and contributing to analysis and dissemination.
    


    
      This chapter will provide an account of the development, operation and challenges of CASCADE Voices. First it
      will detail its shared roots with the CASCADE research centre and its relationship with shifting understandings
      about children, childhood and youth as well as the unique political backdrop of the Welsh Government’s formal
      commitment to children’s rights. Following this, there will be a discussion of the way children’s and young
      people’s participation has been conceptualised, and what kind of participation is facilitated by CASCADE Voices.
      It will then provide an insight into how the group works; case study examples of its influence and engagement
      across stages will include instances of where this has worked well, where it has been less successful and what
      the learning has been. Finally, some of the ongoing practical and ethical tensions that we have encountered will
      be acknowledged.
    


    
      Locating CASCADE Voices
    


    
      CASCADE was established in 2014 by Professor Sally Holland and CASCADE Voices was a core component of the
      emerging research centre. CASCADE is dedicated to producing high-quality, internationally recognised research on
      issues across the spectrum of children’s social care in order to contribute to improving the well-being and
      safety of children and their families living in challenging circumstances. It has sought to bridge divides
      between academic research, government policy and practitioner and service user need, to maximise the impact and
      influence of research evidence, and to enable wide audiences to access the results of research (see Mannay et
      al., 2019 [Chapter 16 this volume]). CASCADE Voices was designed to
      provide a link between the academic community and children and young people who had been on the receiving end of,
      often multiple, social care interventions and were thus ‘experts by experience’ (Preston-Shoot, 2007).
    


    
      The development of CASCADE Voices must also be understood in relation to increased academic interest in
      children’s and young people’s participation. The new sociology of childhood positions children as active beings
      with agency, ‘a move away from seeing children as passive recipients of adult socialization, to a recognition
      that children are social actors in their own right’ (O’Kane, 2000, p. 136). Critical sociological thinking about
      children, childhood and youth has led to the recognition that there are inherent power relations at work when
      academic researchers construct discourses about children and young people without asking them for their views and
      experiences directly. As such, the development of CASCADE Voices recognises and responds to Oakley’s (1994)
      notion of flawed ‘adultist’ concepts of childhood.
    


    
      Furthermore, if research about children and young people does not engage with them as active, competent and
      knowing beings, the situation where ‘young people are typically positioned by adults who create the professional
      and political agenda’ (Clark and Statham, 2005, p. 45) will not change. Recognising young people as experts is
      one of the key principles of CASCADE Voices, which provides researchers with a mechanism for understanding the
      shape of care-experienced children’s and young people’s lives, and thus a better understanding of what they want
      and need from services which are designed to support them and others like them.
    


    
      CASCADE Voices also developed against the backdrop of the Welsh Government’s adoption of the United Nations
      Convention on the Rights of the Child (UNCRC) as the basis for policy making about children and young people in
      Wales. Early in the process of devolution, the Welsh Assembly Government was clear about its commitment to
      children’s rights. In 2000 the policy document Children and Young People: A Framework for
      Partnership (WAG, 2000, p. 3) stated that the UNCRC had:
    


    
      encouraged a positive and optimistic image of children and young people as active holders of rights... The
      Assembly believes that the Convention should provide a foundation of principle for dealing with children.
    


    
      The UNCRC was formally adopted by the Welsh Assembly Government in 2004. The policy statement Rights to Action (Welsh Assembly Government, 2004) translated the UNCRC into seven aims for all
      children and young people in Wales upon which policies, programmes and services must be based in decision making,
      planning and funding. In addition, the UNCRC has strengthened the basis for children’s and young people’s direct
      participation in research studies (Holland et al., 2010). CASCADE Voices both ensures that participation is
      respectful and responsive to the needs of participants by ensuring that children are ‘properly researched on’
      (Beazley et al., 2009, p. 370), promoting children’s rights within research.
    


    
      Additionally, CASCADE Voices upholds Convention rights in terms of being non-discriminatory (article 2), working
      in the child’s best interest (article 3), providing the right to be heard (article 12) and freedom of expression
      (article 13). More recently, the Welsh Government’s emphasis on co-production, recognising and drawing upon the
      expertise of individuals and communities in the design and delivery of public services, has culminated in the
      Social Services and Well-being (Wales) Act 2014. The notion of ‘citizen-centred’ services and doing ‘with’ rather
      than ‘to’ those who need support are key themes underpinning the Act and principles which also underpin CASCADE
      Voices. Health and Care Research Wales (2017, p. 2), the body which supports research capacity on behalf of the
      Welsh Government, also suggests that research opportunities should be afforded to the public:
    


    
      Co-production of health and social care research ensures the public of Wales are equal partners with researchers
      in the creation of new knowledge and truly have a voice in health and social care research activity.
    


    
      Providing care-experienced young people with an opportunity to exercise a ‘strong voice’ within a university
      research centre means that research can be both relevant and respectful to the lived experiences of children and
      young people who have received social care interventions.
    


    
      Participating how?
    


    
      CASCADE Voices seeks to provide opportunities for young people to participate in research in a capacity beyond
      that of respondent, embedding their voice in the design, ethical safeguards, data collection tools and
      dissemination of research. However, participation is not a straightforward concept. It has been discussed,
      debated and described in many ways (Rocha, 1997; Jensen, 2000; Shier, 2001; Reddy and Ratna, 2002). Although it
      has been critiqued, refined and developed, Roger Hart’s (1992) early conceptualisation of the ‘ladder of
      participation’ has been hugely influential in these debates. There is insufficient space to fully explicate
      Hart’s model in this chapter; however, it is useful in demonstrating that involving children and young people,
      and enabling their participation, are not the same thing.
    


    
      For example, Hart conceives of the bottom rung of the ladder of participation as ‘manipulation’. This would
      include giving three-year old children placards to hold as part of a protest against the removal of funds from a
      pre-school. The cause is presented as being inspired by and involving children, but they cannot be said to have
      any meaningful understanding about it, or the ability to disagree: they are there to bolster their parents’
      protest. However well-meaning the activity or cause, we must think carefully about how we involve children and
      young people. In the context of research, we must ask whether children’s and young people’s involvement serves
      our ends and is manipulative, decorative or tokenistic (to use Hart’s terminology) or actually provides an
      opportunity for meaningful participation.
    


    
      In a more recent articulation of children’s and young people’s participation offered by Francis and Lorenzo
      (2002), CASCADE Voices can be characterised as participation through ‘institutionalisation’; members of the group
      are trained in the institutional norms of social research in order to participate. This form of participation
      requires children and young people to fit into an established, adult model in order to participate and as such
      can be said to devalue their own cultural and social practices. However, researchers who strive for inclusive,
      emancipatory and participatory research with children and young people must still work within the specific
      parameters of academic research. Indeed, Kellett (2005, p. 9) states that ‘while children’s understanding and
      knowledge of childhood is evident, a genuine barrier to children engaging in research is their lack of knowledge
      and skills’. Consequently, by training CASCADE Voices members, and introducing them to the practices and language
      of social research, they are given an opportunity to participate in research as ‘insiders’ whilst also providing
      unique expertise through their experience of having lived in public care. In this way, the development of CASCADE
      Voices seeks to build on traditional models of children’s participation and service user involvement. It offers
      opportunities for care-experienced young people to participate in research ‘as instigators of ideas, research
      designers, interviewers, data analysts, authors, disseminators and users’ (Walmsley and Johnson, 2003, p. 10).
    


    
      A distinct feature of the group is its long-term, open-ended structure that provides opportunities for
      participation based upon young people’s needs and commitments. Rather than one-off consultations or single
      project involvement, CASCADE Voices aims to provide members with opportunities for longer-term experiences and
      engagement with CASCADE, with multiple and varied chances for influence and involvement that can work flexibly
      around the young people’s lives. As highlighted in Figure 15.1, this includes opportunities
      to contribute before, during and after the conduct of individual research projects.
    


    
      The potential for young people to remain engaged with CASCADE Voices over extended periods of time and across a
      range of projects is open to critique. Beresford (2013) has previously noted a tendency to dismiss those who
      regularly engage in service user participation activities as the ‘usual suspects’; where the experiences of a
      small sample of motivated individuals are repeatedly used to represent the many. Such a dismissal misrecognises
      the contributions that these individuals make, and while we understand the need for diverse experiences and
      varied voices, prominent academics and other ‘experts’ on care-experienced children and young people are not
      spoken about in these terms. We contend that the ‘usual suspects’ of CASCADE Voices have ideas, passion and
      expertise that have enhanced and informed numerous projects. With experience comes greater understanding and,
      often, enhanced critical skills relating to research that we have found in long-term CASCADE Voices members.
    


    
      
        Figure 15.1: Participation
        in different stages of the research process
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      A final point about participation is that CASCADE Voices seeks to create mutually beneficial relationships. The
      group is advantageous to CASCADE but it is also intended to be a positive experience for young people, based upon
      principles of inclusion and empowerment. Young people who are care-experienced have often endured a succession of
      temporary relationships with professionals, carers and friends due to staff turnover or placement moves which are
      out of the control of children and young people themselves (Leeson, 2007). Instead of replicating another
      temporary experience, it was hoped that young people would view group membership as an opportunity to build and
      strengthen social networks, think creatively and critically, and debate and justify arguments. Accordingly,
      CASCADE Voices supports the continued development of individual skills which has potential for increasing young
      people’s participation in other arenas; it provides a chance for group participation and the creation of
      friendships and networks; and it provides a conduit for care-experienced young people to participate in research.
    


    
      How does the group work?
    


    
      We have broadly categorised the five stages of research that members of CASCADE Voices are enabled to have some
      involvement in and provided case study examples to demonstrate how this works in practice.
    


    
      1. Ideas
    


    
      CASCADE’s involvement with VfCC has been collaborative rather than consultative and this has resulted in several
      new ideas for research being developed into research bids. By building a relationship with an advocacy and
      support organisation that is not dependent on, or entirely motivated by, a specific research project, ideas for
      research are able to grow organically and collaboratively.
    


    
      Case study one
    


    
      Over time, group members had become concerned about the experiences of young people in and leaving care when they
      became parents. While some had positive experiences of parenthood, in too many instances young people had
      encountered significant difficulties and challenges, including instances of compulsory removal of a child from
      their care. In response, a fellowship application was developed that directly explored some of these concerns
      (see Roberts et al., 2017; Roberts, 2019 [Chapter 11 this volume]).
      This is an example of how the open-ended and continuing nature of CASCADE Voices allows ideas to develop through
      informal talk with young people, ideas that may not surface in a formal meeting.
    


    
      2. Research design
    


    
      A meeting of CASCADE Voices can be used to develop details of a project’s research design or to collaborate on
      specific methods and research tools. Members of CASCADE Voices have demonstrated great awareness of certain
      opportunities and barriers to research, which is invaluable at the design stage. To collaborate and participate
      effectively in this stage of research (both in terms of the researcher getting what they need and the young
      people seeing how they are having an influence), members of the group must have undergone the research methods
      training offered by CASCADE.
    


    
      Case study two
    


    
      A study evaluating a training course for residential care practitioners included an element of research with
      young people. A CASCADE Voices meeting was convened to discuss the best ways to collect data with the young
      people. The group had a great deal of insight into residential care, even those who had not directly experienced
      it but shared the experiences of acquaintances, family and friends. They came up with some of the key issues that
      they felt the researcher should explore with young people and characteristics of an ‘ideal worker’ that could be
      tested with the participants. However, the main discussion centred on people’s experiences of care, and problems
      they had encountered in care, rather than around which method would best explore young people’s perceptions of
      their residential care workers. In this instance, while the research topic was familiar to the group, the
      research questions were very specific and related to measuring a discrete set of qualities or skills exhibited by
      residential care practitioners. The learning here was primarily that the facilitator should always ensure that
      the group is given a clear idea of the research questions before embarking on discussion of a topic, especially
      where the topic is care related. Subsequently, the overarching research design was completed without reference to
      CASCADE Voices. This was unfortunate as input at this stage would have been a valuable addition to the project,
      particularly because the difficulties encountered in the CASCADE Voices session were to some extent replicated in
      the data collection itself.
    


    
      3. Data collection and analysis
    


    
      Members of CASCADE Voices have acted as peer researchers for specific projects, collecting data with research
      participants. Peer researchers have been recruited using an application process and successful candidates
      received two days of additional training covering ethics, methods, confidentiality and safeguarding in more
      detail. Members of the group have also been asked to help identify and develop themes emerging from qualitative
      data. In terms of analysis, it is paramount that the conditions of anonymity are met so that participants’
      qualitative accounts are not recognisable and it is also important that the data is presented in accessible ways.
    


    
      Case study three
    


    
      In a study exploring the experiences of children and young people who are looked after in relation to education,
      peer researchers facilitated focus groups with young people in locations in north and south Wales (see Mannay et
      al., 2015, 2017). They used the interview schedule which we had devised during training as a guide, but due to
      their own expertise and the respect they garnered from participants, they managed to elicit discussions from the
      group that researchers would not have been able to. The peer researchers were also adept at managing breaks and
      bringing conversations back on track when they drifted off topic. Overall the peer researchers were able to
      produce very rich and nuanced data relating to young people’s experiences of education and gained additional
      skills and confidence from being part of the project.
    


    
      4. Iterative monitoring
    


    
      The group members have been involved in projects in different ways and at different points. Sessions have been
      scheduled more frequently than the regular bi-monthly meetings where a project requires such input. An important
      point relating to this kind of involvement is that the group’s financial or other compensation must be fully
      built into a bid so that it is properly resourced.
    


    
      Case study four
    


    
      A review of some statutory guidance undertaken by CASCADE involved a large amount of data collection with social
      care practitioners; it also involved consultation with the CASCADE Voices group (Hallett et al., 2017). At the
      start of the project, the group was convened as a focus group, to gather data about the subject-matter that the
      guidance related to and to gather feedback about various categories and terms used in the guidance. The second
      workshop was not a data-collection activity; instead preliminary findings and recommendations from the wider
      research project were taken to the group for discussion and debate. By involving the group members at different
      stages of the project and in different capacities (as research participants and advisers), they were able to help
      shape the data collected as well as guide the way that this data was interpreted to form the recommendations of
      the review. This was fruitful, as in the second workshop the group saw how the research process worked and how
      their experiences had been recognised and incorporated in the preliminary findings.
    


    
      5. Dissemination
    


    
      CASCADE Voices have acted as advisers on appropriate forms that research outputs should take in order to be
      accessible to different audiences, and as co-producers of those outputs. Again, an important point here is that
      involvement in dissemination requires adequate resourcing, especially where outputs take alternative forms such
      as videos, plays, and artwork. As such, the group’s involvement needs to be properly built into a bid in order to
      achieve some level of meaningful participation.
    


    
      Case study five
    


    
      As part of the study discussed earlier which explored young people’s experiences of education, non-traditional
      research outputs were created, including short films (see Mannay et al., 2019 [Chapter 16 this volume]). Transcript extracts from the research were narrated by some CASCADE Voices
      group members and recorded in a professional recording studio. However, some of the data produced in the project
      required voice-overs, with younger children not represented within CASCADE Voices. These children, and some
      additional young people, were selected by the production company that the researchers were working with via drama
      workshops run at local schools. None of these narrators were care-experienced and there was a lack of diversity
      in terms of regional accents.
    


    
      These videos featured successfully in events and were disseminated via social media so that global audiences of
      young people and key stakeholders could access vital messages for improving the educational experience of
      children in public care. However, the representational authenticity of the films varied and there was a clear
      difference in the affective quality and impact of some of the CASCADE Voices narratives in relation to those
      produced by non-care-experienced children and young people.
    


    
      This issue highlights the conflict between producing outputs with the most ‘impact’ in a short amount of time and
      on a tight budget versus enabling more care-experienced children and young people an opportunity for
      participation in dissemination; perhaps by expanding opportunities both within and outside CASCADE Voices. The
      learning about how to negotiate and communicate with professionals from other backgrounds to ensure values of
      inclusion and participation are upheld has been significant, as has an understanding about the importance of
      adequate resourcing for dissemination work.
    


    
      Ongoing challenges
    


    
      Despite its high methodological and ethical aspirations, CASCADE Voices faces ongoing challenges and competing
      demands. First, there are concerns about the diversity of young people’s voices that are heard via the group and
      how well they represent the heterogeneity of children and young people in and leaving public care. Theoretically,
      group membership is open to any care-experienced individual, but in practice members are most likely to be
      referred through VfCC. This means that group members are engaged with a supportive organisation and typically
      live within a small number of neighbouring authorities in south Wales. Additionally, the CASCADE researchers and
      VfCC staff who facilitate the group are not Welsh language speakers and we have not been able to offer the group,
      or any materials, in the Welsh language. As such, the group reaches a discrete set of young people who are
      supported by VfCC to attend meetings. In addition, while efforts are made to hold meetings during school holidays
      they are held during the day, on weekdays. This can make it difficult for those who work or are in full-time
      education or training to attend. Whilst attempts to meet in the evening have been made, the caring
      responsibilities of the researchers who facilitate the group make this difficult to sustain [1].
    


    
      The strategic vision for CASCADE Voices is expansion, to make it accessible to young people living in rural and
      urban communities across Wales and to those who would like to access the group via the medium of Welsh. The
      voices of younger children and those with experience of a different range of children’s social care services,
      such as disability and youth offending are also sought. Yet whilst this strategy will enable a broader range of
      perspectives to be included, it is somewhat at odds with the initial core values of forging long-term, meaningful
      relationships with care-experienced young people. As membership grows and diversifies, so too do the challenges
      of sustaining regular contact, a recognisable and safe group identity and opportunities for individual young
      people.
    


    
      Challenges also remain in respect of recognising the contribution of the young people. A nominal cost is attached
      to typical bi-monthly meetings, which covers administration costs, travel expenses and refreshments for the young
      people attending. It seems somewhat disingenuous to speak of young people being valued and having expertise when
      they are reimbursed only for travel costs, especially when both CASCADE researchers and VfCC staff are salaried,
      but issuing payments to young people can be difficult because one-off payments are often prohibited for those in
      receipt of welfare benefits. Further, we remain cautious about paying young people in case it incentivises or
      pressures participation: we are attempting to avoid the power relations inherent in trading in money.
    


    
      The TimeBanking model offers a potential compromise for recognising young people’s involvement. TimeBanking is
      based upon principles of reciprocity, co-production, people as assets, and the egalitarian value that everybody’s
      time is equal (Cahn, 2004) whilst providing a practical way to negotiate the issue of welfare benefit rules. Time
      becomes currency (Bretherton and Pleace, 2014) which everyone can acquire and spend, so giving an hour to take
      part in research can be recompensed with a Time Credit that can be spent doing an hour of an activity such as
      visiting the cinema, indoor climbing or training. However, Time Credits are not typically offered in exchange for
      expert collaboration, which arguably compounds, rather than challenges, notions that care-experienced young
      people are seen and treated differently within society. CASCADE researchers facilitate the group as part of a
      job, not in exchange for a Time Credit. As such, the group’s basis for participation is very different to the
      researcher’s, and this is an issue which we continue to wrestle with.
    


    
      More broadly, CASCADE Voices is not institutionally funded and if the costs of facilitating CASCADE Voices become
      too high, either due to direct payments to young people or the cost of purchasing Time Credits, or even providing
      gift vouchers in exchange for participation, the group becomes unsustainable. Indeed, other researchers have
      documented that ‘much of how inclusive research ideals are borne out comes down to questions of power and money’
      (Nind et al., 2016, p. 3). Resourcing and securing proper recognition for CASCADE Voices are significant and
      continuing challenges for the group.
    


    
      Conclusion
    


    
      This chapter highlighted the development and operation of CASCADE Voices. Our attempts to enable care-experienced
      young people’s participation in research are in part borne out of a concern about the way that discourses and
      understandings about them have been constructed without them. As such, CASCADE Voices provides opportunities for
      individuals to participate in research but it also represents a gesture to redress ‘the wrongs done when research
      has labelled, pathologized and colonised its subjects’ (Nind et al., 2016, p. 6). We do not claim to have created
      a perfect model for doing this and whilst it is easy to note the group’s achievements and strengths, of which
      there are many, we have also reflected on some of the challenges that we have encountered and continue to
      negotiate. Practical and ethical challenges remain, but it is hoped that the examples of the way that the group
      has engaged in and with research are instructive and inspiring for others who wish to engender children and young
      people’s participation both in research and in other decision-making and community activities.
    


    
      Acknowledgements
    


    
      We would like to thank all of the young people who have participated in CASCADE Voices, past,
      present, and future. We would also like to thank Christopher Dunn and Rachael Vaughan from Voices from Care Cymru
      for their support and help with running CASCADE Voices and Darren Andrews, Anya Barton, Phil Smith and Suzanne
      Spooner who assisted with some of the group training.
    

  


  
    16 | Lights, camera,
    action


    Translating research findings into policy and practice
    impacts with music, film and artwork


    Dawn Mannay, Louisa Roberts, Eleanor Staples and Ministry
    of Life


    
      Introduction
    


    
      THERE HAS BEEN a growing emphasis on research impact, particularly in relation to the Research Excellence
      Framework (REF) in the United Kingdom. The REF (2011) defines impact as ‘any effect on, change or benefit to the
      economy, society, culture, public policy or services, health, the environment or quality of life, beyond
      academia’. In negotiating a demonstrable contribution to society (ESRC, 2017), researchers now need to consider
      alternative multimodal outputs that reflexively, ethically and creatively move beyond the academic article and
      standard report to communicate their findings. Accordingly, it is important that academics take ‘audience and
      archive as a starting point’ (Silver, 2016) and explore effective vehicles for dissemination, engagement and
      impact.
    


    
      Creating multimodal, accessible materials is particularly important when research recommendations can only be
      actualised by a diverse range of stakeholders, who may not engage with more traditional outputs. This is
      pertinent to research with children who are looked after and care leavers because, despite a plethora of research
      (Brodie, 2010; Berridge, 2012; Stein, 2012; Welbourne and Leeson, 2012; Sebba et al., 2015) and policy making
      (see the Children Act 1989, the Children Act 2004, the Children and Young Persons Act 2008, and the Social
      Services and Well-being (Wales) Act 2014), many of the reported issues, barriers and inequalities have remained a
      pervasive feature of the care experience.
    


    
      This chapter discusses the ways in which findings from a study with care-experienced children, young people and
      young adults were translated into creative arts-based materials, including films, music videos and graphic art.
      The chapter questions the impact of purely written and verbal forms of dissemination and explores the impact of
      arts-based practice. This is followed by a discussion of how we worked collaboratively with the creative
      industries to articulate the messages from children and young people looked after; reflecting on the process and
      the impacts of the multimodal materials that were produced. The chapter argues that engaging diverse publics with
      research findings and recommendations necessitates a move beyond the academic article and report-based outputs.
    


    
      Background
    


    
      As Becker (2007, p. 285) contends, ‘there is no best way to tell a story about society... the world gives us
      possibilities among which we chose’. However, typically research project completion involves the writing up of
      the findings and recommendations in a final report, which may be restricted to a ‘small audience who are closely
      associated with the research project’ (Timmins, 2015, p. 35). The publication of a report is often followed by
      related peer reviewed journal articles and other scholarly publications; however, arguably this dissemination
      strategy is restricted to an academic audience (Barnes at al., 2003). Accordingly, the implications of much of
      this work often appear to have little impact on practice, policy or communities (Finfgeld, 2003; Troman, 2001),
      limiting opportunities for change and improvement.
    


    
      For Knowles and Burrows (2014, p. 242), ‘we are increasingly subject to a range of administrative processes that
      demand that we can demonstrate that the research that we carry out, and the outputs that result from it, possess
      some utility to non-academics and that they possess causal powers to influence the world in some way or another’.
      Not discounting the argument that these demands can put pressure on academic staff and be seen as part of an
      audit culture where we are continually measured and evaluated (Strathern, 2000), as academics we are often
      personally invested in contributing to positive changes in the areas that we study. As Keen and Todres (2007)
      contend, ‘qualitative research, done well, is worth disseminating’, therefore, it is important to explore other
      modes of communicative practice.
    


    
      Creative dissemination approaches ‘can promote insight and new ways of knowing that communicate... research to
      both public and professional audiences’ (Bruce et al., 2013, p. 23). In this way, arts-based approaches can make
      visible participants’ experiences that are often left unarticulated or hidden, drawing the audience in as
      ‘embodied, sensual beings in the living details’ (Halford and Knowles, 2005) of the messages we seek to
      communicate. Additionally, they can be more accessible than traditional reports, which can act as a barrier for
      those who have difficulties with literacy, those who are unable to access costly prestigious academic journals,
      or those who simply do not have the capacity to invest their time in reading long and complex reports, strategies
      and academic articles. These barriers are central in the gap which often exists between educational research and
      everyday practice (see Vanderlinde and van Braak, 2010). Reflecting on these considerations, the following
      sections discuss how the research findings from a project with care-experienced children and young people were
      translated into a series of multimodal outputs to increase the reach, audience and impact of the key findings.
    


    
      The study
    


    
      The dissemination strategies discussed in this chapter were related to a Welsh Government commissioned study to
      explore the educational experiences, attainment and aspirations of care-experienced children and young people in
      Wales (Mannay et al., 2015, 2017a; see also Rees et al., 2019; Mannay and Staples, 2019 [Chapters 3 and 13 of
      this volume]).The original study reviewed literature on the educational experiences of the care-experienced
      population; conducted a full systematic review of effective educational interventions; and involved creative
      activities and qualitative interviews with sixty-seven participants who were or had been looked after.
    


    
      As in the standard model (Timmins, 2015), the study generated a detailed report (Mannay et al., 2015) and led to
      journal publications (Evans et al., 2017; Mannay et al., 2017a, 2017b); it also generated further impact as the
      findings and recommendations informed policy strategy (Welsh Government, 2016). However, when reflecting on the
      literature reviewed in the project, we were dismayed by the number of times that recommendations, similar to our
      study’s findings, had been made; but not met with the requisite changes in the lives of care-experienced children
      and young people. This raised concerns that, despite reporting our findings and recommendations through
      traditional approaches, they would have little impact in making positive changes on the ground – in schools,
      foster homes and social service provision.
    


    
      Consequently, we worked within the project budget and sought extension funding to collaborate with the creative
      industries to produce alternative forms of reporting and engagement materials. This was achieved within the
      initial project by creating four short films and a magazine for young people with the support of funding from the
      Welsh Government. We then went on to secure a Cardiff University Engagement Team grant to produce artwork, music
      audios and videos, and bespoke art pieces representing the key project recommendations. Additionally, we applied
      to an Economic and Social Research Council’s Impact and Acceleration Account, administered through Cardiff
      University. With this support we were able to consult further with children and young people, produce an animated
      short film, #messagestoschools, create an education charter, organise a poetry competition for children and young
      people, produce a music audio and music video, commission further art pieces, create a magazine for foster
      carers, and engage in a series of events and workshops for key stakeholders across Wales. The following section
      will consider the creation, production and impact of some these multimodal outputs [1].
    


    
      Generating creative outputs
    


    
      The researchers and creatives were committed to producing effective materials that would authentically represent
      children’s and young people’s accounts and effectively relay the findings and recommendations of the project.
      However, this brought challenges around who can and should be ‘seen and heard’ (Lomax, 2015, p. 493). The
      ‘politics of recognition’ argues that collaborative projects should provide a platform through which participants
      are both visible and recognisable in research outputs, so that they are present in the telling of their stories
      (Sweetman, 2009). This approach has proved successful in previous projects (see Sweetman and Hensser, 2010; Byrne
      et al., 2016), but we were wary of adopting an approach that exposed or identified the research participants.
    


    
      This is not to say that children and young people would not have wanted to be ‘seen and heard’ or that we felt
      that they could not engage audiences and offer a genuine and nuanced account of their experiences. Indeed, they
      could have articulated their challenges and recommendations more effectively than the research team and creative
      industries. However, ethically we were primarily concerned with ‘time immemorial’ (Brady and Brown, 2013), and
      the issue that once visual data is made available it is very difficult to control and impossible to take back if
      children or young people changed their minds. Consequently, all of the creative outputs had the challenge of
      maintaining anonymity, which meant that they moved beyond a simple visual representation to a more complex
      re-visualisation (Mannay, 2016b).
    


    
      In the initial films [2] we were
      able to draw on the extensive footage of the visual artefacts that children and young people had created (see
      Mannay and Staples, 2019 [Chapter 13 this volume]), as well as the
      movement of activities that were part of the research events. The vocal narrative of the film was constructed
      from the verbatim transcripts of children and young people but we were not able to use the audios of their actual
      voices because of issues of confidentiality. Our participatory approaches in the fieldwork are predicated on
      giving ‘voice’ (Gallacher and Gallagher, 2008); so we had concerns about creating voice-overs that could
      potentially silence the participants’ points of emphasis and meaning making.
    


    
      The films were voiced by school children trained by the creative team but there were tensions around the
      audibility conferred by those who spoke in Received Pronunciation [3], for the production team, and our preference for a diversity of local
      accents. The accounts of older young people were voiced by other care leavers, which added an element of
      authenticty [4]. Therefore,
      although the films were useful and generated impact, as discussed further in the following section, some friction
      remained. For the research team, who had conducted the interviews, the accounts from younger children did not
      always retain the right emphasis and tone in the voice-overs. Nevertheless, the films powerfully communicated the
      key messages and, in maintaining anonymity and confidentiality, it must be accepted that re-visualisation and
      re-vocalisation can only retain traces of the participants and enable a differential, and partial, form of
      authentic voice (see Mannay et al., forthcoming).
    


    
      Music videos, music audios and graphic art pieces were generated to represent the key reflections and
      recommendations made by children and young people about their aspirations, experiences and suggestions for change
      [5]. Again the challenge was to
      ‘communicate participants’ narratives, retaining the power of these accounts but removing the associated images
      and wider contextualisation to maintain confidentiality’ (Mannay, 2016a, p. 135). The lyrics for the songs were
      constructed directly from the accounts of children and young people; and feedback from care-experienced viewers,
      within and outside the research activities, has been positive in that they have commented that the music reflects
      their concerns and ‘tells the truth’ about their experiences. Arguably, the effectiveness of the music audios and
      videos reflects the experience of the artists and producers, who have worked for many years delivering events,
      workshops and courses with marginalised children and young people in Wales, including those with a care
      background. In this way, they were connected with many of the issues raised in the research because of the
      overlaps and resonances with their own work.
    


    
      The graphic art pieces, were centralised in communicating some of the main themes from the project, and Figure 16.1 powerfully visualises the argument that children and young people are aspirational, but
      that their aspirations are often blocked and diminished through their experiences. Another image in the
      collection related to the ways in which being ‘looked after’ becomes a label that de-individualises and marks out
      children and young people. Lastly, one image explored how meetings during school time made children and young
      people highly visible in a way that they did not have control over; and how the issues discussed in meetings
      about care were often painful and stigmatising (see Mannay et al., 2015, 2017a).
    


    
      It was a difficult task for the creative team and artist to represent complex narratives in single images and
      retain the richness of the data. They were not involved in the fieldwork and, in wanting to represent the
      transcripts they worked with, invested in best representing the participants’ accounts and accentuating key
      messages, whilst being separated from the wider practices and provision base that the research team were
      endeavouring to work with and influence. As Lomax (2015, p. 500) argues, it is difficult to find a balance
      between participants’ accounts ‘while recognising the ways in which this may conflict with our own and others’
      expectations’. For example, drawing on accounts where young people had shared negative interactions with
      practitioners, one of the pieces of draft artwork visually represented these professionals as vilified
      characterisations.
    


    




      
        Figure 16.1: Aspirations –
        Artist – DroneBoy Laundry
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      Children and young people had presented negative descriptions of teachers and social workers; however, there were
      also positive accounts. While the artist was centred on creating research reciprocity for the participants
      (Richardson, 2015), we had competing pressures, attempting to strike a balance between getting the messages out
      from the accounts of children and young people and, at the same time, constructing a narrative that would engage,
      and not alienate, practitioners on the ground. Inevitably, this created some tensions in the working
      relationship, and engendered a reflection on both situated ethics and the ‘complex and controversial landscape of
      dissemination, representation and visibility, which questions what we “do” and “should do” with visual outputs’
      (Mannay, 2016a, p. 3). Nevertheless, ultimately we were able to work collaboratively to co-construct images that
      both retained traces of the narrative accounts of participants and represented them in ways which could open up
      new dialogues with wider stakeholders. This is important as in attempting to create positive change, it is
      necessary to be mindful of the ways that the visual may be consumed by audiences (Lomax and Fink, 2010).
    


    
      Additional materials were generated from further consultations with care-experienced young people and a poetry
      competition for children and young people looked after and care leavers [6]. Our original intention was to create a paper copy
      charter to disseminate the ideas from these consultations. However, in our discussions with young people they
      suggested that their #messagestoschools were represented in multimodal outputs, which led to the creation of a
      film and poster [7], and three art
      pieces [8]. Again, we felt it was
      important to work with film-makers who had a background in working with marginalised communities and in
      co-producing the script and animation scenes, these shared understandings contributed to the effectiveness and
      affective value of the film. The young person selected to create the voice-over also added an element of
      authenticity to the film: her local accent firmly embedded the narrative within the Welsh context, and, as a
      Welsh speaker, she was able to make two versions; and this bilingual approach was more respectful to the original
      research sample that had included first language Welsh speakers. A music video summarising the themes raised in
      the entries to the poetry competition was also made to provide another medium to share the key messages.
    


    
      Three images were created by an artist [8] who had some direct experience of the care system. This biographical
      resonance meant that they were both personally invested in the wider project and its aims, and that they had a
      direct understanding of many of the issues that had been raised by care-experienced children and young people.
      One poster incorporated a treasure chest and map to communicate the need for children, young people and foster
      carers to know who their designated teacher [9] is in school, as this is not always clear and transparent (see Girling, 2019 [Chapter 10 this volume]). Another image encouraged teaching staff and other key
      practitioners to have high expectations for children and young people by featuring a runner and finishing line;
      this was important in relation to reports in the consultations and original research that children and young
      people felt that they were not considered as ‘successful subjects’ (see Mannay et al., 2017a).
    


    
      The final image (see Figure 16.2) revisited the problematic nature of being made visible,
      and in particular being taken out of the classroom for meetings relating to care provision (see Mannay et al.,
      2015, 2017a). These images, and the earlier graphic art pieces were printed as posters and postcards, as well as
      being shared electronically in the films and music. In addition to this work, two magazines [10] were created, one for foster carers,
      Greater Expectations, and one for young people, Thrive. These
      provided an easily accessible account of the findings in a user friendly format, which mirrored traditional
      magazines with problem pages, stories, advice sections and activities. Again, the involvement of an organisation
      embedded in the care system, the Fostering Network, meant that the magazines produced were designed specifically
      for their intended audiences.
    


    
      It was hoped that the artwork, magazines, music and film outputs would work together to engage a diverse audience
      and that the messages could contribute to changes in practice and thinking. The following section discusses the
      feedback from these outputs and how they have helped to generate impact from the project.
    


    
      Generating impact
    


    
      As Knowles and Burrows (2014) have noted, there are difficulties and pressures involved in demonstrating impact,
      and the ways in which this is measured, evaluated and audited. However, it is important to provide an account of
      how employing multimodal materials contributed to engagement, action and audiencing of the research findings
      beyond what was achieved by more traditional forms of academic and public policy dissemination. In a short
      chapter, we are unable to report on all aspects of how this work has been shared and used, but we will offer some
      examples.
    


    
      In terms of reach, the Greater Expectations and Thrive magazines
      were both posted to 3,500 foster homes in Wales, taking the research findings into the home, rather than
      expecting foster carers and young people to find and engage with the research. The #messagestoschools hardcopy
      materials were also posted to all schools in Wales (n = 1,631). The film, music and artwork was made available
      online and to date the music videos from the initial project have had 2,582 views on YouTube. The artwork was
      made into postcards and posters, which have been shared widely with key stakeholders for them to use in their
      work. We have taken these materials to a number of academic conferences and a series of invited events, as well
      as sharing them in twelve targeted learning conferences and further workshops with over 800 representatives from
      schools, fostering services and Local Authority stakeholders and practitioners.
    


    




      
        Figure 16.2: Spotlight –
        Artist – Nathan Bond
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      This work also led to further funding from the Welsh Government to create an online ‘community of practice’. This
      resource, ExChange: Care and Education [11], works on the principle that best practice can develop where experience and expertise are shared
      and collaboration encouraged; and the online hub hosts a range of materials, including those from this project,
      to create a ‘one-stop-shop’ for anyone with an interest in care and education. In terms of reframing public
      discussions and raising awareness the project engendered notable media interest and the songs were played on the
      radio and one of the films was shortlisted in the final of the Cardiff Mini Film Festival. These examples
      illustrate how the range of multimodal materials increased public interest and extended reach, in terms of
      dissemination; but it is also important to consider if this resulted in actual change.
    


    
      Evidencing change in a measurable way is hugely problematic (Strathern, 2000); where we can document some aspects
      of reach, it is difficult to know if engagement leads to action. The Welsh Government (2107) annual review of its
      strategy for children looked after, one year on, reported examples of progress, including a 10 percentage point
      increase since 2012 in the Key Stage 4 performance of care-experienced young people. We are not claiming any
      direct causal effect from the materials we produced, and we appreciate how these improvements are the result of
      complex actions from multiple stakeholders. However, the strategy centralised recommendations from our research,
      and we are hopeful that our creative multimodal outputs have played some part in this progression.
    


    
      We can report, with more certainty, on qualitative responses from key stakeholders. For example, in response to
      the films and music, practitioners on the ground have spoken to us, filled in feedback cards at events and
      completed online surveys distributed to workshop attendees and Local Authority practitioners. They have discussed
      how these materials moved them emotionally, and how they have motivated them to make changes in their
      professional practice, such as not taking children out of classrooms for meetings and having more faith in young
      people to succeed academically. Similarly, practitioners have told us how they have put up artwork in their
      offices to remind them and their colleagues about not labelling young people, the importance of scaffolding
      aspirations and why designated teachers need to be visible within the school system. Additionally, foster carers
      have reported on the usefulness of the magazines and films; and young people have spoken about feeling more
      empowered and how the materials have offered them some reassurance that their concerns are being listened to and
      acted upon. This is not quantifiable evidence; however, it illustrates the instrumental changes that can be made
      by individuals on the ground, which can ultimately contribute to future improvements for children and young
      people looked after.
    


    
      Conclusion
    


    
      Responding to Alexandra’s (2015, p. 43) question, ‘what impact does voice have if no one is listening?’, the
      research team, project partners and creative industries sought to enable forms of political, personal and
      practice-based audiencing. In producing powerful visual and musical accounts, the venture has offered an
      opportunity for children’s and young people’s accounts and ideas for change to be expressed and communicated in
      multimodal formats, and, in doing so, suggested an agenda for further academic research, policy making and
      projects of social justice. Traditional formats of reports, academic articles and policy documents are necessary,
      and we realise their importance in negotiating change. However, they are not always enough, and it is important
      to consider alternative forms of creative engagement and dissemination. In writing this chapter, we hope that
      other researchers and practitioners will draw on and share the materials we have produced; and that they will
      also consider the ways in which they can work more creatively to contribute to improving the educational
      experiences and outcomes of children and young people both in the Welsh context and internationally.
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      Introduction
    


    
      THIS CONCLUDING CHAPTER is concerned with both revisiting and consolidating key messages from the intervening
      chapters, which dealt with diverse but connecting themes about Children and Young People ‘Looked
      After’? Education, Intervention and the Everyday Culture of Care in Wales. The collection as a whole has
      offered the reader a broad and varied focus. It has considered the policy and practice landscape of Wales, and
      provided a unique insight into the lives of those in or connected to the care system in Wales. Moreover, the
      collection encapsulates a range of experiences, contexts and influences that reflect the diversity of children’s
      and young people’s lives. There can be a tendency to refer to children and young people in care as if they are a
      static, homogeneous group. In contrast, their individual characteristics, personalities, talents and abilities
      vary, as do their histories, circumstances, needs and relationships. As children and young people have told us,
      ‘I shouldn’t be labelled or underestimated just because I am “looked after”. I am not just a number, I am
      me’[1]. This collection has sought
      to reflect this diversity.
    


    
      The three sections, ‘Education and Policy Intervention’, ‘The Culture of Care and the Everyday Lives of Children
      and Young People’ and ‘Participatory, Qualitative and Collaborative Approaches’, are embedded in the Welsh
      context. However, the issues raised and the recommendations posed have direct relevance for readers in the United
      Kingdom, and points of interest and resonance for international audiences. Additionally, by directly addressing
      the nature and scope of social research, and the impact of social relations on this research, the volume will be
      relevant to practitioners and researchers across a range of academic disciplines and fields of interest.
    


    
      We are proud of the contributions brought together here, and feel that the volume is a valuable addition to the
      fields of social care, social work and the social sciences. At the same time, it is clear that there is still
      much for those interested in children and young people, policy and practice, and the everyday culture of care, to
      learn and to do. Consequently, this chapter both reflects back and looks forward to consider the directions that
      future explorations and practices might take. This process of reflexivity and moving forward is arranged by
      returning in turn to each core theme, ‘Education and Policy Intervention’, ‘The Culture of Care and the Everyday
      Lives of Children and Young People’ and ‘Participatory, Qualitative and Collaborative Approaches’.
    


    
      Education and policy intervention
    


    
      The opening chapter effectively set out the broader landscape of care in Wales by presenting national and
      localised rates of children and young people ‘looked after’ (Elliott, 2019). One important message from this was
      that nationally in Wales, and in other countries, the number of children and young people entering the care
      system is rising. This emphasises an importance, and an urgency, to draw on research and experience to develop
      the most effective strategies to ensure that care-experienced children and young people have the necessary
      support throughout their educational journeys.
    


    
      It also raises a number of challenges as many of those working in children’s services and within the education
      system have reported that they are already weighed down with scrutiny, targets, management control, high staff
      turnover and heavy caseloads (Munro, 2012; Care Council for Wales, 2014; Diaz, 2018; Parkins, 2018); and some
      foster carers are leaving the profession due to increased surveillance and the threat of allegations (Plumridge
      and Sebba, 2016). These issues impact on the ability of social workers, teachers, foster carers and other
      practitioners to work effectively and creatively with children and young people. Additionally, as Elliott (2019)
      points out, there is a growing evidence base for a relationship between deprivation and rates of children looked
      after, which suggests that the most marginalised communities are more at risk of being involved in the care
      system (see also Roberts, 2019).
    


    
      In considering what actions could be taken to address ongoing educational inequalities, Gwyther Rees, Rachel
      Brown, Phil Smith and Rhiannon Evans (2019) offered a discussion of their detailed systematic review of
      educational interventions for children and young people in care. The evidence base proved both limited and mixed,
      suggesting that continued efforts are required to develop and evaluate supportive interventions which are
      theoretically sound; and that there are no simple fixes to address either current problems, or those envisaged by
      the increasing numbers of children and young people entering the care system. Rebecca Pratchett and Paul Rees
      (2019) also raised further concerns in their conclusions that educational outcomes of care-experienced
      populations remain significantly below those of the non-looked-after population; arguing that continued efforts
      to support educational achievement are necessary.
    


    
      However, despite the uncertainties around the effectiveness of intervention programmes and research illustrating
      pervasive gaps in educational outcomes, there have been a number of recent positive policy developments and
      investments in training, guidance and support programmes in Wales. For example, research findings around the
      education of care-experienced children and young people (see Mannay et al., 2015; The Fostering Network, 2015)
      informed the Welsh Government’s strategy ‘Raising the ambitions and educational attainment of children who are
      looked after’ (Welsh Government, 2016). An evaluation of the strategy in its first year illustrated some
      improvements in the educational attainment and qualification outcomes for care-experienced children and young
      people (Welsh Government, 2017). There has also been a greater acknowledgement of the role of teaching staff and
      ‘Making a difference – a guide for the designated person for looked after children’ (see Welsh Government, 2017),
      has provided practical and research informed guidance for educators with a responsibility for care-experienced
      students.
    


    
      The strategy also led to the implementation and evaluation of the pilot Fostering Well-being Programme in Cwm
      Taf, south Wales[2]. The Fostering
      Network runs this programme based on the Head, Heart, Hands model of social pedagogy (Petrie et al., 2009), which
      takes a holistic understanding of well-being. However, it also includes a major focus on working together to
      achieve educational improvements for care-experienced children and young people. Additionally, the Welsh
      Government commissioned a free to access, online community of practice to act as an interactive repository for
      guidance, support and research materials around care and education [3]. Furthermore, the Welsh Government has appointed a series of ongoing
      consultations with children and young people. These consultations will potentially provide some indication of the
      continuities and changes in care and educational experiences for children and young people in Wales, and the
      extent to which the current strategy can contribute to further improvements.
    


    
      Nevertheless, despite the importance of education, Paul Rees and Amy Munro (2019) offered an alternative
      conceptualisation of ‘success’, arguing that an isolated concern to improve educational performance for children
      and young people in care is unhelpful as ‘success’ is inextricably bound to a range of intra- and inter-personal
      factors in children’s and young people’s lives, both within and beyond education. Highlighting themes that are
      echoed throughout the collection (see, for example, Rees 2019; Girling, 2019). Children’s and young people’s
      emotional well-being and their relationships with key people in their lives were reported as fundamental to
      notions of happiness and success. Gemma Allnatt (2019) also complicated ideas of ‘success’, contending that even
      seemingly outwardly successful educational subjects who have entered higher education face a number of barriers
      in their journeys, characterised by housing instability and a lack of social support systems.
    


    
      Again, there has been policy development in this area, which may have benefited more recent higher education
      students with similar biographies to the participants in Allnatt’s study. For example, ‘When I’m Ready’ came into
      force in April 2016 in Wales, in response to campaigns about the need for children and young people in care to
      have the right to emotional and relationship based support beyond the age of 18 years. ‘When I’m Ready’ offered
      children and young people looked after in Wales the right to remain living in foster care once they reach 18
      years of age (Fostering Network, 2016). The scheme was set up by the Welsh Government in 2015 and made legal by
      the Social Services and Well-being (Wales) Act under Post 18 Living arrangements (Welsh Government, 2016b).
    


    
      However, the scheme has been criticised because, unlike young people in foster care, young people are not able to
      stay in their residential care home past the age of 18 under the ‘When I’m Ready’ arrangement (see Children’s
      Commissioner for Wales, 2017). Therefore, it will be interesting to see the extent to which the ongoing Welsh
      Government consultations with care-experienced young people will be able to provide an insight into whether ‘When
      I’m Ready’ has provided the anticipated increase in relationship-based support for young people post-18. It is
      important not to disregard the central importance of education for care-experienced children and young people.
      Schools and other educational institutions can provide a touchstone of familiarity, offer support and guidance,
      and enable gateways to further opportunities. At the same time, they are embedded in wider sociocultural
      structures that are also important sites of inquiry, as explored in the following section.
    


    
      The culture of care and the everyday lives of children and young people
    


    
      The second theme of the book offered an insight into the everyday lives and experiences of care-experienced
      children and young people, which have the potential to exacerbate or alleviate the disadvantages they face both
      within and beyond the sphere of education. Study within or about the private space of the home is contentious
      (Lincoln, 2012), and it can be difficult for researchers to ‘delve into the life of the everyday of their
      participants’ and ‘walk their walk, and talk their talk’ (Russell and Barley, 2016). Nevertheless, it can be
      advantageous to gain an insight to these hidden worlds (Mannay et al., 2017), and Alyson Rees’ (2019) chapter
      provided a ‘worm’s eye view’ into the lives and caring practices of ‘stable’ foster families. The chapter
      highlighted the importance of successfully navigating dominant discourses of risk within children and family
      social work, to ensure children and young people who are ‘looked after’ enjoy an unfettered sense of being cared
      for, caring about, being part of, and taking part in family life.
    


    
      Notions of risk were also centralised in Holly Gordon’s (2019) consideration of outside play and the natural
      environment for children and young people in care, which proposed a risk-competent approach to supporting
      children and young people’s access to the natural environment. These two contributions reported the salience of
      both touch and outdoor play for children and young people. However, discourses of ‘risk’ continually threaten the
      potential benefits of these practices. For example, the threat of allegations (Plumridge and Sebba, 2016) and
      systems of surveillance permeated with value judgements and an overweening ‘safety’ culture (see Rosier, 2009;
      Dowty, 2008), act to close down the very relationships and spaces in which children and young people can grow and
      develop. Arguably, this ‘risk-averse’ climate where a comforting arm around a shoulder induces anxieties about
      fear of prosecution, and running, playing and climbing, outdoors, unless heavily organised and monitored, is
      conceptualised as dangerous, is especially harmful for care-experienced children and young people, and those
      charged with their care.
    


    
      Conceptualisations of risk, harm and benefit are also features of the complex and highly emotive issue of birth
      family contact. Joanne Pye and Paul Rees (2019) worked with children and young people, birth parents, carers,
      contact workers and social workers, to identify the constituents of ‘positive contact’. Highlighting the
      differing and sometimes contrasting experiences and perspectives of stakeholders involved in contact
      arrangements, the importance of open and considered communication between each party was put forward as a way to
      engender best practice, and foster ‘positive contact’. The associated barriers were often attributed to lack of
      time, training, resources and experience, which link back to the arguments posed earlier in the book about the
      growing numbers of children in care and the strain on children’s services (Elliott, 2019; Munro, 2012; Care
      Council for Wales, 2014; Diaz, 2018). This suggests that alongside policy strategies, social work and social
      services need to be adequately resourced and that future investment is vital to ensure quality services, which
      are both informed and effective in serving care-experienced children and young people, as well as their families
      and carers. This theme has been explored further in the English context in relation to the impacts of austerity
      and cuts to local service provision (see Cann and Lawson, 2016).
    


    
      Rebecca Girling’s poignant chapter on residential care brought to the fore the often unexplored expectations on
      children and young people to seamlessly adjust to new living arrangements, to form new relationships and adapt to
      the norms and rules of their new surroundings. Choice, understanding and control were central to young people’s
      reflections of change and movement, and Girling argued that increased recognition should be afforded to the
      psychological as well as the physical aspects of movement and change. The failings in residential care have been
      addressed to some extent with increased regulation, such as the Children’s Homes (Wales) Regulations (National
      Assembly for Wales, 2002). However, the emphasis on education, health, protection, hazards and safety, food and
      adequate staffing, does not easily facilitate a significant focus on the affective elements of movement. There
      exists an enormous wealth of research on how emotion operates in specific social and cultural contexts (Loughran
      and Mannay, 2018), and arguably this could be considered in further studies exploring the impacts of time, place
      and movement for care-experienced children and young people.
    


    
      Leaving care may signal the end of a care journey, but the effects of being a child and young person ‘looked
      after’ are pervasive and far reaching. As Berger (1972, p. 370) contends:
    


    
      The present tense of the verb to be refers only to the present: but nevertheless with the first person singular
      in front of it, it absorbs the past, which is inseparable from it. ‘I am’ includes all that has made me so. It is
      more than a statement of immediate fact: it is already biographical.
    


    
      It is important then to think about the transition to adulthood, and to parenthood for young people in and
      leaving the care system, and Louise Roberts (2019) effectively illustrated how the long shadow of care history
      permeates the present. Motherhood and mothering are conceived in relation to hierarchies through which those
      living in poverty or in marginalised areas often become characterised by ‘otherhood’ and ‘othering’; a
      positioning that leaves them vulnerable to overt and indirect forms of criticism, surveillance and policing
      (Brady and Brown, 2013; Mannay et al. 2018). Arguably, for care-experienced parents these experiences are
      intensified, with additional forms of monitoring and often the absence of the support that other parents would
      receive from wider family networks.
    


    
      There have been recent initiatives to prevent women who have experienced the compulsory removal of a child from
      experiencing a repeat pregnancy in the short term, whilst successive child removal remains the most likely
      outcome. For example, the ‘Reflect’ project is currently being evaluated by Louise Roberts, Nina Maxwell and
      Claire Palmer [4]. However, a
      pressing concern is breaking intergenerational cycles of care placements, which involve holistic, dedicated
      support for young people in care and care leavers, so that they are in a better position to have and retain a
      family of their own. In terms of parenthood, but also a range of other areas discussed across the collection,
      there are calls for effective systems of support, guidance and resourcing, so that care-experienced children and
      young people can enjoy a more equal playing field, which will enable them to secure positive futures.
    


    
      Participatory, qualitative and collaborative approaches
    


    
      The final section of the book focused specifically on research methodologies. This is important as our research
      designs and techniques frame what can be known, and in turn what can be acted upon to inform policy change and
      practice development. It is worth, first, considering the methodological lessons from the opening parts. The
      initial contributions here provided convincing arguments for better reporting of quantitative data around
      localised patterns of increases in the number of children and young people in care (Elliott, 2019), and more
      robust systems of measurement in studies applying random controlled trials, so that they can provide more clarity
      around the extent to which any interventions produced positive impacts (Rees at al., 2019). Quantitative and
      experimental approaches are fundamental in allocating resources, measuring the impacts of interventions and
      advising policy and practice initiatives. They can also provide the baseline information for more qualitative
      forms of inquiry, which are explored in the closing set of chapters.
    


    
      Key considerations in effective qualitative inquiry are ethical practice, positionality and reflexivity, which
      are explored by all of the authors. Drawing on Amanda Coffey’s (1999, p. 22) argument that ‘who is a stranger or
      a member, an outsider or an insider, a knower or an ignoramus is all relative and much more blurred than
      conventional accounts might have us believe’, Claire Palmer’s (2019) chapter detailed her positioning in
      qualitative interviews with adoptive parents of older care-experienced children. The chapter offered a range of
      insights into engagement and experiences across the adoption process, which emphasised the value of following up
      baseline statistics with in-depth discussions with participants. Palmer also drew upon her own experiences to
      critically reflect on the influence of the self on the research encounter, which has resonance for social
      researchers but may also be of interest to practitioners and carers in recognising their relational responses to
      others.
    


    
      In the following two chapters, Dawn Mannay and Eleanor Staples (2019) and Phil Smith (2019) continued with the
      theme of the fieldwork relationship and reflected on the benefits of creative methods when undertaking research
      with care-experienced children and young people. Aligning with the Welsh Government’s formal commitment to
      children’s rights, which has strengthened the national basis for children’s and young people’s participation in
      research studies (Welsh Assembly Government, 2004), the authors centralised the importance of enabling space for
      children and young people to direct conversations and reflect on their experiences. Mannay and Staples explored
      the benefits of creative research but noted that their participatory approach was restricted to the fieldwork
      process, whilst Smith reflected on the ways in which adult voices can still permeate the accounts of young
      people, despite his emphasis on enabling the multimodal project to be participant led.
    


    
      Eleanor Staples, Louise Roberts, Jennifer Lyttleton-Smith, Sophie Hallett and CASCADE Voices (2019), widened the
      discussion to reflect on collaborative partnership and coproduction. Finding ways to involve participants in all
      elements of the research process is an important consideration for researchers (see Children’s Commissioner for
      Wales, 2017), and this chapter explored how this could be achieved, and the barriers to this involvement. In this
      way, the chapter acts as an exemplar, illustrating how young people can be involved in posing research questions,
      designing projects, conducting fieldwork as peer researchers, evaluating outcomes, and disseminating findings.
      This approach moved beyond a form of decorative or tokenistic involvement (Hart, 1992) and provided an
      opportunity for meaningful participation, where children and young people were positioned as the experts in their
      own lives (James and James, 2004), from whom researchers, practitioners and policy makers have much to learn.
    


    
      In the final chapter, Dawn Mannay, Louisa Roberts, Eleanor Staples and Ministry of Life (2019) focused on the
      significance of impact, ‘extending the social researcher’s responsibility from outputs to outcomes’ (Brady et
      al., 2007, p. 123). For Silverman (1999, p. 273):
    


    
      The idea that social research might influence public policy provides an inspiration for many young social
      scientists. In most English speaking countries, the sad truth is that things have never worked in this way.
    


    
      However, although this may be true of many studies, this does not have to be the case and there is now a greater
      appreciation of, and expectation for, a relationship between social research and change. Academics have begun to
      share how they have challenged the assumption that academic research has little meaning for the lives of ‘real’
      people (see Letherby et al., 2007), and the project built on this earlier work. The use of innovative multimodal
      outputs including film, artwork and music [5] were discussed as modes to engage diverse audiences, and have real impacts on not only policy but
      also on everyday ground-level practice. By involving both care-experienced children and young people, and those
      who care for them, in research that centralises their voices and experiences, and having a commitment to
      communicating research findings, there is a genuine potential to contribute to positive improvements and new ways
      of working.
    


    
      Final reflections
    


    
      This collection has sought to recognise the distinct features of the policy and practice landscape in Wales for
      children and young people who are looked after. The chapters have highlighted the pervasive disparity of outcomes
      in and beyond education, and the profound significance of relationships on the lived experiences, development and
      well-being of care-experienced children and young people. It has also reflected on the reach and impact of
      research studies that have gone some way towards not only raising the voice of children and young people in care
      but ensuring that there are opportunities for these voices to be heard, and acted upon. Importantly, the studies
      have also illustrated the support of third sector organisations, charities, research partners, Local Authorities
      and the Welsh Government, who shared the authors’ vision for impact and change. This underlines the benefits of
      researchers understanding their national policy context, building relationships and reputations over time, and
      working collaboratively with policy maker and partners to achieve common goals (see Lenihan, 2018).
    


    
      We are heartened by the breadth, scope and quality of research showcased within this collection and its potential
      to make valuable and informed contributions to ongoing efforts to address inequality and disadvantage for
      children and young people in Wales, and internationally, who are ‘looked after’. Yet it is also clear that there
      is more to do. There are gaps in our knowledge base both with regard to care-experienced children and young
      people and their education, but also concerning their wider life and relationships. Further research is required
      in a number of areas, to illuminate the ways in which enrichment and improvements can be made with and for the
      lives of children and young people looked after.
    


    
      In editing this collection, we have gained a wealth of knowledge, developed more nuanced understandings of the
      lives of children and young people who are or have been ‘looked after’, and at the same time gained a deeper
      appreciation of different disciplinary research approaches and applications. We hope that readers have enjoyed a
      comparable experience in journeying through the valuable and moving accounts offered across Children and Young People ‘Looked After’? Education, Intervention and the Everyday Culture of Care in
      Wales. Moreover, we hope that some readers are inspired to draw on these examples and take up the
      challenge to continue to address the inequalities faced by children and young people in Wales, and globally. In
      closing the collection, we return to an earlier quote to re-emphasise an important take-home message from a young
      person: ‘I shouldn’t be labelled or underestimated just because I am “looked after”. I am not just a number, I am
      me.’
    

  


  
    Notes


    
      2:  Charting the rise of children and young people looked after in Wales
    


    
      1.  Children in Need
      has been replaced in Wales by Children in Need of Care and Support under the Social Services and Well-being
      (Wales) Act 2014.
    


    
      5:  Promoting the education of children in care: Reflections of children and carers who have
      experienced ‘success’
    


    
      1.  Section 20 of
      the Children and Young Persons Act 2008 requires all maintained schools to designate a lead person (DLP) as
      having responsibility for promoting the educational achievement of all looked after pupils who are registered at
      the school. The title used by DLPs varies from school to school, but they are often referred to as the
      ‘designated teacher for looked after children’. The Welsh Government has recently issued guidance on the role of
      the DLP (see Welsh Government, 2017).
    


    
      6:  Transitions from care to higher education: A case study of a young person’s journey
    


    
      1.  Please note that
      these figures are not routinely published by HEFCW and were obtained through personal correspondence with HEFCW.
      The field capturing this information generally includes a large number of unknowns, and therefore care should be
      taken when citing this figure. Also, due to the requirements of data control methodology this figure has been
      rounded to the nearest five (HEFCW, 2017).
    


    
      2.  The ‘When I’m
      Ready’ scheme has been criticised because unlike young people in foster care, young people are not able to stay
      in their residential care home past the age of 18 under the ‘When I’m Ready’ arrangement. For further information
      see Children’s Commissioner for Wales (2017).
    


    
      3.  Turnitin is
      university software used to detect plagiarism.
    


    
      4.  Blackboard is a
      forum found on the student intranet in a university where information on student’s modules, course details and
      grades are located.
    


    
      8:  The natural environment and its benefits for children and young people looked after
    


    
      1.  Learning through
      Landscapes is a UK charity specialising in outdoor learning and play in education.
    


    
      2.  Play Wales is a
      UK charity which raises awareness of children’s need and right to play.
    


    
      3.  BAAF Cymru was
      an adoption and fostering charity which ceased operations in 2015. AFA Cymru was set up at this time and supports
      good practice across the breadth of permanency planning.
    


    
      4.  Parents as
      Partners in Play Cymru involved working with children, their parents/carers and early years practitioners in the
      most deprived areas of Wales to improve the well-being of vulnerable young children through outdoor play.
    


    
      12:  Positionality and reflexivity: Conducting qualitative interviews with parents who adopt
      children from foster care
    


    
      1.  All names
      given in the above account are pseudonyms.
    


    
      2.  My PhD
      research project is funded by the Wales School for Social Care Research.
    


    
      3.  The Wales
      Adoption Study was funded by Health and Care Research Wales, a Welsh government body that develops, in
      consultation with partners, strategy and policy for research in the NHS and social care in Wales. The team who
      worked on the study were as follows: Katherine Shelton (Principal Investigator), Sarah Meakings, Julie Doughty,
      Heather Ottaway, Amanda Coffey, Sally Holland, Rebecca Anthony, Claire Palmer and Janet Whitley. For further
      information on the study please see: http://sites.cardiff.ac.uk/adoptioncohort/ .
    


    
      13:  Sandboxes, stickers and superheroes: Employing creative techniques to explore the
      aspirations and experiences of children and young people who are looked after
    


    
      1.  The Fostering
      Network is a fostering charity, providing support and campaigning to improve foster care.
    


    
      2.  Voices from
      Care Cymru is a charity led and inspired by looked-after children and care leavers.
    


    
      3.  Spice
      Innovations provides a system for organisations and individuals to exchange their skills and resources.
    


    
      4.  CASCADE Voices
      a collaboration between Voices from Care Cymru and the Children’s Social Care Research and Development Centre
      (CASCADE). Members of the group have been involved in a range of research-related activities.
    


    
      5.  Children and
      young people chose or were allocated pseudonyms.
    


    
      6.  For further
      information on Lego Serious Play see https://www.lego.com/en-gb/seriousplay/background.
    


    
      15:  Enabling care-experienced young people’s participation in research: CASCADE Voices
    


    
      1.  To date, all
      CASCADE staff involved with the group have been women. This is perhaps unsurprising given that CASCADE’s team is
      female dominated. Displaying and managing patience, compassion, warmth and calmness are all part of facilitating
      CASCADE Voices. This emotion-work has been argued to be expected of and practised by women to a greater extent
      than men in academic research but not valued in the same way as other aspects of research (Reay, 2004). The
      gendered division and misrecognition of emotional labour is not the domain of this chapter, but it is noted
      because we are seeking to provide a reflexive account of the group and its functioning.
    


    
      16:  Lights, camera, action: Translating research findings into policy and practice impacts
      with music, film and artwork
    


    
      1.  The multimodal
      outputs from this project are hosted at http://sites.cardiff.ac.uk/cascade/looked-after-children-and-education/ .
    


    
      2.  The initial
      films from the project were produced in association with the Fostering Network, Hummingbird Audio Landscaping and
      Cat & Mouse.
    


    
      3.  Received
      Pronunciation (RP) is the accent of Standard English in the United Kingdom and it is associated with educated
      speech and English as spoken in the south of England.
    


    
      4.  Young people
      involved with Voices from Care Cymru assisted with the voice-overs for the films.
    


    
      5.  All graphic
      art pieces, music audios and music videos were created in association with Ministry of Life and the artists
      DroneBoy Laundry and Nathan Bond.
    


    
      6.  The poetry
      competition was judged by the Children’s Commissioner Office in Wales, Ministry of Life and award-winning Welsh
      poet Sophie McKeand, Young People’s Laureate Wales. The consultations and poetry were used to create a
      #messagestoschools charter in collaboration with the Care Forum Wales Looked After Children Network. The related
      outputs included a charter poster (in English and in Welsh); three graphic art posters (in English and in Welsh);
      a 2.5-minute film (in English and in Welsh); and a music audio and a music video.
    


    
      7.  The
      #messagestoschools film and poster were created in association with Like an Egg and the film is available in
      English at https://e69c78e447vimeo.com/214645169/ and in Welsh at https://vimeo.com/219376741/3e31f68656.
    


    
      8.  The
      #messagestoschools artwork was created by Nathan Bond.
    


    
      9.  There is a
      duty for governing bodies of all maintained schools to appoint a designated teacher for looked-after children on
      the school roll. The designated teacher should have lead responsibility for helping school staff understand the
      things which affect how looked-after children learn and achieve; and have lead responsibility for the development
      and implementation of the children’s personal education plans within the school.
    


    
      10.  The
      magazines for young people and foster carers were created in conjunction with the Fostering Network.
    


    
      11.  The
      ExChange: Care and Education resource can be found at http://www.exchangewales.org/careandeducation.
    


    
      17:  Conclusion
    


    
      1.  This quote is
      taken from the #messagestoschools work, which involved a poetry competition and consultations with children and
      young people. More details about the project can be found at http://www.exchangewales.org/messagestoschools.
    


    
      2.  More
      information on the Fostering Well-being Programme in Cwm Taf, south Wales is available at https://www.thefosteringnetwork.org.uk/media-release/2017/wellbeing-fostered-children-in-wales-be-improved-thanks-innovative-project.
    


    
      3.  ExChange: Care
      and Education: http://www.exchangewales.org/careandeducation.
    


    
      4.  More
      information about the Reflect project is available at http://sites.cardiff.ac.uk/cascade/research/research-projects/reflect/.
    


    
      5.  Multimodal
      outputs are available at http://www.exchangewales.org/laceproject.
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